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ABSTRACT 

This study is an investigation of Japanese university students’ use of 

metacognitive knowledge for reading an English narrative text for general 

comprehension and their inference generation while reading. Research in second 

language (L2) reading and reading comprehension has advanced over the past three and 

half decades (Grabe & Stoller, 2020). Many studies focusing on L2 reading 

comprehension have shed light on the strong correlation of linguistic knowledge such as 

vocabulary and syntax with reading comprehension (e.g., Jeon & Yamashita, 2014). In 

addition, the literature on L2 reading has shown a strong interest in the role of higher-

order processing and metacognition. However, there is a paucity of research on higher-

order processing and metacognitive knowledge in L2 reading in English as a Foreign 

Language (EFL) contexts.  

With these gaps in mind, this study draws on Flavell’s (1979) model of cognitive 

monitoring and Nelson and Narens’ (1990) model of metacognition. It also draws on 

Kintsch’s (1988) Construction-Integration (CI) Model that elaborately describes the 

process of reading comprehension. Ten intermediate- and advanced-proficiency 

Japanese EFL learners voluntarily participated in this multiple case study, read a 

narrative text for general comprehension, and reported on their reading. 

 The data collected from the participants’ course assignments, class oral 

presentation, class discussion, semi-structured interviews, and the think aloud and 

stimulated recall protocols were transcribed and coded for analysis. The transcribed data 

together with the written data were analyzed thematically clustering the data into 

categories manually using Flavell’s (1979) framework of metacognitive knowledge, 
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person, task, and strategy, and by the types of inferences made. This study provides a 

descriptive account of the participants and contributes to the literature on EFL learners’ 

strategy use, metacognition, and inference making in L2 reading. 

The findings reveal that intermediate- and advanced-proficiency Japanese EFL 

learners used strategies in combination to solve the difficulties they encountered, and 

metacognitive strategies to monitor and evaluate their strategy use while reading. 

Accordingly, this study supports the conclusion that metacognitive strategies are 

essential to self-regulated reading to achieve comprehension. In addition, the 

participants’ positive beliefs about themselves as EFL learners appeared to positively 

contribute to their motivation to read. In particular, their beliefs about good L2 readers 

helped them set goals with regards to the areas that they problematized. For example, 

the participants aspired to read faster because they recognized that their present L2 

reading speed was slow. The findings also provide a detailed account of how readers 

constructed situation models for their reader comprehension. In particular, re-reading 

helped enhance participants’ ability to draw inferences, identify causal relationships, 

remove irrelevant or contradictory elements, and integrate relevant background 

knowledge to the textbase in the interest of updating their situation models. The rich 

description of the multiple cases in this study contributes to our understanding of 

difficulties intermediate- and advanced-proficiency Japanese EFL learners encounter 

while reading, how they use strategies to address them, how they draw inferences to 

connect information, and how they evaluate their comprehension on an ongoing basis.  
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CHAPTER 1 

INTRODUCTION 

 

I am confident in reading English, compared to speaking English. I think I can 

read well because I read many difficult English passages and learned vocabulary 

for university entrance examinations. But I haven’t read English much since I 

entered the university. (Anonymous, second year at a Japanese national university, 

2018)1 

 

I thought that other students in the class were more fluent in speaking what they 

want to express in English. So, I made sure that I sat with a friend of mine, who 

was at the same speaking level as mine because I could pair with her to carry out 

the task of retelling the story, feeling secured. (Anonymous, second year at a 

Japanese national university, 2018)2 

 

Is it possible to read English without thinking in Japanese if I want to make sense 

of the content? I think I rely on my Japanese to get the gist of it. I also want to 

check the new words before I read. (Anonymous, second year at a Japanese 

national university, 2018)3 

 

The above remarks, from three of the ten intermediate- to advanced-proficiency learners 

of English in this study, are indicative of several important themes. These quotes 

describe the students’ thoughts and feelings about themselves, their reading experiences, 

and actions during an attempt to take charge of their second language (L2) learning. 

These thoughts, knowledge, and feelings about their thinking can be regarded as 

metacognitive knowledge (Flavell, 1979; Hacker, 2009). The first quote suggests that 

 
1 (original Japanese) 私は英語のスピーキングと比べると英語のリーディングの方が自信あります。 

大学受験勉強で難しい英語の文章をたくさん読んだし、単語も覚えたのでよく読めると思いま

す。でも大学に入ってからは英語をあまり読んでいません。 
2 

クラスで他の人はぺらぺらと自分の言いたいことを英語で言えていた感じです。だから私は、

読んだ内容を英語で話すペアワークの時は、安心してできるよう、いつもスピーキングレベル

が私と同じくらいの友人と固定で座ってやっていました。 
3 

その（英語の）内容を理解しようとしたら、日本語で考えないで英語を読むことって可能でし

ょうか。私は内容の要点をつかむには日本語に頼ると思います。読む前に新しい単語も調べた

いです。 



 2 

although some university students in Japan read a great deal in English in preparation 

for taking entrance exams and consequently gain confidence in their reading abilities 

and vocabulary knowledge, many do not read very much English once they have been 

admitted to a school. Like the first quotation, the second suggests that many students do 

not have confidence in their speaking abilities, and they sometimes adopt strategies to 

compensate for this perceived weakness even in reading classes. Sometimes the 

strategies they adopt, such as intentionally pairing themselves with less proficient 

learners, are not necessarily in the best interest of their learning. Finally, the third 

comment is indicative of (a) the reliance of many Japanese students on Japanese 

translations to understand texts, (b) the challenge that these learners often face with 

regards to vocabulary load when they read, and (c) a tendency of many Japanese 

learners to read slowly and get bogged down in lower-level processes, such as word 

recognition and syntactic parsing. 

In this multiple case study, I examine the metacognitive knowledge and strategies 

that intermediate- to advanced-proficiency Japanese university learners utilize when 

reading English. I am interested in questions such as how they perceive themselves as 

L2 readers, and how they use their metacognitive knowledge and strategies to deal with 

perceived reading difficulties. As a learner, I yearned to read authentic narrative texts at 

their age after studying English for six years, only to find insurmountable difficulties, 

such as vocabulary load, I was eventually discouraged. Similarly, Miura (2011) noted 

her high-school English reading experience of not being able to comprehend even 

though she checked every unknown word in a text. It can be construed that reading 
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comprehension involves more than understanding the meanings of vocabulary and that 

it is beneficial for L2 students to be equipped with reading and metacognitive strategies 

to address difficulties during L2 reading. In fact, Oxford (2017) noted that knowing 

vocabulary and grammar is not enough to lead to successful reading comprehension 

and considered strategy instruction an important part of reading instruction. Given the 

English learning experiences and proficiency level of intermediate- to advanced-

proficiency Japanese university learners, I am interested in how they use their 

metacognitive knowledge to understand English texts. 

Furthermore, I am interested in how Japanese university learners monitor and 

control their reading comprehension, or more precisely, how they judge their perceived 

attained level of comprehension as being adequate to comprehend authentic texts. As 

the first quote at the outset of this chapter illustrates, the student was satisfied with her 

L2 reading although her reading skills declined since entering college. What was the 

comprehension level she considered adequate? To attain the satisfactory comprehension, 

what cognitive and metacognitive strategies did she use? There are many text 

comprehension theories and models developed in L1 reading research (Kintsch, 1988). 

Many of the theories posit that text comprehension entails creating a mental 

representation of what the text says. In L1 reading research, for example, Duke and 

Carlisle (2011) defined discourse comprehension as “the act of constructing meaning 

with oral or written text” (p. 200). With respect to discourse comprehension, Kintsch 

(1988, 1998) proposed the Construction-Integration (CI) Model comprising two stages 

of processing: a construction phase and integration phase. The construction phase 
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activates word identification, decoding, parsing, and lexical access for reading, and 

forms a textbase—a propositional representation of the text. The integration phase 

forms a situation model—a more elaborate representation of the text integrated with 

prior knowledge. The situation model depends critically on inferencing (Graesser, 

Wiemer-Hastings, & Wiemer-Hastings, 2001; Kintsch, 1998). One question that arises 

is which level Japanese learners perceive as instrumental to their reading 

comprehension. Grabe and Stoller (2020) pointed out the importance of considering 

four issues to define the concept of reading, that is, readers’ purposes of reading, 

readers’ abilities involving “many skills, process and knowledge base that act in 

combination” (p. 5), reading as a cognitive process, and social contexts. Other 

questions arise with respect to what purposes Japanese learners have for reading and 

what strategies they prefer to use. Because inferencing is an important skill for 

intermediate level students, both in terms of comprehending the content of a text and in 

terms of learning vocabulary and syntax incidentally (Grabe & Stoller, 2020), this study 

focuses on the intersection of metacognition and inferencing. 

I begin this multiple case study on young Japanese L2 learners of English with 

their remarks to provide a glimpse of how they think about L2 reading and learning. 

Their remarks motivated me to investigate how L2 learners read English texts, how 

they feel about their abilities to read an L2 independently, and how they perceive 

themselves as English readers. These questions led to other questions, such as how they 

monitor and control their comprehension as their reading progressed, how they address 

perceived difficulties in reading, and how their beliefs about reading influence their 



 5 

behaviors while reading. Furthermore, questions such as what inferences they generate 

in the process of comprehending L2 texts, and what inferences help them comprehend 

those texts more deeply have intrigued me. In this case study, I investigate the degree to 

which ten intermediate- to advanced-proficiency learners of English use metacognitive 

knowledge to self-regulate their independent reading behavior to enhance 

comprehension, with a focus on obtaining insights into what inferences they generate 

when reading a narrative text. The narrative text was chosen because of increased 

reader interest and more connections to background knowledge, less information 

overload, and inferences that can occur more often (Grabe, 2009; Koda, 2005). 

 

The Background of the Issue 

Metacognition has come to be seen as essential to cognitive activities such as 

reading and L2/FL (foreign language) learning (Dunlosky & Graesser, 1998; Dunlosky 

& Metcalfe, 2009; Flavell, 1979; Raoofi, Chan, Mukundan, & Rashid, 2014). In first 

language (L1) contexts, research on metacognition was initially focused on reading 

because it is regarded as a foundation of education (Dunlosky & Metcalfe, 2009). Thus, 

early researchers investigating metacognition studied children’s first language 

comprehension monitoring skills, skills related to self-questioning about content while 

reading, the comprehension of main ideas in texts, and summarizing what has been read 

(Baker & Brown, 1984; Brown, 1977). They found that children were limited in 

metacognition and that it was essential for children to develop metacognition because it 

plays an important role in cognitive activities. 
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Flavell (1979) proposed that metacognition is composed of two central 

components: (a) being able to think about one’s own cognition, and (b) being capable 

of regulating one’s own cognitive activities. Similarly, Dunlosky and Metcalfe (2009) 

noted that metacognition is a multifaceted concept, citing a tip-of-the-tongue 

experience and making a list to remember as examples of metacognition: the former 

concerns people’s beliefs about their knowledge; and the latter concerns their knowing 

their memory limitations. Metacognition is thus related to people’s beliefs, knowledge, 

and memory and was initially much discussed with respect to metamemory research 

(Dunlosky & Metcalfe, 2009). Flavell first focused on the aspect of children’s memory 

and coined the term, metamemory. Based on his metamemory research, Flavell 

proposed the influential model of cognitive monitoring. 

Dunlosky and Metcalfe (2009) conceptualized metacognition as being composed 

of monitoring components and control components by referring to Nelson and Narens’ 

(1990) model of metacognition. This two-level model is one of the most well-known 

models of metacognition (Schraw & Gutierrez, 2015). Figure 1, which has been 

adapted from their model, consists of the meta-level and object-level, which interact by 

feeding on-going information from the object-level to the meta-level and vice versa. 

According to Nelson and Narens (1990), an action at the object level can be impacted 

in three ways after receiving a control order: (a) initiating an action; (b) continuing an 

action (not necessarily the same action); and (c) terminating an action. For example, 

based on this framework, when an EFL learner reads an English text, the reader  
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Figure 1. Model of Metacognition (Nelson & Narens, 1990, p. 126) 

 

 

 

 

 

 

 

 

monitors their reading progress vis-à-vis their goals and control his/her reading by using 

strategies such as guessing vocabulary from context when he/she encounters difficulty. 

In Nelson and Narens’ (1990) model, the meta-level controls the object-level in the way 

that it acts on employing strategies. When individuals’ metacognitive knowledge is high, 

they have a greater understanding of their own abilities vis-à-vis tasks and goals and 

know which strategies should be employed in what situations to achieve the goals. 

Dunlosky and Metcalfe adapted this model and added a “model,” to the upper oval 

figure (meta-level) of the above framework to show the general relationship between 

metacognition and cognition, noting that the meta level is equivalent to metacognition 

and that the object level is equivalent to cognition (p. 4). The scholars explained that 

their added model in the meta level was “a person’s understanding of the task they are 

performing and the ongoing cognitive processes that are engaged while they complete 

the task” (p. 4). The object level can be interpreted as “the ongoing cognitive processes 

of interest” and refers to cognitive processes that an individual “could be monitoring 
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Meta-level 

Flow of 
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and controlling” (p.5). According to Dunlosky and Metcalfe, when a person is 

monitoring of his/her progress on a task, his/her metacognitive knowledge can inform 

the model in the meta-level. The meta level can influence the object level based on 

information from the object level used to meet the task demands. The meta level thus 

receives monitoring information from the object level and alters actions at the object 

level accordingly, but not vice-versa. Monitoring and controlling cognitive tasks thus 

occur to achieve the task demands. In the domain of reading, Veenman (2016) remarked 

that decoding, parsing, and lexical access for reading, which he described as lower-

order cognitive processes, as well as relating, comparing, and making inferences, which 

he described as higher reading skills, belong to the object level. Because evaluating and 

planning are meta-level activities that guide the object-level, he depicts this model as a 

bottom-up model in which perceived problems at the object level launch metacognitive 

control, which includes cognitive activities. 

Specifically, this study draws on the discussion of metacognitive knowledge from 

Flavell’s (1979) model of cognitive monitoring as the theoretical perspective for 

investigating EFL readers’ cognitive monitoring and regulation while reading. Flavell 

conceptualized the cognitive monitoring aspect of metacognition as the actions and 

interactions of four components of metacognition: metacognitive knowledge, 

metacognitive experiences, goals, and actions. Flavell defined metacognitive 

knowledge as knowledge about cognitive processes comprised of three variables: 

person, task, and strategies. Metacognitive experiences, which are categorized as the 

regulation of cognition (Tarricone, 2011), are called as metacognitive monitoring, 
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which is the ability to evaluate the current performance of a cognitive activity, and 

metacognitive control, which is the ability to regulate a cognitive activity (Flavell, 

1979). Goals were defined as “the objectives of a cognitive enterprise” (p. 907). They 

are task demands (p. 907). Actions were defined as “the cognitions or other behaviors 

employed to achieve them” or goals (p. 907). According to Flavell, the strategic 

knowledge dimension of metacognitive knowledge pertains to knowledge about making 

the effective use of appropriate strategies to accomplish goals. In sum, in the case of 

reading, individuals can evaluate whether they make progress in reading 

comprehension and regulate their actions by employing strategies based on their 

understanding of their current progress in light of achieving their goals. 

Wenden (1999) introduced a modified version of Flavell’s (1979) model to the 

field of second language acquisition (SLA) and made modifications in the process. She 

remarked that in the broader field of psychology, metacognitive knowledge refers to 

learners’ acquired knowledge about learning and themselves as learners. However, in 

the foreign/second language literature, it is usually applied to learners’ beliefs. For this 

reason, she treated learner beliefs as part of metacognitive knowledge. In another 

adaptation, Wenden (1999) used the term, metacognitive strategies, in lieu of Flavell’s 

metacognitive experiences to refer to the regulatory aspect of metacognition. She 

explained that metacognitive strategies concern planning, monitoring, and evaluating, 

all of which enable learners to manage, direct, regulate, and guide their learning. 

Oxford (2017) called metacognitive strategies “the Master Builder” (p.181) in the 

process of cognitive construction because they guide the process. 
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Several researchers have called for investigations of L2 learners’ metacognition. 

In an early paper, Casanave (1988) pointed to comprehension monitoring and control 

components as essential skills for L2 reading. She highlighted the importance of 

equipping L2 learners with metacognition at a time when schema theory was the 

prevailing model (Grabe, 2009). Turning a critical eye to the role of schema in reading, 

Casanave noted that schema theory alone cannot explain fully how comprehension is 

achieved. She argued that it was of vital importance to investigate how L2 learners 

reach comprehension and what occurs online metacognitively while they read longer 

texts. In an early study in which learners’ comprehension monitoring was investigated, 

Block (1992) used a think-aloud method to collect data on how 25 L1 and L2 first-year 

college students used monitoring strategies while reading an expository text. She 

categorized the participants by proficiency levels based on a standardized reading text. 

She took the three steps in monitoring a referent problem—evaluation, action, and 

checking. She remarked that for both the L1 and L2 participants, reading ability seemed 

to influence the recognition of a problem or a problem source. Less proficient learners 

tended not to recognize a problem and even when they recognized it, they lacked the 

resources to solve it, whereas more proficient learners recognized the problem, used a 

strategy to solve it, and checked if it worked. Block pointed to the possibility of a 

confounding factor that might have affected the L2 learners’ verbal reports in their L2, 

remarking that they might have found it difficult to express what they thought 

spontaneously in the L2 due to linguistic limitations. This issue can be addressed if L2 

learners report their cognitive processes in their L1. 
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L1 learners’ metacognition, especially monitoring and controlling strategies for 

comprehension, is deemed important to develop. Likewise, L2 learners need to make 

full use of comprehension monitoring and controlling mechanisms so that they can 

allocate cognitive resources to achieve better comprehension. Achieving better 

comprehension of a text requires not only comprehending surface-level meaning 

explicitly stated in letters, words, and sentences, but also reading between the lines by 

generating inferences to understand what is not explicitly written in a text (Grabe & 

Stoller, 2020; Kadota & Noro, 2001; Kintsch, 1998). To comprehend, readers are 

expected to use metacognition to monitor whether bottom-up and higher-level 

processing are done properly, and if not, to deploy relevant reading strategies. 

This study also draws on Kintsch’s (1988, 1998) CI Model. With respect to the 

background of the CI model, according to Grabe (2009), one of the most prominent L2 

reading scholars, the basis of the CI model had begun forming in earlier discussions 

about discourse comprehension (van Dijk & Kintsch, 1983) and was later developed 

into the CI model (Kintsch, 1988). Kintsch proposed the model that elaborately 

described the process of discourse comprehension that starts with bottom-up processing. 

There are three mental representations of texts—linguistic representation (word 

decoding/identification/meaning), textbase (a propositional representation of the text), 

and situation model (a more elaborate representation of the text integrated with prior 

knowledge). In short, the CI model proposes that comprehension involves a first phase 

of constructing a textbase and a second phase of integrating the textbase into 

background knowledge, generating inferences, and creating a situation model. The 
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situation model constitutes “the final interpretive understanding of the text” (Grabe & 

Stoller, 2020, p. 31). 

The CI model is a way to describe how “both top-down and bottom-up processes 

jointly determine the nature of the mental representations formed in comprehension” 

(Kintsch, 2005, p. 125). Kintsch stated that as lexical access and parsing are important 

to comprehension, equally important to comprehension are background knowledge, 

inferencing, the inhibition of irrelevant associations, and comprehension monitoring 

(Kintsch, 2005). The CI model proposes that the interactive combination of top-down 

(knowledge-driven) and bottom-up (word-based) processes explain text comprehension, 

thereby recognizing word level processes in the construction phase in terms of their 

contribution to reading comprehension (Kintsch, 1988). In addition to textbase 

processing, or what has been called the text model of reader comprehension (Grabe, 

2020), comprehension involves creating and adjusting mental representations of the 

meaning of the text by creating a situation model; that is, by integrating background 

knowledge and inferences into text-level processing (Kintsch, 1998, 2013; Zwaan & 

Radvansky, 1998). In sum, because reading is an interaction between readers’ text-

based (bottom-up) and knowledge-based (top-down) processes, these processes involve 

multilevel representations of a text and its content. As Perfetti and Stafura (2014) noted, 

the CI model explained text comprehension by demonstrating “an interactive 

combination of top-down (knowledge-driven) and bottom-up (word-based) processes” 

(p. 23). 
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One important and metacognitively-related aspect of comprehension is 

inferencing. Generating inferences that connect the text to the reader’s knowledge base 

is essential for comprehending most texts and for forming a situation model (Kintsch, 

2013; van Dijk & Kintsch, 1983). Generating inferences, in which the reader reads 

between lines, facilitates comprehension, except in case of reading texts that do not 

require much inferencing, such as assembly instructions, financial statements, and 

recipes. Many scholars have stated that constructing inferences is critical to reading 

success and it is important to investigate the processes of reading comprehension 

(Kintsch, 2013; Rapp, van den Broek, McMaster, Kendeou, & Espin, 2007). In the CI 

model, many relevant and irrelevant inferences are made initially before the integration 

phase, but “an integration process quickly deactivates the irrelevant ones” (Kintsch, 

2005, p. 126). 

In L2 reading research, Grabe and Stoller (2020) recognized the importance of 

investigating L2 readers’ inferences for comprehension. Readers make different types 

of inferences when reading. Categorizing or naming inferences vary, depending on 

scholars and theories, and it is beyond the scope of this study to discuss all types of 

inferences. This study is focused on two types of inferences that reached consensus 

among scholars, bridging inferences and elaborative inferences. Bridging inferences, 

which also called explanation-based inferences, help connect information on a clause-

to-clause basis during comprehension, while elaborative inferences enrich 

comprehension if they occur (Graesser, Wiemer-Hastings, & Wiemer-Hastings, 2001; 

van Dijk & Kintsch, 1983). Bridging inferences are made between explicit parts of the 
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text, for example, associating a pronoun with a subject in the sentence. Elaborative 

inferences involve associating the text with background knowledge and evaluating the 

text as the reader reflects on the information in the text. Little is known about what 

types of inferences EFL readers make, how they make them, and if they do not make 

them, why not. As such, it is important in L2 reading research to investigate how L2 

readers form inferences. Although L2 researchers have reported mainly on lexical 

inferencing or guessing the meaning of unknown words (Bensoussan & Laufer, 1984; 

Pulido, 2007; Qian, 2004), there is a lack of L2 research on inferences used to form 

situation models. 

In addition to the need for more research on higher-order strategies, such as 

inferencing, little is known about what cognitive reading strategies Japanese EFL 

learners know and use, and how effectively they use metacognitive knowledge to 

monitor and control their reading strategies. Many Japanese EFL learners appear to rely 

heavily on bottom-up skills that they most likely learn in secondary school. For 

example, Shikano (2013) investigated Japanese university EFL learners’ metacognitive 

awareness of reading strategies using an instrument called the Metacognitive 

Awareness of Reading Strategies Inventory (MARSI) (Mokhtari & Reichard, 2002). 

She found that (a) problem-solving strategies such as “monitoring the reading process 

by re-reading or going back and forth, (b) adjusting the reading speed to make sure they 

understand, and (c) using context clues to negotiate the vocabulary meaning” (p. 21) 

were more often used among Japanese university students than global strategies, such 

as setting a purpose for reading, and support strategies, such as using dictionaries and 
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reference materials. There were no significant differences observed between the high-

reading-proficiency group and low-reading-proficiency group for overall strategy use. 

Furthermore, “[u]sing comprehension markers to remember what they read, such as 

underlining or visualizing the information” (p. 21) were the supporting strategies the 

Japanese participants used most frequently. Although she did not explain why Japanese 

EFL learners tend to use problem-solving strategies rather than global strategies, 

multiple factors could have been involved, such as learner beliefs and goals, and/or 

grammar- and vocabulary-focused instruction used in secondary school. 

It is likely that EFL learners’ underlying beliefs about reading might dictate their 

reading behaviors and consequently their reading comprehension (Devine, 1988). 

Devine’s case study of two L2 learners, who had different theoretical orientations 

towards reading, revealed that the meaning-focused reader comprehended the story 

better and retold it more accurately than the sound-focused reader: the former was 

defined as a reader who attached an importance to comprehending the story and the 

latter was defined as a reader who emphasized graphic and phonemic information 

(accurate pronunciation) and word recognition. This finding suggested that readers’ 

beliefs about good reading (meaning vs. sound in this case) influenced their reading 

behaviors and resulted in a difference in comprehension. In case of strategy use, 

Graham and Macaro (2008) noted that learners’ beliefs influence their readiness to use 

instructed strategies or a combination of strategies after strategy instruction. Although 

they pointed to L2 listening, a similar influence might occur in L2 reading. On a 

motivational level, Alderson, Huhta, and Nieminen (2016) investigated what factors 
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distinguished the weak and strong EFL readers with Finnish primary and secondary 

students learning English: 203 fourth-graders, 204 eighth-graders, and 205 seventeen-

year-old students in the second year of academic upper secondary school. Their English 

proficiency levels ranged from A1 to A2 to C1/C2 on the CEFR (The Common 

European Framework of Reference for Languages)-based ratings of reading. Alderson, 

Huhta, and Nieminen found that the learners’ concept of themselves as learners of 

English was the most important motivational factor to distinguish the strong and weak 

L2 readers. Thus, learner’s beliefs about reading and about themselves can influence 

comprehension, strategy use, and readiness. 

A preference for checking word meanings in a dictionary before reading might be 

shared by many Japanese readers regardless of their proficiency. Research has shown 

that Japanese learn English largely through written input (Uchihara & Harada, 2018) 

and even high-proficiency Japanese students prefer vocabulary learning tasks prior to 

reading (Mihara, 2011). However, not all Japanese learners read by using vocabulary-

focused strategies; some use a variety of strategies, which begs the question of what 

makes it possible for these learners to develop such a high level of self-regulation, 

while the majority of Japanese EFL learners do not. Uchihara and Harada investigated 

Japanese university learners of English regarding the relationship between their 

vocabulary size and academic achievement and found that the learners used a variety of 

strategies and available resources to compensate for a lack of vocabulary knowledge. 

The use of these strategies helped them pass the courses, which were English-medium 

instruction (EMI) courses. Although the researchers did not investigate metacognition, 
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it can be inferred that the participants used metacognitive knowledge effectively. When 

they recognized their lack of vocabulary knowledge in discussions, they acted upon it 

appropriately by using effective strategies, such as paraphrasing, using synonyms, and 

asking other group members or a teacher assistant. Using such strategies enabled the 

participants to manage reading difficulties and successfully accomplish the tasks. The 

Japanese learners with vocabulary sizes of slightly less than 4,000-5,000 words 

successfully used metacognitive strategies to make up for their shortcomings in an EMI 

context. This study suggests that more research is needed regarding Japanese learners’ 

metacognition, and more specifically, the metacognitive aspects related to reading. 

Another factor related to metacognition in reading is the purposes individuals 

bring to their reading. People have purposes when they read a text. Horiba and Fukaya 

(2015) pointed to a variety of purposes people have when reading and questioned the 

factors that can impede readers’ ability to monitor and regulate goal-oriented text 

processing. They stated that readers’ strategies can change depending on their purposes 

and goals. Accordingly, they investigated how Japanese EFL readers’ language 

proficiency, reading goals, and topic familiarity affected text comprehension and 

learning by analyzing their content recall. Their findings suggested that language 

proficiency and topic familiarity increased comprehension and that cognitive resources 

were allocated differently, depending on the individuals’ reading goals. This finding 

relates to Flavell’s (1979) call to investigate interactions between the four components 

of metacognition—metacognitive knowledge, metacognitive experiences, goals, and 
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actions. More investigations of the goals Japanese EFL learners have for L2 reading, 

and how these goals interact with strategy use and self-regulatory behavior are needed. 

Another factor that might affect Japanese EFL learner’s reading strategies is the 

training they receive early in life. In Japan, the grammar-translation method remains the 

norm because of pressure exerted by secondary school and university entrance 

examinations (Nishino, 2012). TESOL pedagogues and the Japanese Ministry of 

Education, Culture, Sports, Science and Technology (MEXT) have called for a more 

communicative approach to English language teaching in recent years; however, 

according to Nishino’s (2012) study, some practical constraints of employing 

communicative language teaching (CLT) persist even if Japanese high school teachers 

believe in the benefits of the approach. Many reading teachers therefore employ a 

traditional teaching approach, with learners reading difficult texts slowly and 

oftentimes translating the texts into Japanese (Yamashita, 2008). Although Kern (1994) 

reported that the occasional or strategic use of translation can facilitate reading 

comprehension, relying heavily on it consumes a great deal of time while providing 

learners with small amounts of comprehensible input. Similarly, Upton and Lee-

Thompson (2001) also found that the L1 played an important role in understanding and 

confirming the meaning, and that L1 use by L2 readers was somewhat related to 

learners’ proficiency. Perhaps in part because of the focus of the grammar-translation 

method, Japanese L2 readers of English tend to focus on bottom-up processing and lack 

a wide repertoire of strategies. Grammar-translation creates unnatural forward-

backward eye-movements in Japanese students (Hino, 1988; Takase, 2003) and those 
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unnatural movements create reading problems. This tendency has been observed in less 

successful L2 readers in other contexts (Zhang, 2010). 

It has often been pointed out that Japanese learners of English often do not reach 

an advanced level of English proficiency despite studying the language for six years. A 

lack of input, few opportunities to produce output, no fluency development, teacher-

centered classes, and unmotivating lessons are some of the reasons why many Japanese 

have low English proficiency. Negishi, Takada, and Tono (2013) reported that about 

80% of Japanese EFL learners belong to A- levels of the CEFR after 10 years of 

English education throughout secondary and tertiary schools. The emphasis on 

attending to linguistic details might contribute to the comparatively low proficiency test 

scores (e.g., TOEIC, TOEFL) because the learners’ attention to detail might negatively 

affect the use of metacognitive strategies and their reading fluency. In an effort to 

increase the relatively low Japanese learners’ proficiency levels, MEXT set goals that 

50% or more of the last year of junior high school students reach the proficiency level 

equivalent to STEP Level 3 or more (approximately equivalent to CEFR A1) and that 

50% or more of the last year of high school students from STEP Level Pre-2 to STEP 

Level 2 (approximately equivalent to CEFR B1) (MEXT, 2017). The numbers vis-à-vis 

these goals have incrementally increased although they have not reached the target of 

50%. 36.1% of junior high school graduates studying in public schools passed STEP 

Level 3 and 36.4% of high school graduates passed STEP Level Pre-2 for the tests 

taken in 2016 (MEXT). In 2017, the number improved slightly from 36.4% to 39.3% of 

high school students (MEXT). MEXT (2017) said that although these figures showed 
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upward trends, Japanese high school students’ reading and listening levels are situated 

somewhere between CEFR A1 and A2 while their writing and speaking skills are at the 

lower part of CEFR A1. Accordingly, MEXT called for further efforts to increase 

students’ English proficiency levels. Given their unexpectedly low reading achievement, 

it is useful to investigate the degree to which Japanese learners of English use 

metacognitive and inferencing strategies. 

As a Japanese university instructor of English, I teach reading classes and have 

come into contact with many students such as those mentioned at the beginning of this 

chapter. As Kintsch (2013) mentioned, reading teachers’ ultimate goal is to have their 

students become expert readers, so it is essential to instruct them in how to use reading 

strategies and metacognitive knowledge, and thereby help them develop reading 

comprehension skills. Similarly, it is useful to show L2 readers the strategies and 

processes that expert readers use to comprehend and gradually guide them to a path 

towards expertise. Kintsch compared this situation to a ski instructor teaching a novice 

skier from the first step and gradually moving to more advanced moves with the 

ultimate goal of skiing like an expert. EFL readers encounter reading comprehension 

problems at varying levels of Kintsch’s model, from textbase to the situation models. 

EFL readers who aspire to become fluent readers might see the benefit of effective 

strategy use and metacognitive knowledge to address these difficulties. Learning to use 

strategies effectively and to monitor comprehension might empower learners in such a 

way that they can self-regulate reading more successfully. Furthermore, they might 

change their beliefs about L2 reading. L2 reading does not have to be laborious, slow 
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and uninteresting. If readers know they will comprehend the content better by using 

strategies, they might be more engaged with reading texts and become more 

autonomous readers. For this reason, I am motivated to observe, analyze, and better 

understand the metacognitive knowledge that Japanese L2 readers bring to their English 

studies, particularly in reading. What strategies do they use to comprehend texts, and 

what other strategies are they aware of and yet avoid? Do they self-regulate their 

reading? How do they go about making inferences? What textual features lead to 

comprehension breakdowns, and what do students do to overcome these challenges? To 

what extent do their beliefs about reading shape their use of strategies? Thus, I 

undertake this study hoping that a better understanding of Japanese students’ 

metacognitive knowledge about reading will enable instructors to help their students 

achieve higher levels of reading comprehension and enjoyment from their reading. 

 

Statement of the Problem 

I address three problems in this study. The first problem concerns the limited 

amount of research that has been conducted on Japanese intermediate-to-advanced-

proficiency EFL learners’ use of metacognitive knowledge when they read an English 

narrative text for general comprehension. In the past four decades, research into reading 

strategies has shed light on how L2 learners use strategies mainly in English as Second 

Language (ESL) contexts and portrayed successful readers vis-à-vis less successful 

readers based on their strategy use while reading (Erler & Finkbeiner, 2007; Grabe, 

2009). Researchers have thus built evidence-based foundations that strategy instruction 
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is beneficial for learners and helps them to read better (Grabe, 2009; Koda, 2004; 

O’Malley & Chamot, 1990; Zhang, 2010). However, the quantity of known strategies 

alone is insufficient; learners also need to know how to select and orchestrate these 

strategies (Grabe, 2009; Oxford, 2011) and monitor their comprehension (Baker & 

Brown, 1994; Dunlosky & Metcalfe, 2009). Accordingly, in EFL contexts, and more 

specifically in the Japanese context, more research is needed on the scope of 

intermediate- and advanced-proficiency learners’ metacognitive knowledge, especially 

their selective use of comprehension monitoring. 

The second problem concerns insufficient research on Japanese intermediate-to-

advanced-proficiency EFL learners’ beliefs about L2 reading and themselves as L2 

readers. Little is known about the person aspect of metacognitive knowledge (Flavell, 

1979) and learners’ reading goals. The literature suggests that a large number of learner 

variables contribute to the limited use of metacognitive strategies. Despite the 

importance of these learner variables, few researchers have examined Japanese EFL 

learners’ beliefs about L2 reading, good L2 readers, and their purposes of reading 

English texts. We know that most Japanese learners do not have enough vocabulary to 

read independently (Beglar & Nation, 2007). They do not voluntarily read a large 

number of English texts (Noro, 2000), and this lack of “extensive exposure to print” 

(Grabe & Stoller, 2020, p. 18) likely impedes their development of fast word 

recognition and lexical access. When they read assigned texts, they often read slowly 

and carefully in the manner in which they have been trained (Tanaka & Stapleton, 

2007), and do not seem to adjust their approach even when they experience 
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comprehension problems (Devine, 1988). Moreover, I often hear that Japanese 

university students who attained intermediate or high-intermediate proficiency levels 

say that they have not voluntarily read English materials either for pleasure or for study 

outside of the class or other than class requirements once they entered the university 

and that they study English less after successfully passing their entrance examinations. 

How do they manage to maintain their reading proficiency levels? How do they 

improve their reading proficiency? In order to have EFL learners read more extensively 

and to support them in their attempts to advance from simplified to unsimplified texts, 

learners’ beliefs towards L2 reading and their effects on reading strategy use and 

metacognition must be better understood. In sum, the second problem concerns the task 

and person variables of metacognitive knowledge. 

Finally, the third concern is Japanese EFL learners’ inference making for reading 

comprehension and for the coherent interpretation of texts, which is related to the task 

variable of metacognitive knowledge. Scholars agree that inferencing is an essential 

cognitive process of reading comprehension both in L1 and L2 contexts (Kintsch, 1988; 

Nassaji, 2002, 2006; van Dijk & Kintsch, 1983). However, there is a paucity of 

research on higher-order processing in L2 reading, such as drawing inferences. For 

comprehension, readers form the textbase, which includes both the microstructure 

(semantic information) and macrostructure of the text (global network of semantic 

information) (Alderson, Haapakangas, Huhta, Nieminen, & Ullakonoja, 2015; van Dijk 

& Kintsch, 1983). While the textbase leads to the understanding of meanings that are 

explicitly expressed in the text, many scholars agree that more complete comprehension 
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comes with the creation of a situation model, or higher-level processing (Alderson, 

Haapakangas, Huhta, Nieminen, & Ullakonoja, 2015; van Dijk & Kintsch, 1983). 

Limited vocabulary knowledge is known to negatively affect higher-level processing 

(Jenkins, Fuchs, van den Broek, Espin, & Deno, 2003; Kintsch, 1988; van Dijk & 

Kintsch, 1983), and several L2 researchers have investigated how learners decode and 

make inferences regarding individual lexical items (e.g., Jeon & Yamashita, 2014; 

Nassaji, 2006; Nation, 2006; Raudszus, Segers, & Verhoeven, 2019). However, little is 

known about how Japanese EFL learners form different types of inferences while 

reading, such as bridging inferences, which connect new propositions to the network of 

previously activated propositional ideas and are automatic (Grabe & Stoller, 2020), and 

elaborative inferences, which are not required for comprehension but if activated, 

enrich comprehension (Grabe & Stoller, 2020). More specifically, little research has 

been conducted on the role of inferences in L2 reading comprehension, for example, 

with respect to the use of inference types and the instances in which inferences lead to 

better comprehension. 

To summarize, three major problems are addressed in this study. The first 

concerns Japanese EFL learners’ use of metacognitive knowledge (task and strategy 

variables) during L2 reading for general comprehension. The second concerns research 

into the beliefs (task and person elements of metacognitive knowledge) Japanese EFL 

learners hold for L2 reading and good L2 readers, and the third concerns the types of 

inferencing Japanese EFL learners use to achieve comprehension and how they draw 

inferences between sentences or paragraphs or with their background knowledge. 
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Sometimes, the inferences might be made independently of the text meaning. Weak 

readers might use their background knowledge to create a situation model that could be 

substantially different from the message presented by the author. 

 

Purposes and Significance of the Study 

The first purpose of this study is to understand the strategies and metacognition 

used by Japanese EFL learners when reading narrative texts. Few researchers have 

investigated Japanese EFL intermediate- and advanced-proficiency learners’ 

metacognitive knowledge, especially, how they monitor their comprehension. In this 

study, retrospective stimulated recall (Gass & Mackey, 2000, 2017) and think-aloud 

protocols were used to investigate metacognitive knowledge, which was then analyzed 

in reference to Flavell’s strategy and task variables of metacognitive knowledge. By 

exploring EFL learners’ metacognitive and cognitive strategy use, it is possible to 

understand how their usage facilitates comprehension. Because this study is designed to 

determine what metacognitive strategies L2 readers use while reading, the findings will 

help students, researchers, teachers, and teacher educators better understand the scope 

of Japanese EFL learners’ metacognitive strategy use and their inferencing practices. 

The findings might shed light on alternative forms of reading instruction. In addition, 

this study might provide insight into how metacognitive strategy training could be 

incorporated into conventional reading textbooks and reading classes. By employing a 

stimulated recall methodology and interviews, this study might provide a glimpse into 

how intermediate- and advanced-proficiency EFL learners use reading strategies and 
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metacognitive knowledge while engaging in sustained reading. By revealing which 

strategies students tend to use less, this study might provide teachers with a menu of 

metacognitive strategies to focus on when teaching. If learners become more aware of 

how to use their metacognitive knowledge, they might be empowered to become more 

autonomous strategic L2 readers. This study can also provide further evidence that 

different text types, text length, and contexts lead to the employment of different 

reading strategies and metacognitive strategies. 

The second purpose is to investigate the relations between Japanese EFL learners’ 

beliefs (person variable of metacognitive knowledge) about good L2 readers and their 

L2 reading. Research has shown that L2 learners’ beliefs about L2 reading alters the 

way they read (Devine, 1988). L2 learners’ beliefs sometimes can facilitate reading 

comprehension if they value comprehending the meaning of the text and can hinder 

comprehension if the emphasis is placed on a different aspect of reading, such as 

pronunciation (Devine, 1988). Japanese EFL learners’ beliefs influence their L2 

reading style. Identifying the beliefs Japanese EFL learners hold and comparing them 

vis-à-vis their L2 reading styles can shed light on the relationship between their beliefs 

and L2 reading behaviors. The findings might provide insights into why some students 

do (not) voluntarily read a large number of English texts, and why they read slowly and 

carefully or in some other styles when reading. Hence, in this study I attempt to 

elucidate how Japanese EFL learners’ beliefs about L2 reading and good L2 readers 

guide their reading activities related to comprehension monitoring. 
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The third purpose is to better understand how Japanese EFL learners make 

inferences and clarify what inference types they make when reading a narrative text. 

There are different levels of reading comprehension processing, from the textbase to the 

situation model (Kintsch, 2013). Alderson, Haapakangas, Huhta, Nieminen, and 

Ullakonoja (2015) remarked that adequate comprehension beyond the textbase requires 

making inferences based on “explicit text and prior knowledge” (p. 131). As such, the 

types of inferences made by EFL learners might depend on what each individual brings 

to the reading task. By exploring what types of inferences EFL learners make, it is 

possible to shed more light on their higher-order thinking with respect to inference 

making. Furthermore, investigating what inferences intermediate- and advanced-

proficiency Japanese EFL learners make provides further insights into L2 reading 

processes. Because narrative texts invite readers to draw more inferences than 

expository texts (Kintsch, 2013), the focus is on narrative texts. Semi-structured 

interviews, stimulated recalls, think aloud protocols, as well as student reports on what 

inferences they formed during reading are utilized. A third significance is related to the 

insights that this study promises to provide regarding the inferencing practices of 

Japanese EFL learners. Through rich description of the participants’ strategy use during 

reading, I aim to contribute to a greater understanding of how the mental representation 

of text occurs when EFL students read narrative texts, with special attention to their 

generation of inferences. Analyzing EFL learners’ mental processes with respect to 

inferences is important to understand how specific cognitive and metacognitive 

strategies can lead to the construction of situation models. The findings provide insights 
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into the learners’ inferences, which might contribute to a better understanding of their 

reading experiences and the development of more effective reading instruction. This 

study is important because few researchers have integrated a situation model 

perspective to the domain of L2 reading comprehension. 

To summarize, this study contributes to three related areas. The first makes a 

contribution to the understanding of EFL learners’ use of metacognitive knowledge 

(task and strategies variable) during L2 reading for general comprehension. The second 

contributes to the understanding of EFL learners’ the beliefs (task and person variables 

of metacognitive knowledge) Japanese EFL learners bring to L2 reading. The third 

reveals the types of inferences Japanese EFL learners make to achieve reading 

comprehension, thereby providing insight into EFL learners’ higher-order processing. 

 

The Audience for the Study 

The first audience for this study is foreign language researchers investigating L2 

reading comprehension, cognitive and metacognitive strategy use, and inferencing in L2 

reading. A better understanding how and why Japanese EFL learners use (or do not use) 

reading strategies and metacognitive knowledge while reading and what facilitates their 

comprehension will shed light on the L2 reading research domain in relation to 

metacognitive strategies and inferencing. More specifically, data about what types of 

inferences Japanese EFL learners make while reading might provide insight into 

analyses of reading processing within the framework of a situation model in L2 research 
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in an EFL context. The findings will be useful for researchers striving to further 

investigate EFL learners’ inferencing and metacognition. 

The second audience for this study is curriculum or program developers, program 

coordinators/designers and material/text developers. They will be able to draw on the 

results from this study to create materials. They might find it useful to incorporate 

awareness-raising exercises and hands-on exercises to improve learners’ reading 

strategies and metacognitive knowledge. Inferencing activities can be effectively 

incorporated into their course materials based on the benefits of enhanced 

metacognitive knowledge and the effects of inferencing. This study might also shed 

light on the potentially effective use of authentic short stories as a textbook for L2 

language learners’ strategies training because a narrative text was used in the study. 

The third audience for this study is foreign language teachers and instructors who 

teach L2 students who do not currently use reading strategies and metacognitive 

knowledge while engaged in reading L2 texts. These educators might find it useful to 

gain an in-depth understanding of how Japanese EFL learners use cognitive reading 

strategies and metacognitive knowledge while reading L2 texts, how they perceive 

themselves as EFL readers, and why and how they do or do not use strategies and 

metacognitive knowledge. Such knowledge could potentially help them develop and 

teach more effective reading methodologies and incorporate metacognitive development 

tasks and inferencing tasks into their classrooms. In other words, the findings can 

contribute to heightening both pre- and in-service teachers’ awareness of EFL learners’ 

metacognitive knowledge and guide them to incorporate metacognition in reading tasks, 
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thereby creating a customized, effective teaching plan for their students in order to 

facilitate learning to read and ultimately improve the students’ reading growth. They 

could find it beneficial to encourage their students to use metacognitive knowledge and 

to infer more at the sentence or passage levels. Furthermore, understanding EFL 

learners’ reading comprehension processes in light of metacognition might allow 

teachers to better appreciate Japanese EFL learners’ reading comprehension processes, 

and not just the product of reading. They might be able to give their learners more 

appropriate advice on becoming more independent and autonomous L2 readers. 

 

Delimitations 

For the purpose of this case study, delimitations are defined as a description of the 

scope of the study and factors that might affect the interpretation of the results. Several 

delimitations need to be acknowledged. The first delimitation is that this case study 

concerns EFL reading comprehension and the cognitive and metacognitive strategies 

used by ten intermediate- and advanced-proficiency Japanese EFL learners. The 

participants are second- and third-year college students attending a prestigious 

university, with a higher English proficiency level than that of the majority of Japanese 

college students. The reader should keep in mind that their receptive vocabulary size is 

higher than that of most Japanese university students, and many EFL learners around 

the world. Although they are high-proficiency learners, they are inexperienced in L2 

reading and do not voluntarily read English texts outside of class or required 

assignments. The results are not widely generalizable because the participants in this 
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study were all language majors; thus, they are different from the general population in 

terms of motivation and possibly aptitude for learning languages. Furthermore, the 

participants’ English proficiency is much higher than the average foreign language 

learner, so the results should not be generalized to lower-proficiency learners. The 

limited sample size also reduces the degree to which inferences might be extrapolated to 

even identical settings. The findings of the case study are not generalizable to other 

cultures, age groups, proficiency levels, and/or other English language skill areas; 

however, context-specific findings might be transferred to similar participants and 

contexts (Yin, 2018). 

The second delimitation is that I focus on EFL reading comprehension of a 

narrative text, which has been found to have many features such as vocabulary use, text 

structure, and elicited prior knowledge compared to expository texts (Clariana, Wolfe, 

& Kim, 2014). These different features can influence readers’ uses of metacognitive 

knowledge and inference-making activities. Readers should keep in mind that findings 

from this study might not coincide with studies involving expository texts, and narrative 

texts at different levels of difficulty. 

The third delimitation is the employment of an authentic text. The narrative text is 

a short story, The Way up to Heaven, written by Roald Dahl (see Appendix A for the 

text). The length is longer than texts typically used in reading research, and the 

authenticity of the text might lead to different findings than those involving short texts 

that have been modified for EFL/ESL learners. 
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The fourth delimitation is that this study reflects a real-life reading because the 

participants read the text in their own time for general comprehension. The results 

might be different from studies in more controlled setting. However, they might be able 

to give elaborative details of EFL learners’ reading behavior. The transferability of the 

findings in this study is also limited to the L2 reading of a story or fiction and not 

extended to L2 expository texts. 

The fifth delimitation is that because the participants were recruited from my 

classes, it was a convenience sample that was not representatives of all intermediate- 

and advanced-proficiency Japanese EFL university students or all EFL university 

students. Compared to average Japanese EFL university learners, the participants’ 

proficiency levels were high. Because of the lack of lower-proficiency Japanese EFL 

learners, the transferability of the findings in this study is limited to the similar 

proficiency levels of Japanese EFL learners. Fourthly, this study involved only a 

narrative text. 

In sum, although the context and participants being examined differ in some 

respects from those majority of Japanese EFL learners, many similarities and 

differences might be found in the reading strategies and metacognition used by the 

participants and learners in other contexts. 
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Definition of Key Terms 

In this section, I define the key terms used in this study. I begin with terms related 

to metacognition, and then discuss inferencing, monitoring, and terms related to the text 

model of comprehension. 

 

Metacognition 

Metacognition is defined by many scholars as thinking about one’s thinking, the 

knowledge about and regulation of one’s cognitive activities, the ability to reflect on 

one’s own cognitive processes, and one’s knowledge and control of one’s own 

cognitive system (Baker & Brown, 1984; Flavell, 1979; Hacker, 1998). 

 

Metacognitive Awareness 

Metacognitive awareness is used interchangeably with metacognition in SLA 

research; thus, it is considered the same as metacognition in this study. The central 

notion of metacognitive awareness is described as a prompt for a reader to “devote 

attentional resources to determine whether or not comprehension is occurring, the 

reading goals are being met, and linguistic resources can assist comprehension” (Grabe, 

2009, p. 52). 

 

Metacognitive Knowledge 

Metacognitive knowledge refers to a person’s declarative knowledge or belief 

about the factors that impact cognitive enterprises and how they (inter)act to deliver the 
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outcomes of cognitive enterprises. This knowledge is one of the four classes of 

phenomena comprising Flavell’s (1979) model of cognitive monitoring. According to 

Flavell, metacognitive knowledge consists of three categories—task, person, and 

strategy. An example of metacognitive knowledge related to person is that when a child 

compared herself with her friends, she came to believe that she was better at arithmetic 

than them. The same child also came to believe that she was not good at spelling and 

thought that spelling is difficult (task). The acquired knowledge about effective 

strategies constitutes strategies in Flavell’s model. These three categories often interact 

with one another. For example, when confronting task X, an individual knows the task 

demands and attempts to deal with them by executing strategy X, which is suitable for 

her, rather than strategy Y, which works for her brother. Another example is that if an 

individual feels that he is far from solving a problem, the feeling per se is not 

metacognitive knowledge but metacognitive knowledge informs and guides “what you 

make of that feeling and what you do about it” (p. 908). In this sense, Flavell remarked 

that there is overlap between metacognitive knowledge and metacognitive experiences 

that inform people’s awareness of failure, success, uncertainty, or satisfaction. Grabe 

and Stoller (2020) described metacognitive knowledge as “our knowledge of what we 

know” and as a prompter for us to “reflect on our planning, goal setting, processing of 

tasks, monitoring of progress, recognition of problems, and repair of problems” (p. 42). 

They acknowledged that metacognitive knowledge is not only declarative but also 

procedural and conditional knowledge. Declarative knowledge is “what we know”; and 

procedural and conditional knowledge concerns “how we use this knowledge” (p. 43). 
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Metacognitive Experiences 

Metacognitive experiences refer to conscious cognitive or affective experiences 

that individuals have when they engage in intellectual tasks (Flavell, 1979). These 

experiences allow them to retrieve and apply knowledge via feelings, reactions, and 

experiences. Judgement occurs when they monitor how they carry out a cognitive task 

(Tarricone, 2011, p. 173). Metacognitive experiences are one of the four classes of 

phenomena comprising Flavell’s (1979) model of cognitive monitoring. 

 

Metacognitive Monitoring 

Metacognitive monitoring refers to individuals’ ability to evaluate the ongoing 

progress or current state of a particular activity based on their understanding of the task 

and goal (Dunlosky & Metcalfe, 2009). If learners’ post-task judgement of their 

performance is close to their results, their metacognitive monitoring is considered 

accurate. For example, research has shown that students’ metacognitive monitoring is 

not always accurate. When students were asked to judge about their test performance, 

there was a gap between their post-diagnosis and actual results, and this gap was bigger 

for poorer performers (Hacker, Bol, Horgan, & Rakow, 2000). With respect to reading, 

Miele et al. (2009) defined metacognitive monitoring as “those processes that allow 

people to experience, observe, and reflect on their own mental states” and cited an 

example of “their comprehension of an unfamiliar or confusing text” (p. 779). 
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Metacognitive Control  

Metacognitive control refers to “regulating an ongoing cognitive activity, such as 

stopping the activity, deciding to continue it, or changing it midstream,” vis-à-vis goals 

that are set based on an understanding of the task at hand (Dunlosky & Metcalfe, 2009, 

p. 3). This notion is akin to the Nelson and Narens’ (1990) model where the meta-level 

controls the object-level, thereby prompting necessary actions. Pintrich (2002) referred 

to metacognitive control and self-regulation as “cognitive processes that learners use to 

monitor, control, and regulate their cognition and learning” (p. 220). With respect to 

reading, Miele et al. (2009) defined metacognitive control as “the psychological 

processes involved in selecting and enacting a particular strategy to address the deficits 

in comprehension that have been identified” (p. 779) and cited examples of strategies, 

such as re-reading and continuing reading until it makes sense. 

 

L2 Reading Strategies  

For the purpose of this study, I adopt Oxford’s (2017) definition of L2 reading 

strategies as “dynamic thoughts and behaviors that learners consciously select and 

employ in specific contexts to improve their self-regulated, autonomous L2 reading 

development for effective task performance and long-term proficiency” (p. 272). 

 

Metacognitive Strategies 

For the purpose of this study, I adopt Wenden’s (1999) and Grabe and Stoller’s 

(2020) definition of Metacognitive strategies as planning, monitoring, and evaluating. 
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These strategies enable learners to manage, direct, regulate, and guide their learning and 

reading. When I use metacognitive strategies in this study, they mean Wenden’s and 

Grabe and Stoller’s definition.  

 

Inferencing 

Inferencing is being able to “draw a logical conclusion based on explicit 

information in a text and with a connection to background knowledge (cf. bridging 

inferences, elaborative inferences, paraphrasing connections)” (Grabe & Stoller, 2020, 

p. 275). Grabe (2009) regarded inferencing as a fundamental type of cognitive 

processing because it occurs in everyday interactions from childhood. At the same time, 

inferencing is a reading strategy. When poor readers attempt to overcome reading 

difficulties, they might use inferencing as a strategy to solve the problem. 

 

Bridging Inferences  

Two main types of inferences are bridging inferences and elaborative inferences. 

Bridging inferences are sometimes called backward inferences and are used to connect 

new propositions to the network of previously activated propositional ideas (Grabe, 

2009; Kintsch, 1998). Grabe and Stoller (2020) defines bridging inferences as 

inferences providing “links between new information being processed and existing 

information in the growing text model” (p. 272). For example, associating a pronoun 

with an earlier mentioned subject in the text is bridging inference. Bridging inferences 

are necessary to build a text model of text comprehension because these inferences 
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identify links between text propositions and connect them and thereby maintain the 

coherence of the propositional ideas in texts (Grabe, 2009; Kintsch, 1998; Kintsch & 

van Dijk, 1978; Singer et al., 1994). Therefore, scholars have agreed that bridging 

inferences are necessary during comprehension (Schmalhofer et al., 2002; van Dijk & 

Kintsch, 1983). 

 

Elaborative Inferences 

Elaborative inferences occur when readers use background knowledge to infer 

details that are not written in the text or when connecting what is read to knowledge 

about the topic to evoke elaborative comprehension (Kintsch & van Dijk, 1978; van 

Dijk & Kintsch, 1983). In contrast to bridging inferences, scholars agree that 

elaborative inferences do not necessarily take place for text comprehension, but if they 

occur, they play a part in achieving more elaborative and richer comprehension (Grabe 

& Stoller, 2020; Graesser et al., 2001; Kintsch & van Dijk, 1978) and are therefore 

conducive to text memory (van Dijk & Kintsch, 1983). 

 

Comprehension Monitoring 

Comprehension monitoring refers to students’ ability to evaluate their reading 

performance, effectively control their cognitive processing (Dunlosky & Metcalfe, 

2009), and detect inconsistencies in a text (Markman, 1979) and then in practice, apply 

comprehension-repair strategies (van der Schoot et al., 2012). Grabe (2009) stated that 

monitoring comprehension is often discussed as “a major reading strategy that improves 
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comprehension” (p. 211). Comprehension monitoring is regarded as a major 

metacognitive process that involves evaluation and regulation (Baker & Brown, 1984; 

Flavell, 1979; Grabe, 2009; Hacker, 1998). 

 

A Text Model 

A text model of comprehension in reading refers to text comprehension that 

involves linking information that is currently being processed with textual input that has 

already been integrated into the previously activated and processed ideas in order to 

make sense of texts (Grabe, 2009). Grabe likened forming a text model of 

comprehension to “assembling a network from the ongoing processing of words, 

sentences, and propositions” (p. 41). Bridging inferences are instrumental in forming a 

text model because they help readers associate new propositions with previously 

activated propositions (Kintsch, 1998). A text model is regarded as higher-order 

processing of reader comprehension (Grabe, 2009). 

 

Textbase 

Textbase of discourse comprehension is defined as “the semantic underpinning of 

a text” (Kintsch, 2013, p. 811). In other words, it refers to a reader’s accurate reading of 

a text in a manner that is within the realm of what is intended by the writer of the text. 

This notion is the same as that of the above-mentioned text model of comprehension 

defined by Grabe (2009). When the CI Model is discussed in this study, the term, 

textbase is used. 
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Situation Models 

Situation models are defined as “integrated mental representations of a described 

state of affairs” (Zwaan & Radvansky, 1998, p. 162). In other words, a situation model 

is “a mental representations of the situation described by the linguistic input” (Zwaan, 

2008, p. 13). Kintsch (1998) used this term to describe the discourse comprehension 

process: Situation models integrate information from the text to the reader’s knowledge. 

 

Organization of the Study 

This chapter has provided both a historical perspective and the current status 

surrounding the problem of EFL learners’ reading comprehension. I have outlined the 

statement of the problems and have linked them to the purpose and overall significance 

of this project. I also have detailed the audience and delimitations of the study. Chapter 

2, Review of the Literature, is divided into two main sections, metacognitive knowledge 

and inferencing in L2 reading. This review of the literature also includes the current 

state of knowledge surrounding L2 reading strategies, metacognitive strategies, and L2 

reading comprehension. At the end of the chapter, I discuss the gaps in the literature, the 

purposes of the study, and the research questions that guide this study. In Chapter 3, I 

describe the methods employed in this study. I start by discussing issues regarding case 

study research. I then discuss the setting, participants, an English text (narrative), data 

collection, and interview protocols, including stimulated recall methodology. I discuss 

the analyses used, my positionality, and ethical considerations. In Chapter 4, Results, I 
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present and discuss the results of the case study involving the participants’ account of 

L2 reading experiences. It is made up of the findings of the analysis based on 

participants’ account of L2 reading experiences and reading an English narrative text, 

and their perceptions and beliefs about L2 reading with respect to English learning. I 

present the participants’ accounts of their L2 reading experiences in general, reading of 

the short story, their use of reading strategies and metacognitive strategies while reading, 

their beliefs about good L2 reading, good L2 readers, and reading goals, and their 

inference activities and inferences they drew while reading. In Chapter 5, Discussion, I 

provide a discussion based on the findings. At the end of the chapter, I present the 

pedagogical implications, In Chapter 6, Conclusion, the major findings are summarized, 

the limitations of the study are discussed, suggestions for future research are described, 

and concluding comments are provided. 
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CHAPTER 2  

REVIEW OF THE LITERATURE 

 

In this chapter, I review two groups of studies. The first group provides a 

theoretical framework of metacognition, the theoretical framework and primary focus of 

this study. I review L2 reading research with a focus on metacognition. I then discuss 

studies related to reading processes by focusing on the CI model (Kintsch, 1988) and 

inference generation. I turn to L2 reading research on inference generation, which is 

regarded as an important component of reading comprehension. At the end of the 

chapter, I discuss the gaps in the literature, the purposes of the study, and the research 

questions that guide this study. 

 

Theoretical Framework of Metacognition 

Pithy definitions of metacognition include thinking about thinking, thinking about 

one’s thoughts, or cognition about cognition (Brown, Armbruster, & Baker, 1986; 

Dunlosky & Metcalfe, 2009; Flavell 1979; Hacker, 1998). Stated differently, 

metacognition is the declarative knowledge of an individual’s own cognitive system 

(Veenman, Van Hout-Wolters, & Afflerbach, 2006). Scholars in developmental 

psychology, cognitive psychology, and education agree that metacognitive is a fuzzy 

notion. Veenman, Van Hout-Wolters, and Afflerbach (2006) pointed to the 

inconsistency existing in the conceptualization of metacognition and acknowledged that 

Nelson’s (1996) theory served as the impetus to scholarly discussions about 
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conceptualization of metacognition. Veenman, Van Hout-Wolters, and Afflerbach 

remarked that one ambiguity derives from the difficulty in differentiating cognitive 

from metacognitive notions. Without substantial domain-specific knowledge, “such as 

knowledge about relevant concepts and theories in a domain, about intrinsic difficulties 

of a domain, and about what is irrelevant” (p. 5), it is difficult to have adequate 

metacognitive knowledge. One way to distinguish these notions is to say that a thought 

is metacognitive if it does not arise on the spur of the moment by responding to an 

external stimulus; rather, it has been instilled and developed over the course of time in 

the person as a reality (Hacker, 1998). This begs the question of whether learners can 

lose their awareness once a skill is incorporated in their procedural knowledge. 

Veenman, Van Hout-Wolters, and Afflerbach pointed to this ambiguity due to divergent 

definitions employed by scholars and called for establishing whether metacognition is 

conscious or automatic processing. Defining metacognition is profoundly complex and 

is beyond the scope of this study. I employed the following definition in this study: 

metacognition is knowledge and awareness of cognitive processes and the monitoring 

and control of such knowledge and processes (Brown & Baker, 1986; Flavell, 1979; 

Hacker, 1998; Tarricone, 2011). 

Flavell has contributed to the definitions of metacognition and his 

conceptualization laid out the empirical foundations of metacognition (Hacker, 1998). 

In an early conceptualization of metacognition, Flavell (1979) identified a critical 

difference between younger and older children with regards to their ability to monitor 

their comprehension. Young children said that they understood instructions containing 
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discrepancies and inconsistencies perfectly well, while older children were able to 

identify problematic instructions (e.g., Markman, 1979). Flavell referred to the ability to 

monitor comprehension and various cognitive enterprises, such as reading, writing, 

language acquisition, and memory, as metacognition. He proposed a model of cognitive 

monitoring that occurs through actions and the interactions between metacognitive 

knowledge, metacognitive experiences, goals (or tasks), and actions (or strategies). 

Flavell went on to state that metacognition comprised learners’ knowledge or beliefs 

about interactions among three factors associated with cognitive processes: person, task, 

and strategy. In this framework, person knowledge includes knowledge about self (e.g., 

what the person is good at), and knowledge about others; task is related to available 

resources and “task demands or goals” (p. 907); strategies are concerned with 

knowledge about effective ways for achieving subgoals, goals, and other cognitive 

undertakings. In Flavell’s framework, two or three of these factors interact to constitute 

metacognitive knowledge. 

The consensus of the past 30 years of reading and education research points to the 

merit of equipping learners with the cognitive, metacognitive, and self-regulatory 

processes in dynamic and context-dependent tasks, such as reading, writing, and 

studying (Simpson, Stahl, & Francis, 2004). Referring to theories developed over 20 

years from the 1970s in education and educational psychology, Zimmerman (2001) 

regarded metacognition, such as self-reflection and control of learning as the core of the 

theories. Similarly, Dunlosky and Metcalfe (2009) stated, “monitoring and control are 

central to effective self-regulated learning and performance” (p. 206) based on their 
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review of various studies (e.g., Dunning, Johnson, Ehrlinger, & Kruger, 2003; Hacker, 

Bol, Horgan, & Rakow, 2000; Stone, 2000; Zimmerman, 2001). Similarly, 

metacognition has been found to be essential across several skills. For example, 

evaluating the clarity, coherence, consistency, unity, and other elements essential for 

good writing is also regarded as metacognition (Baker & Brown, 1984; Flavell, 1979). 

Readers who can use metacognitive knowledge effectively can identify inconsistencies 

in texts (Baker & Brown, 1984; Brown, Armbruster, & Baker, 1986; Flavell, 1979; 

Zabrucky, Moore, & Ratner, 1985). More recent researchers found similar results. For 

example, Isaacson and Fujita (2006) reported that high-achieving students manifested 

higher metacognitive knowledge monitoring and self-regulatory behaviors. They found 

that high-achieving students predicted their test results more accurately and had more 

realistic goals than low-achieving students. They further found that the former students 

adjusted their confidence in accordance with their test results (p. 39). In sum, previous 

studies have indicated that poor test performers lacked metacognitive monitoring, which 

was manifested by their scores and by their lack of evaluating their performance 

correctly after the test. Moreover, these studies supported the likely relationship of 

metacognitive knowledge to self-regulated learning and academic success. 

Scholars in the field of second language acquisition have also considered 

metacognition as an important construct for language learning and L2 skills, such as 

reading, listening, and writing (Casanave, 1988; Vandergrift, 2005; Vandergrift & 

Tafaghodtari, 2010; Wenden, 1998, 1999, 2001). For example, Wenden’s (1998) 

specification of Flavell’s model defined metacognitive knowledge as learners’ acquired 
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knowledge about learning. Because learners’ approaches to learning and the 

expectations they hold about the outcome of their efforts are influenced by 

metacognitive knowledge, Wenden argued that gaining an understanding of language 

learners’ metacognitive knowledge and beliefs is as important as checking their 

linguistic proficiency levels. Wenden (1999) also pointed out that what learners know 

about learning might be stable and yet might change over time. Building on Flavell’s 

tripartite framework, Wenden (1998) specified person knowledge as “general 

knowledge learners have acquired about human factors that facilitate or inhibit 

learning” (p. 518), beliefs about “their effectiveness as learners in general,” and “beliefs 

about their ability to achieve specific learning goals” (p. 518). Task knowledge was 

defined by Wenden as “what learners know about the purpose of a task and how it will 

serve their language learning needs,” knowledge about differentiating task processes in 

relation to outcome, and what learners know about task demands (p. 518). Strategic 

knowledge was defined as “general knowledge about what strategies are, why they are 

useful, and specific knowledge about when and how to use them” (p. 519). Wenden 

explained that planning, monitoring, and evaluation are akin to self-regulation in 

cognitive psychology. 

Empirical studies have also suggested that metacognition is essential to L2 

language learning. By focusing on the theoretical construct of self-regulation drawn 

from educational psychology, Tseng, Dörnyei, and Schmitt (2006) attempted to 

conceptualize what strategic learning is and proposed a self-regulatory framework in 

place of the notion of language learning strategies. They hypothesized and tested a 



 47 

model of vocabulary learning by drawing on Dörnyei’s (2001) framework of self-

regulation and proposed a new instrument to “measure language learner self-regulation 

in a situated manner” (Tseng, Dörnyei, & Schmitt, p. 95). They reiterated that it is 

essential for language teachers to usher learners to the self-regulatory process in place 

of teaching strategies. Focusing on self-regulation and metacognition in an EFL context, 

Cotterall and Murray (2009) also provided insights into how Japanese university 

students developed linguistic and metacognitive knowledge in language learning and 

skills over the course of three years through successful self-directed learning. The 

participants were 269 of 400 Japanese students who enrolled in a self-directed language 

course delivered in English. Although the study lasted three years, the researchers 

focused on the data gathered in 2007. Thus, the number below is different. Cotterall and 

Murray administered a language beliefs questionnaire to 100 participants at the 

beginning and end of the 15-week-semester and conducted a paired sample t-test for 

differences in pre- and post-course beliefs. The results showed that there were 

significant differences in the means of items concerned with metacognitive knowledge 

pertaining to strategy use. A principal components analysis revealed that metacognition 

explained approximately 50% of the total variance. Based on their analysis of the 

quantitative and qualitative data (e.g., interviews and learning histories), Cotterall and 

Murray identified five features of the learning structure that indicated the students’ 

metacognitive development, “personalization, engagement, reflection, experimentation, 

and support” (pp. 42–43). Although this study took place in Japan, the participants’ 
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situation was unique in that English was used for all the courses at the university and 

the students were required to spend a year abroad in a partner university. 

To summarize, insights from the studies on metacognition in educational 

psychology, cognitive psychology, and the field of SLA have indicated that 

metacognition is an essential component of learning, language learning, and L2 learning, 

and overall cognitive activities. In addition, many scholars have indicated that 

metacognition appears to be closely linked to self-regulation. This linkage makes it all 

the more important to investigate how metacognition can contribute to reading and 

better reading comprehension. In the next section, I focus on metacognition and reading 

in ESL and EFL contexts. 

 

Metacognition and Reading 

Metacognition in reading involves various cognitive activities, such as keeping 

track of comprehension by using self-evaluative strategies and dealing with 

comprehension difficulties by deploying self-perceived effective strategies (Baker & 

Brown, 1984; Brown, Armbruster, & Baker, 1986; Flavell, 1979). For example, many 

L1 studies with children have shown positive correlations between metacognitive 

knowledge and reading comprehension, apart from other variables such as self-concept, 

interest, and word identification skills (e.g., van Kraayenoord, Beinicke, Schlagmuller, 

& Schneider, 2012). In the mid-1970s, scholars argued that slower learning could be 

attributed to the difference in metacognition among children rather than memory 

capacities (Dunlosky & Metcalfe, 2009). Brown & Smiley’s (1977) seminal study 
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showed that older students (11- and 18-year-olds) distinguished the most important 

ideas from the least important ideas in a text whereas younger students (8- and 10-year-

olds) did not. Scholars found that as children developed, their metacognition also 

developed and that younger children lack strategies of focusing on main themes of a 

text. Based on the findings from the strategy studies in education and L1 reading, it is 

recommended to teach reading strategies such as comprehension monitoring, clarifying, 

and adjusting comprehension, drawing inferences, setting purposes for reading, and 

activating prior knowledge, along with other strategies, such as previewing and 

prediction, summarizing and retelling, self-questioning, and thinking aloud (Duke, 

Pearson, Strachan, & Billman, 2011, p. 64). 

Miele, Molden, and Gardner (2009) pointed to the importance of knowing what 

caused difficulty in text comprehension and knowing what strategies a reader uses to 

solve the difficulty. They posited that when facing difficulty, people “actively seek to 

acquire the information that they need in order to achieve a sufficient level of 

comprehension” (p. 779) via comprehension regulation processes, that is, metacognitive 

monitoring and metacognitive control (Nelson & Narens, 1990). Miele et al. noted that 

in addition to metacognitive monitoring and the reader’s knowledge about 

metacognitive control strategies, the problem cannot be solved without the 

implementation of metacognitive control strategies, such as restating, re-reading, 

reading on, and referencing. Acknowledging the past studies demonstrating that 

learners’ achievement goal influenced their motivation to engage in comprehension 

regulation, Miele et al. questioned why learners with the same study goal such as to 
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pass a test, used different metacognitive control strategies to achieve it. They 

investigated how 79 Northwestern University students’ preferences for using 

metacognitive control strategies were determined. The participants read a text of rules 

and strategies of a game as a skill-learning task and were divided based on prevention 

and promotion motivations (e.g., Higgins, 1997; Molden & Higgins, 2008 for 

prevention- and promotion-focused people) for analysis. Miele et al. found that strategy 

use for comprehension regulation was influenced by motivational orientation. A re-

reading strategy was used more frequently by prevention-focused people who were 

motivated to address incomprehension by reviewing the previous information. In 

contrast, promotion-focused participants who were motivated to continue reading to 

access new information in anticipation of resolving their confusion. Miele et al. further 

found that the participants who used re-reading strategy performed better on a 

comprehension test than the promotion-focused participants who read ahead. Thus, 

readers’ goals and motivational orientation can influence the strategy use. 

Drawing on L1 education and L1 reading studies, scholars in the field of second 

language acquisition have also suggested integrating metacognitive reading strategy 

instruction into reading curricula (Carrell, 1989; Iwai, 2011; Sheorey & Mokhtari, 

2001). For example, Grabe (2009) referred to metacognitive awareness as the reader’s 

capability to allocate “attentional resources” in order to check whether (a) 

comprehension is taking place, (b) reading goals are being achieved, and (c) linguistic 

resources are being utilized for comprehension (p. 52). Grabe and Stoller (2020) 

referred to metacognitive knowledge as readers’ knowledge of what they know so that 
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they can reflect on their planning, goal setting, processing of tasks, monitoring of 

progress, recognition of problems, and repair of problems. Hence, scholars have come 

to agree that reading is an active process, which is all the more reason for L2 learners to 

use strategies while reading (Grabe, 2009; Grabe & Stoller, 2020; Oxford, 2017). 

Some studies on second and foreign language reading have indicated that 

successful readers use metacognitive knowledge more frequently than less successful 

readers (e.g., Carrell, 1989; Sheorey & Mokhtari, 2001; Zhang, 2010). For example, 

Carrell improved on the items and format of Barnett’s (1988) questionnaire to 

empirically investigate L2 readers’ metacognitive awareness of reading strategies and 

the relationship between reading comprehension and readers’ metacognitive awareness 

both in L1 and L2 reading. The metacognitive questionnaire measured four aspects of 

“metacognition (Confidence, Repair, Effective, and Difficulty) and subjects’ reading in 

their L1 and L2” (pp. 124-125). Carrell compared two groups. Native speakers (NSs) of 

Spanish, who were intermediate to advanced speakers of English, were in Group 1 (n = 

45). They read English texts. Group 2 (n = 75), NSs of English and beginning learners 

of Spanish, read Spanish texts. Carrell reported that learners’ perceptions about their 

abilities such as confidence in their ability to recognize the difference between main 

points and supporting details and repair strategies were significantly related to L2 

reading performance. In comparison, the more proficient Group 1 (ESL) participants 

differed from the lower-proficiency Group 2 (Spanish-as-a-Foreign language) 

participants in their perceptions of effective and difficulty-causing reading strategies. 

For Group 1, top-down reading strategies such as using background knowledge and 
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grasping text gist were positively correlated with reading performance. On the other 

hand, some bottom-up reading strategies such as sound-letter correspondences, word-

meaning, sentence syntax, and text details were positively correlated with the reading 

performance of Group 2. Carrell concluded that because of the lower proficiency in the 

foreign language, Group 2 might have relied more on bottom-up decoding skills, or 

what have been called local reading strategies. 

Because of the importance of metacognition for L2 reading, more studies are 

needed to investigate what distinguishes skilled and unskilled readers in terms of both 

conscious awareness of various reading strategies and their use, or metacognitive 

knowledge about L2 reading. In order to investigate predictors of L2 reading 

comprehension, Jeon and Yamashita conducted a meta-analysis of 58 studies with 67 

independent samples and 9,461 participants across various second languages. They 

noted that variables (L2 decoding, L2 vocabulary knowledge, L2 grammar knowledge, 

first language [L1] reading comprehension, L2 phonological awareness, L2 

orthographic knowledge, L2 morphological knowledge, L2 listening comprehension, 

working memory, metacognition) were divided into two groups, one being frequently 

investigated and the other not frequently investigated: the former included decoding, L2 

vocabulary knowledge, and L2 grammar knowledge while the latter included 

metacognition. Their findings indicated that grammar (r = .85) and vocabulary 

knowledge (r = .79) had strong correlations with L2 reading comprehension. 

Furthermore, referring to the results of vocabulary knowledge by age groups, a stronger 

correlation was found among adolescents/adults (r = .84) than children (r = .66). On the 
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other hand, the mean correlation for metacognition (r = .32) was lower than the mean 

correlations for vocabulary, grammar, and other L2 language variables in general such 

as decoding (r =.56), phonological awareness (r = .48), orthographic knowledge (r 

= .51), and morphological knowledge (r = .61) (Jeon & Yamashita, 2014, pp. 187-189). 

The results indicated that L2 reading problems seem to be derived from language 

problems. However, the researchers also pointed to the significant correlation that 

existed between reading and metacognition. They concluded that “L2 reading 

comprehension is more strongly correlated across studies with language-specific, 

linguistic knowledge rather than language-general, cognitive or metacognitive 

knowledge” (p. 196). They also found that metacognition was less frequently 

investigated than many other L2 reading constructs. They also noted that the meta-

analysis did not include the language learning context and that there might be 

“substantial effects on the interaction between several key reading correlates and L2 

reading comprehension” (p. 197). Among the limited research about L2 learners’ 

metacognition and reading, Guo (2018) explored the interrelationships among 

metacognitive knowledge, L1 reading ability, L2 proficiency (vocabulary and syntactic 

knowledge) and L2 reading comprehension by using structural equation modeling 

(SEM). Because all the hypothesized paths of the model were statistically significant, 

Guo concluded that learners with higher level of metacognitive knowledge, L1 reading 

ability, and L2 proficiency were possibly regarded as skilled readers because these 

constructs positively influenced L2 reading (p. 220). She also found that metacognitive 

knowledge had a substantial indirect contribution to L2 reading. Guo’s study supported 
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the importance of metacognitive knowledge in L2 reading. Addressing the gap 

regarding metacognition identified by Jeon and Yamashita, in this study I examine L2 

reading metacognition in an EFL context. 

Before turning to EFL contexts, one study conducted in an ESL context is worth 

mentioning. Sheorey and Mokhtari (2001) investigated differences in the use of reading 

strategies of native English speakers and advanced-proficiency ESL learners when 

reading academic texts and compared the metacognitive awareness of the reading 

strategies of native English speakers with those of the ESL learners. The participants 

were 150 native-English-speaking American college students and 152 ESL students 

studying at the same university (N = 302). Data were collected through a revised 

version of the Survey of Reading Strategies (SORS), a background questionnaire, self-

reported TOEFL scores, and self-rated English reading ability. High reading proficiency 

students and low-proficiency students were divided based on their self-rated English 

reading proficiency. The results indicated that those who rated themselves as having 

high reading proficiency used more reading strategies and used them more frequently 

than those who rated themselves as having low reading proficiency. The findings also 

revealed that both the American and ESL students showed an awareness of almost all 

the strategies on the survey, which was contrary to the researchers’ hypothesis that the 

strategic awareness of academic reading of the two groups would differ because of their 

different social, cultural, and educational backgrounds. Regardless of gender or reading 

proficiency, the participants in the two groups considered cognitive strategies to be 

most important followed by metacognitive strategies and support strategies. The result 
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also showed that differences between the American and ESL students were statistically 

significant only in the use of support strategies. The ESL group mean for SRS was 

higher than the American group mean at p < .002. Interestingly, the high-reading-

proficiency American readers placed relative importance on the support reading 

strategies compared to the low-reading proficiency readers, whereas all the ESL readers 

regardless of their proficiency levels placed importance on the support reading 

strategies (e.g., underlining information in text). Sheorey and Mokhtari noted that the 

findings supported prior research on the positive relationship between reading 

proficiency and reading strategy awareness. Moreover, they concluded that skilled 

readers used more metacognitive strategies to monitor their comprehension and 

mobilize necessary strategies concerning remedy when comprehension failed. 

In a study conducted in an EFL context, Mokhtari and Reichard (2004) also found 

that despite the socio-cultural differences that informed how literacy was characterized, 

both American (L1) and Moroccan EFL students reported similar patterns of 

metacognitive strategy awareness in reading English. The participants were 141 

American and 209 Moroccan college students. The metacognitive awareness of reading 

strategies inventory (MARSI) (Mokhtari & Reichard, 2002) was used to assess whether 

differences existed between the two groups in their metacognitive awareness and 

perceived use of specific strategies for reading English. The Moroccan students had 

studied English as a foreign language for approximately five years. Their English 

proficiency levels were reported as 500–550 on the paper-based TOEFL test. They were 

multiliterate with their mother tongue being Arabic and their second language French. 
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Their shared preferences for strategies were (a) problem-solving strategies, (b) support 

strategies, and (c) global reading strategies. The findings supported the previous studies 

and indicated that the Moroccan participants used strategies slightly more than the 

American students. The researchers explained that the Moroccan participants, who had 

high English proficiency, seemed to have transferred their knowledge about strategies to 

L2 reading. For example, they more frequently used “predicting text meaning,” “paying 

close attention to reading,” and “re-reading for better understanding” (p. 391). The 

findings indicated that regardless of socio-cultural differences, and regardless of L1 and 

EFL differences, there were no major differences in metacognitive strategy awareness 

and reported strategy use; however, there were differences in the degree and frequencies 

of the preferences for strategy usage between L1 and EFL students. Referring to these 

similarities, Mokhtari and Reichard suggested that Moroccan students transferred their 

L1 metacognitive skills and literacy into reading English. 

In contrast, other researchers focusing on EFL readers have identified a 

relationship between proficient L2 readers and the frequent use of reading strategies 

(e.g., Zhang, 2010). While reading, successful and skilled readers use a variety of 

cognitive strategies such as trying to stay focused on reading and metacognitive 

strategies such as checking how text content fits purpose about reading. Zhang (2010) 

also found that successful and less successful readers differ in their use of reading 

strategies in an EFL context. Successful L2 readers were more confident in reading and 

were well aware of reading strategies, whereas the less successful L2 readers focused on 

linguistic dimensions. However, it is reasonable that less successful readers have less 
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confidence, struggle more with bottom-up processing, and have more difficulty using 

strategies because of work memory (WM) limitations. WM capacity has a meaningful 

relationship with reading comprehension, especially inference generation (Alptekin & 

Erçetin, 2010). Zhang examined 20 Chinese EFL university students’ awareness, 

planning, monitoring, and reflection on the learning process. With the equal distribution 

of gender, academic major, and EFL proficiency among the participants, ten of the 20 

participants were regarded as successful readers and the remaining ten as less successful 

readers based on their midterm reading test results. Applying a dynamic systems 

framework to Flavell’s (1979) tripartite model of metacognitive knowledge—person, 

task, and strategy—Zhang attempted to capture the Chinese EFL learners’ beliefs and 

thinking about L2 reading from an emic perspective in a qualitative study. The 

participants read two expository texts of approximately 500 words with readability 

estimates of .82 and .80 based on Fry’s (1977) chart. Semi-structured interviews were 

conducted for each participant in their native language, Chinese. Zhang found that the 

successful readers were more confident in their ability to read English texts than the less 

successful readers. The successful readers knew how to read by making the most of 

their cognitive and metacognitive strategies. In contrast, the less successful readers 

focused mainly on linguistic problems, ascribing a lack of vocabulary and/or syntactic 

knowledge as a major hindrance to reading comprehension. This way of thinking led the 

less successful readers to believe that they will read skillfully only when they acquire 

adequate linguistic knowledge. Another difference was the use of background 

knowledge. The successful readers knew the importance of activating prior knowledge 
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and using context to infer the meaning of unknown words, whereas the less successful 

readers relied more on dictionaries. Having focused on context-specific and task-

specific strategies for EFL readers, Zhang found not only that the successful and less 

successful readers differed in reading strategies but also that a strong relationship 

existed between metacognition and successful EFL reading comprehension. The 

findings were similar to those from Carrell’s (1989) study. Past researchers thus 

investigated what successful and proficient readers do while reading and they identified 

what strategies they used under what conditions. The results provided much insight into 

reading strategy pedagogy because such effective strategies can be taught to lower 

proficiency L1 and L2 readers (Sheorey & Mokhtari, 2001). 

Although Zhang’s (2010) study suggests that higher- and lower-proficiency 

students differed in their use of metacognitive knowledge when reading a 500 word- 

expository text. It also raises questions that need to be further investigated. The 

readability levels of both texts appeared to have been controlled. However, the texts 

might have been too difficult for the less successful readers, whose proficiency levels 

were lower than the successful readers at the start. When they attempted to activate their 

reading strategies, they might have attempted to clarify lexical problems first by using a 

dictionary before using other top-down strategies such as inferencing. The learners’ 

persistence with lexical items is plausible because 95% coverage (Liu & Nation, 1985) 

or ideally 98% coverage (Nation, 2001) must be aimed for if successful guessing from 

context is to take place. In addition, as Carrell (1989) concluded, lower-proficiency 

foreign language learners might rely more on bottom-up decoding skills, or local 
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reading strategies. The tendency of being caught up with words at the decoding phase 

by the lower-proficiency foreign language learners’ might be inevitable because they 

could not form accurate textbase. The Construction Integration (CI) model posits those 

readers form a textbase and then a situation model where integration occurs through 

inferences and background knowledge (Kintsch, 1988). Failing to form an accurate 

textbase representation will influence an integration phase and result in an inaccurate 

situation model. It follows then that if less proficient learners are to read an English text 

appropriate for their level, they might use cognitive strategies as well as metacognitive 

knowledge differently than when they read a text with many unknown words. 

Accordingly, one goal of the present study is to build on Zhang’s study by having 

intermediate- and advanced-proficiency learners read texts appropriate to their level but 

longer in length to investigate what metacognitive strategies they use when they are not 

overwhelmed by unknown vocabulary. Furthermore, the findings beg another question. 

Scholars have noted that higher-proficiency learners use metacognitive strategies more 

often and more effectively than lower-proficiency learners. Conversely, when students 

are more metacognitively aware, does it follow that their metacognitive awareness made 

them higher-proficiency learners because they were able to learn to read more skillfully 

and they had available cognitive resources to allocate to metacognition? Is it a virtuous 

cycle in which one causes the other? 

Contrary to the studies by Zhang (2010) and Carrell (1989), some researchers in 

Japan did not find a significant difference in the overall use of reading strategies 

between high- and low-reading proficiency groups. For example, Shikano (2013) used 
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the Metacognitive Awareness of Reading Strategies Inventory (Mokhtari & Reichard, 

2002) in her study with 60 non-English major Japanese university students. She found 

that both high-reading proficiency and low-reading proficiency groups used problem-

solving strategies more often than global and support strategies. Shikano (2015) further 

examined how reading strategy use of Japanese EFL learners differed by gender, major, 

and English proficiency with a bigger sample. She administered the Survey of Reading 

Strategies, which was slightly adapted and translated into Japanese, to 130 Japanese 

college students. No gender difference was found in global strategy (GLO) use, as both 

male and female participants were moderate users of GLOs. However, female 

participants used problem-solving strategies more often than their male counterparts. 

Three items displayed statistically significant differences, namely “re-read the text to 

increase their understanding,” “try to get back on track when they lost concentration,” 

and “adjust the reading rate” (p. 48). Other researchers also found few if any gender 

difference in metacognitive strategy use (e.g., He, 2008; Phakiti, 2003). 

However, in the same Japanese EFL context, Ikeda and Takeuchi (2006) found 

different results. The higher-proficiency participants (n = 10) differed from their lower-

proficiency counterparts in the amount of reading strategies used. In this intervention 

study, one reading strategy per class was explicitly taught to the participants for 20-

minutes over seven weeks; the seven reading strategies they learned were reviewed on 

the eighth week. The female participants made portfolios in which they kept records 

about Japanese strategy they learned in the class every week as out-of-class assignments. 

Ikeda and Takeuchi used the portfolios for analyzing data qualitatively. The data were 
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analyzed using an adapted KJ method (Kawakita, 1986; see Scupin, 1997 for discussion 

of KJ method). The higher-proficiency group described more strategies and did so in 

more detail than the lower-proficiency group; thus, they appeared to understand the 

purpose and the merit of strategy use. The researchers noted that the participants used 

each strategy effectively and combined strategies where appropriate. Despite the small 

sample size and the novel data collection method of using the portfolio, Ikeda and 

Takeuchi offered valuable insight into strategy teaching in a classroom in Japan. Some 

quasi-experimental intervention studies in different countries support their findings (e.g., 

Razi, 2014; Razi & Çubukçu, 2014). Teaching EFL learners about cognitive strategies 

and metacognitive strategies improved the use of metacognitive strategies for reading 

and enhanced reading comprehension. Based on the results of his study, He (2008) also 

suggested that EFL reading instructors incorporate strategy-use instruction to help 

students capable of using CAP (comprehension across paragraph) and MEC 

(monitoring/evaluating comprehension) strategies appropriately. These findings 

suggested that interventions were useful in developing metacognitive knowledge about 

reading (see also Anderson, 1991; Zhang, 2010 for the importance of learning 

metacognitive knowledge). 

Other studies related to metacognition were focused on individual differences in 

L2 learners’ strategy use by task (Anderson,1991). Anderson (1991) examined the 

individual differences of L2 readers in their usage of reading strategies in two different 

reading contexts, that is, a standardized test-taking situation and a situation where they 

engaged in academic reading tasks. The participants were 28 Spanish-speaking students 
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enrolled in an ESL program in the United States. Their proficiency levels ranged from 

beginning (n = 9), to intermediate (n = 10) to advanced levels (n = 9). Two types of 

materials were used, a standardized reading comprehension test comprising 15 reading 

passages varying in length from 45 to 135 words with subsequent two to four multiple-

choice (MC) questions; and the Textbook Reading Profile (TRP) comprising two 

reading passages of academic content taken from freshman-level texts and varying in 

length from 643 words to 1,057 words, with 24 multiple-choice comprehension 

questions for each passage to tap higher-order reading skills. The time on task for the 

former was set 30 minutes whereas no time limits were imposed in case of the latter. 

Performing both qualitative and quantitative data analyses, Anderson employed think-

aloud protocols that were transcribed and coded under the five categories of processing 

strategies comprised of 29 reading processing strategies and 17 test-taking strategies. 

In order to calculate the percentage of the variance in scores on each measure of 

reading proficiency attributable to language proficiency and use of the above-mentioned 

processing strategies, Anderson (1991) performed a simple regression. The results 

indicated that the level of language proficiency appeared to be a contributing factor to 

test score on the standardized test and the subsequent reading comprehension test than 

reading or test taking strategy whereas language proficiency did not emerge as 

differentiator among the participants in case of TRP. Anderson concluded that success 

in reading textbooks can be attributed to “individual learner factors other than of 

language proficiency, such as level of interest, motivation, learning style, and 

background” (p. 470). Similar to the findings of Shikano (2013), language proficiency 
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did not emerge as a differentiator among the participants in the case of reading 

academic content taken from freshman-level texts. Their findings suggested that apart 

from language proficiency, individual learner factors, such as interest, motivation, 

learning style, and background contribute to success in reading a textbook. 

Follow-up case studies were conducted to compare three participants who varied 

in the scores they received on reading measures and their reported strategy use 

(Anderson, 1991). These three participants included a participant with high scores on 

both reading measures, a participant with a high score on the standardized test but low 

on the textbook reading task, and a participant with a low score on the standardized 

reading test and mid-range score on the textbook reading task. All in all, the results of 

the regression indicated that no single set of processing strategies appeared to contribute 

significantly to success on the two reading measures. There were no differences in the 

strategies between high- and low-scoring readers. The findings suggested that the 

participants’ knowledge about strategies were similar despite the difference in their 

reading scores. Anderson concluded that knowing about strategies is not enough; 

knowing how to use them and careful orchestration when using them are also necessary, 

which is related to metacognitive knowledge. The implications of the study are that 

successful reading requires not only knowledge and use of strategies, but also 

comprehension monitoring and employment of appropriate strategies in a timely fashion. 

Although the implications are similar, the findings of Zhang and Anderson differ 

slightly in terms of strategy knowledge among successful and less successful readers. In 

the former (Zhang, 2010), successful or less successful readers’ strategy knowledge 
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differed and in the latter, it was similar. Their results were contradictory. Whereas the 

former was conducted in an EFL context, the latter was conducted in an ESL context. 

This inconclusive finding supports the point raised elsewhere (Jeon & Yamashita, 2014; 

Sheorey & Mokhtari, 2001) that more studies focusing on cognitive strategies and 

metacognitive knowledge for EFL learners are needed. 

Many studies have showed that successful readers differ from less successful 

readers in the frequent use of cognitive and metacognitive strategies. Successful readers 

use higher levels of cognitive knowledge and metacognitive knowledge. However, 

based on the findings of studies conducted in EFL contexts, there was no significant 

difference in the knowledge of reading strategies between learners with lower and 

higher language proficiencies. Consequently, the findings were inconclusive with some 

findings being conflicting. Furthermore, the findings of some intervention studies have 

implications for instructional practices in that the explicit teaching of reading strategies 

can be beneficial especially for higher-proficiency readers. At the same time, less 

successful readers can be taught strategies explicitly. Strategies used by successful 

readers and the importance of checking comprehension and combining strategies can be 

taught. Conversely, lower language proficiency is an impediment to the effective use of 

orchestrated strategies. Lower-proficiency EFL learners are invariably bogged down 

with linguistic problems and cannot use metacognition effectively. The studies revealed 

lower-proficiency learners’ (limited) use of reading strategies. Two related question that 

arise are (a) what reading and metacognitive strategies EFL intermediate-to-advanced 
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proficiency learners use, and (b) in what circumstances are learners’ access to these 

strategies restricted. Qualitative studies can shed light on this area. 

With respect of advanced learners’ strategy use, Cohen and Wang (2018) pointed 

to previous studies’ monolithic approach to learning strategies and examined the more 

fluid nature of strategies. They pointed out that learners do not use strategies in isolation 

but in combinations that lead to success or failure. They examined how three advanced-

proficiency Chinese EFL learners and three advanced-proficiency Chinese ESL learners 

used strategies on a vocabulary task. Although the findings revealed that learners’ 

strategies are dynamic, this line of inquiry was conducted with vocabulary learning or 

vocabulary-related strategies. Given the paucity of qualitative studies in L2 reading to 

examine the interplay of strategy use, qualitative methodologies might (a) shed more 

light on the interplay between strategies needed for successful L2 reading 

comprehension, and (b) reveal learners’ metacognitive and strategic preferences, 

tendencies, and beliefs. 

Another methodological bias in previous studies has been in the use of short 

academic texts such as five-paragraph essays. Although L2 readers need to develop 

strategies to work with such academic texts, longer narrative texts such as graded 

readers are increasingly used in EFL/ESL contexts to develop reading fluency and depth 

of vocabulary knowledge. With this in mind, studies on learners’ reading strategies 

employed while reading extended narratives can address issues of authenticity and 

validity; thus, in the present study I investigate intermediate- and advanced-proficiency 

EFL readers’ knowledge of cognitive strategies and metacognitive knowledge, and their 
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use of such knowledge when reading a longer narrative text. Having intermediate- and 

advanced-proficiency participants in this study was because it was deemed difficult for 

lower-proficiency learners to engage in higher-level processing, which would limit 

certain types of inferencing such as bridging inferences. 

 

Reading Comprehension 

Scholars agree that reading is a complex multicomponent process comprised of 

subskills (Carrell, Devine, & Eskey, 1988; Grabe, 2009; Jeon & Yamashita, 2014; Koda, 

2004). Grabe reviewed SLA reading research literature comprehensively and posited 

that reading comprehension was comprised of lower-level processes and higher-level 

processes. Although this division might appear simplistic, he emphasized the 

complexity of L2 reading comprehension because it involves multifaceted processing. 

Accumulated empirical evidence has shown that lower-level processes are essential to 

successful L2 reading (e.g., Jeon & Yamashita, 2014). Since the Psycholinguistic 

Guessing Game Model (Goodman, 1967) identified as top-down models of reading 

(Chodkiewicz, 2016) has been discredited (Grabe & Stoller, 2020), the consensus 

among L2 reading scholars is interactive processes, which are the intersection of top-

down and bottom-up processes (e.g., Hammadou, 1991). Higher-order processing is 

based on a solid foundation of lower-level processing. Metacognitive knowledge can be 

used if leaners have enough working memory (WM) capacity once bottom-up 

processing is automatized. WM refers to a cognitive system in which active information 

is stored and processed during the performance of cognitive tasks (Baddeley, 1986; Just 
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& Carpenter, 1992) and is considered as an important aspect for successful text 

comprehension (Kintsch & van Dijk, 1978; van Dijk & Kintsch, 1983). 

Grabe categorized metacognition, especially comprehension-monitoring and 

inference-making—which the present study is focused on—as higher-level processes. 

Grabe divided higher-level processes into a text model for reader comprehension, a 

situation model of reader interpretation, and reading skills that include the application 

of strategies, goals, drawing inferences, metacognitive awareness, and comprehension 

monitoring. In order to check whether comprehension takes place, comprehension 

monitoring is important; and some scholars consider it to be the most essential strategy 

for proficient L2 readers (Block, 1992; Yang, 2002). In addition, inference making is 

also considered important. Grabe and Stoller (2020) remarked that higher-level 

processes are what scholars consider reading comprehension (p. 21). In the next section, 

I discuss inference making and reading comprehension. 

The major purpose of reading is comprehension (Grabe, 2009; Koda, 2005). In 

order for comprehension to be complete, readers need to draw inferences to integrate 

what the text explicitly says with their background knowledge (Grabe, 2009; Grabe & 

Stoller, 2020; Koda, 2005), except for assembly instructions and such texts that require 

a literal understanding. Among various text comprehension models, Pearson and 

Cervetti (2017) noted Kentish’s CI model “provides the best explanation of how readers 

make meaning from the printed word” (p. 41) because it “achieved a greater balance 

between reader and text variables” (p. 41). The CI model involves three levels of mental 

representation that readers construct, surface form, that is, “linguistic structure of the 
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text” (p. 42), textbase, and situation models, and thereby provides a useful foundation. 

Nassaji (2002) recommended the use of the CI model for exploring L2 reading. 

Specifically, forming situation models for propositions, which involves inference-

making and connection-making, is an important component of reading comprehension 

(Kintsch, 1998; van Dijk & Kintsch, 1983; Zwaan, 2008). The CI model posits that 

lower-level and bottom-up processes, such as word recognition and decoding, are 

integrated into prior knowledge by higher-level cognitive processes, such as inferencing 

and comprehension monitoring to create the situation model (Kintsch, 1998; Kintsch, 

2005). Pearson and Cervetti (2017) referred to the textbase as “a largely veridical map 

of the key ideas in the text” and the situation model as “the momentarily best account of 

all the information” obtained by the prior knowledge and the textbase (p. 30). 

The consensus among researchers in the field of cognitive science is that 

successful text comprehension entails the construction of a situation model that is 

coherent (e.g., Rapp et al., 2007; van Dijk & Kintsch, 1983; Zwaan & Ravansky, 1998). 

Because not all ideas are explicitly stated in a text, readers must resort to using skills 

such as inferencing to comprehend beyond the written words and phrases; that is, 

constructing a mental representation of the people, objects, locations, events, and 

actions in the text, not limited to the textbase (van Dijk & Kintsch, 1983; Zwaan & 

Ravansky, 1998). Graesser et al. (2001) noted that inference making is essential to the 

construction of a situation model. Research has shown that successful readers constantly 

attempt to establish coherence during reading. As Rapp et al. stated, “readers must 

engage in extensive inferential processing to meet their standards of coherence” (2007, 
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p. 294). Specifically, Rapp et al. pointed to referential and causal/logical relations that 

readers infer as important evidence-based enablers. Referential relations enable readers 

to follow objects, people, and events in the text and make sense of what is taking place, 

while causal/logical relations enable readers to see the connections of specific events 

with one another. The authors stated that proficient adult readers demonstrated the 

ability to establish such referential and causal/logical networks of representation of texts. 

In sum, readers must draw on inferences in order to construct a coherent situation model. 

One interesting line of inquiry is that scholars and researchers have attempted to 

identify factors that can influence the construction of a situation model. For example, 

Grabe (2009) outlined eight factors that influence the construction of a situation model 

(see Table 1). Grabe explained that when or even before readers start reading a text, 

they engage with many kinds of mental actions, such as activating prior knowledge, 

deciding on the purpose of reading, activating knowledge about the genre, and 

predicting story development. In addition, reader motivation and text difficulty are 

important factors (Grabe & Stoller, 2020). In this way, readers prepare themselves for 

building a situation model and as they continue to read, they are ready for further 

activation. The factors shown in Table 1 are related to metacognition (see Baker & 

Brown, 1984 for the factors of metacognition). Grabe and Stoller remarked that 

metacognition such as comprehension monitoring is necessary to form a mental 

representation of the textbase and to construct a situation model. 
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Table 1. Factors Influencing the Construction of a Situation Model (Grabe, 2009, p. 44) 

Reader purpose 

Task expectation 

Genre activation 

Similar story instances 

General background knowledge resources 

Evaluation of the importance of information, its enjoyment value, its interest value 

Attitudes (and inferences) toward writer, story, genre, episode 

Inferences needed for interpretation (of genre, episode, hierarchical organization, 
purpose) 

 

Based on theoretical perspectives from cognitive science, Rapp et al. (2007) 

reported that readers’ skills, text properties, and instructional context influence the way 

in which readers process texts. Readers’ skills include not only basic skills such as 

decoding, phonological awareness, and vocabulary knowledge, but also higher-order 

processes such as inference making and the activation of background knowledge. Rapp 

et al. recognized the importance of using background knowledge to fill in missing 

information in the text, which they referred to as “explanatory inferences” (p. 303). 

However, scholars cautioned against less proficient readers’ overreliance on 

background knowledge (e.g., Trabasso & Suh, 1993) because it often turns out to be 

faulty, causes further confusion, and leads to comprehension problems. These problems 

also occur when a text is too difficult. For example, due to a lack of vocabulary 

knowledge, readers fail to establish a correct text model of comprehension, and instead 

rely heavily on inappropriate or incomplete situation model (Grabe, 2009). The 

imposition of such a faulty situation model leads to low comprehension. In sum, 

previous studies have shown that less-skilled readers have difficulties with higher-order 
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processes, such as inference making and information integration to create a coherent 

mental representation of a text (Denton et al., 2015). 

In educational psychology, inference making is also regarded as a central 

component of skilled reading (e.g., Cain, Oakhill, Barnes, & Bryant, 2001; Denton et al., 

2015). Cain et al. investigated the relationship between young children’s text 

comprehension and inference-making ability. The researchers controlled general 

knowledge such as vocabulary knowledge and background knowledge to examine 

differences in inference making between more and less skilled comprehenders. The 

authors used the term, comprehender, to mean participants who comprehended the text 

that was read to them. Cain et al. examined coherence inferences and elaborative 

inferences. The former is essential for adequate text comprehension; the latter is not 

necessarily needed for comprehension but enhances the text representation. Coherence 

inferences were called bridging inferences in this study because Cain et al. explained 

coherence inferences as follows: 

This type of inference was regarded as essential to establish cohesion, because 

particular clauses in the story were anomalous unless integrated with information 

in the knowledge base. For the example in Table 2, “‘I wish I was a turtle,’ sighed 

Dack” can be fully comprehended only if the information from the knowledge 

base that the turtles on Gan have ice skates attached to their feet is brought to bear 

on its interpretation. (Cain, Oakhill, Barnes, & Bryant, 2001, p. 853) 

 

The participants (N = 79) were 7- to 8-year-old children whose first language was 

English. They read episodic stories after they were taught a knowledge base comprising 

of  “12 facts about an imaginary planet called Gan” (p. 853). The knowledge base was 

taught to perfect recall and the retention of the knowledge base was tested. The findings 

showed that skilled comprehenders generally made more inferences than less skilled 
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ones. The researchers pointed out that the skilled readers made more inferences because 

they did regular comprehension monitoring and if their comprehension was incorrect, 

they recognized the need to make inferences and attempted to make inferences to fill in 

gaps in comprehension. The effect of inferences type was not significant. Interestingly, 

although the participants’ knowledge base was supposed to be the same, less skilled 

comprehenders made significantly fewer inferences and did not leverage their 

knowledge to draw inferences like their more skilled counterparts. Cain et al. therefore 

concluded that relevant general knowledge was not an adequate condition for inference 

making. The researchers also examined what were behind the inference-making failures. 

The reasons for inference-making failures for less skilled readers included the incorrect 

textual premises they retrieved when they attempted to draw inferences. They failed to 

recall relevant information. On the other hand, more skilled comprehenders’ failure was 

attributed not to the retrieval of incorrect premises but to the failed integration of the 

relevant textual premise and knowledge base information. Incorrect inference 

generation also occurred for both groups, but to a lesser extent in case of more skilled 

comprehenders. Skilled comprehenders inferred more often than their less skilled 

counterparts did. Other studies have supported their findings (e.g., Denton et al., 2015). 

As Bernhardt (2003) cautioned, L1 reading research findings cannot be applied 

straightforwardly to L2 readers in ESL or EFL contexts. She problematized the 

“overgeneralization that first language and second language are essentially the same,” 

which seems to have been the norm in reading research (p. 112). Naturally, it is 

plausible that Japanese EFL readers’ reading processes might not be the same as L1 



 73 

learners. For example, Morishima (2013) reported that Japanese EFL readers did not 

detect an inconsistency when one or several sentences existed between the sentences 

that contained contradicting information whereas English native speakers did. 

Morishima also pointed out that the findings of his study were in contrast to findings 

reported in L1 studies. He attributed the L2 readers’ failure to detect incoherence to 

insufficient resources to allocate attention to the incoherence because resources were 

used up to deal with low-level processes. On the other hand, Raudszus, Segers, and 

Verhoeven (2019) investigated textbase memory and situation model building ability in 

178 fourth-grade monolingual (only Dutch) and bilingual children (Dutch and another 

language) in the Netherlands regarding predictors of reading comprehension. Because 

the L2 children used their L1 most with their parents and both L1 and L2 with their 

friends, their language use was similar to an ESL context. They used an expository text. 

The researchers found that L1 monolingual and L2 bilingual readers did not differ in 

textbase memory and situation model building while identifying an L2 disadvantage for 

vocabulary, grammar, and general reading comprehension. They also found from 

commonality analysis that “situation model building explained 1.8% of general reading 

comprehension variance uniquely and 14% in concert with other predictors” whereas 

“textbase memory contributed no unique variance” (p. 114). This means that the L2 

readers can construct textbase to the same extent as L1 readers. The researchers also 

concluded that inference generation was independent of linguistic abilities, supporting 

previous studies such as Kendeou et al. (2008). Given that the findings of previous L1 

studies cannot be applied to L2 studies directly and that findings of previous studies in 
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L1 children cannot be applied to L2 college students, the reading processes pertaining to 

how EFL readers construct a textbase, how and why they (do not) generate inferences, 

what inferences they generate, what situation models they form, and how they form a 

situation model warrants more investigation, particularly by using qualitative methods. 

With respect to L2 research on inference making, there is paucity of studies on 

inference generation such as bridging inferences and elaborative inferences. L2 research 

on inferencing has been focused on lexical inferencing or guessing the meaning of 

words in context as a reading strategy (e.g., Bensoussan & Laufer, 1984; Nassaji, 2006; 

Prior, Goldina, Shany, Geva, & Katzir, 2014; Pulido, 2007; Qian, 2004). These studies 

have provided insights about incidental vocabulary learning and strategy use and 

contributed to an understanding of inference generation in the domain of L2 vocabulary 

learning. For example, Hu and Nassaji (2014) examined what strategies Chinese ESL 

learners (n = 11) used to infer word meanings from context using a mixed methods 

design. A 484-word text from an introductory economics textbook with ten target words 

that the participants were supposed to infer was used. The findings confirmed 

differences between successful and unsuccessful learners in how they use inferencing 

strategies. The researchers identified several distinctive strategies that successful 

learners frequently used: evaluation and monitoring strategies, textual and background 

knowledge, self-awareness, and repeated efforts to infer the target word meanings. 

Moreover, successful learners used them in an orchestrated manner to achieve 

appropriate inferencing. Interestingly, Hamada and Koda (2010) found that ESL 

learners with non-Roman alphabetic L1 orthographic backgrounds (15 Korean and one 
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Turkish participant) and those with a logographic L1 (13 Chinese and four Japanese) 

did not differ in their performance of meaning-inferencing. 

Earlier researchers (Bensoussan & Laufer, 1984; Huckin, 1995; Paribakht & 

Wesche, 1999; Pulido, 2007) succeeded in shedding light on L2 learners’ lexical 

inferencing strategies. L2 learners often use inferencing strategies with unknown 

vocabulary in English texts, which begs a question of whether they use inferencing 

strategies in terms of reading between lines, in this regard, examining L2 learners’ 

inferencing strategies from a different lens, that is, a framework of constructing a 

textbase and a situation model, might provide further insight into L2 readers’ cognitive 

processes in relation to inference-generation. Nahatame (2014) is among the few 

researchers who pointed to the paucity of empirical studies that examined whether L2 

learners make inferences during reading and, if so, what types of inferences they make. 

He investigated predictive inferences generated by intermediate- and advanced-

proficiency Japanese EFL learners. He found that the participants who received 

instructions to make predictive inferences used them more frequently than the control 

group, who did not receive such instructions. Furthermore, those who generated 

predictive inferences comprehended the text better regardless of their proficiency levels. 

Nahatame (2017) investigated the standards of coherence that Japanese EFL 

learners employed while reading and found that both causal and semantic relatedness 

affected the standards of coherence in the same manner as L1 readers (p. 19). He also 

found that different standards of coherence were employed by L2 readers with different 

proficiency levels and concluded that high-proficiency readers focused more on causal 
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relatedness whereas low-proficiency readers focused more on semantic relatedness in 

their coherent judgment. He pointed to extant individual differences for perceiving text 

coherence. Nahatame (2018) further investigated the effect of causal relatedness on 

comprehension of paired sentences among Japanese EFL learners and found that cause-

effect relations of 2-sentence stories affected L2 text memory and semantic relatedness 

also affected L2 text memory when readers’ proficiency levels were high. Hosoda 

(2017) was also among the few, who investigated the role of causal relations in 

constructing situation models by using an expository text with 70 Japanese learners and 

considering their L2 reading proficiency as a variable. He found that low-proficiency 

participants mixed up the causal relations and answered in a causally incorrect order 

and that they used irrelevant information and made many incorrect inferences, which 

resulted in incorrect situation models. Because the text was lexically simplified for low-

proficiency readers, Hosoda attributed their failure to form accurate causal relations to 

their difficulty with connecting multiple ideas to form coherent propositional 

representations of the text. He pointed to a small number of generated inferences that 

were observed in his study even among high-proficiency readers and considered that it 

might be because of the short expository text he used or because of specificity of the 

instruction he employed. He therefore called for further investigation by using longer 

authentic texts and/or by using a format of eliciting readers’ free recall of the text.  

Other recent studies conducted in EFL contexts include Ushiro et al. (2016) and 

Ushiro et al. (2018). The former used eye-tracking to investigate how Japanese EFL 

learners read and maintain coherence and the latter used a think-aloud method and a 
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questionnaire that elicited free descriptions to investigate Japanese EFL learners’ 

reading processes and coherence-making. Both studies adapted narrative texts (e.g., 

Albrecht & O’Brien, 1993), which are often used to examine readers’ performance of 

inconsistency detection. Both studies indicated that local inconsistency prompted the 

EFL readers to look back and re-read the adjacent statement whereas global incoherence 

did not induce such look-backs and re-reading. Local inconsistency means that a reader 

notices inconsistency when connecting the currently processed information with the 

immediately preceding context, such as the content of the previous one to three 

sentences. Global inconsistency means a reader notices inconsistency when establishing 

connections between currently processed information and information occurring much 

earlier in the text (e.g., Albrecht & O’Brien). In the former case, the reader still 

remembers the information written in the previous sentence whereas in the latter case, 

the reader might not remember the information that was written earlier. The researchers 

concluded that Japanese EFL readers had difficulty maintaining coherent situation 

models when the distance between the two inconsistent sentences was four sentences. 

These researchers examined EFL readers’ reading processes and coherence-making by 

using the inconsistency paradigm, which has been often used for assessing 

comprehension monitoring strategies (Wassenburg et al., 2015). The inconsistency 

paradigm uses an inconsistency‐detection test adapted from previous research (Albrecht 

& O’Brien, 1993; van der Schoot et al., 2012). The behaviors of making inferences to 

maintain coherence or a coherent representation of the text throughout are related to 

readers’ metacognitive knowledge or comprehension monitoring. 
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L1 research on reading and comprehension monitoring in the inconsistency 

paradigm has also indicated that poor readers have difficulty in detecting 

inconsistencies between statements if the inconsistent statement is located at a distance; 

although they detected inconsistencies in adjacent sentences (van der Schoot et al., 

2012). In short, poor readers are not skilled at global coherence although they handle 

local coherence. Wassenburg et al. (2015) extended this line of research a step further 

and examined L1 children’s coherence maintenance of narrative texts by focusing on 

situational dimensions, such as emotion, causation, time, and space. In narrative texts, 

understanding situational dimensions such as characters, temporal and spatial settings, 

causation, and intentionality, form the mental representation of a text (Zwaan & 

Radvansky, 1998). Wassenburg et al. found that in the case of local coherence, the 

children were able to validate information, depending on the situational dimensions. 

Inconsistencies were easy to find with emotional and causal information; however, they 

were difficult to identify with temporal and spatial information. In the case of global 

coherence, the children were able to monitor only emotionally charged information. 

Wassenburg et al. urged the researchers to incorporate the influence of different 

situational dimensions in studies on children’s reading comprehension. Little is known 

about Japanese EFL readers’ inference drawing and forming a situation model. 
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Gaps in the Literature 

In the previous sections, I have reviewed literature on a theoretical framework of 

metacognition (e.g., Brown, Armbruster, & Baker, 1986; Dunlosky & Metcalfe, 2009; 

Flavell 1979; Hacker, 1998), metacognitive knowledge and second language acquisition 

(e.g., Casanave, 1988; Vandergrift, 2005; Vandergrift & Tafaghodtari, 2010; Wenden, 

1998, 1999, 2001), and the importance of metacognitive knowledge and self-regulation 

learning (e.g., Cotterall & Murray, 2009; Tseng, Dörnyei, & Schmitt, 2001). I have 

further summarized important literature regarding metacognitive knowledge in L2 

reading (e.g., Anderson, 1991; Carrell, 1989; Iwai, 2011; Sheorey & Mokhtari, 2001; 

Zhang, 2010). I also have discussed literature on reading comprehension focusing on 

inference generation of L1 and L2 learners (e.g., Cain, Oakhill, Barnes, & Bryant, 2001; 

Denton et al., 2015; Nahatame, 2014). This literature review has pointed to three major 

gaps that are addressed in this study. 

The first concerns the gap in research into Japanese EFL learners’ use of 

metacognitive knowledge (task and strategies) during L2 reading for general 

comprehension. In their meta-analysis of L2 reading comprehension, Jeon and 

Yamashita (2014) pointed out that metacognition in L2 reading research has been 

infrequently studied. Many researchers have used short passages or academic texts for 

examining L2 learners’ cognitive reading strategies and metacognitive knowledge. 

However, there are few investigations into how L2 learners use reading strategies and 

metacognitive knowledge when reading a narrative English text for general 

comprehension in a sustained manner. Although there are studies investigating the uses 
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of reading and metacognitive strategies in the context of testing, few researchers have 

investigated what is taking place with respect to metacognitive knowledge while L2 

learners engage in sustained reading. 

The second concerns the gap in research into the beliefs (person, task, and 

strategies elements of metacognitive knowledge) Japanese EFL learners have 

concerning L2 reading, good L2 readers and goals. Research has shown that what L2 

learners emphasize when reading is influenced by their beliefs about L2 reading 

(Devine, 1988) and readers’ goals (Horiba & Fukaya, 2015). 

The third concerns the gap regarding Japanese EFL learners’ types of inferencing 

for achieving reading comprehension and how they draw inferences between sentences 

or paragraphs beyond word guessing. Researchers have used short passages or 

explanatory texts for examining learners’ inference generation. However, there are few 

investigations into how L2 learners generate inferences when reading a narrative 

English text for general comprehension in a sustained manner. Although there are 

studies investigating inference generation by using inconsistency/contradictory 

paradigm, few researchers have investigated what is taking place with respect to 

inference generation while L2 learners engage in sustained reading. 

 

Purposes of the Study 

The first purpose of this study is to understand the strategies and metacognition 

used by Japanese EFL learners when reading narrative texts. Few researchers have 

investigated intermediate- and advanced-proficiency Japanese EFL learners’ 
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metacognitive knowledge, especially, how they monitor their comprehension. In this 

study, metacognitive knowledge is analyzed using Flavell’s strategy and task variables 

of metacognitive knowledge. I explore EFL learners’ metacognitive and cognitive 

strategy use, thereby striving to understand how their usage facilitates connection-

making. A retrospective stimulated recall (Gass & Mackey, 2000, 2017) and think 

aloud are employed for this inquiry. 

The second purpose of this study is to investigate the relations between Japanese 

EFL learners’ beliefs by using Flavell’s person variable of metacognitive knowledge 

about good L2 readers and their L2 reading. L2 learners’ beliefs sometimes facilitate 

reading comprehension if the readers value comprehending the meaning of the text and 

oftentimes hinder comprehension if the emphasis is placed on an aspect such as 

pronunciation (Devine, 1988). Japanese EFL learners’ beliefs can influence their L2 

reading style. Identifying the beliefs Japanese EFL learners hold and comparing them 

with their L2 reading styles can shed light on the relationship between their beliefs and 

L2 reading behaviors. The findings might provide insights into why some students do 

(not) voluntarily read a large number of English texts, and why they read slowly and 

carefully or in some other style. Wittrock (1991) pointed to the importance of knowing 

learners’ beliefs in addition to their thought processes, preconceptions, learning 

strategies, motives, feelings, and background knowledge. As he remarked, these 

elements influence how learners “attempt to make sense of information they read or 

hear” (p. 173). This area of beliefs warrants more investigation, particularly by using 

qualitative methods. Semi-structured interviews are used to obtain information on 
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Japanese EFL learners’ English educational backgrounds and investigate what beliefs 

they have about L2 reading. Other information related to L2 reading is obtained by 

asking them about their perceptions about themselves as L2 readers, and their thinking 

about using reading strategies and comprehension monitoring. 

The third purpose of this study is to understand how Japanese EFL learners make 

inferences and to clarify what inference types they use, if any, when engaging in 

reading a narrative text. As mentioned above, there are different levels of reading 

comprehension, from surface features to the textbase to the situation model (Kintsch, 

2013). Alderson, Haapakangas, Huhta, Nieminen, and Ullakonoja (2015) remarked that 

adequate comprehension beyond the textbase requires making inferences based on 

“explicit text and prior knowledge” (p. 131). As such, the types of inferences made by 

EFL learners might depend on what each individual brings to the reading task. By 

exploring what types of inferences EFL learners make, it is possible to shed more light 

on their higher-order thinking. Furthermore, investigating what inferences intermediate- 

and advanced-proficiency Japanese EFL learners make provides insights into L2 

reading processes. Because narrative texts invite readers to draw more inferences than 

expository texts (Kintsch, 2013), the focus is on a narrative text. Semi-structured 

interviews, stimulated recalls, think aloud protocols, as well as student reports on what 

inferences they formed during reading are utilized. 
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Research Questions 

To address the gaps and purposes outlined above, this study is guided by the 

following research questions. 

1. How do intermediate- and advanced-proficiency Japanese EFL learners use 

metacognitive knowledge for general comprehension of a narrative text? 

2. What beliefs do intermediate- and advanced-proficiency Japanese EFL learners have 

about good L2 readers, good L2 reading, and L2 reading goals? 

3. How do intermediate- and advanced-proficiency Japanese EFL learners make 

inferences for general comprehension of a narrative text? 
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CHAPTER 3 

METHODS 

 

In this chapter, I discuss the methodology used in this qualitative case study, the 

rationale for using it, and specific design features of this study including case study, the 

context, participants, materials, data collection, and interview protocol, and analyses. I 

then describe my positionality and ethical considerations. 

 

Case Study 

I used a multiple-case design, using qualitative data. By using the multiple-case 

study, I attempted to examine EFL learners’ accounts in light of their use of 

metacognitive knowledge and inference generations. A case study can be employed to 

explore a single case or multiple cases (e.g., Duff, 2008; Yin, 2018). Yin stated that case 

study research is appropriate to investigate “how” and “why” questions of a 

contextualized phenomenon within boundaries. It is therefore important to clarify the 

boundaries by “bounding the case” (p. 31). Yin defined case studies as “the method of 

inquiry, or research method used in doing case study research,” and distinguished it 

from case study research, which he defined as “the mode of inquiry” (Preface, p. xx). 

He defined a case or cases as “the unit of inquiry in a case study” (p. xx). 

Yin (2018) presented four types of case study designs, single-case designs 

(holistic or embedded) and multiple-case designs (holistic or embedded). Holistic 

means single unit of analysis and embedded means multiple units of analysis. A single 
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case design is appropriate if a case meets one of five rationales, i.e., “critical, unusual, 

common, revelatory, or longitudinal” (p. 49). On the other hand, a multiple case design 

is based on a replication logic, which has two types, that is, a “literal replication” when 

similar results are to be found from carefully selected cases, and a “theoretical 

replication” when contrasting results are to be expected (p. 55). A multiple case design 

has analytic advantages because it is possible to compare multiple cases and thereby 

examine the initial propositions in greater detail (Miura, 2011). 

Merriam and Tisdell (2016) defined case study as “an in-depth description and 

analysis of a bounded system” (p. 37), pointing out that “the case could be a single 

person who is a case example of some phenomenon, a program, a group, an institution, 

a community, or a specific policy” (p. 38). Furthermore, I used qualitative data so that 

“the lived experiences of real people in real settings” could be explored (Hatch, 2002, p. 

6). Duff (2008) pointed out that findings of case studies can have the potential to shed 

new light on conventional theories and introduce innovative concepts, as in Schmidt’s 

(1983) seminal case study on Wes, which prompted the reformulation of the 

acculturation theory (Schumann, 1978), and led to the germination of his idea about the 

role of noticing in second language acquisition and later spawned the noticing 

hypothesis (Schmidt, 1990). At the same time, Duff acknowledged criticisms about 

generalizability of the case studies’ findings to a larger population. However, Yin 

referred to two examples that drew generalizable conclusions that could be applied to 

other programs. One compiled separate case studies that focused on the same themes 

(Crane, 1998); and the other covered multiple cases with a focus on successful 
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programs (Schorr, 1997). Yin stated that it is possible for a multiple case study to “draw 

a single set of ‘cross-case’ conclusions” (p. 17). He thus pointed to “analytic 

generalization” of case study research that should be distinguished from “statistical 

generalization” (p. 267). Yin stressed the importance of using multiple sources of 

evidence (triangulation) and taking field notes that establish a chain of events to 

increase reliability of the collected data. 

In this study, I employed a multiple case study design with ten participants who 

were EFL learners at a national university in Japan. A multiple case study approach was 

used because each participant has different beliefs about and motivation to read and 

study English, L2 reading experiences, and knowledge about L2 reading strategies 

although their learning contexts have been similar. In this multiple case study, I examine 

the metacognitive knowledge and inferencing processes of ten EFL learners. The focus 

of the cases is on the students’ metacognitive strategies and their inferencing processes 

as they read an extended narrative text. By examining both intermediate- and advanced-

proficiency readers of English, I intended to investigate and provide a rich description 

of the phenomenon of metacognitive strategies and inference generation both within 

individual cases and through comparisons across cases (Duff, 2008; Merriam & Tisdell, 

2016; Yin, 2014). 

 

Context of the Study 

This study was conducted in the context of a non-required English course in 

which L2 reading played an integral part at a four-year national university in eastern 
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Japan. Ten participants from four intermediate and advanced level classes voluntarily 

participated in the project. One class (advanced) was an elective reading class that met 

once a week for a total of 13 times with independent study of Active Learning hours 

equivalent to two classes. It was offered in Fall 2017. Three other intermediate to high-

intermediate classes were offered in April 2018, Fall 2019, and Fall 2020 as an elective 

reading course that met once a week for a total of 13 times with independent study of 

Active Learning hours equivalent to two classes. All of the classes were 90-minutes. 

Three of the ten participants, one fourth-year male student and two third-year and 

fourth-year female students, were in the advanced class. The remaining six participants 

took the intermediate to high-intermediate classes. 

The advanced class activities centered on reading texts, providing verbal and 

written summaries, vocabulary learning, practicing reading strategies, and participating 

in discussions in English. The intermediate and high-intermediate classes’ activities 

centered around reading with an aim to develop academic vocabulary, multiword units, 

topic vocabulary, and reading strategies. All participants practices reading strategies in 

class, such as scanning, skimming, summarizing, paraphrasing, self-questioning, 

inferencing, guessing words from context, and writing notes. Listening, speaking, and 

writing activities were also carried out based on the reading materials. In addition, the 

students were introduced to extensive reading (ER) of graded readers at the beginning 

of the course. However, due to the limited class meetings, actual practice of ER in these 

contexts was not strictly ER in terms of “reading over extended periods of time” and 

“large volume of material” (Waring & Mclean, 2015, p. 165). ER in these contexts 
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should be interpreted as the introduction of the concept of ER to the students and paved 

a way for reading graded readers of their choosing. The participants in the intermediate 

to high intermediate classes were not habitual L2 readers outside of class because they 

had no experience reading long texts such as narrative stories extensively or for general 

comprehension. Most of them, except for Hiroko and Yuri, were reading graded readers 

for the first time. 

In the first class meeting of the intermediate to high intermediate course (see 

Appendix B for a syllabus), students were introduced to Level 3 Penguin Readers 

(Pearson Education), which I randomly preselected, distributed to the students, let them 

read for ten minutes, and retrieved afterwards. The level is described as containing 

1,200 headwords, according to the series editors. I distributed graded readers, which I 

temporarily checked out from the university language-lab, to the students to introduce 

what graded readers are and explain how the students can engage in ER. I explained 

what ER is and what the students were going to do with the graded readers. The 

explanation was based on the basic tenets of ER such as reading as much as possible, 

reading for enjoyment, trying to read faster, and not using dictionaries (see Day & 

Bamford, 2002, for a list of ten principles of ER). After the explanation, students spent 

ten minutes of class time reading the distributed graded reader silently in the first class 

meeting in order to get a feel for the task. Nobody used a dictionary while reading. After 

the ten minutes of reading, I called on a few of students to elicit their opinions about 

their first experience of reading a graded reader and asked them if they had questions. 

No questions were asked. I then gave the students the instructions: From the second 
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through the sixth class, the first ten minutes of each class would be allotted for reading a 

graded reader of their choice and that it was necessary to check out a book from the 

language lab where a variety of graded readers were available and bring the book to the 

class. From the second through the sixth class, the students thus spent ten minutes of 

class time reading silently. They chose a graded reader by themselves and brought it to 

the class. All students were introduced to how to use the language-lab at the orientation 

in their first semester. The ten minutes of reading was followed by writing a short 

summary and then exchanging comments about their reading experience and/or the 

book they were reading, usually in a 2-minute pair discussion (1 minute each in turn). 

The students were instructed to write the number of words they had read in ten minutes 

in order to keep a record. This extensive reading task took approximately 15 minutes. 

After the sixth class meeting, the students were instructed to continue reading graded 

readers outside of class and were responsible for keeping a record of the book titles they 

read themselves. Some of the book titles they read included Romeo and Juliet (Grade 4 

Penguin Reader), Metamorphosis (Grade 4 of Penguin Reader), and A Christmas Carol 

(Grade 3 Oxford Bookworms). The students were instructed to keep a record with the  

title of the book, the author, levels, and their comments. In sum, apart from the initial 

in-class and outside-of-class extensive reading, the curriculum comprised of reading, 

speaking, vocabulary development and writing activities based on the readings of a 

textbook called Reading and Vocabulary Focus 4 (Mazur-Jefferies, 2014). 

In addition to the classes, the students had access to a university language lab 

where they could read English newspapers, journals, magazines, and check out graded 
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readers of all levels with a variety of titles and authors. The language lab also provided 

opportunities for students to practice speaking English by engaging in conversation with 

native English speakers who were professors at the university on an appointment basis. 

 

Participants 

The participants were ten volunteers from four classes I taught in 2017, 2018, 

2019, and 2020. There were five intermediate, and five advanced-proficiency students, 

based on the results from proficiency tests, TOEIC. The ten participants were comprised 

of two male and eight female students. All the participants’ names are pseudonyms. 

Three students, Hiroko, Junko, and Keiko, were female intermediate to high 

intermediate proficiency learners in the 2018 Class. In this class, they mainly read texts, 

retold the contents, wrote summaries of the texts, and engaged in vocabulary learning, 

reading strategy training, and discussions in English in addition to ER. Another 

participant, Ai (female), was in the same reading course in 2019, engaging in similar 

activities. Likewise, Chie (female), Yuri (female), and Haruo (male) were in the 2020 

intermediate to high-intermediate reading class with the same activities. The remaining 

three participants, Maki (female), Sachiko (female), and Sho (male) were advanced-

proficiency learners in the 2017 class. Maki and Sho were fourth-year students, and 

Sachiko was a third-year student. These three advanced students had advanced speaking 

proficiency and proactively participated in peer discussions in English. They were 

majoring in foreign languages but not English, except for Sachiko, who was majoring in 

English. Chie was majoring in German, Maki in Chinese, Hiroko and Sho in Portuguese, 
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Junko and Keiko in Indonesian, Haruo in Malaysian, Yuri in Spanish, and Ai in 

Mongolian. Because they were all language majors at a national university, their 

English levels were high, and they likely had good language skills. 

The participants’ English learning backgrounds and measures of their English 

proficiency were collected during a semi-structured interview. Their backgrounds varied 

with some having studied English for six years in junior and senior high school, some 

having started learning English at an earlier age in private or group lessons, and others 

having lived in an English-speaking country. Their proficiency levels ranged from 

intermediate to advanced. Their self-reported TOEIC (Test of English for International 

Communication) scores, comprised of the listening and reading sections ranging from 

550 to 960. They were thus above the 2017 national average, which was 582 for 

961,440 Japanese TOEIC test-takers, and the 2019 Japanese students’ average, which 

was 567 for 364,572 test-takers (IiBC, 2019, p. 5). Although Ai’s TOEIC score was 550, 

she had passed Eiken pre-1 level before she entered the university and passed the B 

class of the United Nations Association’s Test of English. She recognized this gap and 

attributed it to lack of her motivation in English study and lack of English practice after 

entering the university. She took the TOEIC test after the entrance examination and 

before starting her first year started. Despite her lower-than-average TOEIC score, the 

participants were at the B1 or above CEFR (Common European Framework of 

Reference for Languages: Learning, Teaching, Assessment) level. One of the 

participants, Haruo took the IELTS just before the interviews and received a score of 6, 

which is equivalent to CEFR B2 (MEXT, 2018) or CEFR B2/C1 (English Proficiency 

https://www.tuj.ac.jp/cont-ed/courses/english-level.html
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Level Requirements - Continuing Education (tuj.ac.jp). His IELTS sub-section scores 

were broken down to Reading 7.0, Listening 6.0, Writing 6.0, and Speaking 5.5. 

Furthermore, the participants’ vocabulary sizes ranged from 8,600 to 14,000 words 

based on a monolingual version of the Vocabulary Size Tests (VST) (Nation, 2012), 

which is described in the VST section. The VST was administered to the participants at 

the beginning of the course, except for Chie, who was absent from the first class and 

took it after reading the short story. Although their VST scores were high, giving the full 

20k version of the test increases the overestimation of vocabulary knowledge (McLean 

& Kramer, 2015). Descriptions of the ten participants are indicated in Table 2. 

Four intermediate-proficiency participants—Ai, Keiko, Junko, and Chie—were 

inexperienced L2 readers in light of the frequency of L2 reading outside of class 

because they said that they had/did not read long texts for general comprehension, 

except for extensive reading and assigned reading materials in the course. Likewise, 

three advanced-proficiency participants—Haruo, Hiroko and Yuri—were quasi-

inexperienced L2 readers in that they said that they did not read much except for 

assigned course materials like the above participants but that they had some experience 

with reading English books (graded readers) or newspaper articles at the time of 

interviews. Haruo had begun reading English newspapers regularly. Hiroko had read 

graded readers in junior high school. Yuri did extensive reading in junior high school for 

a year and said that she therefore did not have much anxiety about reading English 

because of that experience and also that she sometimes read English newspapers.

https://www.tuj.ac.jp/cont-ed/courses/english-level.html
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Table 2. Participants’ Experiences with English Reading, VST, ER and Current English Studies (Organized from Highest to 

Lowest TOEIC Score) 

 
Participant 

(gender/age) 
Age 

started TOEIC 

VST 
Vocabulary 

Size 

 
ER level 
(college) Overseas experience 

 
 

Experience in L2 Reading (e.g., ER) 

Sachiko 
(f/23) 

3 965 14,000 N/A Lived in the USA from 3 to 6 
Study abroad in Zambia (1 

year) during university  

Academic reading for writing a thesis 
at university 

Graded readers in high school  
Maki (f/21) 3 960 11,200 N/A Study abroad in the USA 

(1month) during university 
Authentic books written for young 

English-speakers 
Sho (m/23) 4 960 9,200 N/A Lived in the USA from 4 to 11 

Study abroad in USA (3 
weeks) during university 

Study abroad in Brazil (one 
year) during university 

Newspapers 
SNSs 
Translation part-time work 

Yuri (f/21) 6 830 10,200 3 Home stay in Australia (2 
weeks) in junior high school 

Study abroad in Cambridge (2 
weeks) in high school 

Study abroad in Ireland (1 
month) in university 

Study abroad in Spain (1 
month) in university 

ER in junior high school  

Haruo 
(m/20) 

6 820 8,200 3 and 4 None Newspapers  

Hiroko (f/20) 12 795 12,400 3 and 4 None ER in junior high school 
Chie (f/20) 12 755 12,400 3 and 4 None Mainly school work 

 
Junko (f/19) 12 750 10,000 3 and 4 None Mainly school work 
Keiko (f/19) 9 710 9,000 3 and 4 Lived in China from 3 to 9 Mainly school work 
Ai (f/22) 2 550 8,600 3 and 4 Malaysia (ten days) in junior 

high school 
Mainly school work 

Note. VST = vocabulary size test; ER = extensive reading. Level of the ER column indicates the level of graded readers that participants 

perceived to be their level because they found books at that level comfortable reading at the time of the study. (f) = female, (m) = male. 
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Three advanced-proficiency participants—Sho, Maki, and Sachiko—were 

experienced yet occasional readers because they occasionally read English newspaper 

articles, English websites, and/or authentic English books apart from assigned course 

materials. Sho reported that he read English via social media and Internet news, 

especially enjoying reading about American baseball games. Maki said that she 

challenged herself to read an authentic English book at the time of the study and had 

read several English books for young adults she borrowed from her friend who had 

lived in a foreign country with her family and returned during her high school days. 

Sachiko mentioned that she was reading academic literature in English to gather 

information to write up her graduation thesis although she wrote it in Japanese. In order 

to break them down to intermediate- and advanced-proficiency groups for the analysis, I 

based the division on their TOEIC scores and the reading time of the short story. Hence, 

the intermediate-proficiency group included Ai, Keiko, Junko, and Chie; the advanced-

proficiency group included Hiroko, Haruo, Yuri, Sho, Maki, and Sachiko. 

 

Materials 

Following the recommendations on L2 reading of several L2 reading researchers 

(Beglar & Hunt, 2014; Grabe, 2009; Min, 2008; Pellicer-Sánchez & Schmitt, 2010), I 

decided to use a story that is not long. I selected a 4,885-word narrative text by Roald 

Dahl for this study (see Appendix A for the text). This narrative text was selected for 

four reasons: its potential to arouse the participant’ interest, its readability, its potential 

for requiring inferencing, and its potential for requiring using strategies when the 
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participants read a challenging text. The text, Dahl’s short story entitled The Way up to 

Heaven, was also selected because it is an authentic text. In this regard, care was taken 

not to select a text that was too easy, or one that would not require the participants to 

draw on their cognitive resources (Koda, 2004). As Grabe (2009), Koda (2005), and 

Min (2008) noted, narrative texts have several advantages over expository texts for 

second language readers: (a) increased reader interest and more connections to 

background knowledge, (b) less information overload, (c) appropriate levels of 

difficulty and text length that are comparable to the levels of the participants, and (d) 

more opportunities for increasing vocabulary knowledge. Moreover, because the Flesch 

Reading Ease readability level was 92.1 and the Felsch Grade Level was 2.0, the text 

was deemed manageable given the participants’ VST scores and TOEIC scores. 

Furthermore, I conducted a preliminary study to find out whether the Dahl’s short story 

would be readable for high-intermediate- and advanced-proficiency Japanese EFL 

learners. The following Preliminary Study section explains the outcome of the 

preliminary study. 

This narrative text was also selected for its potential to call on readers to make 

inferences because the third purpose of this study was to examine how learners make 

inferences. In order to understand the story, readers must build a situation model and 

that requires constructing and integrating inferences (Graesser, Singer, & Trabasso, 

1994; Kintsch, 1988). Without inferencing, it is difficult to follow the plot, let alone 

understand the intriguing twist in the story. In sum, Dahl’s short story was chosen by 

considering the content that would likely arouse students’ interest, the readability level, 
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and likely generation of inferences. The text was printed and stapled to make a four-

page handout so that the participants could write on the text while reading. They were 

instructed to read on their own, keep records of the strategies they used while reading, 

and record their reading time. These tasks are explained in the Self-Report About 

Inferencing, Strategies Used, and Unknown Words section. Use of a dictionary was 

allowed. They were instructed to read as they please. For example, they could read the 

whole text in one go or could read by installment; they could read wherever they liked. 

The text was given to three advanced-proficiency participants with these instructions 

and the self-report to fill in. However, the seven intermediate- and advanced-proficiency 

participants were given the text and instructed to read the first page silently in class and 

they then discussed what was happening in the beginning with their peers. The 

difference in the approach I used was due to my consideration of differences in their 

proficiency levels and reading experiences. Because the three advanced-proficiency 

participants, whose TOEIC scores were over 960, had already engaged in autonomous 

reading, they appeared to read independently. The other participants were in an 

intermediate class and needed scaffolding to help the students begin reading a story 

independently as a class activity. This difference in the approach might have affected 

the results. 

I explained how to fill in the self-report (see Appendix C for the self-report 

worksheet). Although the three advanced-proficiency participants did not read the first 

page in class, I explained how to fill in the self-report to the participants. With respect to 

the intermediate-proficiency participants, as shown in an example in the self-report, a 
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word, pathological fear, appeared on the first page they read. I asked students in the 

class how they comprehended this phrase and asked them to talk about their strategies 

with their peers. When I asked some of the students, who were not the participants in 

this study, most of them used a dictionary to look up the word pathological, except for a 

few who said that they guessed and imagined. The students were aware that they could 

use any strategies of their choosing and choosing strategies has no wrong or right 

answers. At that moment, I did not know how the participants dealt with the phrase. I 

went through the rest of items on the self-report and explained inferences so that they 

understood what inferences are although I assumed that they had learned about 

inferences in English classes and/or Japanese classes. I also taught the participants to 

make inferences in class. 

 

Preliminary Study 

I conducted a preliminary study for the present research in 2017 to find out 

whether the Dahl’s short story would be readable for high-intermediate and advanced-

proficiency Japanese EFL learners. Two participants, Mieko and Taro (pseudonyms), 

who volunteered were selected from a reading class for high-intermediate-proficiency 

learners. In the course, they mainly read texts, retold the contents, wrote summaries of 

the texts, and engaged in vocabulary learning, reading strategy training, discussions in 

English, and ER. Both students were majoring in foreign languages. Mieko was a 

female student whose TOEIC score was 815 and estimated vocabulary size was 10,000. 

She had no experience living overseas. She had begun reading level 3 and 4 graded 
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readers after extensive reading was introduced in the course. She said that she did not 

read authentic English books or newspapers. The other participant, Taro, was a male 

student whose TOEIC score was 935 and estimated vocabulary size was 10,000 and 

therefore, was an advanced-proficiency learner. He had begun reading level 4 and 5 

graded readers recently. Although he did not read authentic English books or 

newspapers, he said that he used the Internet and social media to read English and 

obtained information, such as Wikipedia. He had lived in the United States as a child 

from 2 to 10 years old with his family and had studied at local schools. He was 

communicative and said that he particularly liked communicating in English. Both 

participants said that they wanted to improve their L2 speaking skills more than reading 

because they were already confident about reading. Because of their study workload, 

both said that they could not afford to spend time reading English for pleasure. The 

participants engaged in English class reading and assignments only and no other L2 

reading due to time constraints. 

I gave them the copy of the Dahl short story text and asked them to read it before 

conducting interviews. The interviews were set in four weeks’ time to give them enough 

time to finish reading. I conducted interviews with the participants in Japanese. I 

obtained their background information, asked them to summarize the story verbally, 

asked them to do a think-aloud as they read the same story. I elicited their reading 

strategies using a stimulated-recall and obtained their reactions of the story as well as 

their past reading experiences. Both said that the reading was manageable but not easy 

because of many unknown words. They reported that it had taken them about one hour 
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to read the story during the interview. I asked them to summarize the story in Japanese, 

Mieko and Taro verbally summarized what happened in the story from the beginning to 

the end without looking at the text. Both participants were able to summarize the story 

coherently and explain their reading strategies. Based on how they retold the story, their 

perceived level of comprehension matched their level of comprehension. They both 

inferred what happened to the husband based on hints that were present in the story and 

believed what they inferred was correct although what happened to him was not 

explicitly written. Overall, their understanding of the outcome was similar; but some of 

the inferences they drew in the middle were different. Mieko said that she did not 

understand fully the detailed descriptions about Mrs. Foster (a protagonist who has a 

pathological fear of missing a train, a plane, and others, due to delay of arriving on 

time) listening intently at the door (Dahl, 2000, p. 87). Mrs. Foster did not seem to get 

inside although she had the key and she must have wanted to fetch Mr. Foster, her 

husband, in a hurry, to leave at once. Mieko further reported that she did not understand 

why several sentences were allocated for describing the way in which Mrs. Foster was 

listening at the door, which to her was a simple action. Mieko inferred that Mrs. Foster 

heard nothing from inside the house and decided that her husband had no intention of 

coming out, eventually gave up on him appearing, and left for the airport without him. 

Mieko was not successful in forming a situation model based on the correct 

understanding of the textbase. Mieko attributed her difficulty understanding parts of the 

story to unknown words. On the other hand, Taro understood the same section based on 

his accounts. He said that Mrs. Foster heard something from inside, some sound related 
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to her husband. Thus, the situation models of the two participants differed in this part 

although their overall comprehension of the story was similar. Although some 

misinterpretations of the textbase occurred before Mieko reached the end, her overall 

comprehension and comprehension of the outcome was not so much affected. However, 

she said that she did not fully understand why and how the event happened. 

Mieko and Taro differed in how they dealt with unknown words. Mieko said that 

she did not use a dictionary although some words were unknown and that she continued 

reading without checking the words because she believed that her comprehension was 

satisfactory. On the other hand, Taro said that he often used a dictionary. He mentioned 

that he checked formulaic expressions, phrasal verbs, and idioms. He said that familiar 

words that appeared in combination could be difficult to understand, whereas individual 

unknown words could be guessed from context. An example sentence of the former is 

“What’s more, you never know what people get up to when they’re left alone in a house” 

(p. 81). He wanted to learn the nuanced meaning of get up to. The words he did not 

check but guessed included chauffeur (pp. 85-88), which he guessed was a driver, and 

combs (p. 86), which he guessed was a trivial thing and a present that the husband 

wanted to give to his daughter in France. Taro was also able to explain the husband’s 

intention of his actions. Each session took 60 to 90 minutes. The preliminary study 

enabled me to confirm that the short story was readable but sufficiently challenging to 

provide rich data on inferencing and other metacognitive processes. Furthermore, this 

preliminary study led me to prepare a self-report worksheet for participants to report on 

their reading strategies and inferences, which I explain below. 
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Data Collection and the Interview Protocol 

Six types of data were collected. To ascertain the participants’ written receptive 

vocabulary sizes, they were given the VST (Nation, 2012) at the beginning of the 

semester. Second, the participants wrote a summary of the short story they read and a 

self-report of their strategies they used for reading and the inferences they made while 

reading. The self-report of strategies (see Appendix C) was provided before they read 

the story. They were instructed to keep records whenever they read. Third, audio-taped 

data in English included the participants’ oral account of the reading strategies they 

employed when reading the short story and their retelling of the story to their peers in 

the classroom. Fourth, a semi-structured interview was conducted with each participant. 

The interviews began with questions about their English learning background to obtain 

preliminary data on their English proficiency and English learning history. Asking about 

their background also acted a role as an icebreaker. The next questions were centered on 

the participants’ beliefs about reading English texts and reading strategies they were 

familiar with and often used. Fifth, a retrospective stimulated recall was conducted 

following the above interview sessions by using their self-reports and the text as 

prompts. Therefore, a retrospective stimulated recall was not conducted immediately 

after the interview session started. The participants also performed a think aloud in 

which they were asked to comment on their reading processes as they re-read the first 

page of the story (335 running words, Dahl, 2000, p. 77) and several pages that are 

crucial to the development of the story (2,320 running words, Dahl, 2000, pp. 84-90). 

The number of running words for the sections was 335 and 2,320, respectively. Finally, 
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the students were asked questions about their reactions to the story, the reading 

experience, their beliefs about reading English, and future course of actions about 

English learning in general. The data were audio taped and transcribed. Figure 2 shows 

the timeline of the different data collection points. 

 

Figure 2. Participants’ Reading Tasks Before the Semi-Structured Interviews 

 

 

 

 

 

 

 

 

Vocabulary Size Test 

The 100-item monolingual Vocabulary Size Test (VST) (Nation, 2012a) version A 
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receptive vocabulary size” (Nation, 2012b, p. 1). Because the VST can be used as a 

diagnostic measure to assess test-takers’ written receptive vocabulary size, which is 

instrumental to reading comprehension (Nation & Beglar, 2007), I used the text to see 

whether they would be able to read the short story. Liu and Nation (1985) and Nation 

(2001, 2013) have advocated that 95~98% vocabulary coverage is needed for learners to 

read unsimplified texts for pleasure. Nation (2006, 2013) stated that if 98% coverage is 

targeted as the ideal coverage, it is necessary to be equipped with an 8,000-9,000 word-

family vocabulary to deal with most authentic texts. An example VST item is as follows. 

1. see: They saw it. 

a. closed it tightly 

b. waited for it 

c. looked at it 

d. started it up 

 

The vocabulary size tests administered to the participants showed that their vocabulary 

sizes ranged from 8,600 to 12,400. McLean and Kramer (2015) cautioned that a VST 

score might not reflect learners’ knowledge about vocabulary breath “because while a 

vocabulary size score can give a rough estimate of the amount of words known, it does 

not imply knowledge of all vocabulary within that size estimate” (p. 2). They pointed to 

a possible appropriateness of the VST when separating students with a wide range of 

proficiencies. Although the participants’ scores were high, these scores should be 

interpreted with caution because they might not know all the items of the vocabulary 

size estimate (Mclean & Kramer, 2015). In fact, most of the participants gave wrong 

answers to one or two items before item #20, such as nil (item #7) and butler (item #20). 

The butler appeared in Dahl’s story and some of the participants reported during a 
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stimulated recall as one of the words that they had not known and that they guessed. 

However, the scores gave me a rough estimate that they could manage to read 

unsimplified texts. 

 

Self-Report About Inferencing, Strategies Used, Summary, Reactions, and 

Unknown Words 

Self-reports were collected. A worksheet for the self-report with examples 

showing how to do the self-report was devised to collect information about the 

participants’ reading strategies and the inferences they made. The worksheet used for 

this task is shown in Appendix C. The Dahl text along with the form were given to the 

participants. By using this form, the participants were instructed to keep a record of the 

reading strategies they employed and the inferences they made while reading the short 

story and write the information in the worksheet when they read. They submitted the 

worksheet in the last class meeting. On the same worksheet, the participants wrote a 

summary and their reaction to the story in English and unknown words they 

encountered as well. The purposes of having them write the summary, reactions, and 

unknown words were (a) to use them as prompts for the retrospective stimulated recall 

methodology and (b) to assess the participants’ comprehension of the story. Furthermore, 

from a pedagogical point of view, it might be beneficial to make the students self-select 

new words based on Hunt and Beglar’s (2005) hypothesis derived from L1 studies 

(Haggard, 1982, 1985) regarding the effectiveness of vocabulary acquisition through 

self-selection. The purpose of writing reactions was to investigate how the participants 
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felt about the text. Grabe and Stoller (2020) stated that how readers feel about the text is 

“part of the developing situation model” (p. 24) and that such evaluations are related to 

a central executive processer in working memory. Developing a situation model serves 

as the foundation for retention in long-term memory and learning from reading the text 

thus takes place. However, writing a summary is a cognitive strategy and having them 

write it might force the participants to use a summarization reading strategy and 

possibly could become a confounding factor. Likewise, the participants might have 

checked the meaning of unknown words because it was part of the assignment and not 

for deepening comprehension. These points should be noted as limitations. 

 

Written/Oral Summary Task and Written Reactions Task in English 

The three advanced-proficiency participants freely discussed the short story by 

starting with their summarization in class. They talked about what was their first 

reactions, how they addressed the difficult parts, reading strategies, their interpretations, 

new words for an hour. This format was employed mainly because the class size was 

small (only three) and their speaking proficiency levels were the same and competent. 

This was part of an assignment. On the other hand, the intermediate-proficiency 

participants delivered a presentation in English within an allotted time of five minutes. 

The participants were assigned to small groups of four and shared their summary or 

their reactions, their one or two employed strategies while reading, and one or two 

inferences they drew. This presentation was carried out at the last class meeting of the 

semester as part of assignment. Both formats were naturally occurring environments. In 
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addition, in the retrospective recall session during the semi-structured interview, the 

participants summarized the story orally in Japanese. Scholars have noted that when 

readers comprehend, they generate coherent summaries as well as a paraphrase of the 

content (Grabe & Stoller, 2020; Graesser, Singer, & Trabasso, 1994). Oral summaries 

were used to judge whether the participants understood the story. By evaluating their 

summary of the story verbally presented to their peers in an authentic class discussion 

and examining their written summaries, the students’ levels of comprehension can be 

examined. Their oral utterances were audio-recorded by with an IC recorder (Olympus 

Corporation DM-750). 

 

Semi-Structured Interview Procedures 

Data concerning the participants’ experience with English learning, English 

reading, and metacognitive and inferencing strategies were collected individually. Prior 

to having the participants read the focal text, a semi-structured interview was conducted 

in Japanese for 15 to 20 minutes to obtain background information and information 

about their reading experiences to date. They were then instructed to read Roald Dahl’s 

short story The Way up to Heaven, which they had read earlier for class, and we 

conducted a think aloud protocol. After that, a retrospective stimulated recall was 

conducted using their reports as prompts. Figure 3 shows the flow of what the 

participants did before the semi-structured interviews. 

The seven intermediate- and advanced-proficiency participants were interviewed 

individually in person. The interviewing time ranged from one hour and thirty minutes 
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to two hours. The language used for the interviews was Japanese because the 

participants said that they preferred to express their views and answers in their mother 

tongue, Japanese. The interviews were conducted in an empty classroom before or after 

a class meeting. All the interviews were recorded on an Olympus DM-750 IC recorder 

with the interviewees’ permission. During the interview, I often paraphrased their 

answers to my questions verbally to confirm my interpretations. The interviews, 

including the think-aloud protocol and stimulated recall for Yuri, Haruo, and Chie were 

conducted with Zoom meetings because of the coronavirus pandemic. Their Zoom 

sessions in total took two hours to two hours and 55 minutes. For the sake of the 

participants’ convenience, the Zoom meetings were divided into two consecutive 

occasions (in the case of Yuri and Haruo) and into five consecutive sessions (in the case 

of Chie). The Zoom screen sharing function was used to carry out the think-aloud 

protocol and stimulated recall sessions. The participants agreed to be recorded. 

 

Background Questions  

The semi-structured interviews started with questions regarding English study 

(see Appendix D for the Japanese version of interview questions and Appendix E for the 

English version). The questions were designed to collect data on the participants’ year in 

college, gender, age, English learning experience, overseas experiences, and 

standardized test scores such as TOEIC, Eiken, and TOEFL. Furthermore, questions 

about their English studies to date and beliefs about English reading and other skills 

were also asked. 
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Reading, Reading Strategies and Metacognitive Knowledge Questions  

The students were interviewed about their English reading experiences to date. 

For example, questions concerned to whether they read graded readers, English stories, 

and English news articles read outside of class (see Appendices D for the Japanese 

version of questions regarding strategies & Appendices E for the English version). This 

included asking about their past general L2 reading experiences (childhood, junior high 

school, high school). They were also asked about their present reading of English, and 

their present study of English. They were also asked about their experiences, if any, of 

learning reading or learning strategies and metacognitive strategies in the past. The 

participants were not specifically trained to use metacognitive strategies, but they were 

taught the importance of checking comprehension when they read and if they failed to 

comprehend, they were instructed to deal with the problem by using strategies they 

think best to work. 

 

Think-Aloud Protocol 

Think-aloud protocols are a means to stimulate introspection about their reading 

and their usage of strategies (Gass & Mackey, 2000). Think-aloud protocols are an 

often-used method to obtain information about how participants monitor and control 

their reading by having them report their thoughts (Ericsson & Simon, 1980; Kucan & 

Beck, 1997). Grabe (2012) suggested one-on-one interviews with students or think 

aloud protocols because self-reporting surveys and questionnaires about strategy use 



 109 

only show what students know about the strategies and not necessarily that they use 

them during reading. A think-aloud protocol was employed to triangulate off-line self-

reports, such as the self-report that the participants produced while or after reading and 

interviews. The participants were instructed and practiced how to do a think-aloud in a 

class meeting by using a textbook passage. After the semi-structured interviews, I 

explained to the participants how to do a think-aloud as we did in the previous class and 

showed them how to do it myself first by using the first sentence of the short story. I 

asked them if they understood how to do it and proceeded after they said that they 

understood. The participants practiced doing a think-aloud with a couple of sentences, 

and they used it to read the same short story: the beginning part (Dahl, 2000, pp. 77-78), 

and a section from the middle part that holds the key to understanding the plot twist at 

the end that reveals what happened (Dahl, pp. 84-90). Scholars said that because 

strategies are “deliberate actions,” recognizable questionably, they are “available for 

introspection or conscious report” (Paris, Lipson, & Wixson, 1983, p. 295). It might 

have been ideal to conduct the think-aloud protocol when they were reading for the first 

time or immediately after their first reading. However, this was not possible because the 

data was also being collected in the course of classes. I focused on the strategies the 

participants reported although there might be other unconscious strategies they might 

have used. Investigating those strategies which the participants did not recognize was 

beyond the scope of this study. They were asked to verbalize their thought processes as 

much as possible by following the think-aloud protocol (Wade, 1990). In cases where 

the participants stopped talking, I provided follow-up prompts such as, “What are you 
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thinking now? Why did you stop? Please vocalize what was and is going through your 

mind as you were/are reading this part.” The think-aloud protocols were recorded on an 

Olympus DM-750 IC recorder with the interviewees’ permission. Zoom meetings for 

the three participants were recorded with their permission. 

 

Stimulated Recall Methodology 

After the think aloud, which lasted 30 to 40 minutes, a delayed stimulated recall 

interview (Gass & Mackey, 2000) lasting 30 to 40 minutes was conducted to assess the 

participants’ use of metacognitive knowledge in relation to their reading strategies and 

inferences. Stimulated recall methodology is often utilized to obtain data in second and 

foreign language research to access participants’ inner thought processes or strategies 

(Gass & Mackey, 2017). The stimulated recall sessions were recorded on an Olympus 

DM-750 IC recorder with the interviewees’ permission. Video was not used. The 

purpose of employing this methodology was to ask the participants about what 

inferences they made, how they made the inferences, why they made certain inferences, 

and what their thought processes were while reading. I explained how the session would 

proceed and asked the participants if they were tired. Nobody said that they were tired, 

so we continued by using the same text from the short story used in the stimulated recall 

session. To guide the discussion, I used the data that I had obtained from the think-aloud, 

the list of inferences they reported, their written summary, and the text of the short story 

as stimuli. As Gass and Mackey (2017) explained, a stimulus is used to “activate or 

refresh recollection of cognitive processes so that they can be accurately recalled and 
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verbalized” (p. 44). The utterances they made regarding the use of strategies during the 

think-aloud session were confirmed. Questions in Japanese centered on how they read 

the short story vis-à-vis their goals. Both the participant and I looked at and went 

through the text together (see Appendix F for a sample transcript of stimulated recall 

data). A special focus was placed on what inferences they made, how they used the 

inferences, how they dealt with difficult parts while reading, how they addressed other 

difficulties, and how they reached comprehension. The participants were directed to the 

parts relevant to the inferences they reported making and asked to describe and what 

they were thinking and why they used strategies or made inferences. It took about 30 to 

40 minutes. Figure 3 shows how semi-structured interview sessions proceeded. 

 

Figure 3. Flow of Semi-Structured Interview Sessions 

 

 

 

Participants’ unclear utterances were checked on the spot or later via e-mail. The 

student’s first language (Japanese) was used to facilitate my understanding of the 

participants’ introspective comments regarding what problem-solving approaches the 
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participants adopted and why they took them. In sum, each participant and I went 

through the English text from the beginning, based on the report and the text. The 

participants explained how they read and comprehended the English passages, what 

inferences they drew, and how they drew those inferences. 

 

Analyses 

Transcription 

After the semi-structured interviews, the think-aloud, and the retrospective 

stimulated recall, all of the recorded data were transcribed in Japanese. I listened to all 

of the audio data twice, but the parts that were not clear many times to clarify. The 

contents were transcribed verbatim although disfluencies, false starts, fillers, and pauses 

were omitted. I analyzed the transcribed data and selected the participants’ accounts 

regarding metacognition, strategies, beliefs, background information, and past reading 

experiences. I translated into English the parts that were relevant to the research 

questions. I attempted to extract the meaning of the participants’ utterance and hence, 

my translations were not word-for-word translations. The translations were also checked 

by a professional Japanese translator for information accuracy. Randomly selected parts 

of the Japanese transcriptions and translations were checked by another researcher, who 

is non-native speaker bilingual associate professor at a Japanese university and has a 

PhD in Applied Linguistics. Parts of the translations were checked by a proficient non-

native English bilingual TESOL MA holder for wordings and expressions. The 

translations were corrected also by my advisor and a committee member. I asked the 
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above-mentioned researcher to double-code relevant parts of the transcripts. When there 

were discrepancies, I first checked the transcriptions against the audio data again, and 

then discussed and finalized the transcripts in consultation with the same researcher. 

Likewise, in the translation, I discussed discrepancies with the translator and the 

bilingual researcher, and then finalized the translation that three of us agreed was 

appropriate. I also checked with the participants via e-mail regarding any unclear points 

emerging from the data transcription, such as Chie’s account about RA at high school. 

In sum, for this project, I checked the transcription and translation that I conducted with 

one non-researcher, one proficient English speaker as a second language, and a 

translator to maintain objectivity of the data analysis and accuracy of the translation. 

When a disagreement arose among us, I went back to the data, confirmed, and discussed 

disagreed points to reach an agreement. In addition, as Oxford (2017) recommended, I 

reviewed the Japanese and translated transcriptions several times on different days to 

see the consistency of my interpretation of the data. 

 

Data Analysis and Coding 

As part of this qualitative case study, I am the primary instrument of data 

collection and performing an inductive analysis and coding an end product that is 

descriptive (Merriam and Tisdell, 2016). The data were analyzed and interpreted in light 

of Flavell’s metacognitive knowledge and inference-making theoretical framework for 

reading comprehension. The transcribed audio data recordings and the written data were 

analyzed by employing coding methods to answer each research question. I read the 
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transcripts carefully many times for possible codes or categories relevant to the 

purposes of the study. Assigning codes to pieces of data is the first step to construct 

categories (Merriam & Tisdell). I used Process Coding, which uses gerunds (a verb 

form using -ing) such as studying hard (Translated example code)4and analyzing one’s 

English proficiency objectively (Translated example code)5 by identifying observable 

utterances in the data and often by employing participants’ own words for coding 

(Saldaña, 2016). 

I followed Gass and Mackey’s (2000, 2017) coding scheme for the stimulated 

recall data. They recommended that analytical categories be constructed carefully so as 

not to generate large amounts of high-inference coding that can make replication 

difficult. To enhance credibility and trustworthiness, a non-researcher who did not 

participate in the recall was recruited as a coder. I asked the researcher to choose codes 

for a random subset of the transcribed data, such as MCKp (metacognitive knowledge, 

person variable), MCKt (metacognitive knowledge, task variable) and MCKs 

(metacognitive knowledge, strategy) and then her codes were checked against my codes. 

Researchers recommended that when a disagreement arise, negotiations should be 

conducted until an agreement was reached. However, there was no disagreement. The 

researcher pointed to the parts for which she could not decide to choose one of three 

codes because they were interacting. She assigned two codes and in the same part, I 

assigned two codes. To enhance trustworthiness, I followed Saldaña’s (2016) 

recommendation to write episodes that are associated with dilemmas in the process of 

 
4 一生懸命勉強している 
5 自分の英語力を客観的に分析している 
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analysis. The above-mentioned example was one such difficulty when separating codes 

of metacognitive knowledge among task, person, and strategy. 

To illustrate the collected data for each research question, Table 3 shows research 

questions and the data I used to answer each research question. 

 

Table 3. Research Questions and the Collected Data  

1. Metacognitive Knowledge Use for Comprehension 
• the semi-structured interview transcripts 
• the think aloud protocol and stimulated recall transcripts 
• class discussion (English) transcripts 
• the participants’ written reports 
• the text the participants had read 

 
2. Beliefs About Good L2 Readers, Good L2 Reading, And L2 Reading Goals 

• the semi-structured interview transcripts 
• stimulated recall transcripts 
• the participants’ written reports 

 
3. Inference Making 

• the semi-structured interview transcripts 
• the think aloud protocol and stimulated recall transcripts 
• class discussion (English) transcripts 
• the participants’ written reports 
• the text the participants had read 

 

In order to address the first research question, which concerns how intermediate- 

and advanced-proficiency Japanese EFL learners use metacognitive knowledge for 

general comprehension of a narrative text, four sources of data were used for initial 

coding and pattern identification: the semi-structure interview transcripts, the 

participants’ self-reports on strategies, the students’ written and oral summaries, the 

think aloud protocols, and the retrospective recalls. Each participant’ data were broken 

down and clustered into categories manually using Flavell’s (1979) framework of 



 116 

metacognitive knowledge, person, task, and strategy. Because metacognitive knowledge 

in relation to reading strategy use is the focus of the first research question, the data 

were segmented into units in which each mention of a strategy type was categorized. 

The first coding was theory-driven etic coding based on the literature. For example, the 

stimulated recall comments on the English text were categorized based on dictionary 

use, skipping words, visualizing, self-questioning, writing in the text, guessing 

unknown words, using a dictionary, re-reading, decreasing or increasing the pace of 

reading, use of background knowledge, word analysis by breaking it into its parts (e.g., 

prefix, root), and metacognitive strategies such as comprehension monitoring, and the 

orchestration of the various strategies used. Self-controlled strategic behavior, which 

means the learner’s intentional and purposeful behavior (Paris, Lipson, & Wixson, 1983, 

p. 294), was also included. In addition, emic coding was conducted to code participants’ 

idiosyncratic activities that were regarded as metacognitive knowledge or reading 

strategies and to ascertain if any metacognitive strategies were used that were not in 

Flavell’s taxonomy. Because metacognitive strategies are processes, Process Coding 

(Saldaña, 2016) was used to code the data inductively: Gerunds, such as skipping words 

and visualizing, were used for coding. Both simple observable activity and conceptual 

actions can be coded through Process Coding (Saldaña). As I proceeded with coding, I 

took analytic memos, writing my thoughts for future reference as Saldaña recommended. 

For example, in the Japanese transcriptions of Sho’s accounts about using a visualizing 

strategy without translating, I wrote in Japanese next to the Sho’s remarks, “(He) reads 
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in English as is” (Translated my analytic memo).6 This instance was an example of 

borrowing the exact words of the participant’s account. Similarly, when Sho reported 

that he used L1 when he did not comprehend, I wrote, “a strategy of using L1 and 

understanding in Japanese in case of incomprehension (Translated my analytic memo).7 

When Sho mentioned his usage of L1 when reading difficult news although he did not 

use L1 often, I wrote, “(He) comprehends English news articles in Japanese when they 

are difficult. What is the role of L1? Can it be a facilitator of comprehension?” 

(Translated my analytic memo).8 These notes were brief to enable me to refer back to. 

Second, to address research question concerning the participants’ beliefs about 

good readers, good L2 reading, and the goal of L2 reading, the semi-structured 

interview data (e.g., students background information and experience of English 

learning) were examined. The data were first coded inductively. I went through the 

transcriptions and coded by salient words, regarding the participants’ aspirations, 

perceptions of EFL reading and strategy use, and English learning. For example, the 

salient words included “read fast,” “concentrate,” “connect information in the text,” and 

“read with a purpose.” I then coded them deductively using Flavell’s (1979) theoretical 

framework of metacognitive knowledge (person) to analyze how the participants see 

themselves as EFL learners and readers and compare and contrast them with their 

aspirations. I used thematic analysis (Braun & Clarke, 2006, 2013; Lapadat, 2010) that 

enabled me to pay attention to the content of the participants’ responses and to find 

patterns. According to Lapadat, thematic analysis is “an analytic approach and 

 
6 英語のまま読んでいる 
7 読解できない時の日本語で理解するストラテジー 
8 難しい記事は日本語で理解。日本語の役割とは？日本語は理解促進につながるのか？ 
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synthesizing strategy used as part of the meaning-making process of many methods, 

including case study research” (p. 925). Specifically, it is a sense-making approach to 

the analysis of the qualitative data by “reducing and managing large volumes of data 

without losing the context, for getting close to or immersing oneself in the data, for 

organizing and summarizing, and for focusing the interpretation” (p. 925). I used the 

textual data (transcriptions) to look for recurring themes, topics, and relationships. 

Following Lapadat’s procedural description, I attended to how the participants 

expressed events, defined emergent themes, compared data against codes and categories 

repeatedly, cycled back through documents to revise coding, recorded interpretive 

insights in analytic memos, and developed data displays by constructing a concept map 

to reveal overarching patterns. I aimed to build a descriptive and explanatory case 

analysis grounded in the particulars of the multiple cases. I also examined the 

stimulated recall and report on strategy use data to see if their beliefs guided their 

reading behavior. The readers’ beliefs and purposes were reflected on their strategy use 

(Devine, 1988; Horiba & Fukaya, 2015). 

Third, to examine research question 3, which concerns the participants’ inferences 

for general comprehension of a narrative text, four sources of data were used: the 

participants’ self-reports on strategies, class discussion (English) transcripts, the think 

aloud protocols, and the retrospective recalls. The students’ written and oral summaries 

were examined to identify how they formed textbase and situation models. After a 

collection of cases of inferencing for each student was assembled, the cases were further 

examined for the types of inferencing (e.g., unknown words, pronouns, implied actions 
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and feelings in the plot, bridging and elaborative inferences, inferences to maintain local 

and global coherence), and for the metacognitive strategies that the participants used in 

their inferencing that led to comprehension. The transcripts were also analyzed to 

identify the similarities and differences in the types of inferencing used by the 

participants.  

 

Positionality: Teacher, Researcher, EFL Learner, and EFL Reader 

My positionality as a researcher is affected by factors such as my relationships 

with the participants, my experience as an EFL learner and an EFL reader, my gender, 

age, nationality, and epistemology and ontology. The participants were students in my 

reading classes at the time the research was conducted. As such, there are several ways 

that my positionality might have affected the participants’ responses and the data 

collected. Although the participants were told that participation would not affect their 

course grades, it is possible that the students attempted to provide answers that they 

thought I was looking for. To mitigate against this, I reminded them before the interview 

that they could take as much time as they desired to answer the questions and that their 

answers would not affect their grades in any way. I also stressed before and after the 

interview that they were free to withdraw if they changed their mind. Referring to 

qualitative research, many researchers consider it impossible to remove the influence of 

the researcher from the context in which the researcher studies and therefore urge 

researchers to be aware of such influences (Hammersley & Atkinson, 2019; Holliday, 

1996; Maxwell, 1996). Being aware of this, I paid the utmost attention not to 
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deliberately influence the participants by explicitly sharing my personal views about 

inferencing, story contents, and strategy use. Hammersley and Atkinson (2019) stated 

that reflexivity, or researchers’ effects on the people they study, which is inevitable in 

social research, does not undermine the validity of their findings. They pointed to the 

importance of minimizing and/or monitoring, understanding, and taking advantage of 

reactivity in a constructive manner. 

Flowerdew and Miller (1995) remarked, “[i]n educational contexts where students 

and teachers share the same language and have similar cultural backgrounds, a common 

set of assumptions is likely to underpin the acts of all participants” (p. 345). The 

participants were Japanese EFL students with whom I shared the same native language. 

They shared similar ethnic cultural backgrounds with myself and with their Japanese 

peers at the university although some of the participants had lived abroad in their 

childhood. Similar to some participants, I started studying English at junior-high school 

under the Japanese educational system. Accordingly, this shared knowledge provided 

important insights into the participants’ thoughts and reasoning. At the same time, as 

familiarity can lead to blindness, there is a risk that I might not have pursued certain 

topics as thoroughly as someone coming from a different cultural background. 

My positionality also might have been affected by my insider status as an EFL 

learner and EFL reader. I understand as an EFL reader that reading English is a 

challenge. In other words, even as EFL learners make progress, they still encounter 

difficulties at each stage. I have had hands-on experiences encountering many factors 

that can cause reading difficulties, namely unknown words, conceptual difficulties, long 
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sentences, grammatical complexities, lack of knowledge about strategies, no use of 

metacognitive knowledge, limited prior knowledge, and a lack of interest on my part. At 

the same time, I also have experienced the pleasure of reading English texts. In short, 

based on my English learning and reading experiences in an EFL context, I am familiar 

with my participants’ situations. In sum, my positionality as a researcher might have 

been affected by teacher-student relationships with the participants; insider status as an 

EFL learner and an EFL reader; my gender, age, and nationality. However, as 

Hammersley and Atkinson (2019) recommended, I have minimized and monitored 

reflexivity by recognizing this aspect of research. 

 

Ethical Considerations 

Researcher Training 

I took three courses in qualitative research in which ethical issues in qualitative 

research were covered: Critical Issues in Applied Linguistics with Dr. Sandra McKay in 

2012, Introduction to Qualitative Research with Dr. Eton Churchill in 2013, and 

Intermediate Qualitative Research with Dr. Eton Churchill in 2014. 

Furthermore, I took the Collaborative Institutional Training Initiative (CITI) 

program provided by Temple University online to learn about the ethics that I should 

take heed to and abide by when conducting research. I completed and passed the basic 

course of the Social/Behavioral Research course on June 24 in 2020, and the 

Social/Behavioral Research course on June 27 in 2020. The links to the certificate and 

the completion report of the Social/Behavioral Research course are as follows:  
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Completion Certificate 

https://www.citiprogram.org/verify/?wa0761519-01a0-4440-82f0-a96789469e9a-

37178551 

 

Completion Report of the Social/Behavioral Research Course 

https://www.citiprogram.org/verify/?k77a04ac6-5546-4622-9c5e-6ca815d3504a-

37178551 

 

Participant Consent 

Prior to each data collection session, I went over a consent form with the 

participants and responded to questions that the participants had about the study. In 

addition, I emphasized that the participants’ grades would not be affected by their 

participation, or by any future decision to withdraw from the study. They were also 

asked for permission to record the interviews, and informed that if they wanted to stop 

recording, it would be stopped at any time. The participants were then given an 

opportunity to ask questions and voice concerns they had about the study. After all 

questions and concerns were addressed, the participants and I signed the consent form. 

One copy was given to the participants, and I kept one copy (see Appendix G for the 

consent form). 

 

Data Security 

An Olympus DM-750 IC recorder was used to record the students’ oral tasks and 

semi-structured interviews. After each recording, the audio files were immediately 

transferred to my desktop computer in my room at my private house so that no files 

remained in the recording device. The computer, which was accessed only by me, was 

protected with a password and with virus protection software. All the data digital data 

https://www.citiprogram.org/verify/?wa0761519-01a0-4440-82f0-a96789469e9a-
https://www.citiprogram.org/verify/?wa0761519-01a0-4440-82f0-a96789469e9a-
https://www.citiprogram.org/verify/?k77a04ac6-5546-4622-9c5e-6ca815d3504a-
https://www.citiprogram.org/verify/?k77a04ac6-5546-4622-9c5e-6ca815d3504a-
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were securely stored in the same desktop PC. Furthermore, other paper-form data, 

including transcripts and participants’ written reports, were securely stored in a cabinet 

in my room that was locked. Thus, I ensured the safety and security of the data storage. 
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CHAPTER 4 

RESULTS 

 

In this chapter, I describe the results of the ten cases in the intermediate-

proficiency group (TOEIC 550-755) and the advanced-proficiency group (TOEIC 795-

965). The division of the participants into these groups was made based on the 

participants’ TOEIC scores and the reading times, not by the levels of the courses, 

which I explained in the participants’ section. The reading time was based on the 

hour(s) and minutes that the participants reported and how long it took the participants 

to finish reading, including re-reading time. The list of the participants, along with their 

reading times, and TOEIC scores, can be seen in Table 4. 

 

Table 4. Participants’ Reading Time of The Short Story and TOEIC Scores 

Participant 
(gender/age) 

Reading time 
(hours:minutes) 

TOEIC score 

Intermediate-proficiency group   

Ai (female/22) 1:10 550 
Keiko (female/19) 2:50 710 
Junko (female/19) 2:40 750 
Chie (female/20) 2:40 755 
 
Advanced-proficiency group 

  

Hiroko(female/20) 1:10 795 
Haruo (male/20) 1:10 820 
Yuri (female/21) 1:10 830 
Sho (male/23) 1:00 960 
Maki (female/21) 1:00 960 
Sachiko (female/23) 1:03 965 
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Data collection and analysis was focused on (a) identifying the participants’ 

successful use of metacognitive knowledge for general comprehension of the short story 

(Research question 1), (b) the participants’ beliefs about good L2 readers, good L2 

reading, and their L2 reading goals, if any (Research question 2), and (c) inferences 

they made during the reading (Research question 3). 

In the next section, I present the intermediate-proficiency groups’ (a) 

metacognitive knowledge (task, person, and strategy); (b) beliefs about good L2 reading, 

good L2 readers, and goals; (c) and the inferences they made while reading and their 

situation models. After presenting the findings for this group, I describe the findings of 

the advanced-proficiency group on the same three themes in the same order. I then 

summarize the overview of the reading experiences of participants in the two groups 

while they read the short story by Roald Dahl. Finally, I present the participants’ beliefs 

about good L2 reading, good L2 readers, and their goals. 

 

The Intermediate-Proficiency Group: Ai, Keiko, Junko, and Chie 

In this section, I describe what metacognitive knowledge that the intermediate-

proficiency group applied using Flavell’s three dimensions of metacognitive knowledge 

task, person, and strategy in regard to the short story and other reading tasks, such as 

graded readers and academic texts. 
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Metacognitive Knowledge: Task, Person, and Strategy 

Task 

In the intermediate-proficiency group was given the reading text of the short story 

and saw the pages by flipping through them, they thought that the text was rather long 

and appeared to contain many difficult words, except for Ai for a reason. When I asked 

what their first impression of the text was, Ai said that the text was rather long because 

she usually reads one-page. She considered readings more than one A-4 sized page and 

considered readings more than one A-4 page too long (Interview, January 17, 2020). 

Chie reported that in addition to the length of the text, she felt anxiety about reading 

because there were many difficult words, which she might not be able to understand 

even with a dictionary (Interview, November 27, 2020). Keiko and Junko felt the same 

and thought the reading would be a challenge. Ai was not as concerned about the 

difficulty of unknown words in the text. Instead, she referred to the possible difficulty 

of following the story development: 

一見、単語は難しくないと感じたが、気を抜くと展開を追えなくなりそう

な感じはしました。また、物語にはレトリックなどが使われる可能性が十

分にあり、それらは理解できないこともあるので、「これは文字通り読ん

でよいのだろうか」というヒヤヒヤ感は常にあります。 

 

At first glance, I felt that the words were not difficult, but I felt that I couldn’t 

keep up with the development if I wasn’t careful. There is also a good chance that 

rhetoric etc. will be used in the story, and I might not understand it, so I must be 

very careful and ask myself, "Can I read this literally?" (Ai, Interview, January 17, 

2020). 

 

Thus, she was more prepared for reading a story, which she thought might be difficult 

for reasons other than the complexity of the vocabulary. She seemed to be more 

concerned about her ability to manage the length of the story and understand implied 
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meanings of the story. At the same time, her account suggested that she was strategizing 

by self-questioning to prepare herself for the task before reading. 

Although their accounts suggested that the intermediate-proficiency group 

thought that the reading task was going to be formidable, once they started reading, 

three participants, except for Junko, wanted to read the entire passage without stopping 

even when they came across difficult and incomprehensible parts, which they said they 

mainly skipped. Ai did not want to forget the storyline; Keiko did not want to stop 

because she thought the storyline would be more understandable if she read the entire 

text; Chie wanted to obtain a rough idea of the storyline to better comprehend the text 

during the second reading. She referred to her preference to read the entire text without 

stopping in both the first and second reading. On the other hand, although Junko 

preferred to read the entire text in one sitting, she said: 

ダールも読むのに2時間半かかったのですが、ぶっ通しで読むのは無理だ

ったので、休みつつ、30分くらいで、あまりにもわからないとやめて、一

回水飲んだりとかしていた。 

 

It took me two and half hours to read Dahl’s story. Because it was impossible to 

read continuously in one go, I took a break every now and then, like every 30 

minutes. When I was hopelessly stuck, I stopped there and did something else, 

such as drinking a glass of water. (Interview, July 13, 2018) 

 

Her preference to take a break reflected her usual L2 reading style. To respond to a 

question about what Junko normally did when she realized that confusions arose while 

she was reading an L2 text, in general, and could not figure them out easily, she talked 

about how she dealt with such difficulties as follows: 

一回本を閉じようと思う。何回読んでもわかんないとなったら、いやにな

っちゃうので、一回休憩して。電車内で読んでいたので、「次の駅につい

たら読み始めて」みたいな感じ。乗り換えたら読み始めるとか、やはり、
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間に何か時間をおいて。あまり、ガーとなっちゃうと、それも読めなくな

っちゃうと思ったので、休憩して。あきらめたりしない。くやしいから、

最後まで読む。 

 

I think I close the book once. If I don’t understand no matter how many times I try 

to re-read and if it still doesn’t make sense, I’d end up being sick of reading, so I 

take a break. I often read on a train. It was like “when I get to the next station, I 

will start reading. Or when I change a train for a transfer, I’ll read.” Something 

like that. I take a break. If I push myself so hard that I kept reading (without being 

unable to solve a problem), that wouldn’t help, either. So, I have a rest. But I 

never give up because it’s regrettable (if I give up half way). I read to the end. 

(Interview, July 13, 2018) 

 

On the other hand, when reading Dahl’s story, Ai, Keiko, and Chie, did not mention that 

they took breaks. They said that even if they did not understand one word or one 

sentence, they continued reading, expecting that upcoming information might be a clue 

to help understand the ambiguous word or sentence. Keiko explained as follows: 

完璧にわからないセンテンスがあってもそこで、立ち止まらない。もしか

したら、読み進めていくうちに理解が深まるかもしれないから。 

 

I don’t stop there, even when I find a sentence I do not completely understand 

because hints might come up to help me comprehend as I keep reading. (Interview, 

July 13, 2018). 

 

Their accounts suggested that when confusion arose, they were aware of having 

difficulties and therefore, regulated their reading and applied strategies to solve the 

problems. In the process of selecting strategies and to resolve problems, they monitored 

and controlled how they used strategies. Scholars says that self-control is one of the 

most essential cognitive strategies (Schmitt & Sha, 2009, p. 254). When they had the 

same task goal, comprehension, their approach to reading differed. Ai, Keiko, and 

Chie’s behavior of reading ahead in an anticipation of finding a resolution applied to 
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promotion-focused participants who were motivated to continue reading to access new 

information in anticipation of resolving their confusion (Miele et al., 2009). 

In sum, their accounts suggested that they perceived the demands of the task as 

comprehending the content and completing reading and a goal for the reading task of 

comprehending the storyline. They were prepared for the cognitive task, that is, reading 

the short story. Their perception about reading goal is in line with scholars’ statements 

about reading goals, namely, “to gain access to the meaning” (Ziegler & Goswami, 

2005, p. 3) and “reading for general understanding” (Grabe & Stoller, 2020, p. 7). In 

addition, the participants’ accounts that they focused on meaning echoed Devine’s 

(1988) study in which the participant who paid more attention to the meaning extraction 

understood the content better than the other one who focused more on pronunciation. 

Furthermore, their accounts also suggested that three components of metacognitive 

knowledge were interacting (Flavell, 1979) and seemed to promote L2 reading: They 

have metacognitive knowledge about task (comprehension and understanding), person 

(e.g., I am not a person to give up), and strategy (e.g., Be ready for reading the story, 

expect what is to come, have a break, and read on to obtain more information). Self-

knowledge is an important component of metacognitive knowledge (Flavell, 1979; 

Pintrich, 2002). Similar to the findings by Miele et al. (2009), despite their same goal of 

comprehending the text, the participants in this study employed different strategies, 

depending on their understanding of self and task.  

After reading the short story, they all felt positive about their reading experience, 

although they also found it rather arduous. All the participants re-read the story after 
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finishing the first round of reading. Details about the variation in re-reading are 

discussed in the section on Strategies. Here I focus on the participants’ affective 

responses after completing the story. In their immediate reflections on reading the story, 

Chie was surprised by the fact that she managed to read and comprehend the story 

despite her initial anxiety, saying, that “after challenging myself to read such a difficult 

text, the fact that I understood and followed the plot unexpectedly well gave me 

confidence in my L2 reading ability” (Translated Interview, December 25, 2020).9 Ai 

remarked that “although I thought the length was long to read, it was not so bad after all 

and as a story, it was short. In fact, once I finished reading, I realized that it was not as 

long as I first anticipated” (Translated Interview, January 17, 2020).10 Their accounts 

suggested that their awareness of that they comprehending the story changed their 

metacognitive knowledge about reading in terms of difficulty and length (task) and of 

person (gained confidence). The findings of these accounts supported the idea that 

learners’ approaches to learning and their expectations about the outcome of their 

efforts are influenced by metacognitive knowledge, which can change (Wenden, 1999). 

Similarly, with respect to other reading tasks, their accounts demonstrated that 

they had a belief of how they read, depending on task demands and goals. For example, 

reading ideas and practice of the four participants with respect to extensive reading 

were in line with the basic tenets of ER (Day & Bamford, 2002) except for occasionally 

 
9 

難しそうな読み物に挑戦してみたら、意外とストーリー展開もわかって、話についていけたの

で、その点は自信がつきました。 
10 

手に取った時点では長いと感じたが、それほどでもなかったし、一つの物語として捉えると短

い。実際読み終わってみるとそれほど長いものではないと分かった。 
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checking vocabulary. Keiko, who strictly followed the tenet, understood that one of the 

merits of graded readers was to increase reading speed and said that she read faster, not 

using dictionaries, and still comprehended the content. Keiko reported: 

ERは終わらせること目的にしていたので、わからない単語も読み飛ばし

をした。ストーリーが分かったときは、単語はもう調べない。わからない

単語は結構あったけれど、調べなくてもストーリーは分かった。 

 

My purpose of ER was to finish reading, so I skipped unknown words. I did not 

check the meaning of the unknown words afterwards if I was satisfied with my 

comprehension. Although there were quite a few unknown words, I 

comprehended the story without checking the words. (Translated Interview, July 

13, 2018) 

 

Chie, who used to like to check unknown words, reported that she read graded readers 

as often as possible, perceived the change in her reading time and reading attitude 

before and after ER. She said: 

最初の頃、10月より、スラスラ読めるようになったと感じている（Graded 

readerを）ちょこちょこ読んでいるから。今は細部にこだわらず読めるよ

うになりました。情景が頭に浮かぶし、登場人物の感情を想像しながら読

みます。わからない単語は、前は辞書を使っていたけれども、今はとばし

て読んでいます。とばして読んでもストーリーはわかる。時間があるとき

は本の後ろについている単語の意味をみたりする。興味あるものを読みた

いと思います。 

 

I think that my reading speed has become much faster than in the beginning in 

October, as I read graded readers constantly. Now I can read without being caught 

up in details. Images of stories come to mind. I read by imagining characters’ 

feelings. I used to check vocabulary, but now I skip them and still can 

comprehend the stories. But occasionally, when I have time, I sometimes look up 

a word in the word list at the end of the graded readers. I’d like to read what I’m 

interested in. (Interview, November 27, 2020) 

 

Keiko and Chie used to check unknown words before engaging in ER. Because they 

became more tolerant about unknown words and ambiguities while reading graded 

readers, they reduced the time to check unknown words and thereby increased their 
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reading speed. For the same reasons that scholars have recommended ER (Grabe & 

Stoller, 2020; McLean & Rouault, 2017; Nation, 2013), reading graded readers even for 

a limited timeframe in this group brought tangible benefits to the participants. 

Measuring the actual reading speed of the participants was beyond the scope of this 

study. However, their metacognitive knowledge about their L2 reading speed and 

themselves as L2 reader when graded readers were concerned have changed. 

Furthermore, Chie seemed to use a visualization strategy and even inferred characters’ 

feelings. As empirical studies demonstrated that ER was effective on increasing reading 

fluency (McLean & Rouault, 2017), the participants in this group perceived the benefits 

of increased reading speed. 

With respect to vocabulary acquisition through graded readers, Junko said that she 

sometimes preferred to check a word right away and read the ladder series, which 

included a word list at the back of the book. Incidental vocabulary learning seemed to 

occur sometimes: 

1年生のとき、ラダーで読んだ単語がほかのところでも出てきて「あっ、

こないだやったやつだ」と思ったのはありました。 

 

When I was in the first year, a word I read in a ladder series appeared in another 

text, and I then thought to myself, “Oh, this is one that I saw recently.” (Interview, 

July 13, 2018) 

 

Although Chie used to check vocabulary, she stopped doing that when reading graded 

readers and only occasionally does so when she has time. Junko also sometimes looked 

up words listed in the back of the book. Nishino (2007) suggested that using a 

dictionary while reading is useful for some learners. As in Junko’s account of her case 

of incidental learning while reading graded readers, a quick look-up was useful for her. 
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Their accounts suggested that engaging in ER changed their metacognitive knowledge 

about L2 reading and they seem to have become more fluent reader when they read a 

graded reader of their choosing at their levels although this needs more investigation. 

The participants reported that they liked reading graded readers especially 

because they were able to choose the books. Choosing a book which they were 

interested in seemed to be the key to motivation for reading graded readers. If they 

found that the book interesting, they would choose it. Participants’ criteria for choosing 

a graded reader included interest (all), appropriate level (all), length (Keiko), easy 

reading (all), and the convenience of comprehending the meaning quickly (Junko). In 

sum, their accounts of reading graded readers suggested that the interaction of person 

(interest and self-awareness that they can choose and read), task (easy reading), and 

strategy (visualize scenes, skipping unknown words) helped promote reading. Flavell 

(1979) stated that the task, person, and strategy components interact to constitute 

metacognitive knowledge. 

On the other hand, reading English academic textbooks ushered them into a 

different world. For example, Keiko mentioned that she was reading a technical 

academic textbook, and therefore her reading style differed from reading graded readers 

and the short story. With academic texts, she checked every unknown word beforehand 

and wrote their meanings in the text. No matter how thoroughly she checked the 

meaning of words, she recognized that she often did not comprehend the technical 

words. She also understood that her approach did not improve her comprehension. 
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Keiko’s perceived that task demands for reading academic texts are to 

comprehend, analyze, and remember the information to prepare for tests. Her goals of 

reading academic texts were to comprehend the content, prepare for tests, and keep in 

touch with English. Her strategy for attaining these goals was to check every new word 

before reading, and as she read, she wrote passage-based summarization in Japanese, 

which she said was not a literal word-for-word translation. She said that reading this 

difficult academic textbook intensively made her feel that she is engaging with the 

English language. She reported that if she were to allocate time for reading the textbook, 

she would study English for at least two hours every day by checking new words, trying 

to comprehend and analyze the text, and she would feel satisfied that she studied 

English hard. That was part of the reasons she did not mind reading this difficult 

academic book, which she perceived to be beyond her reach. Similarly, Junko said that 

when she was to read a course textbook, she checked technical words in a dictionary, 

thereby preparing beforehand, although she did not check every word. She seemed to 

aim to be prepared for tasks that followed the reading task, such as tests and verbal 

discussions. In a similar vein, Ai mentioned how she attempted to read graded readers 

strategically based on her plan in a class, expecting an ensuing task of free writing: 

5分くらいで要約しなくてはならなかったので、その時、5分で要約するに

はどの程度分量読めばいいんだろうと思って、ここからここまで読んで要

約するのだったら、できると思うんです。その方が要約できると思い、最

初にここから、ここまで読むと自分で目標を決め、読み始める。 

 

I had to summarize (the part I read) in about 5 minutes, so I wondered how much 

I should read to summarize in 5 minutes, and then if I read from here to here and 

summarize, I think I can do it. I thought that this would enable me to summarize, 

so I set a goal that I will read this much from the first and start reading. (Interview, 

January 17, 2020) 
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Their accounts suggested that reading tasks sometimes drove them to think ahead, come 

up with strategies, and prepare for what comes next after post-reading tasks. In doing so, 

they thought about their reading approach strategically. Zhu (2020) found that strategies 

were used to mitigate the daunting task of L2 reading. 

Ai said that when she reads, she reads aloud because she likes pronunciation. She 

often read aloud for the purpose of warming-up and learning English rhythm. She 

knows that this might not help with the task demands and goals of reading when she 

receives reading assignments or prepares for tests, saying, “I think that reading aloud 

usually wouldn’t come hand in hand with comprehension” (Translated Interview, 

January 17, 2020).11 On the other hand, Chie and Keiko, who also said that they liked 

reading aloud, thought that employing reading aloud in their self-practice in high school 

improved their reading comprehension and reading speed. For example, Chie said: 

高校生の時に、長文を読む授業があったのですが、その長文を繰り返し繰

り返し声に出して読んだ後は、ただ目で追って読んだ時よりもスピードが

かなり上がり、また同時に声に出して読むことで内容も頭によりクリアに

入ってくると感じていました。 

 

I had a class of reading aloud long English passages at my high school. We read 

the same passages aloud repeatedly. I felt that my reading speed increased 

compared to my silent reading. I also felt reading aloud helped me understand the 

content more clearly. (Member Check, January 18, 2021) 

 

Responding to a question about the benefits of repeated reading along with the reading 

aloud, Chie emphasized that reading aloud contributed more to her faster reading speed 

and comprehension than repeated reading although she said repeated reading might also 

 
11 音読と読解が密接に関係しているとは思いません。 
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be beneficial. Similarly, Keiko valued the benefits of reading aloud, which she learned 

at a cram school: 

その塾では音読が重要だといわれていた。毎日音読するようになった。1

年間。音読が読む力をあげてくれた。 

 

They said that reading aloud was important at the cram school. I started reading 

aloud every day. (I did this) for one year. Reading aloud improved my reading 

ability. (Interview, July 13, 2008) 

 

She explained how she did it: 

9割意味がわかるもの、自分が面白いと思ったもの、読んだだけで頭の中

でイメージがわくくらいのものを音読しました。同じものをずっと読んで

いました。自分で選ぶ。短いものを9パラぐらいのものをです。 

 

I chose texts I understood 90% of the meaning, that I found interesting, and that I 

managed to visualize just by reading. I read the same ones over and over. I chose 

the texts myself. They were short, comprising of nine paragraphs. 

 

Chie and Keiko thus had positive perceptions of reading aloud and used that task with 

familiar texts. Their beliefs about the benefits of reading aloud are in line with the 

benefits endorsed by Gibson (2008). Gibson remarked that reading aloud can be a 

useful learning tool for L2 learners. Their accounts supported the finding of Veenendaal, 

Groen, and Verhoeven (2015), who found that when readers did not have decoding 

difficulty and language comprehension problems, reading prosody contributed to 

reading comprehension performance. 

In sum, in order to perform satisfactorily, the intermediate-proficiency group saw 

the reading task demands differently and adjusted reading goals accordingly. As they 

changed their perceptions about reading, they changed their reading strategies. Their 

accounts supported Pintrich’s (2002) statement that self-knowledge could allow learners 

to adjust the strategies they use for different tasks. The intermediate-proficiency group 
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thus demonstrated metacognitive knowledge about L2 reading tasks, changing their 

metacognitive knowledge, depending on reading texts and goals. They were 

metacognitively aware that task demands differ, and goals change accordingly, 

depending on whether they are reading an authentic short story, a reading graded reader, 

or an academic textbook. 

 

Person 

All four participants had a positive self-image concerning their past English 

studies. Based on their accounts, motivation, purpose, planning, working hard to 

achieve a goal, and self-regulation were the key words that describe Ai, Keiko, Junko, 

and Chie based on their accounts. They said that they chose the university because they 

were good at English and studied English hard to pass the university entrance 

examination of the. Ai said that her study style went hand in hand with motivation: 

英語を一生懸命勉強するかどうかは、モチベーションとかがすごく関係し

ているかなと思っていて。モチベーションが低くなると、勉強しなくなり、

成績が悪くなりました。 なんとかしなければいけないと思い、よくすべ

きところを計画して集中的に、一生懸命頑張りました。 成績が上がると、

しばらく気分が良く満足しました。 それから、前みたいに一生懸命勉強

するのをやめると、成績が悪くなり、また一生懸命勉強しました。 

 

I think that motivation changes and it’s up to the level of motivation if I study 

English hard or not. When motivation plummeted, I studied less, and my grades 

worsened. I thought I would have to do something about it, so, I planned and 

concentrated on the areas I had to improve and worked hard. When my grades 

increased, I felt good and satisfied for a while. Then, when I stopped studying 

hard as before, I saw my grades going south, so, I worked hard again. (Translated 

Interview, January 17, 2020)  

 

Ai reported that she was able to concentrate on studying English, mainly grammar and 

reading (solving reading comprehension questions), when she attended a cram school 
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and spent a year studying and preparing for the next year’s university entrance 

examinations after graduating from senior high school. On the other hand, Junko, who 

did not attend a cram school, described her English studies for entrance examination in 

high school as follows: 

英語のリスニングに朝3～4時間。プラスリーディング2時間。他の科目も

あったので毎日10時間。少なくて8時間。毎日日本史と英語。土日に理科

と数学。朝の方が集中できるので、8時に寝て2時に起きて、勉強やってい

た。 

 

I studied 3-4 hours in the morning by listening to English. Plus I read for 2 hours. 

Because I had to study other subjects, so (altogether I studied) 10 hours every day. 

(When I couldn’t have time, I studied for) at least 8 hours. I studied Japanese 

history and English every day, and science and mathematics on Saturdays and 

Sundays. My daily routine was that I went to bed at 8 o’clock in the evening and 

woke up at 2 o’clock in the morning to study because I can concentrate more in 

the early morning. 

 

Junko described her specific strategies for passing the entrance examination of the 

university she wanted to attend: 

いざ受験勉強始めるぞって思って、いきなり先生に XX 大受けたいって言

ったら、先生が「こんなんだぞ」って、1500 語くらいあるやつだされた

ら、全然読めなくって、こんなに長い文章無理だなと思ったので、はじめ

は 300 語からの問題集を買ってきて、毎日、300 語読んで、一題ずつ解く

ようにして。それができるようになったら、次 400 語、800 語、でセンタ

ー試験を受けて、センターを受け終わったときには 1000 語も読めるよう

になっていた。語数を増やして、問題集を買って、毎日一題やっていた。 

 

When I decided I was going to start studying for the entrance exam, I told my 

teacher that I wanted to aim for XX university. Then, my teacher said, “In that 

case, you must read this level of English,” showing me a text of 1,500 words, 

which I was not able to read at all back then. I could not read such a long text, so 

to start with, I bought a textbook with texts written with 300 words and read them 

every day and solved each problem for the texts one by one. When I was able to 

read that level, next I read 400 words and then 800 words. Then I took the center 

test, and when I finished taking it, I was able to read 1,000-word texts. In this way, 

I increased the number of words, bought a workbook, and did one problem every 

day. (Interview, July 13, 2018) 
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The participants’ account resembled the participants of the higher-proficiency group in 

Ishikawa’s (2018) study in that they analyzed their ability vis-à-vis situations, set key 

sub-goals within the framework of their final goals, and executed them to achieve their 

bigger goals. Their accounts illustrated how motivation, purposes, planning, working 

hard, and self-regulation promoted their study habits. In turn, the study habits of the 

participants motivated to sit for challenging entrance exams. In addition, they received 

appropriate support from their teachers at critical points. As in the case of Junko, when 

she expressed her desire to aim for entering the high-level university, her teacher 

advised and showed what was expected of if she were to pass the entrance exam.  

On a similar note, Chie talked about her most memorable encounter that had 

become a turning point that increased her motivation. With this encounter, she began 

studying English and saw her grades up. She changed her attitude towards and 

perceptions of English studies. Her metacognitive knowledge about person as L2 

learner changed from being not good at English to being good at English. Specifically, 

Chie said that she did not like studying English and found it boring when she had 

English lessons at primary school. It was not until she met a cram school teacher that 

she became interested in English. She said, “The teacher was fun because of his 

exaggerated gesticulation, which made me at ease. I thought that I don’t have to study 

English hard in a serious atmosphere, but I can enjoy learning English. The teacher’s 

explanation was also clear and easy to understand” (Translated Interview, December 25, 
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2020).12 She mainly learned grammar and reading at the cram school. As she studied, 

she found that her school scores increased. She was more motivated to study more, and 

good results ensued. Keiko, who also said that she hated English when she studied at 

primary school in China and that her English grades were terrible, also referred to her 

experience at a cram school in Japan where she met brilliant peers who studied hard: 

周りの環境でやる気になったと思います。皆ががんばっているから自分も

頑張ろうと。高校のクラスの子よりも塾にいる人たちのほうが、頭がよか

ったし、頑張っていたというのもあり、その姿を見て刺激を受けました。 

 

It was the surrounding environment that motivated me to study hard. Because 

everyone is doing their best, I do my best, too. The peers in the cram school were 

smarter and worked harder than my classmates in high school, and I was 

stimulated by watching them work so hard. (Interview, July 13, 2018) 

 

Chie and Ai said that they had participated in prefectural high school speech contests. 

The purpose of doing well in the speech contest motivated them to work harder. The 

participants were aware that hard study paid off in the form of good results. If they do 

not study, their academic records suffer. They understood this kind of vicious cycle. 

When they realized they were entering a vicious cycle, they took action to stop the cycle, 

and chose a new purpose of improving their scores. They successfully turned the tide 

and saw that their grades improve after working hard. Thus, they were also aware of a 

virtuous cycle in which the more effort they put into their studies, the better their results. 

Furthermore, cram schools seemed to serve as an important venue for giving some 

participants an impetus to study English. Meeting hard-working peers, meeting an 

impactful teacher, learning experiences at cram school that fulfilled their needs and 

 
12 

先生がオーバーリアクションで面白く、英語も堅苦しく勉強するのではなく、楽しく勉強すれ

ばいいのだなと思った。先生の説明もわかりやすかった。 
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supported their studies. However, without going to cram school, it is possible to set a 

goal, plan for the goal, and execute the plan as Junko showed. 

Although the participants had a positive image as an EFL learner and are 

confident in self-regulating their English studies, they had a negative self-image about 

reading English and reported that they did not read English books or newspapers except 

for reading assignments and graded readers. This lack of reading was mainly due to a 

heavy workload of classes. For example, Chie said, “I have to devote my time and 

energy to studying my major, so I don’t read English but read once or twice a week to 

review the course textbook and read for assignments if any”13 and “I read graded 

readers often, though” (Translated Interview, November 29, 2020).14 Likewise, Junko 

also referred to “the increased workload for my major as I started my second year, 

which left me no room for reading English other than the texts that were assigned as 

homework” (Translated Interview that was translated, July 13, 2020).15 Because English 

was not their major, they said that the priority they placed on it was low, given their 

limited time and resources. College students take multiple courses, and have other 

responsibilities and commitments (e.g., friends and families) and need to juggle them 

(Pressley et al., 1998). The participants had to do that with their limited time and energy. 

They were metacognitively aware that they did not have time and resources, so they had 

to prioritize. 

 
13 

主専攻の勉強のみ時間とエネルギーを費やしているので、英語は全然読んでいない。週に1～2

回教科書読むくらいです。あと英語の課題があればします。 
14 Graded readerはよく読みます。 
15 

2年生になったら、主専攻の勉強が大変になり、宿題として読むように言われた課題以外、英

語を読む余裕がなくなりました。 
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In relation to the lack of motivation about reading English, they also lacked 

motivation for studying English at the time of the study. Junko reported her decreased 

motivation to study English after successfully entering the university of her choosing: 

この大学に入ったのも、他の教科と比べて英語が好きだと思っていたんで

すけど、でもいざ大学に入って、第二言語習得をとっているのですが、そ

の話を聞いていると、私のその好きっていうのは試験で点数が取れるから

好きっていう、その道具的な動機だったみたいで、英語の映画がみれるよ

うになりたいとか、英語の歌手が好きだとか、欧米文化が好きとか、アメ

リカに行きたいとか、そういうのじゃなかったというのに大学にはいって

から気づいて。周りの人はやはりそういう人が多くて。自分が言語を学ぶ

動機がよくわからなくなってしまいました。もう大学受験もないわけじゃ

ないですか。今までは試験があって、試験のためにやるから、点数がとれ

て、人より上だから、優越感に浸れるから、さらに頑張れていたけれど、

今はそうではないから、自分はなんのためにやっているんだろうと考えち

ゃうと、最近あまり、語学をやることが、インドネシア語は楽しいんです

けど、英語は楽しくないかなぁと。目的がわかんなくなった。 

 

I liked English more than other subjects. That’s why I entered this university. 

Now that I’ve successfully entered the university, I’ve been taking a second 

language acquisition theory course and learned many things. I realized that my 
motivation for studying English was instrumental motivation, that is, I liked 

English because I was able to get high points on tests unlike other people. Other 

people have different reasons like they want to be able to watch English movies, 

they like English singers, they like Western culture, they want to go to the United 

States. I realized this after I entered the university. Many people around me at uni. 

are like that, having a certain kind of motivation to study English. I don’t really 

understand my motivation for learning the language now that I won’t have 

another entrance exam. Until now, I had an exam as a goal, and I worked at it, so I 

got good scores which were higher than others, I felt good about it, so I was 

motivated to study even harder to get higher scores. But now it is over. When I 

come to think of it, what am I studying English for? I don’t know the answer. I 

don’t feel that studying English is fun while I do enjoy studying Indonesian. I no 

longer know what my purpose is. (Interview, July 13, 2018). 

 

Junko evaluated herself and was metacognitively aware that she was not as motivated to 

study English as before and her motivation was different from her peers. This lack of 

motivation did not contribute to increasing the motivation for reading English 
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voluntarily. Motivation was one of the recurring themes (interest and self-confidence 

were others) that both successful and less successful participants of Zhang’s study 

(2010) often talked about. Although Junko had metacognitive knowledge about a 

positive self as an L2 learner, which should have promoted studying English, she did 

not study as hard as before at high school because her motivation was at a low point 

after entering the university. 

Third, the four participants said their reading skills were better than their speaking, 

writing, or listening skills. For example, when asked about the most difficult skills, 

Junko rated the difficulty of four skills: “the first is listening, the second speaking, and 

third, reading and writing are at the same level of difficulty” (Translated Interview, July 

13, 2018).16 They all aspired to improve their English speaking skills for various 

reasons. Chie and Junko compared themselves with their friends or other students in 

their class, believing that their speaking skills were inferior. Keiko met many foreign 

students after entering the university and wanted to talk to them in English. Moreover, 

her experience of serving foreign tourists at a café where she worked made her realize 

the need to improve English speaking skills. She referred to her “regrettable” 

experience as follows: 

「アメリカンコーヒーとブレンドコーヒーの違いはなんですか？」と聞か

れたが、アメリカンのほうが薄いと言いたかったが、「うすい」に 

「weak」を使うのがわからなくて、にごしてしまった、というか他の人

に答えてもらった経験がある。その時に一番会話力の必要性を感じた。大

学一年生のときです。悔しい思い。 

 

 
16 

1位がリスニング、2位はスピーキングで、リーディングとライティングは同程度の難しさです。 
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I was asked by (a foreign customer), “What is the difference between American 

coffee and Blend coffee?” I wanted to explain that American coffee is weaker. 

But I didn’t know the word, weak, to describe weak coffee. So, I couldn’t respond 

(to the customer) properly, and had another staff answer the question. I had never 

felt before this time that I needed English conversation skills. It was when I was 

in my first year at uni. I regretted this. (Interview, July 13, 2018). 

 

Her account demonstrated that feeling regret could serve to awaken her to a need to 

study more, especially to improve speaking skills. Despite their aspirations or needs, 

they acknowledged that they did not necessarily practice speaking English. 

Regarding how they perceived themselves in terms of L2 reading, or their 

metacognitive knowledge about reading, Junko and Keiko referred to their slow reading 

speed. Ai said that she liked reading aloud with good pronunciation and could read 

BBC news when motivated to do so. She said, “I need some purposes to increase 

motivation for reading, such as preparation for a test” (Translated Interview, January 17, 

2020).17 Ai described her fluctuating feelings about reading: 

日本語の読書と同じく、英語の読書も体調がいいと、ニュース記事も読む

ことができるし、日本語のようにさーと読めるときもあるし、調子が悪か

ったり、疲れていたりすると、文字だめってなっちゃう。 

 

Like reading in Japanese, if I’m in good physical condition, I can even read 

English news articles and sometimes I can read fluently like I read Japanese. 

When I’m not feeling well or I’m very tired, I feel as if I’m allergic to letters. 

(Interview, January 17, 2020) 

 

Ai also said that she was not good at reading novels even in Japanese because following 

the actions and relationships of protagonists and other characters in a story was 

confusing if there appeared many of them. Her perception about reading novels is 

similar to that of Haruo, who was more proficient. Chie reported that she still did not 

 
17読む意欲がわくには何か目的がいります。たとえば試験の準備のために読むという風に。 
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have confidence reading challenging texts with many difficult words. She believed that 

many of her classmates could read better. She also said that she lacked vocabulary to 

comprehend difficult texts fully whereas she did not feel anxiety about parsing syntax. 

In contrast to her concern about her lack of vocabulary to read difficult texts, she felt 

comfortable reading graded readers and perceived that her reading speed had increased. 

Self-knowledge can hinder or promote reading (Cotterall & Murray, 2009). Cotterall 

and Murray claimed that metacognitive knowledge plays an essential role in self-

directed language learning for Japanese university students. 

 

Strategy 

All four participants used a combination of cognitive strategies and metacognitive 

knowledge to overcome difficulties and regulate their reading pace and strategies to 

read the short story. They were metacognitively aware that their goal for the reading 

task at hand was to comprehend the text. They constantly monitored their 

comprehension and took action when their comprehension faltered. Based on their 

reports, think aloud protocols, and stimulated recalls, the commonalities in their reading 

strategies can be summarized as follows: 

➢ Jotting down (See Figure 5 for an example) 

• Writing Japanese annotations in the margins 

• Writing a one phrase summary in Japanese in the margins 

 

➢ Syntax parsing (See Figure 5 for an example) 

• Paying attention to sentence structure and inserting slashes and 

parentheses based on syntactic parsing 

• Circling (or indicating in boxes) conjunctions, such as but 

• Translating ambiguous parts into Japanese to resolve complex 

sentence structures 
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➢ Marking (highlighting) (See Figure 5 for an example) 

• Highlighting skipped unknown words to attend to them after 

finishing the whole text 

• Marking unclear or important parts with different colored 

highlighters 

 

➢ Skipping 

• Skipping unknown words in the anticipation of guessing correctly as 

they continued reading 

• Skipping ambiguous sentences in the anticipation of clearing up the 

ambiguities as they continued reading 

 

➢ Addressing unknown words 

• Skipping (as mentioned above) 

• Guessing (inferencing) 

• Looking up English terminology with a dictionary or on the Internet 

• Assessing and interpreting the dictionary meaning of words in 

context 

 

➢ Self-questioning (verbal/writing) 

 

➢ Re-reading 

• Re-reading the whole text 

• Re-reading to scan and select relevant paragraphs 

 

➢ Evaluating the characters, character traits, and their actions (positive or 

negative/good or bad) 

• Empathizing with a character and seeing the story from the 

perspective the character 

• Visualizing scenes, situations, and protagonists  

 

➢ Inferring 

• Bridging inferences (noticing, finding, and connecting (a) anaphoric 

relations and (b) information written previously 

• Elaborative inferences (Reading between the lines using background 

knowledge) 

• Updating what they inferred  

• Paying attention to sudden change(s) in the plot and marking the 

section(s)  

 

➢ Taking a break and then concentrating again 
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The participants used a combination of these strategies when reading. Evidence and a 

more detailed discussion of the strategies identified follows. I first report how the 

participants dealt with unknown words. Then, I discuss commonly used strategies, such 

as marking, syntax parsing, self-questioning, evaluating characters, and siding with one 

of them. Next, I report on re-reading and inferring in the Inference Making section. 

Their goals were to read the story to comprehend and complete the text. In so 

doing, they anticipated that they would encounter unknown words. Their strategy for 

addressing unknown words for the first encounter was either guessing or skipping the 

word. Keiko, Junko, and Chie highlighted those words to check them later if necessary 

and Ai circled them. For example, all of them addressed pathological fear by guessing. 

Taking advantage of her knowledge about the meaning of fear and the knowledge of its 

part of speech, Ai thought that it was intense fear because the word pathological was an 

adjective and was used to describe the degree or intensity of fear. She reasoned that fear 

is a negative word and a modifier for a negative word should indicate worse. Junko and 

the others guessed in the same manner. They were familiar with parts of speech in 

English, which helped guessing. As suggested by Ai’s approach, guessing words was 

often followed by evaluating them on a positive-negative or strong-weak bipolar scale. 

In other words, they appeared to strive to access the meaning of complicated phrases by 

distilling them to their essence. Although they were generally able to pronounce the 

unknown words and identify the parts of speech, the meaning was difficult to guess. By 

guessing, they appeared to avoid getting bogged down when they encountered 

difficulties while reading but carried on reading by dealing with them quickly. 
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However, certain words that were skipped, ignored, or guessed for the first 

encounter needed to be checked. The participants selected the words among the 

unknown words for look-up, which did not happen when the participants were reading a 

graded reader, and after checking, they attempted to adapt the dictionary definition in 

the context to interpret the meaning of the sentence. Chie described her look-up strategy 

for the word disciplined in the sentence He had disciplined her too well for that (Dahl, 

2000, p. 78). She said: 

辞書では懲戒、しつけ、教育となっていたが、ピンと来なくて、この 

disciplineがよくわからなかった。夫が妻のしつけをしていたというのが、

あれなのかな、急いでいても自分に言わないようにわざと冷たい態度をと

ったりとか、心配したりとかしないことによって自分に対して、時間につ

いて何も言えないようにしていた、わざと意地悪することによってそうし

たのかなと推測した。 

 

None of the Japanese meanings of discipline, Chokai, Shitsuke, and Kyoiku in a 

dictionary didn’t come across clearly, so I guessed how the husband disciplined 

his wife. Maybe he maintained a cold attitude so that she cannot tell him even if 

she was in a hurry. Or maybe he tried to restrain her from saying something about 

time by showing that he was not worried or by intentionally being mean. 

 

After looking up the word, she analyzed the definition of the word to make sense of the 

context and found that the direct transfer of the dictionary meaning did not fit the 

context well. She asked herself various questions why this word was used here to 

describe the husband and attempted to interpret and confirm her interpretation in 

Japanese. In this process, she thought about the husband’s personality and the reasons 

for his behavior to conclude that he might have trained her strictly not to disobey him. 

The combination of strategies, that is, checking a word, analyzing the dictionary 

meaning in the context, self-questioning, interpreting it in the context, confirming her 

interpretation, were also observed in the participants of Sugita’s (2018) study. Chie’s 
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inference and interpretation of the word discipline after checking it led to another 

inference, that was, “the husband seems a bad person,” she reported. 

As another common strategy, they jotted down notes consisting of one or two 

phrases in the margin, which included a summary, self-questions, self-interpretations of 

character’s feelings, place, and time with an intention of remembering the story 

development and for later use to check their comprehension against these notes. All the 

notes were written in Japanese. Ai said the occasional use of Japanese notes as follows: 

訳さなくてもサーと読める簡単な文章なのは一字一句訳さない。簡単な文

章だと、さーと読めばいいけれど、文章のまとまりの中で、キーとなると

ころで構造が複雑になるところとかは読んでて「あれ？」ってなるから、

スラッシュを打って、これがこうで、こうなってこうなってみたいな、い

ちいち日本語で考えて、そこだけ、日本語で理解して、あと簡単なところ

はさらっと読む。 

 

I don’t translate word for word if sentences are simple for me to read fluently. I 

read easy and simple sentences quickly, but sometimes, I come across 

complicated sentence structures in a sentence that contains a key point. When I 

read such a sentence, I notice it and pause, wondering “What is this?” So, I write 

slashes in the sentence to help me think about the complex structure in Japanese, 

determining which one is which, and understand it in Japanese. I then read the 

simpler parts of the sentence quickly. (Interview, January 17, 2020) 

 

Ai described her syntax parsing mode in which slashes and Japanese are useful whereas 

she did not use this all the time but only when she considered it necessary, namely when 

comprehension broke down. Their texts were thus filled with these highlighted marks, 

slashes, circled characters’ names, conjunctions in boxes, parentheses, underlines, 

numbers, and Japanese annotations, to a varying degree. These written marks and their 

accounts about what they did suggested that they were metacognitively aware that these 

reading strategies would improve their comprehension better when used together. The 
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participants do not use these strategies when reading graded readers. They differentiate 

their use of strategies, depending on texts. 

Some of the reading strategies they commonly used were implemented 

automatically across the intermediate-proficiency group. For example, indicating 

discourse markers and relative pronouns in boxes was commonly observed in the texts. 

Chie said, “I paid attention to conjunctions, or discourse markers, because important 

information follows.”18 Ai, Keiko, and Chie said that they had learned this strategy at 

cram schools to prepare for entrance examinations. Junko, who did not attend a cram 

school, reported that she also habitually marked discourse markers, such as but, and 

relative pronouns such as that and which. She said that she was invariably conscious 

about sentence structure and inserted slashes and parentheses for syntactic parsing when 

reading English. The following example demonstrates her use of a combination of main 

strategies, checking words, slashing, syntactic parsing, using parentheses, circling 

conjunctions, and underlining. She marked a sentence from the short story (Dahl, p. 77, 

2000) as follows: 

In other respects, / she was not a particularly nervous woman, / but the mere 

thought of being late on occasions like these would throw her into such a state of 

nerves [that she would begin to twitch.] (Stimulated Recall, The Text Junko Read, 

July 13, 2018) 

 

She checked the shaded words for their meanings and Japanese translations under them. 

She had a feeling of knowing: “I’ve seen the respects somewhere, but I’m not sure in 

 
18 重要な情報がその後に続くので、接続詞やディスコース・マーカーに注意します。 
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this usage, so let me check it quickly to remove this tip-of-the-tongue feeling.”19 She 

continued, “I put slashes, thinking of a unit of an idea and underlined verbs. The relative 

pronoun, that, and the following words were put in parentheses to think about the 

structure because verbs appearing twice in the sentence are often confusing, so it was 

necessary to think which was which and the meaning” (Translated Stimulated Recall, 

July 13, 2018).20 She wrote a Japanese annotation in the left margin, 「Mrs. 

遅れることへの異常な不安。震え。」“Mrs. an extraordinary fear of being late for 

everything. shaking.” Junko said that she often read aloud and did so in this instance 

also, monitoring, parsing the sentence, self-questioning, assessing, and confirming her 

interpretation in Japanese. Because she ignored English prosody, she described her 

read-aloud style when figuring out the meaning of the sentence as utterances of Rue 

Oshiba, a Japanese comedian, who intersperses his Japanese with English words. Her 

purpose of reading aloud was to ask herself a question to clarify and help her 

comprehend. Having read this part, she thought, “This lady is extremely fearful about 

being late. Her fear is way beyond the normal level to an extent that (her eye) twitched. 

But other than that, she is just a normal person. I see.” (Translated Think Aloud 

Protocol, July 13, 2018).21 Junko’s written and verbal summary demonstrated that she 

 
19 
このrespects、どこかで見たことあるフレーズ。でもなんかよくわかんないな、この使われ方。

ここまで出かかっているのに思い出せない感覚を取り除くべく辞書ですぐ調べました。 
20  

アイデア単位でスラッシュをいれ、動詞に下線を引きました。 

文中に動詞が2つあると混乱するし、どっちがどっちにかかっているのか、意味も考える必要

があったので、関係代名詞that以下を括弧でくくって文構造を考えました。 
21 
夫人は遅れることが怖い人で、恐怖心は尋常でないくらい、ぴくぴくするくらい。でもそれ以

外に関しては、普通なんだ。 
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monitored her comprehension and was satisfied with it. This episode illustrated that she 

used various strategies to make sense of the passage: guessing, marking, looking-up, 

self-questioning, assessing, reading aloud, using Japanese, writing a summary, and 

monitoring and confirming her comprehension. Scholars agree that learners’ ability to 

assess what they know and do not know is essential to self-regulation (Hacker, 1998). If 

learners are to know what they do not know, they can direct and regulate their actions 

based on their self-assessment of the state of their knowledge (Hacker, 1998). The 

participants in the study assessed their comprehension while reading and knew whether 

they understood or not. Depending on the degree of understanding, they deployed 

multiple strategies to solve the problem. It is inefficient or almost impossible to use 

only one strategy to solve a problem. 

The participants referred to the importance of noticing sentence structures. They 

said that they learned how to pay attention to sentence structure by using strategies, 

such as slashing, placing conjunctions in boxes, and recognizing subjects and predicates. 

Similar to her above account of using Japanese to analyze sentence structures, Ai said: 

文章の構造を意識しながら読みます。名詞があって、動詞があってという

ように、文法を意識しながら読んでいく。文章を読んでいるとき、コンマ

がないけど、これはどっからどこまでがひとつのまとまりで、とか考えな

がら、スラッシュ切りをしつつ読む。いちいち日本語に訳すのではなく。 

 

When I read, I was very conscious of sentence structures. I was conscious of 

grammar, like searching which is a noun (subject), which is a verb. When a 

sentence didn’t have a comma, I used slashes to separate the sentence by a unit of 

the meaning. I didn’t translate them into Japanese one by one, though. (Stimulated 

Recall, January 17, 2020) 

 

Ushiro et al. (2018) illustrated that Japanese EFL learners’ beliefs about good text 

comprehension induced reading strategies that maintained coherence, such as 



 153 

visualization. Ai paid attention to sentence structures to maintain coherence and her 

belief led to the use of the above strategy to read information carefully sentence by 

sentence and used the strategy of lexical and grammatical analysis along with Japanese 

interventions. Garcia, Jimenez, and Pearson (1998) reported that successful bilingual 

readers used translating to recall information while reading and that at the same time, 

they were aware that it is a time and effort consuming endeavor. 

All participants showed a degree of empathy with one of the two main characters 

to varying degrees, by evaluating character traits, situations, and behaviors, and their 

conversations. The participants’ notes, utterances during the think aloud, and accounts 

during the stimulated recall sessions demonstrated that they evaluated the characters, 

trying for example to judge whether the husband was good and gentle, or bad and evil. 

They seemed to empathize more with the female protagonist as the story progressed, 

which suggested that the readers’ emotions were evoked by the plot development while 

reading, facilitating comprehension, and encouraging them to continue reading. For 

example, Ai, Keiko, Junko, and Chie believed that Mr. Foster’s behaviors suggested a 

deliberate attempt to cause a delay and felt more sympathetic towards Mrs. Foster and 

despised his actions. Chie explained that after she read the “disciplined” sentence (He 

had disciplined her too well for that), her suspicion of his deliberate attempt changed to 

a conviction that “he was doing it intentionally and therefore, a bad person.” This 

evaluation of the husband facilitated her reading of the sentence that followed, He must 

also have known that if he was prepared to wait even beyond the last moment of safety, 

he could drive her nearly into hysterics (p. 78) and strengthened her negative feelings 
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towards him. Furthermore, Chie wrote the word Why in Japanese ナゼ with an arrow 

pointing to the section in the margin of the text. This example illustrates how she used 

the strategies of writing a note, questioning herself, thinking about possible reasons, and 

evaluating one of the character’s behavior. She said: 

夫がなぜそれほどまでに夫人をフランスに行かせたくないのかわからなく

て、「ナゼ」って書いた。夫人がフランスへ行きたいことを知っているか

ら、夫はわざと嫌がらせ、困らせようとしているのかな、束縛が強いのか

な、そのような性格なのかなと思った。 

 

Because I didn’t understand why the husband didn’t want his wife to go to France 

so much, I jotted down “why.” I was thinking that he knew that she wanted to go 

to France so much, so he deliberately intended to harass and annoy her. I 

wondered if he is a restrictive type of person, which might be his personality. 

(Stimulated Recall, December 11, 2020) 

 

The ending of the story prompted the four intermediate-proficiency participants to 

re-read the whole story from the beginning. Junko, Keiko, and Chie searched for 

important information they had missed. On the other hand, Ai located the relevant 

sections and re-read them several times after purposefully scanning through the text in 

search of relevant information and finding it. This strategy might have contributed to 

her shorter reading time, compared to the three participants. They said that unclear 

sections were clearer; and they were able to infer and visualize the scenes by rereading. 

The inferences they made are reported in the Inference Making section. 

Other strategies they found useful were summarizing and paraphrasing what they 

read in Japanese to check their comprehension. For example, Junko said: 

パッセージごとに理解したことを書いた。まとめられている自信はないの

ですが、とりあえず、こんなこと言っていたと書き留めておきました。 
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（中略）これは（テキストが）長かったし、（読むのに）時間的制約がな

かったので、のんびりときれいに整理しながら書いた。 

 

I wrote what I understood for each passage. I’m not confident that it’s 

summarized nicely, but for the time being, I wrote down what I think the passage 

described. (Omitted) This was a long (text) and there was no time constraint for 

reading, so I wrote summarization notes neatly in a relaxed mood. (Stimulated 

Recall, July 13, 2018) 

 

Summarization helped her maintain coherence of the story. 

The participants orchestrated numerous strategies to help them decipher the twist 

in the plot at the end of the story. They said that they were initially confused with the 

descriptions and did not know what happened at the end. In response, they monitored 

their comprehension, and when it broke down, they took actions to re-establish 

comprehension (Flavell, 1979; Hacker, 1998; Wenden,1999). Self-questioning, 

guessing, looking-up word meanings, inferring, and going back to previous information 

were other strategies used (Dunlosky & Metcalfe, 2009). At times, the same words 

induced different strategies by different participants. For example, Keiko and Junko 

checked odour in a dictionary; Chie guessed its meaning by reading the clause that she 

had never smelled before; Ai knew the meaning already. Thus, each participant chose a 

strategy that best suited them. 

They also noticed inconsistencies and realized that they had missed relevant 

information in their first reading. After the discrepancies in their understanding became 

clear, the participants in this group searched for hints in previous parts of the story and 

inferred what had happened. They frequently used inference strategies, which I report in 

the Inference Making section. 
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To sum up, the analysis of their remarks suggested that all four participants used 

metacognitive knowledge to orchestrate cognitive strategies in a manner that worked for 

them, overcome difficulties, and regulate their reading processes. Because they were 

aware of their goal, comprehension, they monitored, controlled their progress, and took 

actions. I do not believe that all of the strategies they used were beneficial. For example, 

the strategy of parsing the sentences by slashing and dissecting takes time and seems 

laborious. However, the participants including the participants in advanced-proficiency 

group, which I discussed in the following section, seemed to prefer to use this strategy 

when dealing with complex structures. This tendency might be the legacy of grammar-

translation. However, as the proficiency levels increase, using this strategy decreases. 

Although they did not translate word for word, they used Japanese to parse syntax to 

enhance and confirm their comprehension. When the participants read graded readers, 

parsing syntax was not needed. They summarized and/or paraphrased the passages to 

help understand the story development. Although they did not look up every unknown 

word, they occasionally looked up words when they considered it necessary to enhance 

comprehension. After finding the dictionary meaning of the words, they interpreted the 

meaning in the context. They also used an evaluation strategy to empathize with which 

characters they think they sided with. They seemed to have used metacognitive 

knowledge successfully. On the other hand, they did not mention using a prediction 

strategy, such as reading the title and predicting the content, which the advanced-

proficiency group used. 

 



 157 

Participants’ Beliefs About Good L2 Reading, Good L2 Readers, And L2 Reading 

Goals 

In this section, I describe the four intermediate-proficiency participants’ beliefs 

about good L2 reading, good L2 readers, and reading goals based on the analysis of the 

semi-structured interviews. I then analyzed the stimulated recall and the report on 

strategy use data to investigate whether their beliefs guided their reading behavior, the 

use of strategies, and metacognitive knowledge. I present the findings of the 

intermediate-proficiency group based on four cases, Ai, Keiko, Junko, and Chie.  

 

Table 5. Participants’ Beliefs About Good L2 Reading, Good L2 Readers, and Goals 

Participant 
(gender/age) 

Good L2 
reading  Good L2 reader 

Goals when you 
read the short 

story 

 
 

Long-term goals 

Ai 
(female/22) 

• Pay attention 
to syntax to 
understand 
nuances 

• Motivated to 
read 

• Understand the 
plot 

• Understand the 
ending to the 
story 

• Read fluently 
• Read if I have a 

purpose, 
such as tests, 
assignments, 
or other 
requirements 

Keiko 
(female/19) 

• Read fast • Read fast 
 

• Understand the 
plot 

• Understand the 
ending to the 
story 

• Read academic 
texts 

• Learn words 
from reading 

• Read faster 
 

Junko 
(female/19) 

• Read fast • Read fast  
• Keep 

concentrating 
on reading 

 

• Understand the 
plot 

• Understand the 
ending to the 
story 

• Read faster 
 

Chie 
(female/20) 

• Read without 
backtracking 
or re-reading 

• Read fast 

• Read without 
stopping 

• Know 
vocabulary 

• Guess words 
effectively 

• Understand the 
plot 

• Understand the 
ending to the 
story  

• Comprehend the 
writer’s 
intention 

• Read many 
books  

• Read English 
books and 
articles 
smoothly 

• Understand 
author’s point 
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As reported in the previous section, they had metacognitive knowledge about person, 

that is, their perceived self-image with respect to L2 reading and as a L2 reader. Their 

self-image of their L2 reading was a slow reading speed (Keiko and Junko), a lack of 

vocabulary (Chie), and a lack of motivation to read (Ai). Table 5 summarizes the 

participants’ beliefs about L2 reading, L2 readers, and goals. 

When I asked Chie about her perception of good L2 reading and good L2 readers, 

she responded quickly, saying that “good English reading is to read without re-reading, 

stopping, and backtracking and good English readers are to be equipped with high 

English proficiency and know a lot of English words” (Translated Interview, December 

25, 2020).22 She said that “good English readers can read English without consulting a 

dictionary. They also take advantage of inferring skills” (Translated Interview, 

November 27, 2020)23 and added that “Just like reading Japanese, which I can read 

without re-reading and comprehend, reading English as fast and smoothly as I read 

Japanese. That’s the image I have as a good English reader” (Translated Interview, 

December 25, 2020).24 Chie’s perception about good L2 readers knowing vocabulary 

resembles with Zhu’s (2020) participant who perceived that proficient L2 readers ought 

to have no linguistic difficulty both with word recognition and sentential knowledge. 

Keiko and Junko, who were conscious about their slow L2 reading speed, also 

responded quickly. Junko thought that reading as fast as one does in Japanese was an 

 
22 
英語を読めるとは読み返さずに、止まったり、戻ったりしなくて読めることで、良く読める人

は英語力があり、英語の語彙が豊富。 
23 英語を良く読める人は辞書をいちいち引かなくても推測で読める。 
24 

日本語の文章を読む時、あまり読み返さずに、バーッと読めるから、その感覚を英語でもでき

るようになったら、英語が読めるかなと思う。 
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important quality for good L2 reading and being a good L2 reader. Keiko concurred, 

adding learning vocabulary by reading and studying English. In addition, Ai mentioned 

that motivation for reading would be high for good L2 readers because her motivation 

for reading fluctuated. 

Regarding reading goals, Chie said her aims were to understand the writer’s 

intention, point of view, and the outcome of a story. She hoped to be able to read many 

English texts of different genres and at different levels of difficulty without 

backtracking and re-reading. Others aspired to become fast L2 readers. Their 

perceptions about ‘reading fast’ that they desired to achieve included the elements of 

fluent reading, which include “automaticity (recognizing words and phrases without 

effort), rate (reading quickly), accuracy (reading accurately), prosody (reading with 

appropriate word groupings), and reading with comprehension” (Grabe, 2020, p. 146). 

As many scholars have emphasized that reading fluency plays a key role in facilitating 

reading comprehension (Beglar & Hunt, 2014; Grabe & Stoller, 2020), reading fast was 

one of their beliefs about good L2 readers and good L2 reading, and goals. They knew 

that they must read a great deal in order to achieve this goal. However, the clear goals 

notwithstanding, Chie, Junko, and Keiko said that they did not have time to read 

English due to other studies. In addition to time constraints, Ai said that she was not 

motivated to voluntarily read English texts unless she had a reading assignment. 

In this section, I described the four intermediate-proficiency participants’ beliefs 

about good L2 reading, good L2 readers, and reading goals based on the semi-structured 

interviews. Their perceptions about themselves as L2 readers were reflected in their 
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beliefs and reading goals. In the next section, I report inferences that the participants 

drew while reading the short story in light of constructing situation models. 

 

Inference Making 

In this section, I described the four intermediate-proficiency participants’ 

inference making by focusing on bridging inferences and elaborative inferences. Dahl’s 

story would have been incomprehensible if they had not drawn bridging inferences 

correctly because they had to maintain the coherence of propositional ideas in the text 

(van Dijk & Kintsch, 1983). However, the outcome of the story would have been 

incomprehensible if they had only drawn bridging inferences. Elaborative inferences 

were also needed. Scholars’ consensus is that elaborative inferences do not have to take 

place all the time to comprehend a text and if they occur, they enrich readers’ 

comprehension. Readers’ background knowledge is integrated into the construction of a 

situation model (van den Broek, 1990; van Dijk & Kintsch, 1983). 

 

Bridging Inferences 

In this section, I describe the four participants’ bridging inferences. Bridging 

inferences are drawn to maintain coherence of the text by referring to relevant sections 

mentioned previously and thereby connecting two or more pieces of information, which 

can be adjacent or distant, in the course of comprehension (Grabe, 2009; Kintsch, 1998). 

For bridging inferences to take place, readers must understand anaphoric relations. In 

other words, they need to (re-)establish coherence within a text by referring a word or 
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clause that has just been read to a previously read word or clause (e.g., Schmalhofer et 

al., 2002). Understanding who is doing what to whom is necessary to comprehending 

narrative texts. For that, readers must refer to previously mentioned concepts, which are 

called antecedents (Gernsbacher, 1989). English has many devices, which are called 

anaphors, for readers to refer to previous concepts (Gernsbacher, 1989). For example, 

pronouns, such as he and it, are anaphors that commonly occur in English texts. 

Scholars have remarked that comprehension cannot be achieved if readers forget the 

antecedents, refer to a wrong antecedent, or miss or ignore anaphoric relations (e.g., 

Grabe, 2009; Kintsch, 1998; Schmalhofer et al., 2002). 

The intermediate-proficiency group recognized the importance and difficulty of 

certain anaphors, such as pronouns. They recognized the pronouns such as she and he 

correctly and rather quickly in the short story. In Chie’s account, for example, she 

understood the pronouns and their antecedents automatically and they evoked an image 

of who was acting in the story immediately. Ai said that she was able to refer to the 

pronouns’ antecedents because the main characters in the story were only two in 

number. In contrast, the pronoun it was more difficult. Junko solved instances of its use 

with a strategy of self-questioning and self-assessing as the excerpt below shows. She 

described what she thought when she read the sentence, “…but the annoying thing was 

that it refused to disappear until an hour or so after the train or plane or whatever it 

was had been safely caught” (P. 77) by referring to the first it that is underlined: 

なんなんだろう？ここがちょっとよくわからなかったのですね。it refused 

to disappear。。。 it の it は何だ？ 彼女じゃないんだ。これまではずっと

she, she 言っていて、ここで it。Until….safely caught まで読んで、ここまで

読んだときに、あ～震えのことをいっているのだとわかった。乗れないこ
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とに対しての不安を言っていて、乗れたのに…みたいな、乗れた後も続く。

消えることを拒むということはずっとあるんだなぁ。あ、それじゃ、ずっ

と話していた twitch のことかなと思いました。 

 

What is this? I did not understand this part well. “it refused to disappear….” What 

is this it? So, this doesn’t mean she. Up until now, she was mainly described, but 

here, all of a sudden, it appears. Only when I read “until an hour or so after… 

safely caught” did I understand that it meant twitching. So far, her fear of missing 

a train or plane was emphasized; but she got on the train or plane alright but it 

refuses to disappear, which means, it stays on. Oh, I see, in that case, it means the 

twitch that has been mentioned all this time. (Stimulated Recall, About First Time 

Reading, July 13, 2018) 

 

To understand the first it, she kept reading and obtained more information instead of 

referring to the antecedent. This example suggested that it can pose problems when 

trying to establish an anaphoric relation. Pronouns do not necessarily prompt readers to 

refer back to previous concepts, or if they do prompt them to do so, if the meaning of 

the word being referenced, such as the twitch in Junko’s case, is not immediately clear 

to the readers, they might have problems decoding the anaphoric reference and be 

prompted to continue reading to resolve the ambiguity and the anaphoric relation. As 

Akiko’s account of the reason for her preference to keep reading without stopping 

suggested, some readers know that reading on might become useful to them. The 

process of referring back, identifying the antecedent, and continuing reading might 

become quicker and more automatic as they become more proficient. The process of 

finding the antecedent might entail identifying the anaphor, reading the following 

information, and then referring back to the antecedent. This process becomes more 

rapid as a learner’s English proficiency progresses. This issue raises the question of how 

L2 readers at different proficiency levels resolve problems of anaphoric reference, in 

particular in cases when the meaning of the reference is initially opaque. Although it is 
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interesting to find out, it is beyond the scope of this study and might be best examined 

through the use of eye-tracking software. Other than this one case, Junko did not have 

difficulty understanding it and its antecedent as in the example of dealing with it in 

“after the train or plane or whatever it was had been safely caught” although 

syntactically this sentence seemed difficult. Her account above suggested that she 

understood the second it by referring to a train or a plane. Including Junko’s example, 

this type of bridging inference was drawn during her first time reading. According to 

Kintsch (2013), this type of bridging inference leads to the mental representation of the 

text, or textbase and a not-yet-formed situation model. 

Moreover, the pronoun it can evoke an antecedent mentioned more than half a 

page earlier. All participants said that it in the sentence “…she couldn’t help noticing 

that it was wedged down firm and deep, as though with the help of a pushing hand” (pp. 

86-87) referred to the present that Mr. Foster wanted to fetch from home. The closest 

antecedent for this anaphor is “a small paper-wrapped box” that was mentioned before 

the it in the same sentence. Instead of mentioning this nearest antecedent, the 

participants said that it referred to the present mentioned half a page earlier. They 

recognized that the small paper-wrapped box indicated the present. This demonstrated 

that their understanding was accurate and captured the superordinate concept, the 

present. However, this part was difficult for the intermediate-proficiency group and 

they first executed strategies, such as re-reading carefully, identifying the information 

that caused the event, and guessing or checking words a pushing hand, crack, wedge 

down. Then they connected the pieces of information and drew inferences. This 



 164 

demonstrated that when they solved the lexical difficulties and made accurate textbase 

representation, they comprehended the storyline better and integrated their knowledge-

based inferences (e.g., a pushing hand associated with a deliberate attempt) to the 

textbase that is the representation of the text without readers’ knowledge-based input 

(van Dijk & Kintsch, 1983). The textbase and knowledge are integrated to construct a 

situation model via bridging inferences. 

Another important inference that needs to be made when reading is the cause-and-

effect relations between sentences, both those that are adjacent and those that are 

separated by other sentences. In narratives, readers are most likely to search for causal 

links as a genre-specific strategy (Kintsch, 2013). van den Broek (1990) explained that 

“the reader draws upon prior knowledge about psychological and physical causality to 

find causes and consequences of focal events” (p. 423). Comprehending Dahl’s short 

story required that the participants find the cause-and-effect relations, connect them, 

and update information accordingly, especially the wife’s psychological changes, the 

husband’s attitudes towards her, and the changing circumstances, all of which 

converged at the climax of the story. It is necessary to update information, or to go 

through “the process of incorporating a new sentence or clause into the evolving model” 

to construct a coherent situation model (van der Schoot et al., 2012, p. 1667). In other 

words, the inferences about causal relations are conducive to the perception of 

coherence in the text (van den Broek, 1990). 

As mentioned in the strategy section, when the intermediate-proficiency group 

read the text for the first time, they thought that they had missed important pieces of 
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information that led to the denouement of the story. This prompted Junko, Keiko, Chie 

to re-read the story from the beginning and—in the case of Ai—relevant sections. 

Causal relations inferences seemed to be made during the second reading. For example, 

during the first reading, the participants did not know the meaning of lift and looked it 

up. When Chie did not read that the house had an elevator, she inferred that Mr. Foster 

tripped over or fell down the stairs when she first read the part describing Mrs. Foster 

listening at the door. She said in retrospect: 

最初に「エレベーター」とでてきていたが、一回目読んだ時は無視してい

て、勝手に階段だと思っていて、階段で躓いていたんだと思い込んでいた

んですが、2回目読んだら、あ、エレベーターかという風にわかった。身

体が細いという描写が書かれていたので、体が弱いと言うことを強調して

いる気がして、だから、階段でつまずいて骨折かなんかして動けなくなっ

て、それでうめいているのかなと思いました。 

 

In fact, although the “elevator” was explicitly written in the beginning, I ignored it 

when I read the story the first time. Instead, I arbitrarily assumed that there was a 

staircase and that he was stumbling on the stairs. When I read it for the second 

time, I learned that there was an elevator. In addition, because there was a 

description that he was thin, and I had an impression that (this description) 

emphasized the image about his frailty. So, I inferred that he stumbled on the 

stairs and couldn’t move due to a broken bone or something and laid groaning. 

(Interview, December 4, 2020) 

 

When Chie re-read this part, she noticed that the elevator was explicitly indicated on the 

first page. Upon noticing this, Chie corrected her first inference about the state of the 

husband and inferred that his death was related to the elevator. On the other hand, her 

image of the husband remained the same. It can be construed that her inadequate 

understanding of dapper and diminutive and her perception of his age (70 years old) 

mainly led her to believe that “he was frail and small in his old age.” Although this 

image was inconsistent with the descriptions explicitly mentioned in the text (e.g., huge 
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bearded face, resemblance to Andrew Carnegie), this conclusion was plausible for Chie. 

Those descriptions did not lead her to detect inconsistencies; and she did not change or 

update her image about the frail old man. In fact, this frail image helped her draw 

inferences in other places. For example, when she read “…she couldn’t help noticing 

that it was wedged down firm and deep, as though with the help of a pushing hand” (pp. 

87-88), she said: 

結構前に書いてあったように、夫は年を取っていて、体も弱いと書いてあ

ったのに、with the help of a pushing hand とか読むと、結構、力を込めて、

夫がわざとやったとしか思えないし、firm and deep の二つの単語が決め手

で、わざとなんだなと推測したところです。 

 

Given the previous description that the husband was old and frail, I thought he 

mustered his physical power (despite his weakness) to do that when I read “with 

the help of a pushing hand.” With this, I cannot help but think that this connoted 

his deliberate efforts. The two words, firm and deep, were decisive factors that 

made me guess that (his action of concealing the present) was intentional. 

 

She described how she inferred and reasoned when she read that Mrs. Foster was 

listening at the door and the likelihood of the husband’s death that she conjectured also 

in her first reading as follows: 

一回目も、音が聞こえるのに開けないのはおかしいなと思っていました。

一回目から、夫が奥の方で苦しんでいるのかなと思った。一回目は、さっ

き奥さんが玄関を開けなかったのは奥で夫が苦しんでいるのがわかったけ

ど、今までさんざんいやがらせ、いやな思いを受けてきたから、もう助け

なくていいや、と思ったんだろうなと思いました。それで、夫は奥さんが

帰ってきた時にはもうなくなっていた。異臭がただよっているとか書いて

あったので、亡くなっていたんだろうなと思いました。 

 

Even in the first time reading, I was thinking that it was strange that (she) didn’t 

open the door although (she) heard the sound from the house. From the first time 

reading, too, I suspected that her husband was suffering in the house. In the first 

time reading, I thought that the wife didn’t open the door because she decided not 

to help her husband who harassed her so much. I was thinking that (the wife) 

thought that she had enough. Then the husband was dead by the time his wife 
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returned. I inferred his death from the sentence that explicitly wrote about a 

strange smell. (Interview, December 4, 2020) 

 

Chie linked the cause-and-effect relations—the husband being left unattended despite 

his injury for a long time, a strange smell, and a dead body—and made the correct 

interpretation. She also used a knowledge-based inference, a strange smell associated 

with a dead body, and forward inference, a strange smell in the house and the possibility 

he is dead. 

However, Chie thought that her first scenario of a staircase did not make sense 

when she read about Mrs. Foster’s action in the last scene. In the last scene, too, an 

inference was necessary because Mrs. Foster phoned someone that was not explicitly 

identified. Based on the conversation that followed and the words to repair the lift led 

Chie to infer that the wife called a repairman to have him fix something. After checking 

the word lift, she began re-reading. She said that “when I read again from the start, I 

paid attention to the descriptions that possibly led to the outcome.” During the second 

reading, she noticed the word, an elevator, as mentioned above. With the knowledge 

that the elevator was inside the house, she drew the inference of where the husband died. 

She connected the elevator to the lift and also understood that it was inside the house. 

An excerpt from Chie’s report in English (1.) and her remarks during the stimulated 

recall demonstrated that she drew such cause-and-effect inferences: 

1. (by reading line 13-33, p. 87) I thought it is strange that Mrs. Foster didn’t 

open the door although she said she knew where her husband was in the house. 

So, I think that she heard her husband’s groan from much pain or that kind of 

suffering voice of him. / 2. In the last part of this text she says, “…it seems to 

be stuck between the second and third floors. At least, that’s where the 

indicator’s pointing…” From these sentences, it seems that Mr. Foster had 

been suffering on the elevator, by being caught in it and getting stuck. / 3. Mrs. 
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Foster noticed that her husband was suffering, but she decided not to help him 

because too many harassments she had received from him before piled up and 

she no longer loved him, or even wished he would disappear. / 4) Also, she 

knew that he returned home to get the present on purpose to make her puzzled. 

(An excerpt from her note about inferences in her report) 

(Slashes and numbers have been inserted to indicate specific sections of the 

text that are analyzed below) 

 

In the excerpt, she referred to the scene in which the wife was listening at the door. I 

divided the excerpt into four parts for analysis (numbers and slashes were inserted): 

1. Mrs. Foster did not open the door although she knew that her husband was in 

a trouble (Chie’s thinking—Why does the wife not get inside and help?) 

2. Mr. Foster was suffering in the elevator (Chie’s remembering the elevator and 

connecting it to Mrs. Foster’s conversation with someone to repair the 

elevator) 

3. Mrs. Foster did not help him because she thought about the past harassment 

she received from her husband (Chie’s built-up episodic image of the husband 

based on the descriptions of the text she had read so far, or her elaborative 

inference about the husband) 

4. Another reason was that the present was deliberately pushed in the crack of 

the seat (Chie’s built-up episodic image of the husband was strengthened). 

 

According to the above Chie’s report, she linked the scene from which she drew the 

above inferences—the wife at the door intently listening some sounds coming out from 

inside the house—to Chie’s elaborative inferences about the characters—a loyal wife 

and a mean husband—and considered her action of not taking an action and helping him 

strange and contradictory to the image of a loyal wife. Chie also linked the scene from 

which she drew the above inferences to the phone call, which was explicitly mentioned 

on the last page, and updated her situation model (Chie’s first inference was that the 

husband fell and made noise) and inferred that the husband was caught by the elevator 

and could not have gotten out by himself without her help. She thus constructed a new 

situation model of what happened from tripping over to being trapped in the elevator 
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and said, “I guessed the wife didn’t enter the house to help him when she heard some 

sound from the house. At that time, he was caught between an elevator and a wall and 

couldn’t get out. He was calling for help” (Translated Stimulated Recall, December 18, 

2020).25 She also inferred why the outcome took place by reasoning: “I think he got 

what he deserved in the end. He was a mean person and brought additional anguish to 

his wife. He was trying to delay deliberately and uncooperative. She suffered a lot” 

(Translated Stimulated Recall, December 18, 2020).26 The above inferences were drawn 

when she re-read the story for the second time, she said. 

The other participants in the intermediate-proficiency group drew similar 

inferences once they re-read the text and understood that lift referred to the elevator. 

They inferred correctly that the husband was calling for help and that the wife did not 

help despite hearing him. Like Chie, during their second reading, Keiko, Junko, and Ai 

inferred the ending by connecting it to the same scene where the wife was listening at 

the door. Their situation models about the state of the husband and the elevator were 

slightly different from Chie’s. Like Junko, Ai thought that “Mr. Foster was in the 

elevator when it broke and stopped. He was calling for help from inside the elevator. He 

was trapped in the elevator” (Translated Stimulated recall, July 17, 2020).27 In contrast, 

Chie evoked an image that “Mr. Foster was the cause for stopping the elevator because 

 
25 

家の中から音がしていたけど、中に入って夫を助けようとしなかった。その時、夫はエレベー

ターと壁にはさまられ、出られなくなっていた。助けを呼んでいた。 
26 

最後Fosterさんがそうなったのは仕方がないかなと思う。意地悪で、奥さんに余計な苦痛を与

えていたし。わざと遅れてばかりで協力しなかった。奥さんは十分苦しんだ。 
27 

Fosterさんはエレベーターが止まり故障したときにエレベーターの中にいて、エレベーターの

中から助けを呼んでいた。エレベーターの中に閉じ込められた。 
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he was stuck in the middle between the elevator door and the wall” (Translated Think 

Aloud Protocol, Translated Stimulated Recall, December 18, 2020).28 Chie’s 

misconception can be attributed to the word, stuck based on Chie’s comments that 

“because of this word, stuck, I thought that the husband was caught in between the 

elevator and the wall or the elevator doors.”29 

The participants drew other causal inferences about his death as the following 

examples showed: 

Mrs. Foster realized that her husband had already been dead because a great pile 

of letters she sent to him were not read and a bad smell which she had never 

smelled before was hanging in the house. This is probably the smell of the dead. 

So, there appeared room in her heart and she enjoyed pretending to be a detective 

in this real accident scene. (An excerpt in English from Chie’s report about 

reading line 28, p. 89) 

 

In the above excerpt of Chie’s report, she read the phrases, pile of letters and a bad 

smell, and she inferred that the husband was likely dead. She connected her inference to 

the previous sentences—the wife wrote letters regularly from Paris as a loyal wife 

would do—and inferred that those letters were not read by the husband from the pile of 

letters. When she read the smell part, her suspicion became a conviction about the state 

of the husband by integrating her background knowledge that a bad smell would 

emanate from a dead body that is left unattended. Ai’s inferences made her re-read the 

relevant section to get more information and said: 

終わりの所を読んで、旦那さんについて書かれていなかった。旦那さん、

どうしたんだろう？迎えにもこないし、ドアにも出ない。奥さんはエレベ

 
28 

エレベーターのドアと壁の間にFosterさんがはさまったから、Fosterさんが原因でエレベーター

が止まった。 
29  このstuckという単語から、夫がエレベーターと壁かエレベーターのドアに挟まったと思った。 
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ーターの修理屋さんに電話していて、「2 階と 3 階の間で止まっているか

らすぐ修理してください。足が悪いので」と言っていて。ここまで読んで

も、「あ、そう」で終わっちゃうんですよ。「終わり？」ってなっちゃう。

けど、どういう意味ってなって、p. 87 からさかのぼって読み直す。（省

略）家に帰ってきた時、手紙の山があったとか、家に入った時に変なにお

いもすることとか思い出し、あやしいと思った。奥さんが家の中から旦那

さんの運命に関係するなにかしらの音が家の中から聞こえてきて、じっと

聞いているところに戻って、読み直した。（省略）エレベーターの中に閉

じ込めちゃったのかな？閉じ込めたとは書いていない。実際、彼女がやっ

たかどうかわからないが、たまたま止まったのを放置したのか。(省略 ) 6

週間放置していたら、絶対死ぬので、わかっていたんだろうな。 

 

When I read the last scene, there was no description about her husband. I 

wondered what happened to her husband. He didn’t come (to the airport to see his 

wife) or didn’t answer the door. The wife was calling a repair, asking someone, 

“Please come to fix the elevator because it stops between the second and third 

floors. My legs are bad.” Reading this, I sort of understood, thinking “Is that it? Is 

this the end?” Then I became curious to find out what this means and re-read from 

p. 87. (omit) I remembered the pile of letters that she saw on her return to the 

house and the bad smell she sniffed when she entered the house. I became 

suspicious. I went back to the section and re-read the depiction of the wife 

listening to the sound coming from the inside the house that had something to do 

with his destiny. (omit) Did she lock him in the elevator? No, it doesn’t say that. I 

don’t know for sure that she did, but she left unattended after the elevator 

happened to stop. (omit) If he was unattended inside the elevator for six weeks, he 

must die, so I think that the wife knew that he was dead. (Ai, Translated 

Stimulated Recall, January 17, 2020) 

 

Like Ai and Chie, Junko also said: 

私は死んだと思っていたのですが、私は自分の勝手な推測だと思っていて、

〔odor の単語を〕調べながら、もう一回読み直してみたら、疑いが私の中

で確証に変わったというか。「あ、もう死んだ」みたいな。 

 

I thought he was dead, but I thought it was my wild guess, and when I looked up 

(the unknown word—odor) and read it again, my suspicion turned into my 

conviction, like “Oh, he’s dead.” 

 

Junko explained how she was convinced that her initial inference was correct, by 

referring to the word, odor: 
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ここがわかんなかったんですよ！ えっと、odor がわからなくって、死体

の異臭を想像して、死んだんじゃないかと思った。でも確証ではなかった

ので、この odor の単語を調べました。一回目はこの単語の意味を知らな

かったので、このにおいという単語はなかったのですが、ただ、でも一回

目読んでいるとき、夫人が家に帰っていったい何を探しているのか、いき

なりエレベーターの修理屋さんに電話して、何をしているんだと思ったん

ですけど、そこで「におい」ってわかったら、一気にそのメールの束も

「あ、取れなかったんだ」というのにやっとかわって、書斎に（夫が）い

ないっていうのも、だからいないのね、という感じで（全体像がつかめ

た）。きゃ～この人怖いみたいな。 

 

I didn’t understand here! Well, I didn’t understand the “odor”, so I imagined the 

strange smell of a corpse, and thought that he was dead. But I wasn’t sure, so I 

looked up the word for this “odor”. In my first time reading, I didn’t know the 

meaning of this word, so I had to surmise without knowing the semantic 

information of this word, smell. When I was reading the first time, I couldn’t get 

it. What was the wife looking for in the house? Why did she suddenly call an 

elevator repair shop? Then I checked and learned the meaning of odor. Everything 

became clear. I understood that the pile of letters indicated “Of course, he wasn’t 

able to pick them up.” I understood the husband wasn’t in his study (in this way, I 

got the big picture). Oh no, she is really horrible! (Stimulated recall, July 13, 

2018) 

 

When they made correct inferences, they were not certain if their inferences were 

correct or not. For example, Keiko said: 

最後でエレベーターの修理会社を呼ぶところでエレベーターが止まってい

たことがわかった。最後まで、「あ、そうか」とはならなくて、エレベー

ターが止まったけど助けに行かなかったということを確信をもってわかっ

たわけではなくて、推測でこうかなと思っただけ。 

 

When I read the part that she called an elevator repair company, I came to realize 

that the elevator had stopped. Until I read the end, I wasn’t sure to what extent I 

can say, "Oh, I’ve got it." I just made a guess that the elevator stopped but she 

didn’t go inside to help him. I didn’t know that for sure. 

 

They connected the wife’s actions that were explicitly described (e.g., calling a repair 

man) to her state of mind and her thoughts that were not explicitly written. They also 

connected no appearance of her husband either at the airport or home, the piles of letters, 
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the smell at the house, the position of the lift, the state of the house, and a call for a 

repair man to a possible outcome. They understood the textbase and drew inferences to 

construct situation models. Situation models are not merely the sum of inferences, but 

the combination of the information explicitly stated in the text and inferences and 

knowledge about the world (Zwaan & Radvansky, 1998). Furthermore, the participants 

not only connected adjacent information, but also several pieces of information in 

different places. This finding is consistent with claims by other scholars that connecting 

adjacent information alone does not lead to a coherent understanding (Zwaan & 

Radvansky, 1998). These inferences were complex, involving readers’ feelings and 

thoughts about the information they understood in the story. These inferences 

demonstrated that the participants drew many inferences by linking disparate 

information across the text during the re-reading. They were not confident about their 

initial inferences and the uncertainty led them to read the story again. Comprehension 

monitoring played an important role in making the participants draw inferences that 

were plausible to them, and when they sensed that their inferences were possibly 

incorrect, they took actions to redress their (mis)conceptions. 

Furthermore, when they surmised the ending, they connected their inferences 

about the ending to the title and contemplated its meaning. In so doing, they realized 

that what they inferred about the ending was plausible because the title, The Way up to 

Heaven, pointed to the husband’s death. Chie and Junko even inferred from the title that 

the wife’s life in Paris was like living in heaven. The participants thus gradually became 

convinced that their inferences were correct. In a narrative text, the title of the narrative 



 174 

is closely related to the content although it is often implied rather than stated explicitly 

(Zhang & Hoosain, 2001). In sum, according to their accounts, their sense of conviction 

that they inferred correctly led to satisfaction with their levels of comprehension.  

Furthermore, some of the participants said that they enjoyed the story although it 

was challenging to read. For example, Junko and Chie enjoyed the story. They said that 

their comprehension levels were 8 out of 10. However, in order to attain that level of 

comprehension, they had to read the text twice, read carefully, and/or read particular 

sections multiple times. Because the participants perceived that they attained 

comprehension and that they enjoyed the story, their confidence grew after reading 

what they first thought would be a difficult text as indicated by Chie’s remark: 

最初資料を渡された時は、単語も難しそうだったし、長めだったので、読

めるか結構不安で、単語の意味を調べても内容が分かるか不安だったが、

挑戦してみたら、意外とストーリー展開もわかって、話についていけたの

で、その点は自信がつきました。 

 

When I was first given the reading material, the words seemed difficult and the 

text was long. So I was a little worried whether I could read it, and I was worried 

whether I could understand the contents even if I looked up the meaning of the 

words. But when I tried it, surprisingly, I understood the story development and 

was able to keep up with the storyline. So in that sense, I became more confident. 

 

Moreover, they found the story interesting and wanted to read this kind of story in the 

future. Chie expressed this idea as follows: 

はい、サスペンス系のものを読んでみたいです。英語での本と日本語のサ

スペンス系とまた違うかもしれないし、今回短編を読んでみて興味がわき

ました。 

 

Yes, I would like to read suspense fictions. The suspense book in English might 

be different from Japanese counterparts. I’ve become interested in reading (such 

genres) after reading the short story this time. 
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To summarize, the participants’ accounts suggest that they drew causal inferences, 

revised and updated their textbase to create coherence that was consistent with the facts 

and characters’ states of mind in the story, and the title of the story. They constructed 

coherent situation models by incorporating inferences, and particularly bridging 

inferences. It was necessary for the participants to revise and update their mental 

representation of the text to maintain coherence, even more so when their 

comprehension decreased (see Rapp & Kendeou, 2009, about revising and updating the 

textbase). The participants brought in knowledge from their knowledge base and 

schemas (e.g., a bad smell is associated with a corpse, call a repairman when an elevator 

is out of order) and constructed situation models, that is, representations of the state of 

affairs that were written in a text or the situation described by the text (van Dijk & 

Kintsch, 1983; Zwaan & Radvansky, 1998) (e.g., the husband is already dead, and the 

wife already knew that). As suggested by previous scholars, the participants constructed 

the situation models in combination with the textbase representations (van Dijk & 

Kintsch, 1983; Zwaan & Radvansky, 1998). Furthermore, the work that they did to 

create a coherent story from the text indicates that they were metacognitively aware of 

the importance of connecting information in the text, revising, if necessary, and 

updating what they previously thought. In conclusion, in this section, I presented how 

the four intermediate EFL readers constructed the textbase, how and why they 

generated or did not generate text-driven inferences, what inferences they generated, 

what situation models they formed those situation models. 
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Elaborative Inferences 

In this section, I describe the four participants’ elaborative inferences. Elaborative 

inferences, which do not have to take place for text comprehension, are drawn when 

reader’s background knowledge is activated. In the previous section, I presented 

instances in which the participants activated background knowledge when drawing 

causal inferences. When the participants formed a textbase representation, they were 

initially not confident about the correctness of their interpretation of what happened. In 

addition, they did not understand why and how the incident occurred although they 

thought that the incident occurred. In order to gain more confidence in their 

interpretation, the participants had to draw elaborative inferences by integrating their 

knowledge-based inferences to construct more convincing situation models, for 

example with regards to the smell of the dead body. Correct textbase representation, 

causal relation inferences, and elaborative inferences worked in tandem to form  

situation models they considered plausible. Their elaborative inferences enriched their 

comprehension (Grabe & Stoller, 2020; Graesser et al., 2001; Kintsch & van Dijk, 

1978) and their knowledge-based inferences were conducive to constructing situation 

models (Ushiro et al., 2018). 

From the participants’ accounts, they tended to create elaborative inferences by 

putting themselves in the shoes of the wife or the husband, thereby thinking how they 

would feel in the situation and what actions they would take. They also applied their 

own morals and values to the characters and events. They eventually drew a moral from 

the story by judging the circumstances and the couple’s relationship. For example, they 
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all thought that something strange was going on because of the way in which the wife 

was pleading with her husband to stop going back to the house for the present. Ai wrote 

two questions, “(Is this how the wife was) feeling?” and “(Is she) angry?” in Japanese in 

the margin (see Figure 4).  

 

Figure 4. A Sample of Written Notes (Emotion of the Character) 

 

 

In a similar vein, Chie pointed to the wife’s change in her mannerism from “a good and 

loving wife.…served him loyally and well….a very modest woman,” (p. 78) “she would 

never dare to call out and tell him to hurry” (pp. 77-78) to a woman who can assert 

herself, “We haven’t got time! … It’s only one of those silly combs anyway….” (p. 86). 

Chie was surprised at her boldness to use the word silly to make a retort to her husband, 

remembering that she was described as an obedient wife who never talked back to her 
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husband. Then, Chie quickly thought it was plausible, given her pathological fear of 

being late, which was described earlier. This description led Chie to infer that the wife 

was on the brink of hysteria. Chie thus updated the wife’s changing image and her state 

of mind caused by her husband’s action. 

While re-reading, Ai, Chie, Keiko, and Junko drew forward inferences that 

generated expectations about a future event in the text. An example is Junko’s account 

about reading the sentence describing the day Mrs. Foster returned to New York:  

夫人がパリを離れてニューヨークに戻るので、みんな悲しいと思っていて、

夫人こそ悲しいはずだと思ったのですが、悲しそうではないのです。 そ

れどころか、彼女は幸せそうに見えた。 それで、ひょっとしたら、夫人

は未亡人になることがわかっていて、すぐにパリに戻ってきて娘と孫とず

っと暮らせる、そのことを楽しみにしているんじゃないかなと思ったので

す。 

 

I was thinking that everyone else was sad about her leaving Paris back to New 

York. I thought that she should be sad, too, but she wasn’t. On the contrary, she 

appeared to be even happy. Then I surmised that she was looking forward to 

returning to Paris soon and living with her daughter and grandchildren forever 

because she knew that she would be a widow (Stimulated Recall, July 13, 2018). 

 

Other participants made similar inference, guessing that the wife knew that her husband 

would have been dead by the time she was back in New York City, and she knew she 

would come back and live with them soon. Excerpts from the participants’ reports are 

as follows: 

1) (after reading line 3, p. 89) From her manner and statement, it seemed that she 

looked forward to becoming a widow, returning to Paris and living with her 

daughter and grandchildren forever. (Junko’s report) 

2) (after reading lines 2-5, p. 89) Mrs. Foster thought that she could return to 

Paris in the not-so-distant future. This is because at that time she already had a 

conviction that her husband dies in the elevator so no one would disturb her 

trip to Paris. (Keiko’s report) 

3) (after reading lines 2, p. 89) Mrs. Foster didn’t become sad as readers would 

have expected because she knew that there was a high possibility that her 
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husband had already been dead by the previous accident in the house. And in 

that case, she might be able to come back to Paris much more easily, and not 

too distant future. (Chie’s report) 
 

Furthermore, as they surmised the above, they wrote comments in the margin (see 

Figure 5). Junko wrote “on the last day, everyone is sad, but the wife did not seem so 

sad. In the near future, she will come back. Atmosphere. Her behavior” (Translated).30 

Keiko wrote “(she) doesn’t feel sad about leaving” (Translated).31 

 

Figure 5. Samples of Writing a Japanese Summary (left: Junko; right: Keiko) 
 

 
 

For example, Chie read the same part and said: 

フォスター夫人だけが悲しくなかった。夫が生きていないことを知ってい

たから、あまり悲しくなかったのかなと思った。1回目でおかしいなと思

って、2回目読んで、やはり知っていたと思った。 

 

Only Mrs. Foster wasn’t sad. I wondered if she wasn’t too sad because she knew 

that her husband wasn’t alive. I thought that this didn’t make sense when I first 

read the text, then when I re-read, I thought that she knew. (Stimulated Recall, 

December 28, 2020) 
 

 
30 最終日 みんな悲しむ 妻 そうでもなさそう 近い将来戻ってくる 雰囲気 そぶり 
31 帰ることにさみしさはない 
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Their inferences about what the wife was expecting occurred during the second reading, 

which was built upon from their initial inferences about the husband drawn during the 

first reading. Therefore, their inferences might have been backward inferences. They 

might have remembered about the last scene which they were confused about yet 

vaguely inferred. By re-reading, they formed clearer textbase representations, which 

enabled them to infer the wife’s state of mind. They inferred a future scenario during 

the second reading. The inferences also illustrated that the parts of the story that 

prompted them to infer correctly were in a similar location in the text. Specifically, the 

last day in Paris and the wife’s state of mind of being rather happy) are connected to the 

possible death of her husband and her knowledge of her husband’s death and her future 

plans after becoming a widow. 

Visualizing what the characters were like was also useful in making background 

knowledge-based inferences (Ushiro et al., 2018, p. 125). For example, Chie visualized 

what the husband was possibly thinking at the time when their car safely arrived at the 

airport despite thick fog: 

(After reading line 29, p. 82) I think that Mr. Foster thought like, “Damn it, if the 

car had been out of motion, I could have seen my wife get angrier.” (English 

Written Report) 

 

During re-reading, Chie said that she solidified her image about the husband and 

visualized that “he is a bad person and intentionally tried to make her angry” 

(Translated interview excerpt).32 The participants drew elaborative inferences 

successfully about the plot development when they understood the textbase correctly. 

 
32 夫は悪い人で、わざと奥さんを怒らせていた。 
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When they detected inconsistencies, they made inferences to fill gaps, re-read, and 

adjusted so that their comprehension of the story was coherent and plausible. 

On the other hand, the participants ignored or paid little attention to the words 

related to culture, a famous person, and history, or analogies. For example, phrases such 

as Andrew Carnegie, Edwardian jacket, and goat’s legs in those narrow stovepipe 

trousers, did not conjure up any images. They did not seem interested in what these 

words connoted beyond their literal meaning. They understood that these words were 

used to describe the husband. For example, although they knew the meaning of the 

word goat, and that that was how Mrs. Foster perceived her husband when she saw him 

“walking slowly down the steps” (p. 85), they did not understand why and how a goat’s 

legs were relevant. This phenomenon demonstrated that they understood the textbase, 

but could not draw any relevant knowledge-based inferences when they were not 

interested. They either ignored or dealt with the words by thinking that goats walk 

slowly. Inferring that he was walking slowly did not break consistency because the 

participants had already established an image of the husband as “an uncooperative 

person who deliberately attempts to delay departures and walks slowly to annoy Mrs. 

Foster” (Translated Stimulated Recall, Chie, December 15, 2020).33 This lack of 

accurate inferences demonstrated that understanding the textbase was adequate for the 

participants to move on as long as the overall coherence of their comprehension was 

maintained. Integrating background knowledge information to the textbase, drawing 

elaborative inferences, and constructing situation models might have enriched 

 
33 

非協力的で、わざと出発を遅らせるような、フォスター夫人を困らせようとしているのか、や

けに遅く歩いている。 
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comprehension even further. Constructing a mental representation of people, objects, 

locations, events, and actions in a text is not limited to the textbase (van Dijk & Kintsch, 

1983; Zwaan & Ravansky, 1998). These instances also demonstrated that the 

participants monitored their comprehension and decided to ignore words they did not 

know because the coherence of the narrative was intact. Metacognitive monitoring and 

metacognitive control seem to have taken place. 

As reported above in the bridging inference section, the participants’ accounts 

demonstrated that they were confused with the ending of the story after their first 

reading and thought they had missed important hints in the plot development. They 

understood the explicitly written information at the ending, such as the protagonist’s 

actions and the atmosphere at her house, after dealing with unclear words either by 

guessing or looking up words. Their accounts suggested that they understood the 

textbase (Kintsch, 1998). However, they were not able to construct coherent situation 

models. They wanted to know why and how. When they re-read the relevant passages 

carefully, they were able to draw elaborative inferences that enriched their 

comprehension, and thereby confirmed or corrected their initial inferences. 

In conclusion, in this section, I have explained how the intermediate-proficiency 

group drew inferences. The four participants used inferencing strategies frequently 

throughout the story for guessing unknown words and for creating situation models. For 

drawing inferences, they connected information written in other sections in the story to 

form a mental representation of the textbase and used background knowledge to 

construct situation models. Dealing with unknown words by executing strategies such 
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as guessing from context and consulting a dictionary took precedence over making 

inferences by reading between the lines. When word level ambiguities were clarified by 

applying their chosen strategies, the participants used their background knowledge and 

drew inferences that were better aligned with the textbase. Moreover, clarifying 

ambiguities in the textbase often enabled the participants to infer the implicature of 

more complex parts of the story. When they were aware of this process working well 

and making more coherent inferences, Junko and Chie appeared to gain confidence in 

their textual interpretation. However, Keiko was not sure of her interpretations and Ai 

was satisfied with her overall interpretation acknowledging that she might have drawn 

inferences incorrectly sometimes. 

 

The Advanced-Proficiency Group: Hiroko, Haruo, Yuri, Sho, Maki, and Sachiko 

In this section, I describe the use of metacognitive knowledge of the advanced-

proficiency group based on Flavell’s dimensions of metacognitive knowledge (i.e., task, 

person, and strategy). As with the discussion of the intermediate-proficiency group, I 

focus on the reading task of the short story and other reading tasks, such as graded 

readers, authentic books, and academic texts. 

 

Metacognitive Knowledge: Task, Person, and Strategy 

Task 

The advanced-proficiency group participants’ reactions to the short story varied. 

When I asked Hiroko, Haruo and Yuri (TOEIC scores were 795, 820, and 830, 
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respectively) about their first impressions of the short story and their prospective 

reading experience, Hiroko felt anxiety because the text looked long and difficult 

(Interview, July 4, 2018). Haruo said, “I was slightly worried because I didn’t habitually 

read novels or fiction even in Japanese, let alone in English” (Translated Interview, 

November 19, 2020).34 Yuri, too, felt a certain level of anxiety and thought that “the 

Dahl’s story might be difficult linguistically to read”35 and cited a reason that “the 

frequency of my reading English has been decreased recently” (Translated Interview, 

November 19, 2020).36 On the other hand, Sho and Sachiko, whose TOEIC scores were 

960 and 965, respectively, did not particularly feel anxious and considered it a reading 

task although they both said that they did not habitually read novels or fiction. Maki 

(TOEIC score was 960) said, “I was interested in the story because I love reading 

English” (Translated Interview, January 19, 2018).37 

The knowledge of a task might not always serve as a driving force to study. For 

example, Haruo seemed to have metacognitive knowledge about the task of reading L2 

stories. Haruo reported that reading stories would require making inferences and using 

one’s own imagination to follow the storyline. His view about reading novels was 

repeated in his remarks. He said, “without reading between lines and following and 

remembering the happenings and characters in various scenes in a story, it would be 

hard to comprehend, and, in such a case, I would easily get lost in the story, and become 

 
34 英語どころか母語でもあまり小説やフィクションは読まないので少し心配しました。 
35 ダールは言語的に読むのが難しいかもしれない。 
36 最近、英語を読む頻度が減ってきている。 
37 英語を読むことが大好きなので、ストーリーに興味がありました。 
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confused” (Translated Interview, November 19, 2020).38 For this reason, Haruo avoided 

reading novels. The more characters and events there are in a story, the more complex 

the story becomes, and the more efforts for remembering are required, he reported. 

Similarly, Hiroko and Yuri said that they did not read novels, or other genres of English 

books, apart from graded readers. They said that they only read English when they were 

given school assignments. Therefore, they felt anxious about their ability to 

comprehend the story. 

In sum, although Hiroko, Haruo, and Yuri did not read novels, they seemed to 

recognize the task demands and goals of reading Dahl’s short story as comprehending 

the content and the outcome. Haruo said, “for achieving that, I would have to follow the 

storyline carefully, infer, use my imagination, keep track of connected information, and 

maintain coherence” (Translated Interview, November 19, 2020).39 He perceived 

reading the short story as a task involving a lot of cognitive effort, which he said was 

difficult to mobilize. On the other hand, Yuri said, “the reading task would require 

concentration and understanding the meaning of words accurately in the context” 

(Translated Interview, November 20, 2020).40 Hiroko also mentioned “I thought I 

should concentrate on the text that looked long” (Translated Interview, July 4, 2018).41 

 
38 

行間を読んだり、物語のさまざまな場面での出来事や登場人物を追いながら思い出したりしな

いと、理解しづらくなり、そうなったら、ストーリーを見失ってしまい混乱します。 

 
39そうするには、ストーリーの流れを注意深く追って、推測したり、想像力を働かせたりして

、話のつながりを見つけ、つながっているかを確かめつつ読まないといけないでしょう。 
40 

読むには集中力がいるし、その文脈で使われている言葉の意味も正確に知っていなくてはいけ

ないと思う。 
41長いから集中力がいると思った。 
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Similarly, the other three advanced-proficiency participants said task demands and 

goals of reading Dahl’s short story as comprehending the content and the outcome 

based on their accounts. 

After having read the short story, Hiroko said, “although the level of the difficulty 

was the maximum I could go, it wasn’t far beyond my reach, except for the last part, 

which prompted me to read two or three times. I also went go back a couple of pages to 

reread and to comprehend better” (Translated Interview, July 4, 2018).42 Sachiko said, 

“although I did not habitually read English books, Dahl’s (story) was so interesting that 

I kept reading and reading till the end came. I really concentrated on reading it. I 

suppose it depends on the content to feel motivated to read or not” (Translated 

Interview, January 19, 2018).43 Sachiko reported that she was motivated to keep reading 

and absorbed in the short story because the content was interesting and that the content 

could be a strong driver for her to read. Her accounts suggested that she experienced a 

flow reading (Csikszentmihalyi, 1997; Kirchhoff, 2013). She also said that “When I 

finished reading it, I re-read the story from the beginning of the story to deepen my 

understanding and also to confirm my inferences” (Students’ Discussion in English, 

January 12, 2018). Sachiko’s short comment suggested that she did not mind reading 

again to deepen her comprehension. The intermediate-proficiency group also re-read the 

 
42 

自分が読めるマックスの難易度だと思いましたが、難しすぎて手が出ないレベルでは

なかったです。ただ、最後のパッセージだけよくわかんなくて、え～とか思って、２

～3回読み直したんですけど。もっと理解するため2～3ページ戻って読み直しました。 
43 

小説はあまり読まないのですが、ダールの（話）は内容が面白かったので、結構、が

ーっと集中して読めました。やはり、読みたくなるかどうかは内容によるのかなと思

って。 
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story albeit for different reasons as reported in the previous Strategy section. I discuss 

how and why the advanced-proficiency group re-read the text in the Strategy section 

below. Sho said in English, “Although I don’t read stories, I found the story interesting 

after all” (Students’ Discussion in English, January 12, 2018). Maki, who loved reading 

English books, said, “I enjoyed reading the story. The ending of this story was like O. 

Henry’s stories. It was unexpected and surprising.” (Students’ Discussion, January 12, 

2018). She repeated this remark also during the interview (January 19, 2018) and wrote 

this in her self-report. 

Hiroko, Yuri, and Haruo engaged in ER for a course assignment. The three 

participants’ practice of reading graded readers was in line with the basic tenets of ER 

(Day & Bamford, 2002). They all said that reading faster was their goal and that they 

liked choosing graded readers. Haruo, who said that he did not like reading novels, 

chose to read biographies initially about famous people such as Barack Obama, Steve 

Jobs, Kei Nishikori. For his tenth book, he challenged himself to read Les Misérables. 

Hiroko mentioned that she had read a graded reader that was pre-selected by a teacher 

as homework in junior high school, and reflected on this experience as follows: 

1 冊読みました。先生から本を配られて、皆に同じ本を配って、ここ読ん

できなさい、話し合いましょう、という方法です。あまり楽しくなかった。

あまり好きな本ではなかった。内容が好きじゃなかった。私が好きなのは

世界の文学なので、ロシア文学とかですが、そういうのは難しい。レベル

的には仕方がないのかな、っていう感じです。graded reader の内容はいま

いち面白くなかったですが、課題だからとりあえず、やりはしました。 

 

I read one graded reader in junior high school. My teacher handed out the same 

book to every student in my class and instructed us to read it because we were 

going to discuss it. This was the way it was done. It wasn’t enjoyable because I 

wasn’t interested in the book, or the content of the book. What I really like is 

world literature, such as Russian literature, which I know would be difficult to 
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find (in the form of a graded reader), given the level. So, content-wise, it was 

rather boring, but I did it properly because it was homework. (Interview, July 4, 

2018) 

 

However, at the university, she had a free hand to choose what she would read and 

enjoyed reading one graded reader a week. Hiroko perceived one of the merits of 

graded readers was to increase reading speed. She said, “I read faster and found my 

reading speed increased” (Translated Interview, July 4, 2018).44 As criteria for their 

choice, they used their experience reading books in Japanese before such as Botchan 

(Haruo), familiarity with authors such as Edgar Allan Poe (Hiroko), and their 

knowledge about the story such as Romeo and Juliet, Winnie-the-Pooh (Hiroko and 

Yuri), and biographies (Haruo). 

In addition to the benefits of reading faster, Haruo mentioned an additional benefit, 

by referring to the in-class 5 minute-speaking session that took place immediately after 

reading a graded reader: 

単語の意味はわからなくても英語に触れる機会を増やすという意味でいい。

あとの英語でしゃべるときもスラスラでてきた。リーディングだけでなく、

他の所にもいい影響がでているかなという気はします。 

 

Even if I didn’t understand the meaning of new words, I thought it’s good in the 

sense that there were more opportunities for me to come into contact with English. 

It helped me speak English fluently later when I spoke to my classmates 

afterwards in English. I feel that (ER) had a positive effect not only on my reading 

skills but also on other skills. 

 

In contrast to perceived improvements in reading speed by reading simplified books, 

they did not particularly feel that their vocabulary increased by reading graded readers. 

Hiroko said that she did not feel that her vocabulary increased because she guessed 

 
44 スラスラ読め、速く読めるようになったと思いました。 
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unknown words when reading graded readers and never consulted a dictionary. In other 

words, once she understood the content without checking unknown words, she finished 

the book and did not look up their meanings. Haruo and Yuri did not mention an 

increase in their vocabulary knowledge after engaging in ER as a benefit. Haruo thought 

that “understanding 80% of the content is adequate.” In sum, their accounts suggested 

that reading faster, comprehending the content, and enjoying reading without consulting 

a dictionary took precedence over vocabulary learning. 

Hiroko, Yuri, and Haruo appeared to be metacognitively aware of the task 

demands and goals of reading simplified texts. Their knowledge, beliefs, and actions 

endorsed the basic tenets of ER such as reading fast and reading without a dictionary 

(Day & Bamford, 2002). They understood that reading task demands and goals of 

reading graded readers included choosing their own books, reading fast without 

worrying about unknown words and enjoying the reading. Similar to the intermediate-

proficiency group, their accounts supported studies showing that an increase in reading 

speed takes place through ER (Beglar & Hunt, 2014). On the other hand, they did not 

appear to believe that incidental vocabulary acquisition occurs by engaging in ER, 

which does not support studies showing that incidental vocabulary learning takes place 

while reading (Waring & Takaki, 2003; Webb & Chang, 2015). 

As for the mode of reading, Yuri distinguished RA from reading for 

comprehension. Like Chie, Ai, and Keiko in the intermediate-proficiency group, Yuri 

also liked RA and often enjoyed it. Yuri thought that RA did not come hand in hand 

with comprehension and therefore do not constitute reading: 
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私はよく音読するのですが、音読していたとしても、意味として入ってこ

ず、ただ音読して満足しているだけなので、何の意味も構築されていなく

て、結局文字をすべるだけみたい。理解はしていないということなので読

んでいることにはならない。 

 

Although I read aloud often, I recognize that my comprehension is not adequate 

when I read aloud. I’m just satisfied with reading aloud, which doesn’t construct 

meaning. It’s just like following the letters in a text. It doesn’t constitute reading 

because I don’t comprehend. (Interview, November 20, 2020)  

 

Her view was similar to Ai and different from those of Chie and Keiko, who saw the 

benefits of RA contributing to the improvement of comprehension. The participants’ 

accounts about RA supported studies showing that RA contributed to the reading speed 

gains and comprehension (Shimono, 2018), depending on learners. Yuri’s belief about 

important elements for reading English was as follows: 

集中すること。発音はあまり必要ないと思う。集中して、文の構造をちゃ

んとつかめるか。文法の方が重要だと思っている。最悪、主語述語が読み

取れていれば、わかる。そこを読み取れるとよい。例えばここは修飾の句

だから一塊として読む。文法と語彙を比べると単語の意味の方が重要と思

う。日本語でもぶつ切りでも意味を並べておけば、こういうことかなと組

み立てられて推測できる。意味は大事だと思います。 

 

To concentrate (is very important). I don’t think much (knowledge about) 

pronunciation is necessary for reading. I believe that grammar is more important. 

At least, if I can read the subject and predicate, I can comprehend. It’s good to 

read that (sentence structure). For example, this is a modifier phrase, so I read it 

as a chunk. However, if I compare grammar and vocabulary for reading, I think 

the meaning of words is more important. Suppose (for instance) in Japanese, if I 

see Japanese words arranged in a choppy manner, I can guess the gist by 

assembling those words coherently based on the meanings. I think the meaning is 

important. (Interview, November 20, 2020) 

 

Regarding the importance of grammar and vocabulary in L2 reading, all concurred. 

When texts are difficult, they said that they paid attention to syntactic structure. 
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Sachiko, Maki, and Sho had read authentic English texts. Sachiko said that she 

had been reading literature in English in order to write her thesis, which was written in 

Japanese, and intended to obtain information from research materials written in English. 

She said, “because adequate information on the theme that I was researching wasn’t 

found in literature written in Japanese, I read English literature” (Translated Interview, 

January 19, 2018).45 She said, “I recognize the difference in my approach to reading 

between academic articles and stories.”46 She read the English literature to obtain 

necessary information, analyzing, enhancing her knowledge, integrating it to her thesis. 

She referred to the difficulties of reading English literature and her strategies as follows: 

30～40 程度、アカデミックな論文を読んだ。文章が長い。どこで切れる

のかもわからないし、登場人物出てきすぎだし。最初に一発で内容を把握

するのは難しい。(中略) 読み返しをしました。内容がここで切れるなと

思ったら、切れるところにスラッシュを入れてみたり。辞書は使いました。

推測とか想像とかできたらいいのですが、時間に追われたってこともあっ

て、単語は電子辞書を引いて調べました。 

 

I read about 30-40 academic articles. The sentences are long. I couldn’t figure out 

chunks, and there were too many people in the texts. It was difficult to grasp the 

content with one shot for the first round of reading. (omitted) I re-read and 

backtracked. I used slashes when I considered the divisions of chunks. I used a 

dictionary. I wish I could have guessed or imagined, but I looked up words by 

looking up the electronic dictionary because time was pressing. (Interview, 

January 19, 2018) 

 

When reading academic texts, Sachiko resembled Keiko in the intermediate-proficiency 

group in that she checked vocabulary in a dictionary due to time constraints. Sachiko 

also was conscious about syntax parsing and inserted slashes, like other participants. 

 
45 

私が研究していたテーマの情報は日本語の文献では見つからなかったので、ひたすら

英語の文献を読んだ。 
46 小説の読み方とアカデミックな文献の読み方は違うと認識しています。 
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The participants’ emphasis on grammar knowledge when the text is difficult endorsed 

the notion that syntactic knowledge is important for L2 reading and is a major predictor 

of L2 reading comprehension for middle school students (Grabe & Stroller, 2020, p. 40). 

However, the difference between Sachiko and Keiko when reading academic texts was 

found in their metacognitive knowledge about task, vocabulary learning. Keiko said that 

she still did not understand the concept of many unknown words, such as theoretically, 

even after checking them in a dictionary. On the other hand, Sachiko, who also initially 

checked unknown words of academic texts in a dictionary, acquired words she had 

encountered frequently in the texts: 

自分が読んでいた中心のトピックはザンビアの学生運動のことだったので、

いくつも文献を読んでいるうちに、繰り返し使われる言葉があったので、

慣れてきた。 

 

The main topic I was reading was the student activism in Zambia and while I was 

reading a lot of literature, there were words that were used repeatedly, so I got 

used to them. (Interview, January 19, 2018) 

 

Sachiko’s account supports that Mohamed’s (2018) finding regarding incidental 

vocabulary learning. Namely, repeated encounters of unknown words increased 

familiarity with the word form by decreasing the fixation duration, meaning recognition 

and meaning recalls. 

Maki was an experienced reader of English books and said, “I enjoy reading 

English books. Sometimes I read one book a week, and at other times, I read so slowly 

that my parents, who notice that I read the same book, asked me when I started reading 
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it” (Translated Interview, January 19, 2018).47 In addition to reading stories, Maki said 

that she read business-related books, too. She differentiated reading stories from reading 

business books: 

小説と実用書だと、実用書は論理だてているので、これには3ポイントあ

るとか書いてあると、1点目、2点目と意識しながら読む。 

 

If I compare a novel and a practical book, the practical book is logical, so if it says 

that there are three points, I read it by being attentive to the writer’s first and 

second points. (Interview, January 19, 2018) 

 

Similarly, Sho was aware that he differentiated his reading approaches to different 

genres and said, “I read English newspapers, social media, and other materials 

regarding world affairs and businesses that he was interested in, but not novels” 

(Translated Interview, January 19, 2018).48 He remarked about the differences in his 

approach when reading different genres: 

ニュース記事だとタイトルとかで、内容を予想しやすい。小説は最初から、

何が来るかわからない。しかも結構長いんで、最初で意味が理解できなか

ったりすると、苦しむので、最初に力を入れて読むようにしている。難し

く理解できないと思ったら、最初に戻って、読み直す。何度か読み直して

も、それでもわからない場合は、辞書とか使って、読む。あきらめない。 

 

If it’s a news article, it’s easy to predict the content by reading the title. In the case 

of novels, I don’t know what’s coming from the beginning, Moreover, (novels 

are) quite long, and if I don’t comprehend the beginning scene, I’ll struggle, so I 

make an extra effort in comprehending the beginning section (of a story). Even so, 

if I find it difficult to understand, I go back to the beginning and read it again. If I 

rack my brain in vain after re-reading it several times, I use a dictionary or 

something to read it. I never give up. (Interview, January 19, 2018) 

 

 
47 

英語での読書は好きです。一週間に1冊よめるときもあれば、両親にいつからその本読んでい

るのと言われるくらいだらだら読むときもある。 

 
48 英字新聞やSNS、世界情勢やビジネスに関するものは読みますが、小説は読みません。 
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Re-reading is one of the most effective strategies and is observed in skilled readers’ 

behavior (Grabe & Stoller, 2020). On a similar note, Haruo, who began reading 

newspaper articles mainly to prepare for an IELTS test, described his way of reading 

English newspapers as follows: 

ニュース記事の読み方はまず題名を読みます。題名から内容を予想してか

ら、読み始めますが、小説はそのような読み方ができない。 

 

To read a news article, I first read the headline. I predict the content from the title 

and then start reading. But I can’t read novels that way. 

 

Because he read English newspapers to prepare for the test. For doing so, he attempted 

to increase his vocabulary by reading English newspaper articles. He selected words 

and created a vocabulary book to memorize the words. He also paid attention to his 

reading approach to news and described how he reads by referring to news about a 

video game: 

この前「どうぶつの森」（ビデオゲーム）の記事があったんですけど、な

ぜ外出自粛で人気があがったのか、という記事があったので、その理由は

どういうことなのか、何個かあるだろうから、絶対みのがさないようにし

よう、とか考えて読みます。 

 

I read an article about Doubutsu no Mori (a video game) the other day. The article 

was about why it became very popular amid staying at home (due to the 

pandemic). So, I thought that there must be several reasons. I must read the article 

carefully so as not to miss any of those reasons. 

 

His account indicated that he set clear set reading goals and had preference about what 

genres he wanted to read. 

All in all, the participants’ accounts illustrated that they knew the demands and 

goals of reading the short story, namely, comprehending the storyline and the outcome. 

They differentiated their strategies when reading different genres because their goals 



 195 

differed: reading for pleasure, obtaining information from newspaper articles, academic 

literature, and practical business books, and preparing for tests. The participants showed 

that they were sensitive to reading goals, the meaning of the text, the strategies required 

to achieve understanding, the strategies required by different reading, and strategies for 

repairing comprehension breakdown. They likely had metacognitive knowledge about 

reading and their metacognitive knowledge about task demands and goals influenced 

how they read different genres (Pintrich, 2002). Next, I report on the participants’ 

metacognitive knowledge about themselves as L2 learners and L2 readers. 

 

Person 

All six advanced-proficiency participants were confident about their English 

competence and were aware of the efforts they made to attain their high levels of 

English proficiency. They were dissatisfied with their current proficiency level, though, 

and aimed to improve, especially with regards to speaking. As in the cases of the 

intermediate-proficiency group, motivation, purposes, planning, working hard to 

achieve a goal, and self-regulation describe this group with respect to their past English 

study experiences. 

Two participants in the advanced-proficiency group had lived overseas and they 

recognized that their English proficiency were higher than that of their Japanese peers 

when they returned to Japan. The other participants had not lived overseas, but they 

went to schools that provided good English education. Sho and Sachiko had lived 

abroad because of their parent’s job assignment, whereas Hiroko, Yuri, Maki, and 
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Haruo had not. Hiroko said that she went to an integrated secondary school that 

emphasized English studies. She said, “There were many students who were good at 

English in my school. Many students became interested in English as a subject in school, 

studied English hard and became good at English although they had never lived abroad” 

(Translated Interview, July 4, 2018).49 Her account suggested that she was under the 

impression that students who had lived overseas were undoubtedly competent in 

English and that she was surrounded by many students who studied English hard and 

improved their proficiency while they were in Japan. She experienced ups and downs 

with her school grades: 

中一のときは英語の成績はよくなかったのですが、一年勉強したこともあ

り、英検も受けさせられ、2年生になり、がっと上がりました。中2で成績

が上がって、3年生で油断して下がりました。これはまずいと思って、勉

強して、高校一年生でまた上がりました。（中略）勉強したら、なだらか

に成績が上がるというイメージではなく、一気に上がるっていう感じです。 

 

When I was in middle school, my English grades were not good, but after 

studying for a year and I was also told to take an Eiken test, my grades went up 

sharply. My grades went up in my second year. Then I became relaxed a bit, so in 

my third year, my grades plummeted. I thought this was bad, so I studied, and my 

grades went up again in my first year of high school. (omitted) After I studied, my 

grades shot up dramatically, not gradually. (Interview, July 4, 2018) 

 

Hiroko said that she needed a purpose, such as to get high test scores to study English 

harder. Her account illustrated how her motivation fluctuated depending on whether she 

had a purpose or not, and this affected her grades. She realized that her grades 

deteriorated and that she needed to take action, which made her set a new target to study 

 
49 

学校内でも英語が得意という人が多かったのです。帰国子女ではないのですが、学校の勉強で

興味をもつとか、がんばって勉強して英語が得意になる人が多い。 
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to improve her grades. She said that she did not want to have her grades remain low. In 

addition, she wanted to pass the Eiken test, which was another target. Realizing the  

unsatisfactory status, having a purpose, and becoming motivated seemed to serve as a 

driving force for new action. She devised a plan that suited her, executed it, and finally 

achieved her goal. She described how she executed her plan to earn higher grades at 

high school as follows: 

具体的に、高校生の時は。速単の小テストが週に一回あって、英熟語もテ

ストがあり、電車の中でその勉強をするみたいな。とりあえず、何ができ

るかと思ったときにあまりわからなかったんですけど、とりあえずそこを

足掛かりにして、小テストではよい点数を取るようにして、且つその小テ

ストのためだけじゃなく、将来的にも身につくようにと勉強をしてたら、

それがうまくいったらしくて。 

 

Specifically, when I was a high school student, there was a vocabulary quiz once 

a week, and there was also a test for English idioms, so I started with studying for 

the tests on a train. When I thought about what I could do for the time being, I 

didn’t know much about what I should do. So, at any rate, I used that (preparing 

for the vocabulary and idiom tests on a train) as a foothold to get a good score in 

the quizzes, and in addition, I was studying in the mindset that I would do this not 

only for the quizzes, but also for my future. Apparently, it worked. (Interview, 

July 4, 2018) 

 

Her account demonstrated that doing what she would manage to do and having a long-

term goal yielded higher academic results. 

Likewise, Haruo and Yuri said that they needed purposes, such as preparing for a 

test or assignment to be motivated to study English. Haruo went to an integrated middle 

and high school that emphasized English studies. He reported, “I was good at English 

and did not think that I had problems with the increasing difficulty of English, 

especially grammar and vocabulary, from junior high school to high school as other 
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mates often struggled” (Translated Interview, November 19, 2020).50 Yuri went to an 

integrated primary, middle, and high school that emphasized English studies. Although 

Yuri was placed in advanced-proficiency classes in school, she said that she felt a 

psychological barrier between herself and students who had lived abroad in the area of 

English, which she had thought was too high to overcome. She went to a cram school in 

her second year of high school to prepare herself for university entrance examinations. 

Likewise, Maki said that the test gives her a clear goal, which makes it easy for her to 

study and that she wanted to set a goal and study. For example, she described how she 

studied for a TOEIC test: 

TOEICの勉強はした。就職もひかえていることもあり、いい成績を取りた

いというのがあったので。公式問題集を解いていました。1冊ばっちりや

りました。 

 

I studied for TOEIC because I wanted to have a good TOEIC score, which would 

be also advantageous for my job hunting. I was solving the problems of an official 

workbook. I did one book thoroughly. (Interview, January19, 2018) 

 

Although Maki attained a high score, she said, “I still think that even with the score of 

960, my English proficiency isn’t satisfactory when it comes to listening to English-

spoken lectures” (Translated Interview, January19, 2018).51 Sho and Sachiko also 

studied for the TOEIC test. For example, Sachiko said: 

TOEIC の問題集をひたすら解いて、何回か模擬テストを受けたりして、

そうすると単語は似たようなところばっかりでるので、この頻出単語ばか

り勉強して臨んだ。ただ集中力があまりもたないところがあるので、問題

 
50 

英語は得意だったので、中学から高校になると皆、英語、特に単語と文法は難しくなったとい

うけれど、僕はそうは思わなかった。 
51 

TOEICの点数が960点といっても、英語の講義を聞くにはまだまだだなぁという実感のほうが強

くて。 
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の量もこなしつつも一気に長時間リーディングになれるというか集中力を

きらさない勉強をしていた。(中略) リスニングよりはとにかくリーディ

ングの勉強をしてました。 

 

I kept solving problems in a TOEIC textbook and took a mock test several times, 

and then I discovered that the words that appeared in the mock tests were all 

similar, so I studied only these frequently appearing words. However, I was aware 

that I can’t sustain concentration (during the test), so I was preparing myself to 

deal with a fair volume of problems without losing concentration…(omitted) I 

spent more time studying reading than listening. 

 

Sho did similar preparations. Sachiko’s account indicated that she knew herself, the task 

at hand, and strategies to accomplish the task well. She could use accurate 

metacognitive knowledge about herself and test preparation to set a goal for the test and 

execute strategies based on what she wanted to achieve. Like the participants in Miura’s 

study (2011), the advanced-proficiency group was dissatisfied with their current high 

proficiency status, aiming high and continuing their efforts. They worked hard when 

needed and when they had a goal. They self-regulated their English studies in 

accordance with their goals. 

Sho reported a psychological setback that made him realize an acute need to 

improve his English when he talked about participating in a summer camp in the United 

States as a third-year university student. He considered it a trigger point that motivated 

him to study English harder. He said: 

会話自体はふつうにいつも通りできるんですが、議論とかディスカッショ

ン、プレゼンのスキルが全然足りてなくて、議論で意見を言うとか、また

ディスカッションでみんなを引っ張っていくとか全然できなかった。プレ

ゼンのスキルも足りないし 。そういう意味でコミュニケーションがたり

ない。（中略）テーマに関して準備は事前にしていたんですが、いざとな

ると全然かなわない。知識もそうですが、英語に関してまだまだ基礎が足

りてないと感じた。 
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I managed daily conversation in English alright like business as usual, but I didn’t 

have enough skills for discussions, and presentations. So, I couldn’t give an 

opinion in the discussion or lead everyone in the discussion. I lacked presentation 

skills. In that sense, I lack communication skills. (omitted) I had prepared in 

advance for the theme of each discussion. However, when push comes to shove, I 

was not on par with my American peers at all. I felt that I still lacked the basics of 

English, in addition to a lack of my knowledge. (Interview, January 19, 2018) 

 

Sho thus reported an experience that made him realize that he must improve his 

discussion skills, presentation skills, and leadership skills in English and as well as his 

English proficiency. He wanted to acquire the English competence to discuss and argue 

with his American counterparts on an equal footing. This experience did not dampen his 

motivation. On the contrary, he said that he was motivated and that on his return, he 

started taking courses provided in English to learn more and practice more. He said: 

その後、秋から、英語の授業だけじゃなくて、英語でする世界教養の授業

とかを色々とったりして、一日1個必ず英語の授業があって、英語の本も

そのあたりから読むようになりました。 

 

After that, from the autumn semester, I took not only English lessons, but also 

various world liberal arts lessons offered in English. So, I had at least one English 

lesson a day. It was around that time I started reading English books. (Interview, 

January 19, 2018) 

 

Sho said, “my motivation for English plummeted after I entered the university," but that 

once again he came to focus on improving his English after returning from the summer 

camp and reported that his efforts paid off in his TOEIC scores: 

大学3年生で夏合宿にいって、帰ってきてから英語に力を入れた。入学時

のTOEICの点数は880点、交流プログラムの後、勉強して、受けたら、930

点。TOEICに特化した勉強せず、英語の記事とかよく読むようになってか

ら受けて、930点。 

 

I went to the summer camp in my third year of college, and after I came back, I 

focused on English. My TOEIC score at the time of being admitted to the college 

was 880, and after the exchange program, I studied and took the TOEIC. My 
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score was 930. I didn’t study specially for TOEIC tests, but I was reading English 

articles on a regular basis, and then I took the test and got 930.  

 

In short, the participants were hard workers and achieved their goals even when they 

experienced setbacks. Their accounts indicated that their motivation fluctuated. New 

situations made them realize themselves in light of their English and boosted their 

motivation. This increased motivation appeared to have played an important role in 

setting new goals, formulating a plan, executing it, and achieving their goals. Even 

when they were unsure of what would be the most efficient way to achieve the goal, 

they analyzed their surroundings and started with what they could do, such as taking 

university English courses, and learning vocabulary for quizzes. They quickly 

transformed their needs into tangible actions and continued with a longer-term goal in 

mind. Their actions driven by motivation were similar to Miura’s (2011) participants’ 

one of the common personal dispositions, “self-understanding” (p. 334) in that the 

advanced-proficiency group decided what they should do based on where they wanted 

to move forward and turned undesirable events to desirable outcomes. The participants’ 

attributes were similar to the high-proficiency participants in Miura’s case study. The 

advanced-proficiency group was also likely to fit the “Motivation-Commitment 

Interaction Model” (pp. 390-391). As L2 learners, they were metacognitively aware of 

themselves, saw themselves as competent L2 learners, and setting new goals. In sum, 

they had positive images as EFL learners and self-regulate their English studies. 

Next, I turn to their metacognitive knowledge about themselves, or self-image as 

L2 readers because their self-image would impact their reading styles, attitudes towards 

reading, and perceptions about L2 reading. In contrast to his confidence about his 
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English studies, Haruo did not appear enthusiastic about L2 reading. He said that 

because he did not like inferring or reading between the lines, which L2 reading 

requires, he avoided reading novels and fiction in English. He frankly admitted: 

あまり文字が好きじゃありません。長文見ただけで圧倒されます。敷かれ

たレールの上をいかなくちゃいけないと思ってしまう。 

 

I don’t like letters much. I’m overwhelmed just at the sight of Chobun (a long 

passage) because I feel as if I have to walk on the laid rail. (Interview, November 

19, 2020) 

 

By the same token, Sachiko said: 

 

活字を読むのが好きではないので、今回の英語の論文を読むのもつらいな

って思いながら、やっていました。嫌いだけれど、やらなきゃという義務

感があって、無理やり自分に読ませていました。 

 

I don’t like to read printed letters, so I was reading academic articles while 

thinking that reading them was really arduous. I didn’t like it, but I had a sense of 

duty to do it, so I forced myself to read it. 

 

Although Haruo’s and Sachiko’s proficiency was high, they had a self-image of 

disliking reading English. Concerning the challenging nature of reading novels, Haruo 

said: 

リーディングは書かれていることから想像であったり、論理をつかんだり

としなければならないため、その型に当てはめないといけないような感覚

がある。つまり、書かれた内容を著者の意図に沿って、きっちり正確に理

解しなくてはいけないと思う。 

 

My perception of reading is forcing myself to fit in an already set mold because I 

have to use my imagination based on the text and understand the logic correctly. 

In short, I think that I have to understand the content accurately and precisely in 

accordance with the writer’s intent. (Member check, December 10, 2020) 

 

He thus explained why he was unwilling to read fiction in Japanese and English. His 

comment indicated that he not only knew himself but also knew what reading requires 
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him to do to comprehend (task and strategy knowledge). His perception of lacking 

strategy knowledge discouraged him from engaging in voluntary L2 reading extensively. 

He saw himself as a poor reader of novels: 

小説を読むのが苦手。小説だと、これは何を言いたいんだろうというのも

あるし、表現があいまい、ぼやかして表現するので、つながりが明確でな

く欠けるので、見失う。 

 

I’m not good at reading novels because novels often have me think hard about 

what this part really means, (or what message this phrase intends to convey). 

Because of ambiguous and indirect expressions in novels, I find it difficult to 

follow. Connections are not clear (to me). I cannot find connections that are not 

explicitly written, so I lose the story line. (Interview, November 19, 2020) 

 

His account suggested that he recognized his weakness for reading novels and that he 

was not good at making bridging inferences. However, the next remark suggested that 

he might be willing to read if he can overcome his weakness: 

特に小説だと文脈がつながらないことが時々あるので、そこのつなげ方を

理解したい。 

 

Because I have often lost coherence in a context, especially novels, I want to learn 

how to connect missing links in the context. (Interview, November 19, 2020) 

 

Knowing his weakness could work negatively and inhibit him to engage in L2 reading 

(novels). At the same time, his knowledge of his weakness in such a precision could 

make him focus on seeking a resolution for the weakness. Although he said that he did 

not read much, he chose reading as a strategy to prepare for an IELTS test and read 

news articles for three to four hours every day. He said: 

IELTSはそれ用のテキストが少ないので、Nikkei Asia の記事を 2～3 個読ん

でいました。わからない単語は印をつけておいて、最後まで一応読んで概

要をつかんでから、個別に調べました。 
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Because there were few textbooks for IELTS, I read two to three articles of 

Nikkei Asia. I marked unknown words. Only when I read to the end and 

understood the gist did I look up the meaning of each unknown word (in a 

dictionary). (Interview, November 19, 2020) 

 

Haruo’s effort yielded a tangible result in which his reading score was higher than his 

other skills (R:7/Overall: 6). His remarks suggested that he considered L2 reading as an 

effective means to prepare for tests because he can use reading materials for learning 

new words in context while comprehending the content. 

In contrast, Yuri said that she did not have resistance to L2 reading or feel anxiety 

about it because of her experience of going to a school that provided ER lessons by a 

native English speaker when she was a first-year junior high school student. She 

believed that she was not yet a competent L2 reader. She reported: 

自分の中で勝手に意訳しちゃうので、英文をしっかり正確に読めていると

はおもっていません。英文を誤読した可能性もあるけれど、それはそれと

して受け取っちゃうことがあるので、妄想も何パーセントか入っている状

態。 

 

I don’t think that I can read English texts accurately and thoroughly because I 

sometimes comprehend by including my arbitrary interpretation. It’s quite 

possible that I misread the English text, but I might not realize and take it as such. 

In a way, my wild guesses account for a several percent of my comprehension.  

 

She did not engage in voluntary L2 reading, except for assignments. She attributed that 

to the inefficiency of her L2 reading and said: 

英語で読むのは時間がかかるので、その時間があったら、日本語で読みま

す。読める冊数が違う。日本語では情報を吸収するという意味でよく読み

ます。日本語で〔本を〕読むのは好きです。 

 

It takes time to read in English. If I have that time, I read in Japanese. The number 

of books that I can read in Japanese is much greater. I often read Japanese books 

in order to absorb information. I like reading Japanese (books). 
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Yuri’s next account suggested that her metacognitive knowledge about herself as an L2 

reader before she had taken a TOEIC test might not be accurate. Although her TOEIC 

score of 385, she was surprised at her TOEIC reading score, which was lower than she 

had expected: 

リーディングが予想していたより低いなと思う。どこで自分が間違えてい

るかわからない。 

 

I think the reading score is lower than I expected. I don’t know where I made a 

mistake. (Interview, November 20, 2020) 

 

However, she analyzed the test situation, reflected on the possible causes of her scores, 

and concluded that: 

短い時間に大量の文章を読まされるので、読み直しがあまりできないとい

うところで、情報を正しくつかむことができなかったんだろうなと思う。 

 

(about the reading section in the test environment) I had to read a lot of sentences 

in a short time, so I think I couldn’t understand the information correctly within 

the time frame because I couldn’t re-read much. (Interview, November 20, 2020) 

 

Yuri described how she prepared for the test by memorizing vocabulary using TOEIC 

textbooks. Her reflection led to increasing metacognitive knowledge about herself, 

which in turn deepened her metacognitive knowledge about task and task demands. 

Like Yuri, Hiroko reported that she did not engage in voluntary L2 reading except 

for school assignments. However, she had a positive self-image about her L2 reading. 

Referring to her first reading exercises in junior high school, she said: 

中学2年生からリーディングが週一回のペースで始まりました。意外に読

めるな、と思った。学校で英検を受けさせてて、語句を知っていたし、文

法も知っていたので。一枚紙が配られて、そこに書いてある文面をなるべ

く速く読んで、True/Falseを答えるのですが、週一回やる。 
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Reading started once a week from the second year of junior high school. I was 

surprised to discover that I was more capable than I knew. My school encouraged 

us to take the Eiken exam, so I knew words and phrases, and I knew grammar. A 

piece of paper was passed around in a class. (I) read it as quickly as possible and 

answered True/False questions. (I) did it once a week. 

 

Another one of her remarks also suggested that she was an optimistic person. She 

referred to her experience of reading long passages in a textbook for a college entrance 

examination: 

全然わからないこともありましたが、意外にいけるかなと思いました。 

 

Sometimes I didn’t understand at all, but unexpectedly, it turned out that I was 

more capable than I expected. 

 

The way in which she described her experience suggested that before she did those 

activities, she might have had anxiety and underestimated her L2 reading skills. The 

experiences seemed to give her confidence and change her self-image as an L2 reader. 

At present, as a college student, she stated that the workload of her major subject, 

Portuguese, was heavy and there was little time and energy left for voluntary L2 reading. 

Hiroko reflected on her L2 reading and pointed to one of the main difficulties being 

how to maintain concentration. She said that she tended to lose concentration while 

reading. For example, on a TOEIC test, she could not maintain her concentration to 

complete the reading section. She said: 

英語の読解は集中力が持たず、難しい。どちらかといえば、読んでいる対

象が難しいというより、集中力たたりなくなって、読解が難しくなるほう

です。集中力が切れたなと思ったら、読み返します。（中略）たとえば、

TOEICだと、リスニングは良い点がとれて、後半リーディングの3分の1か

半分で集中力が切れます。 

 

Reading comprehension in English is difficult because I cannot sustain my 

concentration. If anything, I find it difficult to read because I’m less focused, 

rather than the text difficulty. When I notice that I’ve lost my concentration, I try 
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to re-read…(omit). For example, with TOEIC, I get good scores for listening, but 

in the reading section, I begin losing my concentration when I finish one-third or 

half of the section. (Interview, July 4, 2018) 

 

Yuri and Hiroko both mentioned that reading comprehension required concentration 

and they were aware that they needed to improve this area if they wanted to improve 

their reading comprehension. Furthermore, Hiroko believed that her reading skills had 

deteriorated since entering the university because she did not read as often as before. 

Their accounts suggested that slow reading speed, inefficient reading, and loss of 

concentration were characteristics that describe their current self-image as L2 readers. 

On the other hand, Maki had been reading authentic English books since she was 

high school student and perceived herself as a competent L2 reader. She borrowed 

authentic books written for young American adults and said that she was inspired by a 

good friend of hers in high school, who had lived abroad and that this friend introduced 

her to English books and said: 

読みたいのを読んだ結果、読めたと思います。一冊読んだ後、もっと貸し

てくれって言いました。読んで、挫折するときもありました。（中略）物

語は読むときに推測しなくてはいけない部分が多くて、スラングとかもう

といし。Pretty Little Liars とか、私の友人が向こうのティーン向けのもの

をたくさん持っていたので、そういうものを借りて読みました。（中略）

例えば、Juicy sweater がでてきて、これはなんだと推測してみて、推測し

たものを友人に言うと大笑いされてしまうとか。 

 

Because I read what I wanted to read, I think I was able to read them. After 

reading one book, I told her to lend me another, then another. I read, but I 

sometimes gave up…. Reading a story requires a lot of guessing, and I didn’t 

know much about slang. She had lots of books for American teens, such as Pretty 
Little Liar, so I borrowed those and read them…. For example, when a Juicy 

sweater appeared in a book, I guessed its meaning, which made her laugh when I 

told her what I guessed. (Interview, January 19, 2018) 
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She was aware that her reading skills improved by reading books out of curiosity and 

conversing with her friend in an unthreatening situation. Her positive reading 

experiences increased her metacognitive knowledge about herself, task (L2 reading 

requires guessing) and strategies (inferring, knowing local culture). She felt the 

improvement in her English before and after reading authentic books: 

帰国子女の友人から本を借りて、教えてくれたりした。伸びたと実感でき

るきっかけがあったのです。高校の時に初めてTOEICを受けたときに、最

初は洋書を読む前に一回受けて、洋書を読み始めてもう一回受けたときに

リーディングの解きやすさが全然違って、何が違うかっていうと、まとま

った量を読むのに抵抗がなくなった。 

 

I often borrowed (English) books from the friend who had lived abroad, and she 

helped me with comprehension sometimes. There was an opportunity for me to 

realize that my reading skills really improved. When I took TOEIC for the first 

time, it was in my first year of high school and before I started reading English 

books. Then I took it again after I started reading English books. I found the ease 

of solving reading questions was completely different from the previous time. 

How I differed was that I was no longer reluctant to read long English passages. 

(Interview, January 19, 2018) 

 

Maki had hands-on experience reading English. She learned to draw inferences, to 

know about culture, new vocabulary, slang, and expressions used in the books. She also 

experienced the joy of sharing her reactions with her friend. Her accounts endorsed 

McLean and Poulshock’s (2018) findings that the participants who read large amounts 

of books found the reading process easier and their concentration spans longer than 

before, which increased the participants’ confidence in their ability to read. 

Brown and Baker (1984) stated that good readers are more likely to regard 

reading as problem-solving and in order to attain their reading goals, they apply a 

variety of strategies in combinations. When they talked about metacognitive knowledge 

about L2 readers (person), they also talked about strategies and tasks. This duplication 
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illustrated that task, person, and strategies are interrelated and intertwined to form 

metacognitive knowledge. Metacognitive knowledge seemed to both promote and 

discourage L2 reading. I look at how the participants in the advanced-proficiency group 

deployed strategies while they read the short story in the next section. 

In sum, the six participants in the advanced-proficiency group were confident 

about their English competence and continued to make efforts to attain higher English 

proficiency. They were aware that setting goals directed them to study hard. Once they 

set their goals and formulated a plan, they implemented it to follow through. As in the 

cases of the intermediate-proficiency group, motivation, purposes, planning, working 

hard to achieve a goal, and self-regulation describe this group with respect to their past 

English study experiences. 

 

Strategy 

I report reading strategies and metacognitive knowledge that the six participants 

in the advance-proficiency group used to overcome comprehension difficulties and 

regulate their reading to attain general comprehension of the short story. Their accounts 

displayed in the section on Metacognitive Knowledge (Task) indicated that they were 

metacognitively aware of their goal for the reading task (comprehension of the story 

and the outcome). Their accounts displayed in the section on Metacognitive Knowledge 

(Person) suggested that they had a positive self-image about reading texts of their own 

choosing although three of them were not confident about reading stories, two were 

neutral, and one perceived herself as a competent reader of stories. In order to 
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comprehend the short story, they used strategies in combinations and demonstrated the 

features of good readers (Baker & Brown, 1984; Dunlosky & Metcalfe, 2009). The 

combination of strategies they used is reported after providing a list of the strategies the 

participants used. Based on the analyses of their reports, think aloud protocols, and 

stimulated recall methodology, the commonalities and strategies unique to some 

participants were found to be the following with asterisks indicating different strategy 

from the intermediate-proficiency group: 

➢ Prediction* 

⚫ Read the title and predict the story (All) 

⚫ Predict what will happen in the end as they read (Maki, Sachiko, Sho) 

 

➢ Skipping 

⚫ Skipping unknown words in the anticipation of guessing correctly in the 

context as they kept reading 

 

➢ Re-reading (All) 

⚫ Re-reading immediately after reading the section which seemed 

important to the whole story or which was incomprehensible (Yuri, 

Haruo) 

⚫ Re-reading the whole text by dividing the story into 4 sections based on 

the story development (Sachiko) 

⚫ Re-reading to scan and select relevant paragraphs (Hiroko, Maki, Sho, 

Yuri) 

⚫ Re-reading the ending with the twist in the plot (Haruo) 

 

➢ Translating (Hiroko-the 3rd and last paragraph) after re-reading 

 

➢ Addressing unknown words (All) 

⚫ Skipping/ignoring in the anticipation of guessing correctly in the context 

as they kept reading 

⚫ Guessing 

⚫ Circling or underlining (Hiroko, Haruo, Sho) 

⚫ Looking up English terminology by using a dictionary or the Internet 

(Hiroko) 

⚫ Assessing and Interpreting the dictionary meaning of words in the 

contexts (Hiroko) 
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➢ Skimming (All)* 

 

➢ Inferring 

⚫ Forward inferences (related to prediction) 

⚫ Bridging/backward inferences (noticing, finding, and connecting 

anaphoric relations/noticing, finding, and connecting information 

written previously) 

⚫ Elaborative inferences (Reading between lines by using background 

knowledge) 

⚫ Updating what they inferred  

⚫ Paying attention to the sudden change(s) in the plot and mark the 

sections if any 

⚫ Visualization 

 

➢ Writing  

⚫ Writing in Japanese annotations in the margins 

 

➢ Marking  

⚫ Underlining important sections/unknown words (Sho, Sachiko, Hiroko, 

Haruo, Yuri) 

⚫ Circling unknown words 

⚫ Highlighting the sections that described the details or facts to keep track 

of events (Sho) 

 

➢ Summarizing (mental or written notes) 

⚫ Making a mental note (Maki, Haruo, Yuri, Sho) 

⚫ Writing a one phrase summary in the margin (Sachiko, Hiroko) 

 

➢ Paraphrasing 

 

➢ Self-questioning (verbal/writing) (all) 

 

➢ Evaluating the characters, character traits, and their actions 

⚫ Empathizing with one of the characters and seeing the story in the 

perspective the character 

⚫ Visualizing scenes, situations, and the protagonists 

⚫ Following the timeline in the text (Sachiko) 

⚫ Using Background Knowledge—Sachiko’s experience and knowledge 

about African time and all (odor connected to the body) 

 

➢ Syntax parsing 

⚫ Paying attention to sentence structures and inserting parentheses based 

on their syntax parsing (written-Hiroko/mental note-Haruo) 

⚫ Indicating in boxes conjunctions, such as “but” (Hiroko, see Figure 6) 
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Evidence of many of the strategies identified above follows. I report how the advanced-

proficiency participants dealt with the above strategies in the following order: 

prediction, unknown words, re-reading, sympathizing with a character (using 

background knowledge), writing notes, and parsing syntax. However, drawing 

inferences is reported in the Inference Making section. Based on the findings of 

stimulated recall methods, think aloud protocols, the participants’ written reports in 

English, and their accounts in the interview suggested that they have used a 

combination of these strategies according to their needs when reading. 

All of the participants read the title and attempted to make predictions about the 

story. Sho said, “Because I’ve never read the story before, I guessed from the title what 

kind of story. But I didn’t get it as I read, so I just kept reading” (Class Discussion in 

English, January 12, 2018). Sachiko said, “that’s one of the inferences that I drew. 

When I looked at the title that includes Heaven, I thought that someone is going to die” 

(Class Discussion in English, January 12, 2018). Haruo wrote in English, “I read the 

title and thought that this might be a story about life. I tried to use my prediction to help 

my comprehension while I was reading” (Written Report, November 2020). Hiroko 

wrote a Japanese translation of the title next to it. Maki thought that the title suggested 

the death of someone. Maki said that “after I finished the reading, I finally understood 

the meaning of the title” (Class Discussion in English, January 12, 2018). Before 

reading, they all paid attention to the title and contemplated. Furthermore, Maki 

predicted that “I had a bad feeling that something bad is going to happen. Mr. Foster 

might have a certain reason why he annoys her and why he is always late. I guessed that 
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I’ll find the reason in the end, but I didn’t. There wasn’t any reason” (Class Discussion 

in English, January 12, 2018). Her comments indicated that she predicted the story 

development and the end as she read and found the ending different from what she had 

anticipated. This gap prompted her to take action, which was re-reading from the 

beginning to search for a clue. Their accounts indicated that they used a prediction 

strategy before they started reading, monitored comprehension, and if prediction was 

not met and comprehension broke down, they took action, reading on and re-reading. 

The next common strategy was guessing unknown words. The participants except 

for Hiroko said that they did not look up words during the first reading. Some of the 

participants marked the words in order to attend them later and then checked them, if 

necessary, in a dictionary during the second reading. There was about one unknown 

word per page for Sho, Maki, and Sachiko. Each page had approximately 370 running 

words, except for the last page (121 words). These three participants said that they did 

not have much trouble guessing unknown vocabulary from context and still understood 

the story outline despite the unknown words. For example, Maki said, “I didn’t know 

vellicating muscle and guessed it means twitch, which was written just before. I knew 

the meaning of twitch. Then I checked vellicating in a monolingual dictionary, but I 

couldn’t find it, so I used a bilingual dictionary and bingo, I was so glad that my 

guessing was right” (Class Discussion in English, January 12, 2018). Sho said that “I 

guessed pathological means extreme” (Class Discussion in English, January 12, 2018). 

Sachiko described how she guessed irrepressible foible (p. 78) as follows: 

The sentence was “…with the exception of one small irrepressible foible.” so I 

was thinking except of one small something. I was thinking of Mrs. Foster’s 
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personality; she is not usually a nervous person, and she is a good wife to her 

husband, but there is one thing that is bad about her. That’s her pathological fear 

of being late. It’s not small, though. (Class Discussion, January 12, 2018) 

 

She was guessing by replacing the unknown word with something, analyzing the 

character’s trait, connecting relevant pieces of information, and reasoning. She came up 

with a meaning that fit the context by connecting this information to information about 

the wife that was written explicitly in the first line of the previous page. This example 

indicates that she used a backward inference to guess. Scholars have said that accessing 

distant parts of the text in memory is essential to maintaining discourse coherence 

(Horiba, 1996; van den Broek, 1990). 

Sho used guessing the word, yearning, by reading on and paraphrasing the 

sentence in his own words. He said “I understood after reading the next sentence. She 

really wanted to meet her grandchildren and was excited about meeting her 

grandchildren.” Maki said, “yearning is a strong desire” (Class Discussion in English, 

January 12, 2018). Sho and Maki used different approaches to guess disconsolate 

(unhappy and disappointed). Sho used the context to derive the meaning of irritated, 

frustrated. Maki put herself in the shoes of the people in the context, imagining “How 

would I feel in such a situation where my flight is delayed?” In addition, she used the 

prefix, dis- to help her guess and said that “dis- in my understanding is not a good 

meaning” (Class Discussion in English, January 12, 2018). Instead of producing the 

precise dictionary meanings, they used their interpretation of the context to guess the 

meaning of the unknown words and sometimes used lexical knowledge. The 
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participants’ accounts indicated that when dealing with unknown words, they guessed 

the meaning and skipped them to continue reading during the first reading. 

Hiroko, Haruo, and Yuri used the context to guess unknown words. For example, 

Hiroko guessed that the meaning of odor by reading that she had never smelled before. 

Haruo guessed that irrepressible foible meant a strange action, which he thought was 

incorrect guess after looking up to find the dictionary meaning. Hiroko, Haruo, and Yuri 

guessed chauffeur correctly from context. Correct guessing of word meaning 

notwithstanding, their lexical knowledge, especially phonological awareness, after 

guessing might remained partial if the words were long and unusual in spelling, such as 

chauffeur. For example, referring to chauffeur, Haruo said, “I guess this word might 

come from French and I don’t know how to pronounce it” (Translated Stimulated 

Recall, November 19, 2020).52 Like Haruo, Yuri and Hiroko recognized that its 

pronunciation was difficult and mispronounced it by putting stress on the wrong 

syllable. However, this is in line with their beliefs about L2 reading. For example, Yuri 

regarded pronunciation as an irrelevant factor when reading for comprehension as 

mentioned in the previous section. Haruo said that he did not check the pronunciation 

even when he used a dictionary to look words up. This lack of interest in pronunciation 

illustrated that understanding the meaning was prioritized when reading, not 

pronouncing words properly. 

Conversely, guessing correctly might lead the participants to learn polysemous 

words. For example, when Hiroko read arrest in “…she stood there absolutely 

 
52 この単語はフランス語から来ていると思うのですが、どう発音するのかわかりません。 
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motionless, her whole body arrested right in the middle of all this hurry” (p. 87), she 

noticed that the word’s meaning in this context was not the same meaning she knew, 

which was “to arrest a criminal.” When guessing, she read the word, stop in the 

previous sentence and motionless in the same sentence, connected, integrated, and 

inferred from these words; and she concluded it meant stop. By the same token, Junko 

(intermediate-proficiency group) noticed that arrest had a different meaning from the 

usual meaning she knew. Instead of guessing, she looked it up and selected the meaning 

that fit the context. The same word could induce different ways of solving, depending 

on the participant. Another example of noticing a different meaning of a known word 

was Sachiko’s attempt to guess, jerk in “(H)he had a peculiar way of cocking the head 

and then moving it in a series of small, rapid jerks” (Dahl, p. 80). She realized that “the 

meaning I know doesn’t make sense in this context” (Class Discussion in English, 

January 12, 2018). She solved this uncertainty by skipping the word and read on. Their 

account demonstrated that they noticed that the previously known meaning did not fit 

the context and learned the new meaning or aspect of the word that they had already 

known. This example might demonstrate that incidental learning took place while 

reading in the sense that it can be conducive to the expansion of the depth of word 

knowledge, that is, “knowledge of multiple polysemous meaning senses” (Schmitt, 

2014). This finding in the study endorsed previous findings that guessing is a key skill 

for vocabulary learning (Schmitt, 2000) and essential for incidental vocabulary learning 

(Nation, 2013). 
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Another strategy, skipping or ignoring vocabulary was often accompanied with an 

attempt at guessing. All the advanced-proficiency participants guessed the meaning, 

skipped unknown words when they first encountered unknown words, irrespective of 

correct or wrong guessing, and kept reading. Hiroko, Haruo, and Yuri continuing to 

read the short story after guessing unknown words was in line with their accounts of 

their reading strategies for graded readers. This combination of the strategies was 

deployed also by the intermediate-proficiency group (e.g., Keiko). Yuri chose to read 

further rather than stop and think about the meaning of unknown words if she perceived 

that correct guessing did not materialize quickly. She read the sentence “…but the mere 

thought of being …begin to twitch” (p. 77) and said: 

「mere」は発音がわからなくて、でもどこかで見たことあるな、検索した

ことがあるかもしれないが、忘れた。文脈から読み取れるかなと思ったけ

れど、そこまで単語の意味を知るより、先を読みたいので、無視する。 

Twitchはスイッチに似ているなと思いつつ、先を読む。 

 

I didn’t know how to pronounce mere, but I’ve seen it somewhere, maybe I’ve 

searched for it, but I forgot. Although I wondered if I could get the meaning from 

the context, I wanted to read ahead rather than knowing the meaning of the word 

right away. So I decided to ignore it. I read on, thinking that “twitch” sounds like 

a “switch”. (Stimulated recall, November 19, 2020) 

 

Her account suggested that she chose to read on to maintain the flow of reading rather 

than stopping the flow and trying to determine the meaning of the word. They judged 

what was important and prioritized continuing to read. At the same time, they seemed to 

take another action. For example, Haruo pointed to the underlined words in the sentence 

and said: 

知らない単語は下線を引いておいて、最後まで読んだ後戻って調べるよう

にしている。 
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I underline words I don’t know in order to come back later for look up after 

reading to the end. (Stimulated Recall, November 19, 2020) 

 

Like Yuri, Haruo and Hiroko used the same strategy for dealing with unknown words, 

that is, guessing, if guessing is not working, underlining, skipping and checking later. 

They did not skip unknown vocabulary randomly. However, they strove to maintain a 

certain level of cohesion and coherence of the story to promote their comprehension. In 

other words, they paraphrased or summarized what they understood on a sentence 

and/or paragraph level, and if they ignored their understanding adequate and coherent, 

they skipped ambiguities and continued reading. 

However, guessing sometimes failed if there were multiple causes for confusion 

or the readers did not alter the first idea that was wrongly formed. For example, Haruo 

read They were standing in the hall—they always seemed to be meeting in the hall 

nowadays—she with her hat and coat and purse, he in a curiously cut Edwardian jacket 

with high lapels (p. 85) and said: 

状況が読みづらい。hall のイメージがつきにくい。玄関なのか、大きな建

物のホールなのか。フォスター夫妻が立っている様が表現されている。ミ

ーティングも変だな。会議？ 二人が立っている場面が理解できない。

Edwardian jacket のイメージがわかない。そこまで突っ込むことではない

と思って読み飛ばす。 

 

I found it difficult to grasp the situation. It’s difficult to get the image of the hall. 

Is it an entrance or a hall of a large building? This sentence describes that Mr. and 

Mrs. Foster are standing. But “ミーティング(a meeting)” is strange. Is it a 

conference? I can’t understand the scene where the two are standing. I can’t 

visualize the image of Edwardian jacket. Let me skip this part because I don’t 

think it’s necessary to understand this passage fully. (Stimulated Recall, 

November 19, 2020) 
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He explained that he was confused by the two words, hall and meeting, because these 

words evoked Japanese loan words, ホール and ミーティング. He could not alter this 

misconception. His preconceived image of a hall was a big reception area in a big 

building, and a meeting is a business conference. He thought that it was odd for an old 

couple to have a conference in a big entrance hall, especially when considering the 

storyline. He was aware that his comprehension was failing. Furthermore, he was 

preoccupied with the words hall and meeting vis-à-vis their Japanese loan words, failing 

to recognize the word form, which he mistook as a noun instead of the progressive form 

of meet. He then said that the information about their clothes did not help, but rather 

deepened his confusion with the unfamiliar name. Although he knew that his 

comprehension had broken down, he chose to press ahead. He concluded that failing to 

establish a coherent understanding of this passage would not affect his overall 

comprehension of the storyline. Chie (intermediate-proficiency group) also said that she 

had difficulty in visualizing the scene because of hall and meeting occurred in the same 

section. She said, “I cannot tell whether the hall is a living room or a kitchen, but I 

guessed that it is a place for a family gathering. I wonder if Mr. and Mrs. Foster hardly 

see each other nowadays except for a business-like meeting at the bare minimum” 

(Translated Stimulated Recall, December 11, 2020).53 Haruo’s above episode and other 

participants’ accounts supported Laufer’s (1997) statement that readers’ background 

knowledge of the subject matter of a text contributes to successful guessing in some 

 
53 

ここのhallはキッチンかリビングかわからないのですが、皆が集まるところかなと思って、フ

ォスター夫人と夫は今ではビジネスライクの必要最低限の時しか会っていないのじゃないかな

と思った。 
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cases, while in others, this knowledge can mislead readers or suppress correct 

interpretations of the text. 

One common and useful strategy the participants in the advanced-proficiency 

group used was re-reading. The advanced-proficiency participants also said that they 

did not comprehend the ending and the story was difficult to understand after one 

reading. This difficulty prompted Sachiko, Sho, and Maki to re-read from the beginning. 

Sachiko said: 

It took 10 minutes to read for the first time, but I was not sure of the last part. So, 

I re-read very carefully by dividing the whole text into four sections, like the 

introduction introducing the characters, second, Mrs. Foster’s first attempt to go 

to the airport, third, her second attempt, and the last part, after coming back from 

Paris to the ending. I also followed the timeline and the events and wrote notes 

about them in the margin. (Class Discussion in English) 

 

She also mentioned re-reading in her written report. It took her “6 minutes, 12 minutes, 

15 minutes, and 20 minutes for each section, respectively (Written Report). The reason 

for Sachiko’s re-reading was that “for the first time reading, I thought that Mr. Foster 

left escaping from the house, but it was not clear. I realized that he is dead for the 

second time reading” (Class Discussion in English). Sho said, “I didn’t understand the 

ending, so I went back to the beginning and re-read very carefully. In my first reading, I 

didn’t understand where Mr. Foster has gone” (Class Discussion in English). Likewise, 

Maki said, “I took extra precaution to re-read from the beginning because I knew I 

missed some important information that would lead to the last part and clarify the 

ambiguity” (Class Discussion in English). As mentioned earlier in the prediction 

strategy, Maki predicted that the reasons for the husband’s behavior would be explicitly 
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written in the ending and she would know the answer. Because the ending differed from 

her expectation and her prediction was not met, she re-read the story again. 

On the other hand, Hiroko and Yuri, who did not understand the ending in their 

first reading, scanned the text, searched for the relevant sections quickly, and re-read the 

sections that they thought were relevant (e.g., the scene where the wife was listening at 

the door) several times. Yuri described her re-reading as follows: 

ダールの理解は結果的には完璧なところまで行ったと思うが、1回目読ん

だ時にはさすがにわからなくて、50%くらい。落ちがわからない。再読し

て、ほぼ完ぺきに落ちもわかりました。 

 

I think that my comprehension of Dahl reached perfection in the end, but when I 

first read it, I didn’t really understand it. (The level of comprehension was) about 

50%. I didn’t get the ending. I read it again and understood the ending nearly 

perfectly. (Interview November 20, 2020) 

 

In contrast, Haruo re-read “the same ending part again and again” (Written Report) and 

said that even “after re-reading several times, I was not able to confirm my inferences 

and was not sure if my comprehension was correct54” (Translated Stimulated Protocol, 

November 19, 2020). Without identifying why and how the husband died, Haruo was 

unable to convince himself that his comprehension about the ending was correct. Haruo, 

who regarded himself as a poor reader of novels and did not read them in Japanese or 

English, said that he drew “shallow” inferences, by which he meant “I made efforts in 

drawing inferences than usual, but I didn’t think deeply to draw inferences. So, I’m not 

 
54 

何回か読み直したが、自分の推測が正しいか確認できなかったし、自分の理解

があっているのか確信がもてなかった。 



 222 

sure that my inferences were good enough55” (Translated Interview, November 19, 

2020). This awareness also might have contributed to his perception that his 

comprehension of the ending was inadequate. Above all, his account illustrated that re-

reading the ending many times was not adequate for coherent comprehension. 

Connecting information in other sections was required to comprehend the ending 

coherently. Table 6 summarizes the sections that the advanced-proficiency and the 

intermediate-proficiency participants re-read and their perceived levels of 

comprehension of the story. 

 

Table 6. Participants’ Re-Reading and Self-Perceived Comprehension after Re-

Reading 

Participant (gender/age) 
 

Re-reading  
Self-perceived 
comprehension 

Intermediate-proficiency group   

Ai (female/22) Relevant sections 7 
Keiko (female/19) From the beginning 7 
Junko (female/19) From the beginning 8 
Chie (female/20) From the beginning 8 
 
Advanced-proficiency group 

  

Hiroko(female/20) Relevant sections 9 
Haruo (male/20) The ending section 7 
Yuri (female/21) Relevant sections 10 
Sho (male/23) From the beginning 10 
Maki (female/21) From the beginning 10 
Sachiko (female/23) From the beginning 10 

Note. The participants rated the level of their comprehension of the story after re-reading on a 
10-point scale (10 = Perfectly well). 

 

 
55 

いつもより推測したが、推測するために深く考えなかったから、自分の推測が

あっていたのかどうかわからない。 
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With a strategy of empathizing or sympathizing with a character, evaluating 

character traits was found among the female participants in the advanced group. The 

intermediate-proficiency group (all female) used this strategy, too. They also judged 

and evaluated character traits and showed empathy with one of the two main characters 

to varying degrees. Hiroko’s following remark demonstrated how emotions were 

incorporated into her comprehension monitoring process. When she read the part in 

which Mr. Foster insisted on going back to get a present for their daughter in Paris and 

Mrs. Foster entreated him not to go (pp. 86-88), she said: 

違和感を感じた。ちょっとやめてほしいな、とは思いました。孫（娘）に

渡したい気持ちもわからないこともない。それにそれをもどっただけで間

に合わないことはないので。でも奥さん的には精神的につらいのかなと思

ったんですけど。（中略）そのままだんなを家に置いて行った。そんなに

急がなくていいんじぁない！（笑い）みたいな。 

 

I felt a sense of discomfort. I wanted him to stop that. That’s what I thought. But 

at the same time, I sort of understood his feelings, too. He really wants to give that 

present to his grandchildren (daughter). Also, I thought that going back to house 

quickly won’t cause her to miss the plane. Then again, even so, I sympathized. 

Perhaps, she was suffering psychological pains….And then she left, leaving her 

husband behind! I thought, “Wait, what’s the hurry, lady! (laugh)” (Stimulated 

Recall, About First Time Reading, July 13, 2018) 

 

Maki and Yuri sympathized with the wife. Yuri said, “I feel sorry for her, but I don’t get 

it because ‘being ready half an hour before it was time to leave’ is quite normal to me.” 

(Translated Stimulated Recall, November 19, 2020).56  In contrast, Sachiko did not 

bring herself to sympathize with the wife because of her background knowledge about 

 
56 
夫人を気の毒に思いますが、「出かける前の30分前に準備ができている」それくらいなら、普

通だよなと思いながら、わからないと思った。 
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“African time” and her experience of living in Africa. Her English report explained the 

“African time” as follows: 

…the time is moving very slowly. For example, even if we made an appointment, 

they will come one or two hours later than the time we were supposed to meet. I 

got used to it because I stayed there for one year, so I cannot imagine myself 

being a person like Mrs. Foster. (An excerpt from her English written report, 

January 12, 2018) 

 

She commented, “I cannot imagine myself being a person like Mrs. Foster. I didn’t 

understand what she was making all the fuss about. From the start, I was irritated by her, 

so I was rather on the husband’s side in the beginning” (Class Discussion in English, 

January 12, 2018). The participants’ background knowledge and preferences led them 

to identify with different characters. Eliciting readers’ feelings might be one of the 

author’s intentions. On the other hand, Sho and Haruo, male participants, did not 

mention that they felt sympathy towards either of them. They appeared to have 

remained neutral. They preferred to follow the facts that were explicitly written, such as 

the description of the wife as a loyal and devoted wife with one shortcoming, whereas 

the husband was treating her badly by purposefully delaying and making her nervous. 

When Haruo read the sentence “he had disciplined her…,” he said, “this disciplined 

indicates that (the husband is) a kind of person of what we nowadays call morahara 

(moral harassment) in Japan” (Translated Stimulated Recall, November 19, 2020)57 He 

was using his background knowledge to infer the character’s trait. Sho said, “the 

husband wanted to control her and make her obey him” (Class Discussion in English, 

January 12, 2018). Sho rephrased the sentence in his own words. 

 
57このdisciplinedは日本で最近よく言うモラハラっぽいなと思った。 
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With regards to syntax parsing, indicating conjunctions in boxes was observed in 

Hiroko’s text whereas other participants’ texts did not show any indication of 

conjunctions in boxes or circles. Hiroko also wrote one phrase summary of the 

paragraphs in Japanese in the margin as an example of her text is shown in Figure 6.  

 

Figure 6. A Sample of Written Notes, Syntax Parsing, and Underlining 

 

Hiroko was the only participant in this group that drew boxes around conjunctions and 

used brackets to indicate clauses like the participants in the intermediate-proficiency 

group. However, no marking about syntax parsing did not mean that other participants 

in the advanced-proficiency group did not pay attention to syntax. Sho, Haruo, and 

Sachiko said that they were thinking about syntactic structures when reading, especially 
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sentences when they encountered complex sentences. For example, Haruo paid attention 

to sentence structures but not by marking and said: 

文の構造が難しいので、頭の中で、スラッシュで切って理解する。実際に

はスラッシュはテキストに書かないです。 

 

The structure of the sentence is difficult, so I divide it with slashes in my head to 

understand it. But I don’t actually write the slashes in the text. (Stimulated Recall, 

November 19, 2020). 

 

For example, he made slashes in his head as follows:  

It was really extraordinary / how in certain people a simple apprehension /about 

a thing like catching a train can grow into a serious obsession. /  

 

He said that “I read a paragraph base and then go back to the top of the paragraph and 

think where I should insert mental slashes only when I found the sentence was difficult” 

(Translated stimulated Recall, November 19, 2020).58 His account suggested that he 

paid attention to sentence structures. However, as in the case of the above sentence, he 

said that he still did not comprehend it even after syntax parsing (Translated stimulated 

Recall, November 19, 2020). He inserted mental slashes to dissect this structurally 

complex sentence and extract the meaning. After slashes were inserted, he still had 

difficulty handling “in certain people,” ignored “in,” and treated “certain people” as a 

subject. If he put “in certain people” in parenthesis, found the real subject, “a simple 

apprehension,” and inserted a second slash after train instead of apprehension, his 

understanding might have been better. This sentence was difficult for the intermediate-

proficiency group, too. Referring to the sentence above and certain people, Junko also 

 
58 

難しいセンテンスがあるときだけ、パラグラフを読んだ後にパラグラフの先頭に戻って、自分

の頭の中でどこにスラッシュをいれればよいか考えます。 
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said that she did not understand who certain people were and did not solve this 

difficulty after employing strategies such as slashing and self-questioning. Their 

statements suggested that interpreting the role of prepositions in the sentence correctly 

could enhance comprehension. 

Compared to Hiroko’s texts, marking and/or writing notes was infrequent in the 

other participants’ texts. The other participants, except for Maki, used a marking 

strategy rarely, and occasionally wrote brief notes in the margin, highlighted, and/or 

underlined information they thought was important and words they wanted to attend to 

later. Maki, who was an experienced L2 reader, said, “When I was reading, I wanted to 

know what is going to happen next, so I didn’t write anything. I didn’t want to get 

caught by any sections because I kept my pace to read through the story” (Class 

Discussion in English, January 12, 2018). Maki’s account suggested that she considered 

reading more and obtaining more information beneficial to her comprehension, rather 

than stopping and writing something, let alone being caught up with local decoding 

issues. Compared to the intermediate-proficiency participants, the advanced-proficiency 

participants were divided in terms of written notes and syntax parsing. Table 7 shows 

differences in the strategies (written notes and syntax parsing) used by the participants 

vis-à-vis their backgrounds and reading experiences.  
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Table 7. Participants’ Background and Strategies of Writing Notes and Parsing Syntax 

Participant 
(gender/age) 

Cram 
School  

Reading 
experience 

Overseas 
experience 

Writing 
notes 

Parsing 
syntax  

Intermediate-
proficiency group 

     

Ai (female/22) 〇 ER (college) Malaysia (ten 
days in junior 
high school) 

〇 〇 

(written) 

Keiko (female /19) 〇 ER (college) China (in 
childhood) 

〇 〇 

(written)  
Junko (female /19) ✕ ER (college) ✕ 〇 〇 

(written) 
Chie (female /20) 〇 ER (college) ✕ 〇 〇 

(written) 
Advanced-
proficiency group 

     

Hiroko(female /20) 〇 ER (junior 
high school) 

✕ 〇 〇 

(written) 
Haruo (male/20) 〇 ER(college) ✕ △ 〇 

(mental) 
Yuri (female /21) 〇 ER (junior 

high school) 
Australia (2 

weeks) 
UK (2 weeks) 

Ireland (1 month) 
Spain (1 month) 

△ △ 
(mental) 

Sho (male/23) 〇 ER (in his 
childhood) 

The USA (in 
childhood) 

The USA (3 
weeks) 

Brazil (1 year) 

△ ✕ 

Maki (female/21) ✕ 

(English 
conversation 

school) 

Authentic 
(high school) 

The USA (one 
month) 

✕ ✕ 

Sachiko (female 
/23) 

✕ 
(English 

conversation 
school) 

ER (high 
school) 

Authentic 
(college) 

The USA (in 
childhood) 

Africa 
(one year) 

△ ✕ 

Note. 〇, △, and ✕ in the Writing Notes and Parsing Syntax indicate the degree of usage 

while reading the short story based on the participants’ accounts and analysis of their texts (〇 

means use; △ means occasional use; ✕ means non-use). 

 

The common strategies were metacognitive strategies: They constantly monitored 

their comprehension by mentally summarizing the content or writing in Japanese, self-

regulated their reading, and took action when their comprehension deteriorated. They 

not only used strategies to address lower-level processes, such as word recognition, but 



 229 

also higher-level processes, such as forming a text model and a situation model of 

comprehension, using background knowledge, identifying thematically related 

information (e.g., Grabe, 2014). All participants in the advanced-proficiency group used 

multiple reading strategies together while reading the short story. All of them 

comprehended the overall plot of the story after the second reading and found the story 

ending unpredictable and interesting. Similar to the intermediate-proficiency group, 

they re-read the story because they did not feel that their comprehension of the last 

section was satisfactory after the first reading. In addition, the advanced-proficiency 

learners executed similar strategies to solve problems, but they encountered unknown 

words less frequently and managed to guess them correctly most of the time by using 

the context and/or their knowledge of word parts.  

In this section, I described the use of metacognitive knowledge of the advanced-

proficiency group, based on Flavell’s dimensions of metacognitive knowledge, i.e., task, 

person, and strategy. In the next section I report what the participants perceived to be a 

good L2 readers, good L2 reading, and reading goals.  
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Participants’ Beliefs About Good L2 Reading, Good L2 Readers, And L2 Reading 

Goals 

In this section, I describe the six advanced-proficiency participants’ beliefs about 

good L2 reading, good L2 reader, and reading goals based on the analysis of the semi-

structured interviews. I then analyzed the stimulated recall data and the report on 

strategy use data to see if their beliefs guided their reading behavior, or their use of 

strategies and metacognitive knowledge. As reported in the previous section, the six 

participants had metacognitive knowledge about person, that is, their perceived self-

image with respect to L2 reading and as a L2 reader. Their self-image of their L2 

reading can be summed up as being competent and confident readers (Sho, Maki, and 

Sachiko), a poor and unmotivated reader mainly because of weak inference-drawing 

skills and dislike of letters (Haruo), an optimistic but less motivated reader because of 

other workloads and difficulty sustaining concentration (Hiroko), and an aspirational 

reader recognizing her weaknesses, namely, difficulty sustaining concentration and over 

reliance on her own imagination for comprehension (Yuri). The participants’ beliefs 

about good L2 reading, good L2 readers, and reading goals are shown in Table 8. 

Yuri about her perception of good L2 reading and good L2 readers was that “good 

English reading requires reading without losing concentration” (Translated interview, 

November 20, 2020).59 She also believed that it is essential to focus on grasping 

sentence structure and to have a large vocabulary knowledge and said, “good English 

readers don’t have to rely on guessing so much but use their vocabulary knowledge 

 
59 英語を読めるということは集中力を切らさないことです。 
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Table 8. Participants’ Beliefs About Good L2 Reading, Good L2 Readers, and Goals 

Participant 
(gender/age) Good L2 reading  Good L2 reader 

Goals when you 
read the short 

story 

 
 

Long-term goals 

Hiroko 
(female/20) 

• Read without 
losing 
concentration 

• Read fast 

• Read 
continuously 

• Maintain 
concentration 

• Motivated 

• Understand the 
plot 

• Understand the 
ending to the 
story 

• Read without 
losing 
concentration 

• Read faster 

Haruo 
(male/20) 

• Comprehend 
the content 
and context of 
a text  

• Understand the 
connected 
information 

• Comprehend 
the content 
and context of 
a text 

•Maintain 
coherence 

• Understand the 
plot 

• Understand the 
ending to the 
story 

• Comprehend 
the content 
of texts 

•Understand the 
connected 
information 

Yuri 
(female/21) 

• Read without 
losing 
concentration 

• Comprehend 
accurately 
based on 
text-driven 
processing 

 

• Read 
accurately 

• Read without 
relying too 
much of 
imagination 

• Comprehend 
the author’s 
intentions 

• Understand the 
plot 

• Understand the 
ending to the 
story 

• Sustain 
concentration 
while reading 

• Comprehend 
the author’s 
intentions 

• Understand 
why such 
vocabulary 
has been 
used by an 
author 

Sho 
(male/23) 

• Read what one 
is interested 
in and change 
strategies by 
genres 

• Read with goals 
in mind 

• Understand the 
plot 

• Understand the 
ending to the 
story  

 

• Read what I like 
• Read to obtain 

information 
• Read to 

socialize 

Maki 
(female/21) 

• Read for 
pleasure 

• Read 
proactively 

• Understand the 
plot 

• Understand the 
ending to the 
story  

• Read what I like 
• Read as many 

books as 
possible 

Sachiko 
(female/23) 

• Read without 
losing 
concentration 

 

• Motivated to 
read 

•Maintain 
concentration 

• Understand the 
plot 

• Understand the 
ending to the 
story 

• Enjoy reading 
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to comprehend accurately based on text-driven understanding” (Translated Interview, 

November 19, 2020).60 She believed that “good English readers can read deeply to an 

extent that they can read and analyze why this author used this expression or this 

vocabulary in this context.”61 Having this clear image of capable L2 readers, she aspired 

to become one. In addition, she knew what she should do and what her weaknesses 

were. Yuri saw her inference skills must be improved. Referring to her over reliance on 

her arbitrary interpretation of English texts, Yuri had a clear vision for good L2 reading 

and said: 

完璧に内容がわかるようになることが、読めることだと思う。自分の中で

情報が足りないけれど、自分の想像力を動員して理解しなくてもいいよう

な状態でよめることが英語で読めていることだと思います。  

 

I think that reading well means understanding the content perfectly well. You 

might lack information, perhaps, but you can comprehend without needing to 

mobilize your imagination. That’s good reading in my opinion. (Interview, 

November 19, 2020) 

 

Yuri set her goals for L2 reading as follows: 

何かサイトとか見て、旅行サイト、情報を集められる。「book review」を

英語で読めて、自分でも評価できたらいいな。日本語に翻訳されている本

を読んでいいなと思ったら、原著でも読みたいと思った時に、英語で読め

る自分が理想です。 

 

I wish I could read some Internet sites, for instance, travel sites, and collect 

information, or read book reviews in English, and evaluate (books) myself. When 

I really like a book translated into Japanese and want to read its original book, my 

self-ideal is reading it in English. 

 

 
60 

英語を読める人は推測にそれほど頼ることなく、自分の語彙力を活かし、文章に書いてあるこ

とを正確に読み取って理解できること。 
61 

読める人は作者がどうしてここで、この表現、この単語を使って表現したかまでくみ取って理

解できる。 
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Hiroko thought that in addition to keeping concentration while reading, motivation and 

reading fast are requisites for good L2 reading. She said: 

英語を読める人は、読む意欲があり、英語を速く読める。日本語を読む

ように。 私は日本の新聞を読みますが、英字新聞は読みません。日本の

新聞読んでいればいいかな、と思うので、同じニュースをもう一度英語

で読む気になりませんが、英字新聞を読むと、時事関連の語句に強くな

れるし、日本の考え方と外国の考え方の違いがわかるのでプラスだと思

います。 

 

The person who can read English is motivated to read and can read English fast. 

Just like reading Japanese. I read Japanese newspapers but not English 

newspapers. I’m satisfied with getting information in Japanese and can’t bring 

myself to read the same news again by reading English newspapers although I 

can imagine that I will get benefits from reading English newspapers, such as 

increasing current affairs-related vocabulary and the differences in views 

between Japan and foreign countries. (Translated Interview, July 4, 2018)  

 

Hiroko thus regard keeping concentration, reading fast, and motivation as essential for 

good L2 reading. She understood the benefits of reading English and knew that she 

must read a great deal to be able to read faster. However, Hiroko said that she did not 

have time to read English due to other studies. 

Haruo, who was conscious of his lack of interest in reading English and a lack of 

inference-drawing skills, said, “reading English well is to comprehend the contents of 

English texts and read the contexts”62 and “good English readers can connect the 

information in a text and maintain coherence” (Translated Interview, November 19, 

2020).63 He did not mention fluent reading, concentration, or motivation as a requisite. 

When asked about whether he had a goal in mind when reading English newspaper 

articles, he replied, “Not really.” However, when asked to explain why and how he read 

 
62 英語を良く読めるとは英語の文書の内容を理解すること、文脈を読み取ることです。 
63 英語を良く読める人は文書内の情報をつなげて筋を追える。 
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English newspaper articles, he enumerated several goals: understand the content, obtain 

the information. analyze the news, learn current-affair related vocabulary, and prepare 

for the IELTS test. His account demonstrated that he had a goal in mind when he read 

texts of his choosing although he might not have consciously recognized that they are 

reading goals. 

In contrast, Sho, Maki, and Sachiko, who perceived themselves as competent L2 

readers, had different reading goals, depending on what and why they read. For example, 

Sho repeatedly mentioned his interest in major league baseball, social media, news, and 

other information on the Internet. He read what he was interested in for pleasure, 

obtaining information, or socializing with friends in English. He did not use a dictionary 

but inferred the meaning of unknown words or expressions to read for the above 

activities and more importantly, he was confident about comprehending baseball 

information in English, which he had been reading since he was in high school. In 

contrast, when he read English news for translation work (mainly news from English to 

Japanese), which he occasionally did as a part-time job in college, he said that he had to 

change his way of reading: 

翻訳の仕事でなく、自分で記事を読んでいる時は、知らない単語も飛ばし

て読んでいます。予想や推測しながら読みますが、翻訳ならばそれはでき

ません。一個一個調べて。電子辞書でその単語を調べて、その意味と文章

の意味とが違う時が多いので、それは自分でどの表現があうか考えながら

選びます。専門用語、単語がまずわかんないと翻訳はできない。背景知識

も必要と思いました。 

 

When I’m reading a news article myself, not for translation work, I skip words I 

don’t know. I read it with prediction and guessing, but I can’t do that with 

translation. In order to do translation, I must check each unknown word. After 

looking up the word in an electronic dictionary, I often find the (dictionary) 

meaning didn’t fit well in the context. So, I think hard to choose what is the most 
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appropriate expression in the context. What’s more, without knowing technical 

terms, vocabulary, I can’t translate. I also thought that background knowledge 

was necessary. (Interview, January 19, 2018) 

 

Furthermore, another goal for reading was to prepare for TOEIC tests, which he had 

decided to take regularly. He said that he read more and memorized vocabulary before 

the test. Sho thus differentiated his goals for reading for pleasure, reading for translation, 

and reading for study. His beliefs about good L2 reading were divided into two 

purposes: reading for pleasure, to obtain information, and socializing; and reading for 

translation, which entailed comprehending the text accurately on a word level and on an 

overall level in order to render English words and expressions into appropriate Japanese. 

His beliefs about good L2 readers are that they set reading goals depending on what 

they are reading. He also believed that good L2 readers have background knowledge, 

which facilitates his comprehension. Maki believed that good L2 readers proactively 

engage in reading, and read a lot, and read a variety of genres. Maki concurred, adding, 

“I became capable of reading English as I happened to keep reading what I desired to 

read”64 and “reading itself is enjoyable” (Translated Interview, January 19, 2018).65 She 

believed that reading many books paves the way for new vocabulary knowledge and 

helps her increase her concentration. However, after entering the university, she did not 

read as much as before for a certain period: 

大学に入ってから、やってはいたものの、高校と比べて、英語をやるのを

減らしてしまった。そこまで意識して英語やらなきゃと思ってしなくなっ

たので、リーディングもさぼっていました。大学で日本語も伸ばさなくち

ゃと思った。日本語もまだまだなんだなぁと。日本語でも難しい文章にふ

れるようになって、他の勉強に力をいれるようになった。英語はなおざり

 
64 読みたいのを読んだ結果、英語を読めるようになったと思います。 
65 読むことそのものが楽しい。 
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になった期間もある。あるとき気づいたときに、「あれ？へたくそになっ

てない？」とか思ったりしました。読んでいるときと読んでいないときの

差は大きい。 
 

I was sort of studying English after I entered university, but I reduced the amount 

of English studies compared to when I was at high school. My thinking was like I 

didn’t have to be so desperate to study English, so I didn’t spend much time 

reading English, either. In addition, I thought I had to improve my Japanese at 

university because my Japanese is still a long way off. I must polish up, I think. I 

began reading difficult Japanese writings, so I began to focus on studying other 

subjects. I must admit that I didn’t study English for some time. Then, one day, I 

realized "Hasn’t my English deteriorated?" There is a big difference between 

when I’m reading and when I’m not reading. (Interview, January 19, 2018) 

 

At the time of the interview, Miki began reading an English authentic book. She read 

English not because she needed to study English but because she enjoyed reading. She 

also considered L2 reading skills important among four major language skills: 

サンディエゴに行ったときに現地の先生に言われたのですが、「リーディ

ングがすべてだよ」と言われて、「どんな仕事についたとしても、一番問

われるのはリーディングだよ。スピーキングはどうにかなるんだ。」と言

われたのが印象的です。 
 

When I went to study in San Diego, a local teacher said to me, “Reading skills are 

the most important of all. Whatever job you get, the most sought-after is whether 

you can read or not. You can somehow manage speaking skills.” I was impressed 

by his remarks. (Interview, January 19, 2018) 

 

Maki valued her teacher’s view about reading skills. In contrast, Sachiko said, “I don’t 

like reading. I was thinking that English articles were so difficult to read all the while I 

was reading. I hated it, but I had a sense of duty to do it, so I forced myself to being in a 
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reading mode” (Interview, January 19, 2018).66 She emphasized improving her speaking 

skills, followed by writing, reading, and listening. However, after reading the short story, 

which she found interesting, she believed that good L2 readers are motivated to read 

and good L2 reading is associated with interest. In this section, I described the 

advanced-proficiency participants’ beliefs about L2 reading.  

 

Inference Making 

In this section, I described the six advanced-proficiency participants’ inference 

making by focusing on bridging inferences and elaborative inferences. As I mentioned 

in the intermediate-proficiency participants’ section, Dahl’s story would have been 

incomprehensible if they had not drawn bridging inferences correctly because they had 

to maintain the coherence of propositional ideas in the text (van Dijk & Kintsch, 1983). 

It was necessary to draw bridging inferences and elaborative inferences to comprehend 

the outcome of the story. Elaborative inferences play a role in enriching readers’ 

comprehension and readers’ background knowledge is integrated into the construction 

of a situation model (van den Broek, 1990; van Dijk & Kintsch, 1983). 

 

Bridging Inferences 

In this section, I describe the bridging inferences that the six participants in the 

advanced-proficiency group (Hiroko, Haruo, Yuri, Sho, Maki, and Sachiko) drew while 

 
66 

読むのは嫌いです。英語の論文を読むのもつらいなって思いながら、やっていました。嫌いだ

けれど、やらなきゃという義務感があって、無理やり自分に読ませていました。 
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reading the short story. Bridging inferences are drawn to maintain coherence of the text 

by referring to relevant sections and thereby connecting two or more pieces of 

information, which can be written adjacent or distant, for comprehension (Grabe, 2009; 

Kintsch, 1998). For example, pronouns, such as he and it, are anaphors that commonly 

occur in English texts. Scholars have remarked that comprehension requires that readers 

understand anaphoric relations and link anaphors to their antecedents correctly (e.g., 

Grabe, 2009; Kintsch, 1998; Schmalhofer et al., 2002). 

The advanced-proficiency group did not mention the difficulty of handling 

pronouns. It appeared that they did not have difficulty understanding pronouns and 

recognized them correctly and quickly in the text. However, Haruo, who perceived his 

weak guessing skills as a cause for his dislike of novels, had difficulty identifying 

antecedents quickly. For example, referring to the sentence, “Without a word, Mrs. 

Foster jumped out and hurried through the main entrance into the building,” he wrote 

the following in his report in English: 

 

I did not understand what underlined words (the building) were, but I read on and 

see the words like “passengers” and “ticket counters,” so I realized that this meant 

the airport. (English Written Report, 2020) 

 

This remark suggested that instead of looking back to find the airport, which was 

explicitly written in the previous sentence (“I’ve made it. This is the airport.”), he used 

the information in the following sentence to learn that the building pointed to the airport. 

He was possibly trapped with a Japanese loan word of the building because he knew the 

meaning of building, like in the instances of having struggled with understanding the 

hall and meeting. Although he eventually understood that the building meant the airport 
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in the end, it took time and effort to construct a coherent mental representation of the 

information in the text. This inefficiency in drawing bridging inferences appropriately 

might have further fomented his aversion of reading stories. This example also indicates 

that identifying antecedents can be challenging for Japanese EFL learners when the 

antecedent was a different word that has similar connotation. Furthermore, Nuttall 

(2005) pointed that identifying lexical cohesion is difficult for EFL readers when a 

writer uses “different lexical items to refer to one and the same thing” (p. 91), referring 

to synonymy and hyponymy. Nuttall stated that English writings avoid “repetition by 

using a different expression with similar meaning” (p. 91). Although Haruo finally 

succeeded in connecting the different expression with the same lexical item, his 

metacognitive knowledge about self as an unskillful reader at connecting the 

information in a text might have been solidified or remained the same. 

With respect to causal inferences, Dahl’s short story induced the participants in 

the advanced-proficiency group to draw inferences from similar parts and in a similar 

manner to the intermediate-proficiency group. The participants in the advanced-

proficiency group also found the last scene difficult to comprehend and the outcome 

unfathomable. They re-read the story, with vague ideas about where to find the sections 

relevant to the outcome during the first reading and focused on searching for relevant 

information. For example, Maki’s account illustrated how she read: “For the second 

time reading, I focused on where Mr. Foster went. Then I got the idea that he died by 

reading the smell part, and then the title” (Class Discussion in English, January 12, 

2018). Sachiko, Maki, and Sho re-read the whole text from the start quickly whereas 
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Hiroko and Yuri read relevant parts and the conclusion several times. Haruo re-read the 

conclusion multiple times. 

Re-reading with goals in mind facilitated their motivation to find relevant 

information to draw inferences and inference activities. Hiroko, for example, wrote in 

her English report how she inferred the conclusion regarding who was dead and how he 

had died: “(t)The lift stopped between the second and third floor and Mr. Foster could 

be trapped in it” (English Written Report, 2018). The lift and stuck were the key words 

to understand. Before knowing the meaning of the lift, she did not reach comprehension 

easily. With respect to the first reading of the conclusion, she said: 

なんで電話かけてんだろう？だれをよんでいるのかな？repair lift って書

いてあって、lift っていったいなんだ？と思って、調べて、あ～lift ってエ

レベーターのことか、とわかって、家にエレベーターがあるのかと思って、

ここで私は家にエレベーターがあることに気づいて、書いてあったかもし

れないのですが、前のところはさらっと読んじゃったので、私はここでエ

レベーターが家にあることを知った。（中略）この書きっぷりから、だん

なさんがそこに閉じ込められている。それで閉じ込められているのは、い

つ閉じ込められたかというと、あの奥さんが〔夫を〕おいて行ったとき。

絶対、エレベーターの中から「助けてくれ」と叫んでいたと思うのです。

奥さんがそれを聞いて、絶対ドアの外で聞こえていたと思うんですよ。 

 

Why is she calling? Who is she calling? It says, “repair lift,” and I wondered what 

the “lift” means. Then I looked it up and found out “lift” is an elevator, and here I 

realized that there was an elevator inside their house, which might have been 

written somewhere (in previous sections), but I read the previous part rather 

quicky, so I found out that there is an elevator at their home here. (omitted) Based 

on the way in which this author wrote, I believe that the husband is trapped there. 

When was he trapped? That was when the wife left (her husband). I’m absolutely 

sure that he was screaming "help me!" from inside the elevator. I think that his 

wife heard it and definitely heard it outside the door. 

 

Other participants also reached a similar interpretation of this section. In contrast, Haruo 

focused on another piece of information while he was reading the same part. With the 
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understanding that the wife was calling someone, Haruo read the sentence showing the 

wife’s dialogue on the phone. He inferred as follows: 

夫の書斎にあるアドレス帳を調べ、誰かに電話した。（「Could you send 

someone round? ... it seems to be stuck…my legs….」を読み）水道管屋さん、

配管工さんを呼んでいる。何か詰まっているのかなと思ったから。

Someone round？ 丸い人ってだれ？脚が悪いから、家まで上がってきてほ

しいといっているのかなと思って。 

 

She looked up the (number) in the address book in her husband’s study and called 

someone. ( He read “Could you send someone round? ... it seems to be stuck…my 

legs….”) She’s calling a water pipe shop to ask for a plumber because I suspected 

that something got stuck (in a water pipe). Someone round? Who is the round 

person? Because she has bad legs, I wondered if she asked him to come up to the 

house. (Think Aloud, November 19, 2020) 

 

In this way, Haruo made an attempt at interpreting and providing an explanation of his 

interpretation. He mistook “send… round” with “someone round” because he thought 

about the usage of something plus adjective, e.g., something sweet. He was not able to 

comprehend and skipped them without understanding. Although the information from 

the dialog, send someone round, did not help, his 

account,「～を呼んでいる」(calling/asking somebody to come), suggested that he 

understood that the wife was asking the interlocutor at the other end on a phone to send 

someone round by reading on. Haruo said, “I read the word stuck and conjured up an 

image of something stuck in somewhere and that a waterpipe might be stuck. So, she 

called a plumber to come and fix a waterpipe” (Translated Stimulated Recall, 

November 19, 2020).67 This inference was plausible to him. In this case, without 

understanding the explicitly written expression (Could you send someone round, a 

 
67 

「stuck」という単語を読んで、水道管か何かが詰まっているのかなと思った。だから、夫人は

水道管を直してもらうため配管工さんを呼んでいる。 
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round person?), Haruo read another piece of information (stuck) and formed the 

appropriate textbase representation (she was on the phone requesting for someone to be 

sent round). At the same time, he formed the wrong representation of the textbase and 

inferred that the wife was calling a plumber, not a repairman for an elevator. His 

account suggested that connections were not duly forthcoming from the cues, such as “it 

seems to be stuck between the second and third floors,” “…the indicator’s pointing…,” 

and “my legs aren’t any too good for walking up a lot of stairs” (p. 90). Only when he 

read the words repair the lift did he update his inference by realizing his 

misunderstanding: 

ここでエレベーターの修理する人だとわかった。ここが全然わからなくて、

多分夫は死んだと考えられる。最初に読んだ時も第一発見者を修理屋にす

るのかと思った。 (Stimulated Recall, November 19, 2020) 

 

I now know that (she was calling) a repair man for the elevator (by this word lift). 

I didn’t understand this scene at all, but I think the husband is most probably dead. 

When I first read it, too, I wondered and still am wondering if she would make the 

repairman be the first person to discover his death. (Stimulated Recall, November 

19, 2020) 

 

Haruo thus fixed his old textbase and updated it. He learned that the repair was needed 

not for a water pipe but for an elevator and, moreover, that the elevator was relevant to 

the death of the husband. He even drew inferences about the wife’s intention of calling 

the repairman to have him find the body before her. He made predictive inferences that 

identify the current event’s implications (van den Broek, Lorch, Linderholm, & 

Gustfson, 2001), or elaborative inferences (forward inferences) that “embellish the 

textual information” (Keenan, Potts, Golding, & Jennings, p. 378). Related to this 

finding, previous research has found that predictive inferences are drawn more 
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frequently when readers are in study mode than in the entertainment condition (van den 

Broek et al). Haruo might have been in study mode. 

Similarly, during the first reading, Yuri, who perceived herself as a wild guesser, 

used her imagination when she had difficulty understanding the same section, 

constructed the wrong textbase, and later updated her understanding by noticing the 

same words as follows: 

「夫の電話連絡帳から電話をかけるってどういうことなの？」と思って。

わからないと思い始めて…（英文を読んで）最初はデリバリーでも頼むた

めに電話したのかなと思った。（英文を読んで）the indicator だから、古

いインジケーター、階数を表すエレベーターの表示かなと思って。（英文

を読んで）エレベーターが 2 階と３階の間で止まっていて、それがいった

い何なの？と思って。エレベーターは正常で、インジケーターだけが止ま

っているのかもしれないし、わからないなと思いつつ読んで。（英文を読

んで）repair the lift. だから、ここでエレベーターを直しに来る人を待って

いるんだと思った。エレベーターが壊れていたんだと。 

 

I thought “What does it mean by her making a phone call by using the husband’s 

address book?” I began to get confused ... (Read the English text) First, I was 

wondering if she was calling to ask for (food) delivery. (Read the English text) 

Because it’s “the indicator,” I thought it was an old type of an indicator, an 

elevator’s indicator showing the number of floors. (Read the English text) The 

elevator stops between the 2nd and 3rd floors, it says. But what exactly is this all 

about? I thought. You never know. The elevator could be normal, and just the 

indicator may be stopped. I kept reading all the while I was thinking that I don’t 

get it. (Read the English text) With the “repair the lift,” I got the picture that she 

was waiting for a repair man to fix the elevator. It was the elevator that was 

broken. (Think Aloud, November 19, 2020) 

 

Yuri thus updated the old inaccurate inference by reading the same words. However, 

Yuri indicated that her old inference (calling for food delivery) was different from 

Haruo’s (calling for a plumber). She was also entertaining several possibilities in the 

situation. Different inferences were drawn, depending on readers, their background 
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knowledge, and their reading goals as scholars acknowledge, as many scholars 

acknowledge (e.g., Grabe & Stoller, 2020; Vonk & Noordman, 1990). 

In order to understand the wife’s telephone dialogue in the last scene, it was 

necessary to understand who was speaking to whom. All participants, including the 

intermediate proficiency group, understood that the wife was speaking to someone on 

the phone. Second, they needed to understand what the wife was talking about from 

hints in the dialogue. The above accounts of Hiroko, Haruo, and Yuri indicated that the 

word lift was a clue for them to understand why and whom she was calling, but not all 

of the students understood the meaning of lift and used it to help them make the 

appropriate inference. Another clue during the wife’s dialogue was her mention that her 

bad legs in the sentence in “…aren’t any good for walking up a lot of stairs” (p. 90). 

However, this statement did not strike them as a clue. The pronoun, it, in “it seems to be 

stuck between the second and third floors” did not help. The participants did not 

mention anything about the pronoun it. They rather focused on the content word stuck 

to draw their inferences. The author only once mentioned its antecedent elevator in the 

beginning. Those participants who re-read the whole text or the relevant sections might 

have noticed that it meant the elevator as Hiroko’s report indicated. However, it was 

difficult for them to find the antecedent for it during the first reading based on the 

following circumstantial evidence from the participants’ report and accounts. Yuri 

wrote about her reaction in her written report (English), “i(I)t was exciting to discover 

that a little description of the lift, which appeared in the beginning, was foreshadowing. 

I didn’t even think that a depiction of the lift came back again in the last sentence” 
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(English Written Report, November 17, 2020). Sho said, “when I first read the story, I 

thought Mr. Foster tripped on the stairs when the wife just heard the noise and left him” 

(Class Discussion in English, January 12, 2018) and thought that this did not make 

sense when he read the conclusion. By referring to the section where Mrs. Foster was 

listening at the door, he said, “after reading this part for the second time, the sound 

wasn’t like someone tripping over, but inside the elevator, he was screaming or 

something” (Class Discussion in English, January 12, 2018). Chie (intermediate-

proficiency group) referred to a similar misconception about the husband tripping on 

stairs. Like Sho, she revised this idea by re-reading the conclusion (Mrs. Foster’s 

telephone dialogue). Like Hiroko, Chie looked up the word lift and learned that it meant 

elevator. By connecting pieces of information, namely, repair, the position of the 

indicator, the lift, and the elevator, the participants inferred that the elevator was broken 

and stopped in an odd position while the wife was away for six weeks, which led them 

to infer that the husband was probably dead. 

Other pieces of information explicitly written on the previous page contributed to 

drawing forward inferences about the state of the husband and constructing a coherent 

situation model. Sho said, “after I read that she smelled something bad and all the letters 

are piled up, I kind of notice that he was dead” (Class Discussion in English, January 12, 

2018). Likewise, referring to the section of the text that stated “…that she had never 

smelled before,” Maki wrote about her inference that that was “the smell of Mr. Foster’s 

dead body” in her written report in English. Sachiko said, “when I knew he was dead, I 
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read the smell part, but I didn’t know where until I read the indicator stopping and she 

called a repairman” (Class Discussion in English, January 12, 2018). 

To sum up, similar to the participants in the intermediate proficiency group, the 

accounts of the six participants in the advance-proficiency group suggested that they 

drew causal inferences, revised and updated their textbase to create a coherent 

representation of the text that was consistent with the facts and characters’ states of 

mind, and ultimately the title of the story. Re-reading with a goal in mind played an 

important role in promoting inferencing and helping them to form coherent inferences. 

Next, I present their elaborative (predictive) inferences. 

 

Elaborative Inferences 

Many of the predictive inferences were related to what happened after the end of 

the story. Some participants in the advanced-proficiency group drew elaborative 

inferences that identified the current event’s implications (van den Broek, et al., 2001). 

When Maki read about the wife’s return to New York from Paris, she said, “on the day 

of return, at that time, she might not know whether her husband is truly dead. However, 

she is certain that her husband is in a bad state” (Class Discussion in English, January 

12, 2018) and wrote a similar remark in her English written report. The above inference 

seemed to be drawn as the result of other previously drawn inferences. Referring to the 

section where the wife listening at the door, Maki said: 

I read this part second or third times. She heard Mr. Foster’s voice, like “help me, 

let me out!” And I was wondering if she realized this yelling. Then she left her 

husband for the airport without him. But, from Paris, she wrote letters to her 
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husband. I just couldn’t understand. (Class Discussion in English, January 12, 

2018)  

 

Maki was unable to find the answer from the text. When Maki read the conclusion, she 

connected it to her query above (“I just couldn’t understand”) and found an answer by 

drawing the following predictive inference: 

After a repairman came and repaired the elevator, he will find the body of Mr. 

Foster. Then the police come. They investigate what really happened. If there is 

no letter from Mrs. Foster from Paris, maybe they will suspect she could be a 

culprit. It’s a kind of a complete crime. (Class Discussion in English, January 12, 

2018) 

 

Maki thus remembered her question about the wife writing letters and connected this 

piece of information to the conclusion. She visualized the future development, 

describing what would be the implications after the conclusion. Predictive inferences 

about later events were observed among the participants in the intermediate-proficiency 

group to a certain extent when they inferred why the wife was not sad. The participants 

in the advanced-proficiency group also drew predictive inferences. For example, Haruo 

inferred that the wife called the repairman to make him the first witness of the body. It 

was demonstrated that when the participants constructed a plausible situation model, 

they can draw predictive inferences. 

In contrast to Maki’s account about what probably happened after the wife’s 

phone call, Sachiko recognized the inconsistencies in the wife’s action between the 

previous descriptions concerning her peculiar behavior caused by her pathological fear 

of being late and the sentence describing her listening at the door. She said, “the 

expressions, stopped and waited… She is not a person to stop and wait in a hurry, so 

she knew. I thought she is like a psychopath” (Class Discussion in English, January 12, 
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2018). Her account demonstrated that she paid attention to the expressions the author 

used and noticed the differences in the wife’s behavior when time is pressing. It also 

demonstrated that she connected the information to previous information about the 

wife’s traits of having pathological fear about time to conjure up a more specific image 

about Mrs. Foster. This part deepened Sachiko’s negative feelings toward the wife. 

Similarly, even after Maki suspected that the wife knew her husband’s possible accident, 

she did not understand the wife’s action and said, “Why could Mrs. Foster enjoy in 

Paris, knowing that her husband was locked up in the elevator!?” (Class Discussion in 

English, January 12, 2018). To this, Sho replied, “I think it’s because 30 years of 

tolerance that exploded” (Class Discussion in English, January 12, 2018). 

The situation models the participants constructed differed at times even when they 

read the same sentences. Some participants might have contemplated the meaning 

deeply and others shallowly. Readers tend to satisfy themselves with shallow processing 

(Vonk & Noordman, 1990). Their background might have been different. Grabe (2009) 

pointed to various factors, such as readers’ background knowledge, contributing to the 

construction of a situation model. When the participants read the first page introducing 

Mr. and Mrs. Foster, they established images about the characters to varying degrees. 

They seemed to read the same passage from different perspectives. For example, they 

read the following. 

At least half an hour before it was time to leave…until her husband, who must 

have been well aware of her state, finally emerged from his privacy and suggested 

in a cool dry voice that perhaps they had better be going now, had they not?” 

(Dahl, 2000, p. 77) 
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Maki had an impression that “he was trying to annoy her. She was all lined up and 

ready to go, waiting for him. Perhaps he was ready, too, but did not come out of his 

study, keeping her wait to annoy her” (Class Discussion in English, January 12, 2018). 

Maki constructed an accurate representation of the text and succeeded in reading 

between lines. On the other hand, by reflecting on her experience and by establishing 

the characters’ personal traits mainly based on her rich imagination, Yuri had the 

following impression: 

“At least half an hour”とは 30 分？それくらいなら、普通だよなと思いなが

ら読んで、私と比べて、どこが serious なのかと思った。私も 30 分前には

出る。（中略）フォスター夫人の奇妙な行動の描写であることには変わり

ない。時間を気にする人なら、出かける前、悠長に座っていられないと思

う。部屋と部屋の間をバタバタと駆け回って行き来しているということで、

鳥に似ているかなと思った。描写の仕方として小鳥っぽい人を描写してい

るのかな？ “in a cool dry voice”で夫は冷たい人なんだと思い、夫婦間がき

っとうまくいっていないのかなと思った。 

 

At least half an hour means 30 minutes, doesn’t it? I read this while thinking that 

it’s just normal and wondering what was serious about that, compared to me. I 

also would say that I’m ready to leave my house at least 30 minutes before. 

(omitted) At any rate, this is nonetheless a depiction of how odd her behavior is. I 

believe that if she worries about time so much, it’s impossible for her to sit down 

leisurely before she leaves. She was running from room to room. This reminded 

me of a bird. I wonder if the way in which she was described was intended to 

describe a bird-like person. With the expression, “in a cool dry voice,” I thought 

her husband was a cold person and doubted that their married relations are going 

well. (Stimulated Recall, November 19, 2020) 

 

Yuri described her impression about the couple quite in detail as follows: 

フォスター夫人は神経質で、癇癪をおこしがちかなと、私の中ではか弱い

イメージで鳥というイメージがわいていて、心配性。夫は冷たい人で、

冷静、感情の起伏がない。体格的にフォスター夫人は細くて、夫はがっち

りしている人かなと思ったりして。ドラマとかで夫婦の描写でよくあるじ

ゃないですか。か細くてきゃしゃでうるさい、神経質な妻に対して、無愛

想で冷たい夫というイメージがわきました。 
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Mrs. Foster is a nervous person, prone to have a tantrum. She is a weak and 

fragile bird-like lady. That’s her image. She’s worried all the time. (On the other 

hand,) the husband is a cold person, and he is calm with no emotional ups and 

downs. I think Mrs. Foster is physically thin, and her husband is a muscular 

person. Isn’t it a stereotypical depiction of a married couple in a drama like a 

slender, noisy, nervous wife vs. an unfriendly and cold husband? I got such an 

image. (Stimulated Recall, November 19, 2020) 

 

Haruo imagined differently. He described his thought process when reading the part: 

ここは、30 分前にはフォスター夫人は駅に向かうためには準備万端でな

ければならないと書いてあって、“coat and gloves”身に着けている服装を

想像。“flutter and fidget”はわからなくて、“from room to room”から部屋か

ら部屋へ探しに行っている。夫を探していたのかな？と思っていた。「探

す」という言葉はなかったが “from room to room”であわただしく動き回っ

ているかなと思った。 “emerged from”はわかったが、“from his privacy”は

その時はわからなかったが、後で “private room”が出てきたので、後で書

斎だとわかった。夫が書斎から出てきて、「行くべきじゃない？」という

まで夫人は待っていた。夫は部屋で仕事をしていたんじゃないかなと思う。 

 

This said that thirty minutes before, Mrs. Foster must be ready to go to the station. 

Reading “coat and gloves,” I imagined what she was wearing. I don’t know 

“flutter and fidget,” and I imagined from the next expression, “from room to 

room,” that she was looking for something. I was thinking like “Is she looking for 

her husband?” Although there was no such word like “look for,” I thought so from 

the expression “from room to room.” I knew “emerged from,” but not “from his 

privacy” at the time, but a “private room” appeared in the text later, so I thought 

that the “his privacy” means his study. The wife waited until her husband came 

out of the study and he said, "Should we go?" I think he was working in his room 

until then. 

 

Here, Haruo seemed to be concerned with lexical inferencing and had few remaining 

resources for reading between the lines, whereas Yuri exerted her imagination to an 

extent that she veered off a text-driven understanding, which later might have affected 

comprehension. Hiroko also formed an image about the husband (see Appendix F for 

Hiroko’s account). The participants used their background knowledge (e.g., general 

impression about personal traits-nervous person associated with an image of a bird) to 
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form a text representation. Situation models created by readers differed partly because 

the background knowledge they incorporated differed. At the same time, some of their 

representations of what the text said were not accurate or adequately formed. In such 

cases, their situation models did not reflect accurate representations of the events, 

actions, and conditions in the text (Duke et al., 2011; Kintsch, 1998). In addition, if 

irrelevant or inaccurate background knowledge is integrated into the textbase during the 

construction of a situation model, it results in an inaccurate situation model. Readers 

cannot bring anything they want but integrate their background knowledge within a 

bound that the text allows (Reutzel, 2017). 

When a combination of an accurate textbase and successful integration took place, 

the participants even identified the slightest hints of sarcasm or humor in the husband’s 

remark, “How was Paris?” (p. 84) in the context in which the exhausted wife came back 

from the airport because the flight for Paris was postponed until the next day due to 

thick fog. Yuri said, “Is he trying to make a joke of her situation, or something? But it 

wasn’t really funny. I know he had humor, but I felt disgust.” (Translated Think Aloud, 

November 19, 2020).68 Similarly, Haruo said: 

飛行機が遅れると聞いたのに、このセリフをいったのは冗談のつもりで言

っているのかなと思う。 

 

He heard that her plane was delayed, but he said this line to her because I think 

that he meant a joke. (Think Aloud, November 19, 2020) 

 

 
68 

彼は夫人の状況をみてジョークを飛ばしているの？でもちっとも面白くないわ。ユーモアある

のが分かるが、気分悪いなと思った。 



 252 

Maki identified the subtlety of the couple’s power game unfolding, referring to their 

exchanges about the combs (p. 86): 

She tried to be a good wife and was forced to be a good wife. I don’t like Mr. 

Foster because he always underestimated her. When he wanted to go back to his 

home to get his present to his daughter, Mrs. Foster said, “Hurry, hurry, hurry, 

you always give her a comb.” Perhaps, she didn’t really think that his present was 

a comb, but she wanted to stop him. Then he was angry and made some 

comments, “What’s wrong with combs!?” So, he always tried to keep an upper 

hand in their relations and control her. (Class Discussion in English, January 12, 

2018) 

 

There was no mention of whether the comb was the present in the text. By saying, 

“Perhaps, she didn’t really think that his present was a comb, but she wanted to stop 

him,” Maki correctly inferred that whether a comb was the present was not the issue  

here and that what the wife wanted to do was to leave straight away. Her interpretation 

was that the wife was making a retort in an attempt to persuade him, and, in so doing, 

betraying her thought about his present, which to her was trivial. 

The advanced-proficiency participants found the story interesting because of the 

unexpected development and the surprising outcome. When they read the conclusion, 

they connected the title and the story and understood what the title The Way up to 

Heaven implied. Hiroko, Yuri, Maki, Sho, and Sachiko said that the title implies two 

things, the fate of the wife and the fate of the husband. Sho also added to his literal 

understanding of the double connotations and said, “I knew the meaning of ‘Way up.’ 

It’s literally way up. Probably the elevator was going up” (Class Discussion in English, 

January 12, 2018). Furthermore, among the participants who re-read the whole story 

and connected the conclusion to relevant hints, they thought about the root causes of the 

outcome, such as revenge and long-term grudges (Sho, Maki), and moral values and/or 
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solutions, such as the importance of talking to each other (Hiroko, Yuri, Sachiko) and 

the danger of teasing too much beyond the limit of the other party (Hiroko). On the 

other hand, Haruo who re-read the ending section multiple times said, “While I found it 

scary, I was puzzled and wondered why he died” (Translated Stimulated Recall, 

November 19, 2020).69 

In sum, the in the advanced-proficiency participants drew both bridging and 

elaborative inferences. Their accounts demonstrated that drawing bridging inferences 

played a vital role in the construction of a coherent textbase. In addition, they suggested 

that elaborative inferences, if they are aligned with an accurate textbase, embellished 

their understanding, and thereby helped construct situation models. Re-reading with a 

goal in mind facilitated the participants’ inferencing by enabling them to focus more on 

what they wanted to know and making them read more carefully. The more accurate the 

textbase they created, the more appropriate the situation models they constructed. When 

they used irrelevant background knowledge such as their impressions about typical 

couples depicted in a TV drama to form the textbase (Yuri’s account), they still formed 

and maintained their perceived coherence and plausibility. However, such integrated 

background knowledge was beyond the bound of a plausible text representation. The 

participants’ comprehension was not based on an accurate text-driven understanding 

and therefore formed inaccurate situation models. A benefit of reading and re-reading 

with motivation is that the participants were led to update and revise their inaccurate 

textbase while proceeding with reading and re-reading (See Grabe & Stoller, 2020 on 

 
69 結構怖いなと思った半面、なぜ死んだのかなと謎めいているなと思った。 
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the importance of reader motivation to comprehension). Similar to the intermediate-

proficiency group, causal relation inferences and elaborative inferences worked in 

tandem to form situation models. As noted by other scholars, the participants’ 

elaborative inferences enriched their comprehension (Grabe & Stoller, 2020; Graesser 

et al., 2001; Kintsch & van Dijk, 1978) and their knowledge-based inferences were 

conducive to constructing situation models (Ushiro et al., 2018) when they chose to use 

relevant knowledge-based inferences. 
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CHAPTER 5 

DISCUSSION 

 

In this chapter, I discuss the main findings for each research question by 

integrating and interpreting the results obtained from the ten cases. In the previous 

chapter, I presented the results of the qualitative analyses of cases that displayed the 

participants’ metacognitive knowledge (task, person, and strategy) and strategies the 

participants used during reading. I also discussed the participants’ perceptions of good 

L2 readers, good L2 reading, and reading goals, referring to the commonalities 

discovered in the intermediate and advanced-proficiency groups. Then I focused on 

discussing inferences they drew for comprehending the short story. In this chapter, I 

address the three research questions by discussing insights from the cross-case analyses 

and emergent themes. At the end of this chapter, I discuss the pedagogical implications 

of this study for EFL instruction. 

 

Research Question 1: Metacognitive Knowledge Use for Comprehension 

The first research question asked how intermediate- and advanced-proficiency 

Japanese EFL learners use metacognitive knowledge for general comprehension of a 

narrative text. I conceptualized the participants’ metacognitive knowledge by drawing 

on Flavell’s theoretical framework of metacognitive knowledge (task, person, and 

strategy), and metacognitive monitoring and metacognitive control framework 

(Dunlosky & Metcalfe, 2009; Nelson & Narens, 1990). I addressed Research Question 
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1 in Chapter 2 by analyzing and interpreting the (a) the semi-structured interview 

transcripts (b) the think aloud protocol and stimulated recall transcripts (c) class 

discussion (English) transcripts, (d) the participants’ written reports, and (e) the text the 

participants read. 

The findings suggested that intermediate- and advanced-proficiency Japanese 

EFL learners used metacognitive knowledge effectively while reading the short story by 

deploying a variety of strategies in an orchestrated manner. Table 9 summarizes the 

strategies that the two groups used while reading. The strategies used were similar 

within each proficiency group and were in line with their beliefs about reading, self, and 

 

Table 9. Comparison of Strategies Used During Reading 

Intermediate-proficiency group Advanced-proficiency group 

• Writing (summary/paraphrase) 
• Syntax parsing (writing) 
• Translating ambiguous parts  

(not word by word) /  
Restating in Japanese 

• Marking (highlighting, underlining) 
• Guessing unknown words 
• Look ups 
• Skipping 
• Self-questioning  
• Re-reading 
• Reading ahead 
• Evaluating the characters,  

character traits, and their actions 
• Inferring (background 

 knowledge) 
• Paraphrasing 
• Summarizing by passages 
• Visualizing 
• Monitoring 
• Evaluating comprehension 
• Skimming 
• Having a break to refresh* 

•Writing (summary/paraphrase) 
• Syntax parsing (mental notes) 
• Translating ambiguous parts 

(not word by word)/ 
Restating in Japanese 

• Marking (highlighting, underlining) 
• Guessing unknown words 
• Look ups 
• Skipping 
• Self-questioning 
• Re-reading 
• Reading ahead 
• Evaluating the characters, 

character traits, and their actions 
• Inferring (background 

 knowledge) 
• Paraphrasing 
• Summarizing by passages 
• Visualizing 
• Monitoring 
• Evaluating comprehension 
• Skimming  
• Predicting from the title* 

Note. Asterisks were different strategies between the two groups. 
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strategies. The participants’ metacognitive knowledge about task was to comprehend 

the story. They used reading strategies in combinations in an orchestrated manner and 

the combination of strategies varied among the participants and by context. The 

findings endorsed the scholars’ statement that strategies were not an isolated action but 

were orchestrated by being deployed more than an action to achieve an L2 task 

(Anderson, 2005; Oxford, 2017). 

By enumerating the strategies that the participants used during reading and 

analyzing how they used them when reading the short story by Dahl for general 

comprehension, both groups used similar strategies to achieve comprehension. All the 

participants used word-level strategies, such as guessing from context. Skimming to 

search for relevant sections was used by the advanced-proficiency participants and Ai 

(the intermediate-proficiency group). Marking syntax and discourse markers was used 

mainly by the intermediate-proficiency group whereas mental notes about syntactic 

parsing was used by some advanced-proficiency participants. Among those strategies, 

prediction from titles was used only by the advanced-proficiency group. However, 

predicting from titles neither helped nor impeded the advanced-proficiency participants 

who used it to comprehend while reading. Only after they understood what happened in 

the ending, they connected the story outcome and the title. Intermediate-proficiency 

participants also connected the ending with the title once they comprehended the ending. 

Despite some differences in strategies, Table 9 indicates that there were few differences 

in strategy types between the two groups. The participants resembled successful L2 

readers in other studies in the way in which they used a variety of strategies in 
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combinations that suited the situation (Ikeda and Takeuchi, 2006; Sheorey & Mokhtari, 

2001; Zhang, 2010) and mainly problem-solving strategies such as monitoring the 

reading process (Shikano, 2013; Shikano, 2015). They used metacognitive knowledge, 

constantly monitored their comprehension, and evaluated their comprehension. In sum, 

they used a combination of multiple strategies to comprehend the story when they 

encountered difficulty. 

The participants except for one participant prioritized reading the story to get the 

gist first. This was a skimming strategy although it took time. For example, the 

advanced-proficiency participants wanted to understand the gist and read the whole text 

without stopping; likewise, Chie also wanted to understand the gist first; Keiko and Ai 

cited their desire to obtain more information to solve a comprehension difficulty and 

preferred to read ahead. They had metacognitive knowledge about self (capable of 

reading), strategy (continue reading for the gist), and task (to capture the gist first). On 

the other hand, Junko (the intermediate-proficiency group) took a few breaks when she 

was tired and/or when she faced a formidable part that could not be comprehended 

quickly in the text. When Junko was aware that her concentration waned, she stopped 

reading, refreshed herself, and cleared her mind so that she could resume reading 

without giving up. With this strategy, she refreshed herself and recharged her cognitive 

resources that she used while reading. Sanford (1990) pointed out that inferencing 

requires cognitive resources because generating inferences entailed effortful cognitive 

task. Junko was using her cognitive resources by inferencing and, in addition, using 

other strategies such as guessing while reading the short story. She had metacognitive 
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knowledge about self (tired by using her resources), strategy (to take a break), and task 

(to achieve task demands and to resume reading). She knew that it was wise to take a 

break regularly because she was using plentiful cognitive resources for drawing not 

only lexical inferences but also bridging and elaborative inferences. The difference in 

reading style among them might depend on individuals’ preferences. 

When the participants realized that their comprehension was incomplete, one 

useful strategy was re-reading. It was one of the common strategies used among them. 

For example, when they finished reading the ending, some participants re-read the short 

story from the beginning and others scanned to find and re-read relevant sections and 

the ending section or re-read the ending multiple times. They re-read to solve 

difficulties and/or discrepancies. Ai, Keiko, and Chie (the intermediate-proficiency 

group) and all participants in the advanced-proficiency group read the whole story once 

before re-reading for different reasons as mentioned above. Re-reading promoted 

comprehension (Miele et al., 2009). The participants resembled Shikano’s (2013) 

Japanese EFL participants in that they monitored the reading process by re-reading or 

going back and forth. Hence, this finding endorsed Shikano’s remarks that Japanese 

learners preferred to use problem solving strategies such as re-reading. 

Although all participants did not engage in word-by-word translation, they relied 

on L1 when using strategies such as writing notes, guessing, paraphrasing, and 

evaluating their comprehension. This finding was in line with past studies in that L2 

learners used L1 when they were faced with difficulties and checked the meaning of the 

text (Kern, 1994; Seng & Hashim, 2006; Upton & Lee-Thompson, 2001). Similar to the 
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ESL participants in Seng and Hashim’s study, the intermediate- and advanced-

proficiency participants used L1 to address difficulties and confirm their comprehension 

when forming a textbase and a situation model. The use of L1 by the participants was 

helpful for checking and confirming comprehension. Upton & Lee-Thompson (2001) 

found that many L2 readers in the middle of improving their language skills spent much 

of their time thinking about L2 texts (expository) in their L1. However, they found that 

advanced-proficiency learners used less of their L1 because the learners handling L2 

reading skills became more automatic and proficient. Their findings were supported by 

this study. When the texts were easy, such as graded readers, the participants in this 

study did not use L1 frequently. 

The participants in both groups recognized that the task demands of reading the 

short story was to comprehend the storyline, especially the ending of the story. As noted 

by many scholars, successful readers recognize that reading involves not only a 

decoding process but also a meaning-forming process (Baker & Brown, 1984; Dunlosky 

& Metcalfe, 2009; Nelson & Narens, 1990; Zhang, 2010). They were similar to 

Devine’s (1988) participant who emphasized comprehension and meaning-construction 

and unlike the other participant who emphasized graphic and phonemic information. 

Less successful readers have little awareness of reading task demands, that is, to make 

sense out of texts (Baker & Brown, 1984). Zhang (2010) observed that less successful 

readers focused on decoding whereas successful readers focused on meaning-

construction. Less successful readers generally must focus on bottom-up processing 

because that is where they encounter difficulty. It is not a choice on their part. Knowing 
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word meaning and word-to-text integration are essential to comprehension (Perfetti & 

Stafura, 2014). However, what actions the participants took after facing difficulty was 

essential to comprehension. Addressing problems with decoding too much would have 

consumed cognitive effort, leaving little room for meaning-construction. The 

participants in this study sometimes encountered bottom-up processing difficulty such 

as decoding, word identification, and meaning retrieval. They did not stop there to solve 

the problems by executing only one strategy but by deploying different strategies such 

as guessing, marking, ignoring, and checking the meaning during the second reading. 

These strategies were deployed by analyzing the value of solving a problem in the light 

of their reading goal. For example, the participants questioned themselves whether it 

was necessary to understand the particular word meaning on the spot in order to 

understand the whole story. Although they seemed to use cognitive effort to solve 

decoding difficulty, they kept abiding by their goal of comprehension and continued 

reading by focusing on meaning-construction. As suggested by Perfetti and Stafura 

(2014), the participants were motivated readers because their deployment of strategies 

was mainly intended to form a mental representation of the situation described in the 

story. Resembling the features of successful readers depicted by many scholars, the 

findings demonstrated that the intermediate- and advanced-proficiency groups were 

motivated readers and used metacognitive knowledge while reading to meet the task 

demands, which they perceived as comprehension. 

The study revealed that the combinations of reading strategies the participants 

deployed depended on each participant and context although they shared the types of 
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strategies they used to a certain degree. When they thought that they needed to take 

remedial action, their metacognitive knowledge directed them to useful strategies and 

enabled them to deploy those strategies. For example, when the participants guessed a 

word, accompanying strategies included writing notes, look-ups, marking, highlighting, 

underlining, circling, and skipping. In addition, the same person guessed and skipped 

words in certain instances, and then guessed and looked up words in other places. The 

participants used metacognitive strategies before and after the deployment of a guessing 

strategy to evaluate their comprehension and continued reading. The participants 

constantly did comprehension monitoring when inferring. Whatever strategy 

combination the participants used, their action of assessing comprehension after the 

execution and evaluating the next action was crucial in the overall comprehension. 

Scholars agree that good readers know more reading strategies and know how to use 

them effectively and that less successful readers do not know when to take action, or 

how to apply strategies even if they know about them (Iwai, 2011; Paris et al., 1983; 

Sheorey & Mokhtari, 2001; Zhang, 2010). In addition to the knowledge of strategies 

and their deployment, the findings support Anderson’s (1991) statement that evaluating 

and monitoring the success of strategy use is important. In sum, the participants knew 

and used similar types of strategies whereas the combinations of those strategies 

differed by the participant and the context. Furthermore, they evaluated and monitored 

their use of strategies vis-à-vis the goal of achieving the overall comprehension. 

The findings suggest that the participants in both groups paid attention to 

syntactic parsing to varying degrees, depending on the complexity of a sentence, and 
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depending, probably, on their learning experience at school and/or a cram school. 

Syntactic parsing is accompanied by marking and highlighting among the intermediate-

proficiency participants. As mentioned above, some common strategies used by the 

intermediate-proficiency participants were not often used by the advanced-proficiency 

group, such as marking discourse markers and highlighting. The intermediate-

proficiency group used these strategies for clarifying sentence structures and discourse 

markers. Although the advanced-proficiency participants used less marking and 

highlighting in the text while reading Dahl, Hiroko in the advanced-proficiency group 

also used this strategy as a habit. Haruo used this strategy mentally, paying attention to 

syntax. Syntactic parsing was a necessary strategy to solve a difficult text for other 

participants, too. For example, Yuri also paid attention to the syntactic structure. Sho 

and Sachiko said that they thought about sentence structure only when the sentence was 

difficult or incomprehensible although they did not do when reading the short story. 

When the texts are easy, such as graded readers, syntactic parsing is not a concern 

because it is processed automatically. When the difficulty of a sentence increases and 

exceeds a certain threshold, they tend to use syntactic parsing either in writing or in 

their head consciously. Because they understood that comprehension requires meaning-

construction, the participants metacognitively understood that syntactic knowledge was 

necessary to comprehend the text (Jeon & Yamashita, 2014). 

In a similar vein, the findings also indicated that the participants in both groups 

can change the strategy of addressing unknown words depending on the difficulty of a 

text and/or different purposes. Both the intermediate- and advanced-proficiency learners 
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tend to check unknown words more frequently when they read academic texts than they 

read graded readers. This common tendency of checking vocabulary supported the 

finding that Japanese EFL learners preferred vocabulary pre-teaching (Mihara, 2011). 

However, when reading a text at an appropriate level, they were aware that they did not 

have to check them but prioritized fluent reading. They metacognitively knew that the 

overall comprehension was attained even when skipping unknown words in the case of 

reading simplified texts or texts appropriate to their levels. 

When reading the short story, the participants in both groups were faced with 

unknown words in the text. None of the participants resembled Zhang’s (2010) less 

successful readers who were trapped in decoding and/or in looking up every unknown 

word. In contrast, all participants in this study often employed a guessing strategy from 

context or using lexical knowledge about prefixes (e.g., Maki’s account about guessing 

from the prefix dis) or about parts of speech (e.g., Ai’s account about guessing 

pathological) for the first reading. Their primary purpose of guessing was to understand 

without stopping. If guessing failed, they sometimes read back or forward to check for 

hints about the word meaning before reading on. The participants resembled Shikano’s 

(2013) Japanese EFL participants who monitored the reading process by going back and 

forth, adjusted the reading speed to make sure they understand, and used context clues 

to negotiate the vocabulary meaning. When the correct or a plausible meaning was not 

forthcoming, the participants skipped or looked up the unknown word, depending on 

their perceived importance in context, and then continued reading. Guessing was used 

in conjunction with marking and underlining among the participants in both groups. The 
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purpose of guessing was found to establish coherence in the context and seek a 

satisfactory meaning that is conducive to their overall comprehension and maintenance 

of the storyline coherence. Among those guessed words, successful guessing depended 

on each individual and/or on the difficulty of the words. For instance, some words were 

successfully guessed by some participants while the same words were not successfully 

guessed by others, such as odor. However, when guessing was perceived to be crucial 

to the understanding of the text but was unsuccessful, they changed their strategy and 

looked them up in a dictionary. The case in point were Junko’s checking the word 

odour, and Hiroko and Chie checking the word lift. Furthermore, after the look-up, they 

attempted to adjust the dictionary wording to fit the context because sometimes 

dictionary wordings did not sound natural in context if transferred directly as in the case 

in Chie’s look-up of discipline. In sum, the participants in both groups used 

metacognitive knowledge to monitor and notice difficulties. Knowing whether they 

were comprehending or not enabled them to deploy what they perceived to be the best 

strategies. Then, they evaluated if their strategies were successful. When they thought 

that their comprehension was within the bound of plausible story development, they 

continued reading. Although their guessing strategy was not invariably successful, they 

generally considered whether it is necessary to know the correct meaning or prioritize 

reading on in light of achieving the goal of comprehending the story. They thus 

prioritized maintaining coherence of overall comprehension. 

As noted by many scholars, less successful readers sometimes do not know 

whether they are comprehending or not while reading (e.g., Baker & Brown, 1984; 
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Grabe & Stoller, 2020). Readers fail to know whether their comprehension is 

forthcoming when the readers do not monitor their reading vis-à-vis their 

comprehension (e.g., Baker & Brown, 1984; Grabe & Stoller, 2020). It is important not 

only to know reading strategies but also to detect what reading problems occur while 

reading and use appropriate strategies effectively via metacognitive monitoring and 

metacognitive controlling. The finding demonstrates that the participants in both groups 

noticed when comprehension was failing or had failed because of unknown words. 

Monitoring comprehension or not is important; this knowledge enables readers to act on 

the problem at hand. The participants in this study knew that they encountered problems 

by monitoring. The participants in both groups also accurately predicted their level of 

text comprehension. Issacson and Fujita (2006) stated that high-achieving students 

predicted what they accomplished in the text more accurately than low-achieving 

participants. The researchers said that skilled self-regulators can predict and estimate 

their academic success and the ability to monitor their learning and predict one’s own 

results is an essential component of self-regulation and is important aspect of 

metacognition (Dunlosky & Metcalfe, 2009; Hacker, et al., 1998; Issacson & Fujita, 

2006). Before reading the short story, the participants anticipated that they were going 

to read an English story, which all of them had not read. The intermediate-proficiency 

group and some of the advanced-proficiency participants predicted that the text was 

difficult to read. Reading the text, which they considered difficult, caused some anxiety 

to the intermediate-proficiency participants because of difficult vocabulary and length, 

and to some advanced-proficiency participants because of a lack of inferencing skills 
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and difficult vocabulary. After reading, they said that the text was difficult, which was 

in line with their prediction. Their expectation about the task was accurate. In addition, 

their judgement about their comprehension after reading was accurate. For example, 

Haruo did not understand how and why the husband died and rated his perceived 

comprehension as 7 out of 10 on a 10-point scale. Chie rated her comprehension as an 8 

because she thought that she might have misunderstood some sections although she 

thought that she was correct while reading. The participants metacognitively predicted 

the difficulty of the reading, prepared for reading, reflected on what they had achieved, 

and judged accurately their levels of comprehension after reading. Their judgement of 

their reading was neither overestimated nor underestimated. 

The findings indicated that the participants in the intermediate- and advanced-

proficiency groups used background knowledge to understand the text like successful 

readers in Zhang’s (2010) study. Less successful readers in Zhang’s (2010) study were 

unable to draw on background knowledge because they did not understand the text. 

Zhang said that the less successful participants in his study thought that without 

understanding what the text said, the background knowledge would not prove useful. 

Although this view is correct from the CI model, they thought that accurate 

understanding involved checking every unknown word (Zhang, 2010). Successful 

participants did not struggle with the word level and were tolerant of ambiguities and 

proceeded with their reading if they understood the content adequately (Nuttall, 2005). 

As mentioned before, the participants in this study acknowledged that there were 

ambiguities, but they deployed strategies to read through the text without being trapped 
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by problems such as unknown words, pronoun referents, and synonymies. They 

allocated their attentional resources and cognitive effort more to meaning construction 

rather than devoting it to word decoding. Using metacognitive knowledge about reading 

task, person, and strategies effectively promoted reading comprehension and their 

metacognitive strategies shared the features of the successful readers (Baker, 1989; 

Baker & Brown, 1984; Flavell, 1979; Pintrich, 2002). 

 

Research Question 2: Beliefs About Good L2 Readers, Good L2 Reading, And L2 

Reading Goals 

The second research question asked what beliefs intermediate- and advanced-

proficiency Japanese EFL learners have about good L2 readers, good L2 reading, and 

L2 reading goals. I addressed research question 2 by analyzing and interpreting the 

transcripts of the semi-structured interviews, the stimulated recall, and the report on 

strategy use data to see if their beliefs guided their reading behavior, or their use of 

strategies and metacognitive knowledge. 

Based on the analysis of their metacognitive knowledge about person and task, the 

findings indicated that they were metacognitively aware of themselves as L2 learners 

and L2 readers. Reflecting the self-awareness as L2 readers, the participants in both 

groups were metacognitively aware of what good L2 readers are, what good L2 reading 

is, and what L2 reading goals are. A comparison of the intermediate- and advanced-

proficiency groups with respect to the participants’ beliefs about good L2 readers, good 

L2 reading, and reading goals related to L2 reading more specifically and their overall 
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English studies more generally are summarized in Table 10, which shows overlap 

between good L2 readers and good L2 reading. 

 

Table 10. Comparison of the Two Groups: Participants’ Beliefs about Good L2 Readers, 
Good L2 Reading, and Their Goals and Their Interest in English Study 
 Intermediate  Advanced 

Good readers • Read a lot 
• Knowledge of vocabulary 
• Knowledge of sentence structure 
• Linguistic proficiency 
• Guessing words effectively 

• Read with purposes, such as for 
obtaining information, pleasure, 
writing papers, translation 

 

 
Good reading  

 
• Reading fast 
• Reading smoothly as Japanese 
• Reading without stopping 
• Reading without backtracking 
• Reading from the beginning to the 

end 
• Maintaining concentration 
• Pay attention to syntax to 

understand nuances 
 

 
• Reading fast 
• Reading smoothly as Japanese 
• Reading without stopping 
• Reading without backtracking 
• Guessing words effectively 
• Maintaining concentration 
• Knowing that one’s 

comprehension is based on 
solid understanding of the 
content and not wild guess or 
baseless imagination 

 
• Read with goals in mind 

Reading goals  
(long-term) 

• Reading fast 
• Reading smoothly as Japanese 
• Reading challenging texts 
 

• Reading fast 
• Reading smoothly as Japanese 
• Comprehending correctly without 

resorting to unnecessary 
guessing (adequate vocabulary 
and grammar knowledge) 

• Reading without losing 
concentration 

• Reading for pleasure and for 
interest 

 
English study 
in general 

• Improving speaking skills • Improving speaking skills 
• Improving English communication 

skills 
• Improving English presentation 

skills 
• Improving reading skills 

Note. The corresponding information were found in the Intermediate-proficiency group and the 
advanced-proficiency group sections. 
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The participants’ beliefs about good L2 readers and good L2 reading reflected 

their metacognitive knowledge about self in light of the reading task. The intermediate-

proficiency participants’ self-image of their L2 reading can be summed up as having a 

slow reading speed (Keiko and Junko), a lack of vocabulary (Chie), and a lack of 

motivation to read (Ai). Their perceptions about good L2 reading constitutes reading 

smoothly without stopping and backtracking. They considered it important to read fast 

and based the ideal speed on their reading speed in Japanese. Chie, for example, thought 

that it was necessary to have effective guessing skills so as to avoid stopping and 

backtracking, and thereby increase her reading speed. Their perceptions about 

themselves and good L2 readers resembled the participant’s perceptions in Zhu’s (2020) 

study. In contrast, the advanced-proficiency participants’ self-image of their L2 reading 

can be summed up as being a competent and confident reader (Sho, Maki, and Sachiko), 

being a poor and unmotivated reader mainly because of weak inferencing skills and 

dislike of letters (Haruo), being an optimistic but less motivated reader because of other 

workloads and a difficulty sustaining concentration (Hiroko), and being an aspirational 

reader recognizing her weaknesses, namely, difficulty sustaining concentration and an 

over reliance on her own imagination for comprehension (Yuri). They share similar 

perceptions about good L2 readers and good L2 reading and aspirations for reading 

fluently without stopping. In addition, maintaining concentration, reading with goals, 

and achieving text-driven understanding were also aspects of good L2 reading. Having 

a purpose when reading was pointed out by the advanced-proficiency participants as an 

important feature as many scholars have noted (Grabe & Stoller, 2020). The findings 
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indicated that their beliefs about good L2 reading and good L2 readers reflected their 

aspirations based on their reading experiences and their beliefs about themselves as an 

L2 reader. The participants’ reading goals reflected their aspirations based on their 

beliefs about good L2 readers and good L2 reading. 

Their metacognitive knowledge about themselves as EFL learners resembled self-

directed L2 learners showing five features of metacognitive development: 

“personalization, engagement, reflection, experimentation, and support” (Cotteral & 

Murray, 2009, pp. 42-43). According to Cotteral and Murray, the five features can 

contribute to the development of metacognitive knowledge. The participants’ learning 

experiences entailed these five features and contributed to the development of 

metacognitive knowledge about themselves as L2 learners, task, and strategies. The 

participants’ learning experiences showed the features of personalization, 

experimentation, engagement, and support. For example, Junko (intermediate-

proficiency group) chose a 300-word text (personalization) to practice reading and 

incrementally increased the number of words in the texts (experimentation and 

engagement) with the goal of reading a 1,500-word text for preparing for an entrance 

examination. When she increased the number of words in a text, she reflected her 

progress and achievement (reflect). In addition, she received advice from her teacher 

about what she needed to do to achieve her goal (support). She was aware that her effort 

and strategy resulted in the success of her entrance examination. Likewise, Keiko 

wanted to improve English and chose RA, selected reading materials appropriate for RA 

(reflect, personalization, experimentation, and engagement), and had support from her 
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teacher and friends at a cram school. On his return to Japan from the summer camp, Sho 

(advanced-proficiency group) reflected that his English and his knowledge about the 

world were inadequate for group discussions with native-English speakers (reflect). He 

searched for English courses to improve his English as well as learn international issues 

with an aim to acquire world knowledge (personalization, experimentation, and 

engagement). When Maki and Yuri studied for the TOEIC, they chose to use a TOEIC 

textbook and a commercially available vocabulary textbook. Haruo decided to choose 

English newspaper articles to study for the IELTS. Similarly, by personalization, 

experimentation, and engagement, Hiroko improved her English. When her grades 

plummeted, she reflected that she must study hard, but did not know where to start. She 

started what she could do every day and experimented and engaged in memorizing 

vocabulary every day—with both a short-term aim of preparing for a vocabulary test 

and a longer-term aim of using vocabulary knowledge in the future. Chie and Ai had 

similar experiences of being supported by their teachers and of working together with 

their peers to compete in high school English presentation contests. All in all, the 

participants had positive self-images as L2 learners. They reflected on the results of 

what they achieved and gained confidence gradually. In sum, as L2 English learners, the 

participants perceived themselves as being competent in setting goals, striving for, and 

achieving goals. Such metacognitive knowledge about a positive self-image guided 

them to challenge themselves to improve English and by extension, read the text that 

they initially thought was difficult.  
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In a similar vein, the participants in this study had a positive self-image as an EFL 

learner and achieved their goals of comprehending the short story. Alderson et al. (2016) 

found that FL learners’ concept about themselves was the most important motivational 

factor to differentiate poor and strong FL readers. More and less successful readers 

differ in motivation, confidence, self-efficacy, and interest in English (Grabe & Stoller, 

2020; Zhang, 2010). The participants’ beliefs about L2 learning and learning experience 

echoed the notion that the greater the learners’ expectation that they can achieve their 

goals, the more self-efficacious they become, the higher their motivation to do it 

(Bandura, 1977; Burrows, 2012). 

The findings indicated that their beliefs about their goal of comprehending the 

story guided their actions and led them to deploy a variety of reading strategies and 

monitor their comprehension when reading as discussed in the previous section. The 

participants attempted to follow the story line and understand the main idea of scenes to 

comprehend the overall plot. The findings were consistent with previous studies in that 

readers’ beliefs dictated where they put their emphasis on reading and consequently 

their reading comprehension (Devine, 1988) and in that readers’ goals influenced the 

use of strategies and metacognitive strategies and allocate resources during text 

processing (Horiba & Fukaya, 2015; Joh & Schallert, 2013; Miele et al., 2009).  

On the other hand, there was a dissociation between their long-term reading goals 

and their present engagement in reading activities outside of classes. The participants’ 

long-term goal, reading fluently, requires reading a large amount of reading. They are 

aware of this requirement to achieve their long-term goal. However, some of the 
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participants attributed a lack of reading to their fluctuating motivation for English 

studies. The lack of motivation resulted in non-engagement of English studies in 

general and L2 reading in particular, outside of classes, except for required assignments. 

This study supports the notion that lower motivation can lead to non-engagement with 

L2 reading (Guthrie, Klauda, & Ho, 2013). In addition, multiple hurdles can lie ahead 

for the EFL university learners, such as other commitments and interest in developing 

their speaking skills. 

When the participants saw themselves as incompetent L2 readers, metacognitive 

knowledge about negative self-image had an adverse effect on comprehension and/or 

engagement in L2 reading. For example, when the intermediate-proficiency participants 

believed that their reading speed was slow, they hesitated to read. When they thought 

that their guessing skills were inadequate, they checked every unknown word as they 

read. Ai was aware that stories in general involved several characters, and she was not 

good at following the relationship among multiple characters and their acts if many 

appear in a story. Her knowledge about her weakness inhibited her to read English 

stories voluntarily. Haruo’s metacognitive knowledge that he was not good at drawing 

inferences and maintain coherence discouraged him to read L2 novels and fiction. The 

participants’ accounts indicated that they thought that L2 reading is laborious and 

consumes a lot of energy and time despite their successful ER experience of fluent 

reading. They considered reading L2 texts more taxing than reading graded readers. 

They associated L2 reading with reading difficult texts or authentic texts, to which the 

benefits of fluent reading that they reaped from ER were not transferred. For example, 
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Keiko thought that reading a difficult textbook led her to feel engaged in English 

studies. As Burrows (2012, p. 385) noted from the low correlation between reading 

self-efficacy and reading amount, the findings endorse the scholar’s notion that students 

like Keiko think that reading difficult texts is more beneficial for improving their 

English than reading graded readers. Keiko made a distinction between the purpose of 

reading graded readers—to read the whole text quickly; and the purpose of reading a 

difficult textbook—to thoroughly read the text, check every unknown word, study the 

content, and most of all, study English. Likewise, Chie recognized that her reading 

speed enhanced by engaging in ER and that she became tolerant about unknown words. 

The participants recognized the benefits of ER such as faster reading speed and ease in 

reading and became confident about reading graded readers. The findings endorsed past 

studies on ER (McLean, & Rouault, 2017; Tanaka & Stapleton, 2007). However, the 

participants’ confidence gained from reading graded readers did not yet build up 

confidence in L2 reading and did not lead to voluntary L2 reading outside of class. That 

said, the participants completed reading the short story and their metacognitive 

knowledge about L2 reading and about self as L2 reader has changed. Reading a 

difficult text might boost their explicit confidence whereas reading appropriate or 

easier-leveled books smoothly might boost their implicit confidence.  

Furthermore, the findings indicated that the participants dissociated vocabulary 

learning from L2 reading. The intermediate-proficiency participants’ belief about good 

L2 readers included knowledge of vocabulary. This finding indicated that they must 

acquire adequate vocabulary before reading or in order to read a text. The participants 
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who engaged in ER did not perceive incidental vocabulary learning as one benefit of ER, 

either. I would expect ER to help learners acquire new words if the materials are at an 

appropriate level. The participants read graded readers quickly by guessing unknown 

words because they emphasized reading fast. They recognized that they were able to 

comprehend without worrying each unknown word. Although incidental vocabulary 

learning occurred through ER, the participants did not recognize that they reaped the 

benefit. Although Junko mentioned that she noticed new words when reading graded 

readers, she did not point out incidental vocabulary learning as one of the benefits. 

Other participants said that because they did not check the meaning in a dictionary after 

reading graded readers, they were not certain that they remembered the words. The 

intermediate- and advanced-proficiency participants believed that vocabulary learning 

involved making conscious efforts by using a vocabulary textbook and memorizing new 

words. For example, the participants in both groups used commercially sold vocabulary 

textbooks to learn vocabulary because they regarded it as an efficient strategy. Their 

beliefs about vocabulary learning not from reading but from studying a vocabulary 

textbook were also observed in the Japanese participants of Sugita’s (2018) study. The 

participants’ beliefs were not in line with the literature indicating that incidental 

vocabulary acquisition takes place during ER (Waring & Takaki, 2003; Webb & Chang, 

2015). Separating L2 reading and vocabulary acquisition might be influenced by their 

learning experiences at a cram school and/or a high school.  
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In sum, the EFL intermediate- and advanced-proficiency learners had a desire to 

read English fluently, and they believe that the goal of reading a text is to comprehend 

the content. Sustaining concentration was also mentioned as an important element for 

good L2 reading. The advanced-proficiency learners attached importance to interest and 

considered L2 reading a taxing cognitive task that requires linguistic knowledge, effort 

to construct meaning, and elements such as interest, concentration, and motivation. 

Similarly, the intermediate-proficiency learners attached importance to interest and 

choice and considered L2 reading a taxing cognitive task that requires vocabulary 

knowledge and effort to construct meaning. L2 reading can be given a low or high 

priority, depending on the individual’s level of motivation, study commitments, and 

interest in developing speaking skills. Metacognitive about positive self-image as an L2 

learner promotes learning and negative self-image inhibits learning behaviors.  

 

Research Question 3: Inference Making 

The third research question asked how intermediate- and advanced-proficiency 

Japanese EFL learners made inferences for general comprehension of a narrative text. 

Research Question 3 was addressed by analyzing the (a) transcripts of the semi-

structured interviews (b) transcripts of think aloud protocol and stimulated recalls (c) 

transcripts of class discussion (English), and (d) the participants’ written reports, and (e) 

the text the participants read. The findings provided additional information about the 

inferences the participants drew during reading a narrative text. The learners drew both 

bridging inferences and elaborative inferences. The findings supports that the 
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intermediate- and advanced-proficiency Japanese EFL readers engage with mental 

actions prior to reading, such as deciding the purpose of reading (to comprehend), 

activating knowledge about the genre, and anticipating the need to draw inferences for 

interpreting a story. 

With respect to bridging inferences, the participants had no difficulty rapidly 

identifying antecedents of anaphors, such as the pronouns he and she. As represented in 

Ai’s account, because there were two main characters in the short story, the participants 

found it easy to find anaphoric relations between pronouns and the main characters, 

Mrs. Foster or Mr. Foster.  

However, some of the participants occasionally had difficulty identifying the 

antecedent of it and took time to resolve the issue. Difficulties arose when it refers to an 

unknown word (e.g., twitch) and when it referred to a missed, ignored, or uninterpreted 

concept that was mentioned several pages before (e.g., elevator). On the other hand, the 

pronoun it can evoke an antecedent mentioned more than half a page earlier as in the 

instance of the present when the participants’ comprehension of the scene was accurate. 

The participants sometimes had difficulty identifying lexical cohesion because of 

antecedents that were synonyms (e.g., Haruo failing to recognize that the building 

meant the airport) even when they were written in an earlier adjacent sentence. When 

facing such problems of anaphoric reference, the participants tended to continue 

reading rather than look for plausible referents. This inefficiency of addressing 

anaphoric reference led then them to need more time and cognitive resources to 

comprehend. In sum, these findings indicate that intermediate- and advanced-
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proficiency EFL learners can have difficulty identifying anaphoric relations efficiently, 

depending on the contexts surrounding the anaphoric relations. The findings raise the 

question of how Japanese EFL readers at different proficiency levels resolve problems 

with anaphoric reference, in cases when the meaning of the reference is initially opaque, 

when the context is complex, and includes several unknown words, and when different 

words are used back-to-back to refer to the same thing. 

The study demonstrated that the participants drew inferences that maintained 

coherence. The participants drew causal inferences when they resolve lexical difficulties 

and issues with anaphoric reference and thereby formed correct representations of the 

textbase and situation models. The findings added to the large body of evidence that 

linguistic knowledge is important for successful L2 reading (Gelderen et al., 2004) 

suggested. At the same time, the participants in both groups used the strategy to connect 

the information written across the text when reading the story, which supported the 

findings from Kintsch (2013). Kintsch (2013) stated that readers are most likely to 

search for causal links as a genre-specific strategy. They drew causal inferences from 

similar parts and in a similar manner. They used a common strategy of seeking the 

causal relations by re-reading. After the first reading, the participants were uncertain 

about the ending and were therefore motivated to find out what happened and why and 

how it happened. Success in understanding causal relations resulted in updating their 

textbase and plausible situation models (van den Broek, 1990; van der Schoot et al., 

2012). Whether the participants succeeded in linking causal relations and understanding 

the ending depended on where they re-read. Re-reading the relevant previous sections 



 280 

led to the construction of accurate situation models by updating their textbase; on the 

other hand, re-reading the same section (ending only) repeatedly did not. Although the 

sections they re-read differed, motivated re-reading with the attentional focus and 

consciousness to search for hints and relevant information facilitated comprehension. 

Re-reading thus played an important role in drawing bridging inferences, understanding 

causal relations, drawing elaborative inferences, and comprehending the story.  

The participants’ background knowledge was used when inferencing to fill in 

information not explicitly stated in the text and integrating their background knowledge 

into the textbase occurred when comprehending the story. Background knowledge, if 

relevant to the textbase, facilitated comprehension. However, background knowledge 

can be a hindrance to forming the correct situation model if readers rely too much on 

irrelevant background knowledge. When they formed an accurate textbase, background 

knowledge (e.g., piles of letters indicating that husband did not read or was not home 

for a long time, and a smell emanating from a dead body) promoted the construction of 

a plausible situation model. Irrelevant background knowledge, which was often caused 

by inaccurate textbase representation, can impede the formation of an accurate situation 

model as in the case of Yuri (drawing her background knowledge of a typical couple 

image depicted in a story or a drama), Chie (an old and frail man), Hiro (a needed repair 

for a water pipe), Yuri (food delivery), and Sho and Chie (husband tripping on stairs). 

However, some of these inaccurate inferences based on irrelevant background 

knowledge can be corrected and revised after continuing reading or re-reading the text. 

On such occasions, they were metacognitively aware that their comprehension was 
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inaccurate and therefore they searched for clues to resolve their incomprehension. 

Importantly, revisions of initial inferences take place when the inferences are directly 

relevant to their reading goals as observed in the instances of revising their first 

inferences, such as a repair needed for an elevator and husband not tripping on the stairs.  

The formation of inaccurate situation models illustrated that people could bring in 

various background knowledge because readers “differ in the kinds and amounts of 

knowledge they have concerning the topic being read” (Hacker, 1998, p. 175). Hacker 

further noted that “even the meaning ascribed to the same words may differ from one 

reader to the next” (p. 175). The findings indicated that when an inaccurate textbase was 

formed by failing to solve lexical problems, irrelevant background knowledge can be 

brought in and led the readers to incomprehension. Conversely, when EFL readers solve 

lexical difficulties by deploying whatever strategies they need, they can form a text-

driven understanding and bring in relevant background knowledge shared by other 

readers and that is not significantly different from the author’s intended meaning. Above 

all, accurate text-driven understanding is useful for constructing a plausible situation 

model. When the participants’ text-driven understanding is accurate, the CI model 

(Kintsch, 1898) functions nicely because irrelevant and contradictory elements activated 

during the construction phase are removed at the integration phase. When an inaccurate 

representation of the textbase was revised by removing the irrelevant elements and 

updated to become accurate, relevant background knowledge is elicited to construct a 

coherent and plausible situation model.  
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The participants in the intermediate- and advanced-proficiency groups can detect 

inconsistencies when one or several sentences, or even several pages existed between 

contradictory information during the second reading. When they noticed inconsistencies 

in information, such as the loyal wife’s remarks devoid of loyalty to her husband, the 

participants updated information to maintain global coherence. For maintaining global 

coherence, readers must activate prior text information and update the readers’ evolving 

situation model constantly by allocating sufficient resources to incoherence and 

updating (van der Schoot et al., 2012, Wassenburg et al., 2015). For example, during the 

first reading, the participants left out situation-relevant information (e.g., the wife 

listening at the door) that could be used as a basis to interpret later text information (the 

ending section) written several pages later. Some participants had sensed that this 

section (e.g., the wife listening at the door) might be important to the story development. 

During the second reading, they were able to identify the prior relevant sections and 

connect that information to the ending. One explanation for both groups’ similar 

performance detecting inconsistencies during the second reading might have to do with 

comprehension monitoring and being motivated readers with an objective to search for 

relevant information (Miele et al., 2009). Another possibility might have to do with 

different standards of coherence (Nahatame, 2017) that the participants used. Haruo, an 

advanced-proficiency participant, might have adapted lower standards of coherence 

than others. Haruo’s metacognitive knowledge about himself (poor L2 reader, not good 

at inferencing, not good at connecting textual information) and task (comprehending 

80% of the content is good enough) might have lowered his standard of coherence. In 
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short, his standards of coherence were met and thus he did not re-read several pages 

back to establish the coherence. In addition to different proficiency levels (Nahatame, 

2017), the finding suggested that motivation and metacognitive knowledge might be 

relevant to deciding the standards of coherence. 

Another explanation concerns WM capacity. WM refers to a cognitive system in 

which active information is stored and processed during the performance of cognitive 

tasks (Baddeley, 1986; Just & Carpenter, 1992). Information from the situation model is 

eventually retained in long-term memory (Grabe & Stoller, 2020). When the 

participants re-read, it can be surmised that the participants stored their tentative 

situation model of the ending section in their long-term memory. This might have freed 

up the WM capacity. Calvo’s (2001) found that WM facilitates elaborative inferences 

during reading. By extrapolating more resources available during the second reading, 

the participants could draw elaborative inferences. Some participants drew forward 

inferences during the second reading, which is not necessarily required for 

comprehension (van den Broek, 1990). Morishima (2013) posited that the inability of 

Japanese EFL learners to detect inconsistencies could be attributed to insufficient 

resources that were used up with low-level processes. Re-reading can help the EFL 

readers to start afresh to search for relevant or prior text information. More importantly, 

before re-reading to search for clues concerning what happened in the ending, they 

resolved problems concerning low-level processes. This finding raises the question of 

how the Japanese EFL readers at different proficiency levels re-read, connected 

information, updated their textbase, and constructed a situation model after resolving 
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problems of lower-level processing or in the context of no problems regarding lower-

level processes. This begs the question of what prompts intermediate- and advanced-

proficiency Japanese EFL learners to re-read if working memory was freed up after the 

first reading. Freeing up working memory capacity alone might not induce re-reading or 

look-backs. Ushiro et al. (2016, 2018) found that Japanese EFL readers can look back 

and re-read the adjacent statement whereas global incoherence did not induce such 

look-backs and re-reading. By extrapolating from this, it can be hypothesized that 

Japanese EFL learners can detect global inconsistency if they are motivated to do so. In 

this study, the participants voluntarily re-read and searched for prior text information. 

Thus, the readers wanted to re-read to establish global coherence. When the participants 

formed an accurate textbase after resolving lower-level lexical problems (e.g., lift, odor) 

and constructed a plausible situation model of the ending, they still did not know the 

how and why. If it is presupposed that WM capacity was freed up, they looked back and 

re-read because they knew they had missed information and were motivated to find that 

information. Their re-reading action indicated that their motivation drove them to 

initiate re-reading, which facilitated inference generation. 

Furthermore, scholars agree that in the process of constructing a situation model, 

comprehension monitoring plays an important role (van der Schoot et al., 2012; 

Wassenburg et al., 2015). When constructing a situation model, the participants 

executed comprehension monitoring strategies constantly. They monitored, evaluated, 

drew inferences, formed the textbase to integrate the information, and updated a 

situation model. As many scholars have advocated, constant comprehension monitoring 
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plays a vital role in comprehension (Baker, 1989; Baker & Brown, 1984; Flavell, 1979; 

Hu & Nassaji, 2014). The participants were able to evaluate emotional and causal 

information by noticing inconsistencies in descriptions of different sections in the text. 

The findings indicated that they constantly monitored their comprehension. 

 

Pedagogical Implications 

In this study I explored how intermediate- and advanced-proficiency participants 

used metacognitive knowledge and inference-drawing skills to enhance their reading 

comprehension. It is widely accepted that reading is an important component of English 

learning (Grabe & Stoller, 2020). Knowing how to use strategies and metacognitive 

strategies while reading is important for L2 text comprehension. This study has four 

pedagogical implications for EFL teachers, EFL teacher trainers, EFL teacher trainees, 

and EFL learners. 

First, reading strategies are useful if employed appropriately in combination. 

Knowing reading strategies is important. Moreover, it is equally important to know 

what strategies to deploy, when to deploy them, and evaluate whether their deployment 

led to adequate comprehension. In this sense, metacognitive monitoring and 

metacognitive control play important roles. Japanese EFL learners benefit from learning 

a variety of reading strategies as well as how and when to use them. Teaching them the 

importance of monitoring their comprehension is beneficial so as to equip themselves 

with metacognitive strategies. Students benefit from practice how and when to use 

strategies through trial and error. Students can share their usage with their peers. Each 
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individual has different and idiosyncratic preferences for reading such as taking a break, 

reading aloud, and checking every unknown word before reading a difficult text. At the 

same time, there are common strategies that work for everyone such as re-reading, 

connecting information, identifying anaphoric relations, inferencing, guessing 

vocabulary from context, and comprehension monitoring, if these strategies are 

acquired. If inadequate time is given to re-reading in class, it is worthwhile having 

students to re-read a familiar text. Purposeful re-reading is recommended because it 

leads to deeper comprehension as this study indicated and contributes to fluency 

development (Grabe & Stoller, 2020, pp. 160-161). It is beneficial for EFL teachers to 

introduce a wide variety of strategies to learners, which they might already know and 

have used when studying other subjects in Japanese in case of university students. 

However, transferring L1 reading skills does not occur automatically (Burrows, 2012; 

Koda, 2005). With explicit instruction, the learners might realize that some strategies 

they use with L2 reading can be transferred to L2 reading. This alone can be an 

awakening experience for Japanese EFL learners, who might think that reading English 

is strictly based on the accurate knowledge of vocabulary and grammar. Demonstrating 

how to and when to use reading strategies in combination together with metacognitive 

strategies in class will be beneficial. EFL teachers can share these benefits with other 

EFL teachers and, moreover, with EFL teacher trainers and EFL teacher trainees. 

Second, knowing about EFL learners’ metacognitive knowledge provides insight 

into what the learners think about L2 reading and learning. The findings suggest that the 

participants had positive self-image as L2 learners, which promoted their English 
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studies. However, the intermediate-proficiency group and some in the advanced-

proficiency group did not read outside classes for various reasons such as other 

commitments and/or a lack of motivation. The participants were metacognitively aware 

that they can engage in L2 reading if necessary and comprehend even challenging L2 

texts when necessary. Because of their academic workloads and their non-English 

majors, L2 reading was often given a low priority. Moreover, L2 reading is not an easy 

task because it involves many cognitive activities, which requires energy and time. 

Some learners felt anxiety initially. Some were convinced that they are not good at 

making inferences. These perceptions in conjunction of the low priority given to reading 

aggregated to make them less likely to engage in L2 reading. This study demonstrates 

that EFL learners who have attained intermediate proficiency need extrinsic motivation 

for a while before becoming autonomous readers. Unless they have opportunities to use 

and practice reading strategies, especially those that they perceive as being difficult, the 

chances are that they will not use them and subsequently forget them. By way of giving 

a practice arena, introduction of ER is useful because learning strategies takes a great 

deal of time to acquire, and successful strategy use results from using strategies that suit 

an individual. ER can be a valuable way of allowing students to develop their own 

strategies because ER is similar to L1 reading in the sense that both are highly 

comprehensible (e.g., Burrows, 2012). Furthermore, learners like to select books to read 

from a number of available books that are appropriate to their levels. Finding out what 

they enjoy reading and introducing ER will be beneficial. Improving reading strategies 

is instrumental to improving reading comprehension. This study also indicated that 
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reading the short story led the participants to draw many inferences and use a variety of 

other reading strategies. Giving them challenging texts to read independently as an 

assignment might reveal their potential for using reading strategies. In addition to 

instruction, introducing options gives the EFL learners opportunities to explore and 

cultivate reading strategies on their own and in their own ways. In so doing, their 

metacognitive knowledge will change. 

Third, the participants wanted to become fluent readers, hoping to read English as 

fluently as Japanese. When they read Japanese, they realized that they did not have to 

pause and guess the meaning of words, or parse syntax. When the participants read 

graded readers or texts of their interest, they read them without stopping and did not 

perceive them as difficult. EFL teachers can introduce reading options to learners by 

introducing ER. Having ample opportunities to practice reading books at their levels 

and of their own choosing is one effective way for them to read quickly with few pauses. 

Finally, this study suggests that EFL learners need to recognize the importance of 

checking comprehension during reading and generating inferences to tackle 

comprehension problems. The participants drew many inferences while reading. Some 

were accurate and others inaccurate. Metacognitive strategies are useful when 

monitoring inferencing. Readers can encounter difficulty because of anaphoric 

references and/or causal relations. In such cases, re-reading the section and previous 

section(s) is beneficial to examine that their inferences are plausible. EFL learners 

benefit from knowing how to link information within sentences and between sentences  
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far apart in the text. Forming an accurate textbase is important for constructing plausible 

situation models. It is essential to teach the learners to draw inferences for English texts 

just as they draw inferences when they read Japanese texts. Narrative texts provide a 

good platform to practice drawing inferences. 



 290 

CHAPTER 6 

CONCLUSION 

 

I conducted a multiple case study with ten Japanese intermediate- and advanced-

proficiency EFL learners to investigate their metacognitive knowledge, beliefs about 

good L2 reading, and inferencing while reading a narrative text. In this chapter, I 

summarize the main findings, discuss the limitations of this study, provide suggestions 

for future research, and make concluding comments. 

 

Summary of the Findings 

First, this case study with a multiple case study design presented data supporting 

the conclusion that metacognitive knowledge (Flavell, 1979), metacognitive strategies, 

and comprehension monitoring (Baker & Brown, 1984; Nelson & Narens, 1990; 

Wenden, 1998) play essential roles in self-regulated L2 reading. The participants used 

metacognitive knowledge effectively while reading the short story by deploying a 

variety of strategies in an orchestrated manner. They were not interfered by too many 

stops of checking every unknown word but prioritized continuing reading to obtain 

more information. This reading behavior resembled successful L2 readers in other 

studies in the way in which they used a variety of strategies (Ikeda & Takeuchi, 2006; 

Sheorey & Mokhtari, 2001; Zhang, 2010). The participants in both groups recognized 

the goal (comprehension), deployed strategies while reading the story, and met the goal. 

Both groups used similar strategies and used strategies in combination although the 
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combinations differed because of the context and the individual participant. Anderson 

(1991) pointed to the importance of learners evaluating whether their strategies are 

successful. The findings endorsed that monitoring and judging the result of their 

strategy use facilitates reading and constant meaning construction efforts are conducive 

to achieving comprehension. Syntactic parsing was mainly used by the intermediate-

proficiency participants. Guessing unknown words were commonly used strategies. 

Among unknown words, some were key words that led to overall comprehension. The 

participants in both groups identified the key words relevant to comprehension, and if 

guessing failed for these words, they deployed another strategy, such as dictionary look-

up. The findings also confirmed that high-achieving students can predict and reflect on 

the level of comprehension. In addition, depending on the reader, reading style can 

differ with some preferring to read through to obtain the gist despite comprehension 

difficulties and the others preferring to read and rest alternately to refresh. The 

participants can use background knowledge to help comprehension as the successful 

readers in Zhang’s (2010) study. 

Second, the participants were metacognitively aware of themselves as L2 learners 

and as L2 readers. Their self-image might have influenced their perceptions of good L2 

readers, good L2 reading, and their reading goals. Their metacognitive knowledge about 

themselves as EFL learners resembled self-directed L2 learners showing five features of 

metacognitive development, “personalization, engagement, reflection, experimentation, 

and support” (Cotteral & Murray, 2009, pp. 42-43). However, motivation can be a 

promoter of or a hindrance to engagement in L2 reading because it fluctuates. Interest 
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and benefits from reading, such as easy reading and reading fluency gains, when they 

perceive, can promote reading. 

Finally, the readers constructed situation models by following the timeline of the 

story, the events, and the characters’ relationship by integrating their background 

knowledge with the textbase. In order to do so, it was important for them to know the 

meaning of a couple of key words. To know the meaning of the key words prompted 

them to re-read the sections that they thought relevant to comprehend the plot. With the 

knowledge, irrelevant or contradictory elements were removed at the construction phase, 

which enabled them to bring in relevant background knowledge based on an accurate 

textbase. Then at the integration phase, the textbase was integrated into prior knowledge 

by making inferences that led to comprehension. The participants actively drew both 

bridging inferences and elaborative inferences. When they detected implausible 

inferences, they read previous or upcoming sections to seek more clues in the text and 

demonstrated that they were aware of global coherence. The participants drew causal 

inferences, which were necessary to understand the coherence of the story. The standard 

of coherence might be different, depending on the individual reader’s motivation and 

belief. Impediments to forming a plausible situation model were often related to failing 

to form the textbase based on text-driven understanding, which can be caused by lexical 

knowledge, anaphoric relations, and background knowledge. The issues with low-level 

processing can be addressed by the deployment of appropriate strategies via 

comprehension monitoring. 
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Limitations the Study 

The current study had four limitations. First, the written report (Appendix C) I 

was not based on a written report format that has been researched and validated in past 

studies. There were several confounding factors regarding the written report. Because of 

this written form, the participants might have written more reading strategies because 

they were more metacognitively aware than usual. The question of creating a summary 

might have confounded the data because this is a cognitive strategy. This could be an 

interactive treatment to condition them to be more metacognitively aware. If 

participants did not report using a strategy, it does not mean that they did not use a 

strategy. There remained a question regarding to what degree learners were aware of 

their strategy use. There might be cases of students using strategies but not being aware 

that they were strategies and thereby not reporting them. In addition, I did not ask the 

participants if they had ever received explicit metacognitive strategy training such as 

semantic mapping and Experience-Text-Relationship method (Carrell, Pharis, & Liberto, 

1989). To minimize possibilities of problems as mentioned above, data collection was 

triangulated by using a think-aloud protocol and stimulated recall methodology. Second, 

there was a possibility that the reading activity might not have been recalled completely 

or accurately after one week. On the other hand, when the participants did the think-

aloud, they were reading the text a third time, which was a limitation because the 

students’ strategies changed a great deal from the first reading. Third, I selected the text 

and the sections to be analyzed for inferencing. There was a possibility that the 

participants might draw more or less inferences in other sections if a different book or 
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sections were selected. Fourth, because of this study being a case study with ten 

participants, the findings were not generalizable to all Japanese college students because 

the sample was not representative of them. Finally, because this study used the VST 

instead of the VLT, it was difficult to establish which frequency levels the participants 

had adequately acquired. Despite these limitations, the study provides a detailed 

account of the intermediate- and advanced proficiency Japanese EFL learners’ use of 

metacognitive knowledge and inferencing with the potential for contributing to the 

literature. With the scarcity of literature on EFL learners’ metacognitive knowledge and 

inferencing related to L2 reading, this study attempted to break ground by identifying 

the important yet less focused themes. 

 

Suggestions for Future Research 

I would like to suggest six directions for future research. The first direction for 

future research is to investigate how Japanese EFL readers at different proficiency 

levels resolve problems of anaphoric reference, in particular in cases when the meaning 

of the reference is initially opaque. This investigation could be done by administering a 

test controlling for vocabulary frequency of the anaphor to see what students with 

different levels of vocabulary do when trying to resolve the referent that the pronoun is 

referring to. The second direction is to explore metacognition and reading with a wider 

variety of participants from younger Japanese EFL learners with limited knowledge of 

English grammar and vocabulary. Intervention studies with younger participants should 

be conducted to find out how to support them when reading texts. In addition, because 
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strategies were used in combination of clusters, studies should be conducted to 

investigate how learners’ combined strategies to result in successful reading 

comprehension can differ. The third direction is to focus on the conditioning of 

Japanese students with their early English education. Students’ learning experiences via 

the grammar-translation method or communicative language teaching and at cram 

school might influence their strategy use in reading. In relation to students’ learning 

experiences, it will be worthwhile to investigate whether a culture of foreign language 

learning can be cultivated in Japan. It would be important to make an inquiry: Can 

Japan adapt language learning methods and attitudes from other places such as Europe 

that has a rich culture of learning foreign languages and where most Europeans speak 

more than one language? Such an investigation would be beneficial to the fields of 

foreign language learning and education. The fourth direction is to use both academic 

and expository texts with Japanese EFL intermediate- and advanced-proficiency 

learners. Intervention studies should shed light on learners’ development of 

metacognitive knowledge by using reading strategy questionnaires (e.g., Mokhtari & 

Sheorey, 2002) before and after the intervention. Another direction is to investigate the 

effects of reading aloud (RA) because the interview data brought to light the gap 

between literature about RA and the participants’ perception about RA and its perceived 

benefits. Their positive feedback about RA was inconsistent with literature that regards 

RA as a possible impediment to comprehension and a cause for slowing reading speed 

(e.g., Grabe & Stoller, 2020; Nation, 2013). Because the phonological element of 

reading English is important, conducting research on RA will shed light on the benefits 
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of RA for Japanese learners. Finally, I think that experimenting and/or observing the 

effect of students’ reciprocal teaching of reading strategies and metacognitive strategies 

(Dabarera, Renandya, & Zhang, 2014; Palinscar & Brown, 1984) with Japanese EFL 

intermediate- and advanced-proficiency learners would shed light on how to teach 

students reading strategies and metacognition. We need longitudinal studies that 

investigate how learners develop strategies in the reciprocal teaching context. It is a 

topic that would be beneficial to strategy learning and practice in an EFL context. 

 

Final Conclusions 

As an educator in an EFL context and a long-term EFL learner myself, I have 

believed that reading is one of the most efficient and effective ways to improve English. 

Reading a lot of English materials leads Japanese EFL learners to be more competent 

and provides a great opportunity to learn English vocabulary, multi-word expressions, 

and collocations. However, the question is what to read in volume because authentic 

books are difficult to read. When I first learned the concept of ER more than a decade 

ago, it was an eye-opening experience and I introduced ER to my classes. My students 

seemed to enjoy finding books they could read fluently without worrying about 

unknown words. My interest shifted when I realized that outside of mandatory reading 

assignments, most of my students did not voluntarily read much despite their potential 

for growth and the availability of graded readers. Literature taught me a great deal about 

successful readers’ propensities and behaviors. Successful readers know and use a 

variety of reading strategies effectively; successful readers draw many inferences 
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compared to less successful readers. As suggested by many scholars, it is desirable to 

read strategically (Paris et al., 1983). The question is how to teach students how to 

become a strategic reader. I first wanted to know what Japanese EFL learners were 

thinking while they were reading. What strategies do they use? What inferences do they 

draw? What processes are taking place? Are they enjoying reading? The journey of 

investigation thus began. 

The participants’ accounts taught me a great deal about how they read. They were 

able to read the short story by deploying strategies without resorting to a word-by-word 

translation despite the fact that most of them had not engaged in long silent reading or 

reading stories. Their accounts showed that L2 reading was a major cognitive enterprise 

that required a great deal of cognitive energy. They used metacognitive knowledge 

about task, person, and strategy to accomplish the goals. Above all, I learned that they 

were all hard workers, good planners, and able to execute their plans. They were 

committed to improving their English when they were motivated. Stoller (2015) stated 

that L2 reading teachers should set high expectation of all students who have different 

levels of motivation in order to help the students “become better, more confident and 

motivated readers” (p. 157). The participants’ knowledge about themselves (never give 

up), their task knowledge about reading (comprehend), and their strategy knowledge 

(use in combinations) helped them complete the challenging task of reading the short 

story. Without their contributions, this study would never have been possible. I would 

like to thank them and make the most of the knowledge I gained from the study to teach 

L2 reading to Japanese EFL learners with more confidence in the future. 
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APPENDIX A 

The Way Up to Heaven 

By Roald Dahl  

All her life, Mrs. Foster had had an almost pathological fear of missing a train, a plane, 

a boat, or even a theatre curtain. In other respects, she was not a particularly nervous 

woman, but the mere thought of being late on occasions like these would throw her into 

such a state of nerves that she would begin to twitch. It was nothing much - just a tiny 

vellicating muscle in the corner of the left eye, like a secret wink - but the annoying 

thing was that it refused to disappear until an hour or so after the train or plane or 

whatever it was had been safely caught. 

It was really extraordinary how in certain people a simple apprehension about a thing 

like catching a train can grow into a serious obsession. At least half an hour before it 

was time to leave the house for the station, Mrs. Foster would step out of the elevator all 

ready to go, with hat and coat and gloves, and then, being quite unable to sit down, she 

would flutter and fidget about from room to room until her husband, who must have 

been well aware of her state, finally emerged from his privacy and suggested in a cool 

dry voice that perhaps they had better get going now, had they not? 

Mr. Foster may possibly have had a right to be irritated by this foolishness of his 

wife’s, but he could have had no excuse for increasing her misery by keeping her 

waiting unnecessarily. Mind you, it is by no means certain that this is what he did, yet 

whenever they were to go somewhere, his timing was so accurate - just a minute or two 

late, you understand - and his manner so bland that it was hard to believe he wasn’t 

purposely inflicting a nasty private little torture of his own on the unhappy lady. And 

one thing he must have known - that she would never dare to call out and tell him to 

hurry. He had disciplined her too well for that. He must also have known that if he was 

prepared to wait even beyond the last moment of safety, he could drive her nearly into 

hysterics. On one or two special occasions in the later years of their married life, it 

seemed almost as though he had wanted to miss the train simply in order to intensify the 

poor woman’s suffering. 

Assuming (though one cannot be sure) that the husband was guilty, what made his 

attitude doubly unreasonable was the fact that, with the exception of this one small 

irrepressible foible, Mrs. Foster was and always had been a good and loving wife. For 

over thirty years, she had served him loyally and well. There was no doubt about this. 

Even she, a very modest woman, was aware of it, and although she had for years 

refused to let herself believe that Mr. Foster would ever consciously torment her, there 

had been times recently when she had caught herself beginning to wonder.  

Mr. Eugene Foster, who was nearly seventy years old, lived with his wife in a large 

six-story house in New York City, on East Sixty-second Street, and they had four 

servants. It was a gloomy place, and few people carne to visit them. But on this 

particular morning in January, the house had come alive and there was a great deal of 

bustling about. One maid was distributing bundles of dust sheets to every room, while 
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another was draping them over the furniture. The butler was bringing down suitcases 

and putting them in the hall. The cook kept popping up from the kitchen to have a word 

with the butler, and Mrs. Foster herself, in an old-fashioned fur coat and with a black 

hat on the top of her head, was flying from room to room and pretending to supervise 

these operations. Actually, she was thinking of nothing at all except that she was going 

to miss her plane if her husband didn’t come out of his study soon and get ready. 

‘What time is it, Walker?’ she said to the butler as she passed him. 

‘It’s ten minutes past nine, Madam.’ 

‘And has the car come?’ 

‘Yes, Madam, it’s waiting. I’m just going to put the luggage in now.’ 

‘It takes an hour to get to Idlewild,’ she said. ‘My plane leaves at eleven. I have to be 

there half an hour beforehand for the formalities. I shall be late. I just know I’m going to 

be late.’ 

‘I think you have plenty of time, Madam,’ the butler said kindly. ‘I warned Mr. 

Foster that you must leave at nine-fifteen. There’s still another five minutes.’ 

‘Yes, Walker, I know, I know. But get the luggage in quickly, will you please?’ 

She began walking up and down the hall, and whenever the butler carne by, she 

asked him the time. This, she kept telling herself, was the one plane she must not miss. 

It had taken months to persuade her husband to allow her to go. If she missed it, he 

might easily decide that she should cancel the whole thing. And the trouble was that he 

insisted on coming to the airport to see her off. 

‘Dear God,’ she said aloud, ‘I’m going to miss it. I know, I know, I know I’m going 

to miss it.’ The little muscle beside the left eye was twitching madly now. The eyes 

themselves were very close to tears. 

‘What time is it, Walker?’ 

‘It’s eighteen minutes past, Madam.’ 

‘Now I really will miss it!’ she cried. ‘Oh, I wish he would come!’ 

This was an important journey for Mrs. Foster. She was going all alone to Paris to 

visit her daughter, her only child, who was married to a Frenchman. Mrs. Foster didn’t 

care much for the Frenchman, but she was fond of her daughter, and, more than that, 

she had developed a great yearning to set eyes on her three grandchildren. She knew 

them only from the many photographs that she had received and that she kept putting up 

all over the house. They were beautiful, these children. She doted on them, and each 

time a new picture arrived she would carry it away and sit with it for a long time, 

staring at it lovingly and searching the small faces for signs of that old satisfying blood 

likeness that meant so much. And now, lately, she had come more and more to feel that 

she did not really wish to live out her days in a place where she could not be near these 

children, and have them visit her, and take them out for walks, and buy them presents, 

and watch them grow. She knew, of course, that it was wrong and, in a way, disloyal to 

have thoughts like these while her husband was still alive. She knew also that although 

he was no longer active in his many enterprises, he would never consent to leave New 

York and live in Paris. It was a miracle that he had ever agreed to let her fly over there 

alone for six weeks to visit them. But, oh, how she wished she could live there always 

and be close to them! 
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‘Walker, what time is it?’ 

‘Twenty-two minutes past, Madam.’ 

As he spoke, a door opened and Mr. Foster carne into the hall. He stood for a moment, 

looking intently at his wife, and she looked back at him - at this diminutive but still 

quite dapper old man with the huge bearded face that bore such an astonishing 

resemblance to those old photographs of Andrew Carnegie. 

‘Well,’ he said, ‘I suppose perhaps we’d better get going fairly soon if you want to 

catch that plane.’ 

‘Yes, dear - yes! Everything’s ready. The car’s waiting.’ 

‘That’s good,’ he said. With his head over to one side, he was watching her closely. 

He had a peculiar way of cocking the head and then moving it in a series of small, rapid 

jerks. Because of this and because he was clasping his hands up high in front of him, 

near the chest, he was somehow like a squirrel standing there - a quick clever old 

squirrel from the Park. 

‘Here’s Walker with your coat, dear. Put it on.’ 

‘I’ll be with you in a moment,’ he said. ‘I’m just going to wash my hands.’ 

She waited for him, and the tall butler stood beside her, holding the coat and the hat. 

‘Walker, will I miss it?’ 

‘No, Madam,’ the butler said. ‘I think you’ll make it all right.’ 

Then Mr. Foster appeared again, and the butler helped him on with his coat. Mrs. 

Foster hurried outside and got into the hired Cadillac. Her husband carne after her, but 

he walked down the steps of the house slowly, pausing halfway to observe the sky and 

to sniff the cold morning air. 

‘It looks a bit foggy,’ he said as he sat down beside her in the car. ‘And it’s always 

worse out there at the airport. I shouldn’t be surprised if the flight’s cancelled already.’ 

‘Don’t say that, dear - please.’ 

They didn’t speak again until the car had crossed over the river to Long Island.  

‘I arranged everything with the servants,’ Mr. Foster said. ‘They’re all going off 

today. I gave them half-pay for six weeks and told Walker to send him a telegram when 

we wanted them back.’ 

‘Yes,’ she said. He told me.’ 

‘I’ll move into the club tonight. It’ll be a nice change staying at the club.’ 

‘Yes, dear. I’ll write to you.’ 

‘I’ll call in at the house occasionally to see that everything’s all right and to pick up 

the mail.’ 

‘But don’t you really think Walker should stay there all the time to look after things?’ 

she asked meekly. 

‘Nonsense. It’s quite unnecessary. And anyway, I’d have to pay him full wages.’ 

‘Oh yes,’ she said. ‘Of course.’ 

‘What’s more, you never know what people get up to when they’re left alone in a 

house,’ Mr. Foster announced, and with that he took out a cigar and, after snipping off 

the end with a silver cutter, lit it with a gold lighter. 

She sat still in the car with her hands clasped together tight under the rug. 

‘Will you write to me?’ she asked. 
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‘I’ll see,’ he said. ‘But I doubt it. You know I don’t hold with letter-writing unless 

there’s something specific to say.’ 

‘Yes, dear, I know. So, don’t you bother.’ 

They drove on, along Queen’s Boulevard, and as they approached the flat marshland 

on which Idlewild is built, the fog began to thicken, and the car had to slow down. 

‘Oh dear!’ cried Mrs. Foster. ‘I’m sure I’m going to miss it now! What time is it?’ 

‘Stop fussing,’ the old man said. ‘It doesn’t matter anyway. It’s bound to be cancelled 

now. They never fly in this sort of weather. I don’t know why you bothered to come 

out.’ 

She couldn’t be sure, but it seemed to her that there was suddenly a new note in his 

voice, and she turned to look at him. It was difficult to observe any change in his 

expression under all that hair. The mouth was what counted. She wished, as she had so 

often before, that she could see the mouth clearly. The eyes never showed anything 

except when he was in a rage. 

‘Of course,’ he went on, ‘if by any chance it does go, then I agree with you – you’ll 

be certain to miss it now. Why don’t you resign yourself to that?’ 

She turned away and peered through the window at the fog. It seemed to be getting 

thicker as they went along, and now she could only just make out the edge of the road 

and the margin of grassland beyond it. She knew that her husband was still looking at 

her. She glanced at him again, and this time she noticed with a kind of horror that he 

was staring intently at the little place in the corner of her left eye where she could feel 

the muscle twitching. 

‘Won’t you?’ he said. 

‘Won’t I what?’ 

‘Be sure to miss it now if it goes. We can’t drive fast in this muck.’ 

He didn’t speak to her any more after that. The car crawled on and on. The driver had 

a yellow lamp directed on to the edge of the road, and this helped him to keep going. 

Other lights, some white and some yellow, kept coming out of the fog towards them, 

and there was an especially bright one that followed close behind them all the time. 

Suddenly, the driver stopped the car. 

‘There!’ Mr. Foster cried. ‘We’re stuck. I knew it.’ 

‘No, sir,’ the driver said, turning around. ‘I’ve made it. This is the airport.’ 

Without a word, Mrs. Foster jumped out and hurried through the main entrance into 

the building. There was a mass of people inside, mostly disconsolate passengers 

standing around the ticket counters. She pushed her way through and spoke to the clerk. 

‘Yes,’ he said. ‘Your flight is temporarily postponed. But please don’t go away. 

We’re expecting this weather to clear any moment.’ 

She went back to her husband who was still sitting in the car and told him the news. 

‘But don’t you wait, dear,’ she said. ‘There’s no sense in that.’ 

‘I won’t,’ he answered. “So long as the driver can get me back. Can you get me back, 

driver?’ 

‘I think so,’ the man said. 

‘Is the luggage out?’ 

‘Yes, sir.’ 
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‘Good-bye, dear,’ Mrs. Foster said, leaning into the car and giving her husband a 

small kiss on the coarse grey fur of his cheek. 

‘Good-bye,’ he answered. ‘Have a good trip.’ 

The car drove off, and Mrs. Foster was left alone. 

The rest of the day was a sort of nightmare for her. She sat for hour after hour on a 

bench, as close to the airline counter as possible, and every thirty minutes or so she 

would get up and ask the clerk if the situation had changed. She always received the 

same reply - that she must continue to wait, because the fog might blow away at any 

moment. It wasn’t until after six in the evening that the loudspeakers finally announced 

that the flight had been postponed until eleven o’clock the next morning. 

Mrs. Foster didn’t quite know what to do when she heard this news. She stayed 

sitting on her bench for at least another half-hour, wondering, in a tired, hazy sort of 

way, where she might go to spend the night. She hated to leave the airport. She didn’t 

wish to see her husband. She was terrified that in one way or another he would 

eventually manage to prevent her from getting to France. She would have liked to 

remain just where she was, sitting on the bench the whole night through. That would be 

the safest. But she was already exhausted, and it didn’t take her long to realize that this 

was a ridiculous thing for an elderly lady to do. So, in the end she went to a phone and 

called the house.  

Her husband, who was on the point of leaving for the club, answered it himself. She 

told him the news and asked whether the servants were still there. 

‘They’ve all gone,’ he said. 

‘In that case, dear, I’ll just get myself a room somewhere for the night. And don’t you 

bother yourself about it at all.’ 

‘That would be foolish,” he said. “You’ve got a large house here at your disposal. 

Use it." 

‘But, dear, it’s empty.’ 

‘Then I’ll stay with you myself.’ 

‘There’s no food in the house. There’s nothing.’ 

‘Then eat before you come in. Don’t be so stupid, woman. Everything you do, you 

seem to want to make a fuss about it.’ 

‘Yes,’ she said. ‘I’m sorry. I’ll get myself a sandwich here, and then I’ll come on in.’ 

Outside, the fog had cleared a little, but it was still a long, slow drive in the taxi, and 

she didn’t arrive back at the house on Sixty-second Street until fairly late. 

Her husband emerged from his study when he heard her coming in. ‘Well,’ he said, 

standing by the study door, ‘how was Paris?’ 

‘We leave at eleven in the morning,’ she answered. ‘It’s definite.’ 

‘You mean if the fog clears.’ 

‘It’s clearing now. There’s a wind coming up.’ 

‘You look tired,’ he said. ‘You must have had an anxious day.’ 

‘It wasn’t very comfortable. I think I’ll go straight to bed.’ 

‘I’ve ordered a car for the morning.’ he said. ‘Nine o’clock.’ 

‘Oh, thank you, dear. And I certainly hope you’re not going to bother to come all the 

way to see me off.’ 
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‘No,’ he said slowly. ‘I don’t think I will. But there’s no reason why you shouldn’t 

drop me at the club on your way.’ 

She looked at him, and at that moment he seemed to be standing a long way off from 

her, beyond some borderline. He was suddenly so small and far away that she couldn’t 

be sure what he was doing, or what he was thinking, or even what he was. 

‘The club is downtown,’ she said. ‘It isn’t on the way to the airport.’ 

‘But you’ll have plenty of time, my dear. Don’t you want to drop me at the club?’ 

‘Oh, yes - of course.’ 

‘That’s good. Then I’ll see you in the morning at nine.’ 

She went up to her bedroom on the second floor, and she was so exhausted from her 

day that she fell asleep soon after she lay down. 

Next morning, Mrs. Foster was up early, and by eight-thirty she was downstairs and 

ready to leave. 

Shortly after nine, her husband appeared. ‘Did you make any coffee?’ he asked. 

‘No, dear. I thought you’d get a nice breakfast at the club. The car is here. It’s been 

waiting. I’m all ready to go.’ 

They were standing in the hall - they always seemed to be meeting in the hall 

nowadays - she with her hat and coat and purse, he in a curiously cut Edwardian jacket 

with high lapels. 

‘Your luggage?’ 

‘It’s at the airport.’ 

‘Ah yes,’ he said. ‘Of course. And if you’re going to take me to the club first, I 

suppose we’d better get going fairly soon, hadn’t we?’ 

‘Yes!” she cried. “Oh, yes - please!” 

‘I’m just going to get a few cigars. I’ll be right with you. You get in the car.’ 

She turned and went out to where the chauffeur was standing, and he opened the car 

door for her as she approached. 

‘What time is it?’ she asked him. 

‘About nine-fifteen.’ 

Mr. Foster came out five minutes later, and watching him as he walked slowly down 

the steps, she noticed that his legs were like goat’s legs in those narrow stovepipe 

trousers that he wore. As on the day before, he paused half-way down to sniff the air 

and to examine the sky. The weather was still not quite clear, but there was a wisp of 

sun coming through the mist. 

‘Perhaps you’ll be lucky this time,’ he said as he settled himself beside her in the car. 

‘Hurry, please,’ she said to the chauffer. ‘Don’t bother about the rug. I’ll arrange the 

rug. Please get going. I’m late.’ The man went back to his seat behind the wheel and 

started the engine. 

‘Just a moment!’ Mr. Foster said suddenly. ‘Hold it a moment, chauffeur, will you?’ 

‘What is it, dear?’ She saw him searching the pockets of his overcoat. 

‘I had a little present I wanted you to take to Ellen,’ he said. ‘Now, where on earth is 

it? I’m sure I had it in my hand as I came down.’ 

‘I never saw you carrying anything. What sort of present?’ 
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‘A little box wrapped up in white paper. I forgot to give it to you yesterday. I don’t 

want to forget it today.’ 

‘A little box!” Mrs. Foster cried. ‘I never saw any little box!’ She began hunting 

frantically in the back of the car. 

Her husband continued searching through the pockets of his coat. Then he 

unbuttoned the coat and felt around in his jacket. ‘Confound it,’ he said, I must’ve left it 

in my bedroom. I won’t be a moment.’ 

‘Oh, please!’ she cried. ‘We haven’t got time! Please leave it! You can mail it. It’s 

only one of those silly combs anyway. You’re always giving her combs.’ 

‘And what’s wrong with combs, may I ask?’ he said, furious that she should have 

forgotten herself for once. 

‘Nothing, dear, I’m sure. But . . .’ 

‘Stay here!’ he commanded. ‘I’m going to get it.’ 

‘Be quick, dear! Oh, please be quick!’ 

She sat still, waiting and waiting. 

‘Chauffeur, what time is it?’ 

The man had a wristwatch, which he consulted. ‘I make it nearly nine-thirty.’ 

‘Can we get to the airport in an hour?’ 

‘Just about.’ 

At this point, Mrs. Foster suddenly spotted a corner of something white wedged 

down in the crack of the seat on the side where her husband had been sitting. She 

reached over and pulled out a small paper-wrapped box, and at the same time she 

couldn’t help noticing that it was wedged down firm and deep, as though with the help 

of a pushing hand. 

‘Here it is!’ she cried. ‘I’ve found it! Oh dear, and now he’ll be up there forever 

searching for it! Chauffeur, quickly - run in and call him down, will you please?’  

The chauffeur, a man with a small rebellious Irish mouth, didn’t care very much for 

any of this, but he climbed out of the car and went up the steps to the front door of the 

house. Then he turned and came back. ‘Door’s locked,’ he announced. ‘You got a key?’ 

‘Yes - wait a minute.’ She began hunting madly in her purse. The little face was 

screwed up tight with anxiety, the lips pushed outward like a spout. 

‘Here it is! No – I’ll go myself. It’ll be quicker. I know where he’ll be.’ 

She hurried out of the car and up the steps to the front door, holding the key in one 

hand. She slid the key into the keyhole and was about to turn it - and then she stopped. 

Her head came up, and she stood there absolutely motionless, her whole body arrested 

right in the middle of all this hurry to turn the key and get into the house, and she waited 

- five, six, seven, eight, nine, ten seconds, she waited. The way she was standing there, 

with her head in the air and the body so tense, it seemed as though she were listening 

for the repetition of some sound that she had heard a moment before from a place far 

away inside the house. 

Yes - quite obviously she was listening. Her whole attitude was a listening one. She 

appeared actually to be moving one of her ears closer and closer to the door. Now it was 

right up against the door, and for still another few seconds she remained in that position, 

head up, ear to door, hand on key, about to enter but not entering, trying instead, or so it 
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seemed, to hear and to analyze these sounds that were coming faintly from this place 

deep within the house. 

Then, all at once, she sprang to life again. She withdrew the key from the door and 

came running back down the steps. 

‘It’s too late!’ she cried to the chauffeur. ‘I can’t wait for him, I simply can’t. I’ll 

miss the plane. Hurry now, driver, hurry! To the airport!’ 

The chauffeur, had he been watching her closely, might have noticed that her face 

had turned absolutely white and that the whole expression had suddenly altered. There 

was no longer that rather soft and silly look. A peculiar hardness had settled itself upon 

the features. The little mouth, usually so flabby, was now tight and thin, the eyes were 

bright, and the voice, when she spoke, carried a new note of authority. 

‘Hurry, driver, hurry!’ 

‘Isn’t your husband traveling with you?’ the man asked, astonished. 

‘Certainly not! I was only going to drop him at the club. It won’t matter. He’ll 

understand. He’ll get a cab. Don’t sit there talking, man. Get going! I’ve got a plane to 

catch for Paris!’ 

With Mrs. Foster urging him from the back seat, the man drove fast all the way, and 

she caught her plane with a few minutes to spare. Soon she was high up over the 

Atlantic, reclining comfortably in her aeroplane chair, listening to the hum of the 

motors, heading for Paris at last. The new mood was still with her. She felt remarkably 

strong and, in a queer sort of way, wonderful. She was a trifle breathless with it all, but 

this was more from pure astonishment at what she had done than anything else, and as 

the plane flew farther and farther away from New York and East Sixty-second Street, a 

great sense of calmness began to settle upon her. By the time she reached Paris, she was 

just as strong and cool and calm as she could wish. 

She met her grandchildren, and they were even more beautiful in the flesh than in 

their photographs. They were like angels, she told herself, so beautiful they were. And 

every day she took them for walks, and fed them cakes, and bought them presents, and 

told them charming stories. 

Once a week, on Tuesdays, she wrote a letter to her husband - a nice, chatty letter - 

full of news and gossip, which always ended with the words ‘Now be sure to take your 

meals regularly, dear, although this is something I’m afraid you may not be doing when 

I’m not with you.’ 

When the six weeks were up, everybody was sad that she had to return to America, to 

her husband. Everybody, that is, except her. Surprisingly, she didn’t seem to mind as 

much as one might have expected, and when she kissed them all good-bye, there was 

something in her manner and in the things she said that appeared to hint at the 

possibility of a return in the not too distant future. 

However, like the faithful wife she was, she did not overstay her time. Exactly six 

weeks after she had arrived, she sent a cable to her husband and caught the plane back 

to New York. 

Arriving at Idlewild, Mrs. Foster was interested to observe that there was no car to 

meet her. It is possible that she might even have been a little amused. But she was 
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extremely calm and did not overtip the porter who helped her into a taxi with her 

baggage.  

New York was colder than Paris, and there were lumps of dirty snow lying in the 

gutters of the streets. The taxi drew up before the house on Sixty-second Street, and Mrs. 

Foster persuaded the driver to carry her two large cases to the top of the steps. Then she 

paid him off and rang the bell. She waited, but there was no answer. Just to make sure, 

she rang again, and she could hear it tinkling shrilly far away in the pantry, at the back 

of the house. But still no one came.  

So, she took out her own key and opened the door herself.  

The first thing she saw as she entered was a great pile of mail lying on the floor 

where it had fallen after being slipped through the letter box. The place was dark and 

cold. A dust sheet was still draped over the grandfather clock. In spite of the cold, the 

atmosphere was peculiarly oppressive, and there was a faint and curious odour in the air 

that she had never smelled before.  

She walked quickly across the hall and disappeared for a moment around the corner 

to the left, at the back. There was something deliberate and purposeful about this action; 

she had the air of a woman who is off to investigate a rumour or to confirm a suspicion. 

And when she returned a few seconds later, there was a little glimmer of satisfaction on 

her face.  

She paused in the centre of the hall, as though wondering what to do next. Then, 

suddenly, she turned and went across into her husband’s study. On the desk she found 

his address book, and after hunting through it for a while she picked up the phone and 

dialed a number.  

‘Hello,’ she said. ‘Listen - this is Nine East Sixty-second Street . . . . Yes, that’s right. 

Could you send someone round as soon as possible, do you think? Yes, it seems to be 

stuck between the second and third floors. At least, that’s where the indicator’s 

pointing. . . . Right away? Oh, that’s very kind of you. You see, my legs aren’t any too 

good for walking up a lot of stairs. Thank you so much. Good-bye.’  

She replaced the receiver and sat there at her husband’s desk, patiently waiting for 

the man who would be coming soon to repair the lift. 
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APPENDIX B 

READING COURSE SYLLABUS (SPRING 2018) 

 

2018 Course Objectives and Syllabus 

 

Course Name 

English B Reading (2 credits) 

 

Objectives 

Upon completion of this course, students will be able to… 

• Read a wide variety of rich, thematically based content 

• Increase vocabulary (academic words, multi-word units and topic-related 

words)  

• Develop reading skills (e.g. summarize)  

• Read a variety of graded readers of your choosing 

• Read a short story 

 

Active Learning 

Spring quarters consist of 13 classes and two Active Learning Hours. Students are given 

two assignments and encouraged to do them on their own. 

 

Course Schedule 

 

Class (Date) Topics 

1 (April 

9) 

Introduction to the class 

Vocabulary Size Test 

Introduction to extensive reading (ER) 

2 (April 

16) 

ER 10-minute reading/ 5-min writing/ 3-min pair speaking 

Unit 1 Reading 1 

Reading Skill (Determining Chronology and Main Idea) 

3 (April 

23) 

ER 10-minute reading/ 5-min writing/ 3-min pair speaking 

Unit 1 Reading 1 

Vocabulary 

4 (April 

30) 

ER 10-minute reading/ 5-min writing/ 3-min pair speaking 

Unit 1 Reading 2 

Reading Skill (Annotation) 

5 (May 7) ER 10-minute reading/ 5-min writing/ 3-min pair speaking 

Unit 1 Reading 2 

Vocabulary 

6 (May 

14) 

ER 10-minute reading/ 5-min writing/ 3-min pair speaking 

Unit 2 Reading 1 

Reading Skill (Dealing with Unknown Words) 
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Class (Date) Topics 

7 (May 

21)  

Unit 2 Reading 2 

Vocabulary 

Reading Skill (Causes and Effects) 

8 (May 

29) 

Unit 2 Reading 2 

Review 

9 (June 4) Unit 3 Reading 1 

Reading Skill (Making Inferences) 

10 ((June 

11) 

Unit 2 Reading 2 

Reading Skill (Using a Dictionary and Choosing the Correct 

Definition) 

11 (June 

18) 

Unit 2 Reading 1 & 2 

Vocabulary and Review 

12 (June 

25) 

Group Presentation 

13 (July 2) Achievement Test 
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APPENDIX C 

 

REPORT ON READING THE WAY UP TO HEAVEN 

 

1. Summary (up to 200 words) 

2. Reading Time XX hour(s) and XX minutes (How long did it take you to finish 

reading the short story? 読み終えるまでにかかった時間） 

3. Reading Strategies (Enumerate the strategies you used before/while/after reading 

and describe where and how you used them. 

どんなストラテジーをどの文章（箇所）で使ったか箇条書き) 

• 例 (e.g.) prediction → Having read the title, I predicted that …. 

• 例 (e.g.) writing notes →After (while) reading each paragraph, I wrote a 

note to summarize it. 

4. New Words (Choose five new words you checked in a dictionary and write them 

with definitions (English/Japanese). 

辞書で調べた単語又は表現５個選び定義を調べて書く（英・日） 

• 例 (e.g.) a pathological fear →病的な（極度の）心配性 a phobia, an 

irrational fear of something 

5. Guessing Words (Choose five words you guessed when you read and your guesses. 

Check whether your guesses were right in a dictionary and mark with ○or X. 

推測した単語(５個)と自分の推測は文脈にあっていたか（辞書で調べて推

測が適切だったか？○ or X） 

• 例(e.g.) a pathological fear →尋常ではない恐怖感 (a 

strong/uncontrollable fear) ○ 

6. Inferences (Write about seven or more parts where you read between the lines, 

inferred, and conjured up images. 

推察したり、行間を読んだりしてイメージがつかめたところを7箇所以上書

く 

• 例(e.g.) p. 77, l. 1 “Mrs. Foster had had an almost pathological fear of 

missing a train, a plane….” 

→ (my inference) Mrs. Foster has this strong fear of being late for a train, a plane, a 

boat or a play; so much so that she cannot control her fear and even become obsessed 

with the thought that she might be late. 

• P. 77, line 15, …she would flutter and fidget about from room to room 

until her husband, who must have been well aware of her state, finally 

emerged from his privacy and suggested in a cool dry voice that…. 

→ (my inference) Explain your inference. 

7. Your Reaction 感想 (up to 200 words） 
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APPENDIX D  

INTERVIEW QUESTIONS (JAPANESE VERSION) 

 

背景について 

IQ 1: 年齢と学年について教えてください。 

IQ 2: 英語テスト (TOEFL, TOEIC, 英検など) の

受験経験について教えてください。 

IQ 3: 初めて英語を学んだのはいつですか？ 

IQ 4: 英語に最初に触れたときの印象について教えてください。 

IQ 5: 英語を学ぶことに興味がある方だと思いますか？ 

IQ 6: 

海外滞在経験について、滞在経験のある国および滞在した時期、滞在期間、滞

在目的を詳しく教えてください。 

IQ 7: 

公教育外（学校外）で、英語を学習した経験について、その教育機関、学習し

た時期、学習期間について教えてください。 

※典型例としては、塾や、英会話スクール、個人の英語レッスンなどが挙げら

れます。 

 

今までの英語学習経験について 

IQ 8: 中学校や高校での英語学習経験について教えてください。 

IQ 9: 

中学校や高校での英語学習方法について教えてください。どのような自主勉強

をしましたか？ 

IQ 10: 中学校や高校でのリーディング学習について教えてください。 

 

現在大学での英語の勉強について 

IQ 11: 英語を勉強する上でどんなスキルを重要視していますか？ 

IQ 12: 語彙を増やすのに何をしていますか。特に好きな方法はありますか？ 

IQ 13: 目標を決めて計画的に勉強しますか？  

IQ 14: 英語の勉強で、今何か目標は決めていますか？ 

IQ 15: その目標を達成するために何かしていますか？何をしていますか？ 

 

読書に関して 

1. 日本語での読書は好きですか。1週間にどの程度読みますか（頻度と量）？

何を読みますか？ 

2. 英語での読書は好きですか。1週間にどの程度読みますか（頻度と量）？何

を読みますか？ 
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3. 日本語で読む時と英語で読む時の違いについて何かあれば教えてください。 

4. 英語の読書で、どの程度読めると読めたと思えますか？ 

5. 英語での読書はどの程度、英語の熟達に役に立つと思いますか？ 

 

英語のリーディングの方略及びメタ認知に関して 

読む前 

1. 読む前どのように読もうか頭の中で計画をたてて読み始めますか？立てる

場合、どのようなプランですか？ 

2. 読む前、目的を決めて読みますか？そうであればどのような目的を立てま

すか？ 

3. 読む前に読む内容の予測を立てますか？その場合、どのように予測を立て

ますか？何を使って予測を立てますか？ 

 

 

読んでいる最中 

4. 英語を読むとき、日本語に訳してから理解しますか。 

5. 読んでいてわからない単語があるときは、どのように対応していますか？ 

6. 知っているはずの単語（一語）でも、文章の中で意味が分からない時はあ

りますか？例えば、その単語が連語やイディオム表現で使われている場合

や違う意味で使われている場合等です。その場合、どのように対応してい

ますか？ 

7. 文章の中でのイディオムや連語を認識していますか？  

8. 読みながら他のことを考えていることに気づいたり、集中力がとぎれたり

したら、どうしていますか？ 

9. 読みながら、読んでいる内容の理解度を確認しますか？内容を理解してい

ないことに気付いたら、どう対処しますか？ 

10. 自分の知っている事と自分が今読んで理解したことを比べつつ読みますか

？ （背景知識の利用） 

11. 自分の経験や知識を利用しながら理解しようとしますか 

12. 情景を思い浮かべながら読みますか？ 

13. 直接書かれていない事を推測し、行間を読みますか？ 

14. 内容を理解するのが難しい時は集中力を保つのが難しいですか。どのよう

に対応しますか？ 

15. 理解しようと何かしますか？それは何ですか？その何かすることで、どの

ように理解が進みますか？ 

 

読み終えた後 

16. 英語で読んだ内容を理解したことを確認するため何をしますか。 

17. 読み終えたら、自分はどのように読んだか、振り返りますか？どのように

振り返るかお話しください。 
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18. 新しい単語や表現について覚えますか？どのような方法を使いますか？ 

19. ゴールを達成したか確認しますか？どのような方法を使いますか？ 

 

英語のリーディングと他のスキルについて 

20. リスニングよりリーディングの方が難しいですか？ 

21. ライティングよりリーディングの方が難しいですか？ 

22. スピーキングよりリーディングの方が難しいですか？ 

23. 英語を読むのに不安を感じますか？不安を感じるときはどんなときですか。 

24. 語彙増強とリーディングについてどう考えていますか？ 

25. 読むスピードについてはどう考えていますか。読む速度は適度に速い方で

すか。 

26. 読む速度をあげるために何かしていることはありますか？ 

27. 自分が考える英語のリーディングが良くできるとはどういうことですか？ 

28. 英語のリーディングをするとどのようなメリットがあると思いますか？ 

29. 英語のリーディングは自分にとってどのような意味がありますか？ 

30. 英語がよく読めるとはどういうことを指しますか？ 

31. 英語がよく読める人とはどんな人を指しますか？(良く読める人は何ができ

ますか？何ができなければいけませんか？) 

32. 英語を読むために一番必要な要素は何だと思いますか？ 
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APPENDIX E 

INTERVIEW QUESTIONS (ENGLISH VERSION) 

 

On background 

IQ 1: How old are you? Which year are you in? 

IQ 2: Have you taken any standardized English tests (e.g., TOEFL, TOEIC, Eiken)? If 

any, please tell me the scores and when you took? 

IQ 3: When did you start studying English? 

IQ 4: Please tell me how you felt about English when you first encountered. 

IQ 5: Do you think you are interested in learning English in general? 

IQ 6: Would you please tell me in detail the countries you have visited, when you 

visited them, and the length of your stay in that country (those countries)? 

IQ 7: Would you please tell me in detail any experience you have studying English 

outside of a formal school setting? Typical examples are juku (a cram school), English 

conversation school, and private English lessons. 

 

On English learning history 

IQ 8: What was your English learning experience like in your junior and high schools? 

IQ 9: What was your English study style/habit like? How did you study for English? 

IQ 10: What was your English reading study/experience like in your junior and high 

schools? 

 

On English learning at university 

IQ 11: What kind of skill(s) do you attach importance to when studying English? 

IQ 12: What do you do in order to increase your English vocabulary? Are there any 

particular ways you like? 

IQ 13: Do you set your goal and study English systematically? 

IQ 14: Do you have any goals for English studies? 

IQ 15: Are you doing anything to reach that goal? What are you doing? 

 

On pleasure reading 

1. Do you like reading books and/or magazines in Japanese? How often a week do 

you read (frequency)? How much a week do you read (volume)? What genre do 

you like to read? 

2. Do you like reading books and/or magazines in English? How often a week do you 

read (frequency)? How much a week do you read (volume)? What genre do you 

like to read? 

3. Describe differences, if any, when you read Japanese and when you read English. 

4. To what degree do you normally read if you think you were able to comprehend 

what you read? 

5. To what extent do you think you can benefit from reading English for improving 

your English proficiency? 
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On English reading strategies- and metacognitive knowledge-related questions 

Before reading 

1. Before I start to read, I have a plan in my head for how I am going to read. If you 

do, what kind of plan do you have? 

2. Do you have a purpose in mind when reading? If so, what purpose do you have? 

3. Do you predict what you are going to read? If so, how do you predict? What do you 

use to predict? 

 

During reading 

4. Do you translate in your head when you read? 

5. When you come across words you do not know or understand, what do you usually 

do? 

6. Is there such an occasion in which you saw a familiar word that you think you 

should know but you do not comprehend the meaning of the word in the context, 

perhaps in case of a familiar words used in part of collocations or idioms, or in case 

of polysemy? How do you usually handle it? 

7. Do you notice idioms and collocations in passages? 

8. When your mind wanders and you lose concentration, what do you usually do? 

9. Do you check your level of comprehension while reading a text? If you are not 

satisfied with your level of comprehension, what do you usually do? 

10. As you read, do you compare what you understand with what you know about the 

topic? 

11. Do you take advantage of your experience and knowledge in order to achieve 

reading comprehension? 

12. Do you visualize the scene of a story you read? 

13. Do you infer unwritten information and read between the lines? 

14. Is it difficult to focus harder on the text when you have trouble understanding? 

What do you do to deal with such a situation? 

15. Did you do anything to help yourself understand? What do you do? How did that 

help? 

 

After reading a text 

16. What do you do to monitor that your level of interpretation was satisfactory? 

17. Do you reflect on how you read the text? Please describe. 

18. Do you attempt to learn new English words and expressions in the book you just 

finished reading? If so, what method do you use to remember? 

19. Do you check you have achieved your goal? If so, please explain how. 

 

English reading and other skills 

20. Do you find that reading in English is more difficult than listening? 

21. Do you find that reading in English is more difficult than writing? 

22. Do you find that reading in English is more difficult than speaking? 
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23. Do you feel nervous or anxious about reading English? When do you feel such 

anxiety? 

24. What is your idea about your reading and vocabulary development? 

25. What is your idea about your reading speed? Is reading speed important to increase 

comprehension? Is your reading speed sufficiently fast? 

26. Do you do anything to improve your reading speed? 

27. What is your idea about reading well or being good at reading in English? 

28. What benefits do you think you can reap from L2 reading? 

29. How does L2 reading mean to you? 

30. What does it mean by good reading of English? Explain. 

31. What does it mean by a good reader of English? (What can/must a good reader do?) 

32. What factors do you think are needed most for reading English? 
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APPENDIX F 

SAMPLE TRANSCRIPT OF STIMULATED RECALL DATA 

(JAPANESE WITH ENGLISH TRANSLATION)  

 

Interview with Hiroko on July 4, 2018 

Setting: I asked Hiroko about reading the first page of the short story by showing the 

corresponding page. Note that the words in parentheses (square brackets for Japanese 

and parentheses for English) are inserted for clarification of the transcript after checking 

and confirming the meanings with Hiroko. 

 

I: 最初のページはどのように読みましたか？最初から説明してください。 

When you read the first page, how did you read? Please describe it from the beginning. 

 

Hiroko: 

最初のところはクラスで皆で読んだので、熱心に読みました。時間も確保され

ていたので結構深く読んだ。〔第1段落目〕比喩というのか、言わないのかも

しれないけれど、こういう描写しているんだから、そこを読んで、〔フォスタ

ー夫人は〕〔電車に乗り遅れるとか、時間に遅れることが〕本当に怖いんだな

って思いました。２段落目はさらっと読んで、〔3段目は2段落目より注意深く

読んだ〕。3段目が、確か旦那さんがでてくる場面で、ちょっとここは重要そ

うだなと思って2回読み返した記憶があります。 

 

Hiroko: I read the first part enthusiastically because we read it together in class. I read it 

deeply also because the time for reading was adequately allocated. When reading (the 

first paragraph), I was drawn to the particular way of describing her, which I was not 

sure if I should call it an analogy or not, and how she was described made me think that 

(Mrs. Foster) was really fearful and scared (about being late for something, like missing 

a train). I then read the second paragraph quickly. (I read the third paragraph more 

carefully than the second paragraph). Because in the third paragraph, there was a scene 

when her husband appeared, I thought that this part would be important; so, I remember 

reading this part twice. 

 

I:そこを読んだ時の旦那さんの印象はどうでしたか？  

What was your impression of her husband when you read that part? 

 

Hiroko: あ～、旦那さんの印象。Oh, about my impression of the husband! 

 

I: どんな人物でしたか。What kind of person did you think he was? 
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Hiroko: 

みんな、結構ひどいって言っていたんですけど。わからなくもない、っていう

か、そんなに怖がっているんだったら、からかっちゃおうかな～なんて。しか

も奥さんは何も言ってこないし。何も言わないんだったら、〔出かける時間な

のにわざと夫人を待たせてイライラさせて〕からかちゃうよね～みたいな。ち

ょっと実はそんなことを思ったりして。皆には話しませんでしたが、心の中で

思ったりもしました。なんかそういう人いそうですよね。こういう人。 

 

Hiroko: Everyone else was talking about him like he is such a terrible, nasty person. But 

I thought it was rather understandable … because she was so fearful, he sometimes 

might have felt like teasing her. And what’s more, she wouldn’t make a retort to him. 

So, it’d be plausible that he thought it’s ok to make a mockery of her a little bit (by 

behaving the way that deliberately kept her waiting despite the time to leave the house 

and irritated her). In fact, that’s what I was thinking about. Although I didn’t say my 

thought to other people, I was thinking that he was tempted to tease her. There are 

people like him, aren’t there? 
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APPENDIX G 

WRITTEN CONSENT OF PARTICIPATION  

研究参加に対する参加同意書 

The Consent Form 

これは、この研究にあなたが参加してくださるかどうか、決めていただくため

の説明です。本研究の目的は英語を母語としない英語学習者の英語でのリーデ

ィングに関する調査をするものです。プライバシーはこの研究結果の論文記載

・口頭発表いずれの場においても守られます。収集されたデータは偽名を使う

ことによって特定の個人と限定できないようにします。またデータは学術的目

的以外のいかなる目的にも使用されません。調査に参加するかどうかは皆さん

の自由選択です。データの使用を希望しない場合はいつでもおっしゃって下さ

い。また参加者はこの研究への参加を中止することができます。 

この調査結果は授業の成績評価には関係ありません。本研究についての質問に

はお答えし、納得なさるまで説明いたします。ご質問は杉田磨理子まで（電話

：xxx-xxxx-xxxx E-mail:xxxxxxx@xxx.xx） 

この研究・調査に参加すると同意される場合には、名前、本日の日付を書いて

ください。 

 

私は本上の条件を承諾し、この研究に参加します。 

参加者の署名 ＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

日付    年    月    日 

 

研究者の署名＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿＿ 

日付    年    月    日 

 

This form is to ask you if you are willing to participate in this study. The purpose of the 

current study is to conduct research concerning L2 learners’ reading of an English text. 

You are free to choose to participate, or not. Your individual privacy will be maintained 

in all written and published work and presentations resulting from the study. 

 

Confidentiality of records identifying participants will be maintained through the use of 

pseudonyms. The data will not be used for any purpose other than for academic 

purposes. All efforts will be made to maintain your individual privacy in all written and 

published work. The research results do not affect your course grade. Your participation 

in this research is entirely voluntary. Please notify me anytime if you do not wish to 

have your data used in the study. The participants can decide to withdraw from the 

study at any time. I will be glad to answer questions about this study and explain the 
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process and the uses of the data to your full satisfaction upon request. (The researcher: 

Mariko Sugita Contact phone: xxx-xxxx-xxxx E-mail:xxxxxxx@xxx.xx) 

If you agree to participate in this study, write your name and date as indicated below. 

 

The Participant: 

I consent to the conditions on this form and will participate in this study. 

Name (Signature) ________________________________________ 

Date: ________________ 

 

The Researcher: 

Signature of the Researcher 

Date: ________________ 


