
The aim of this study was to explore comprehension monitoring
and perceived use of reading strategies as factors of reading
comprehension. Participants were elementary school students from the
fifth to the eighth grade. Error correction and text sensitivity tasks from
the Metacomprehension test (Pazzaglia, De Beni, & Cristante, 1994),
and the cloze-task were used as measures of comprehension monitoring
during reading. A Strategic reading questionnaire (Kolić-Vehovec &
Bajšanski, 2001b) was applied as a measure of perceived use of
strategies during reading. Girls had better results than boys on text
comprehension, all measures of comprehension monitoring, as well as
on the Strategic reading questionnaire. Significant developmental
improvements in comprehension monitoring occurred after the fifth
grade and between the sixth and the eighth grade. A similar change
was evident in reading comprehension. All measures of comprehension
monitoring were significantly related to text comprehension in all age
groups. However, perceived use of reading strategies was significantly
related to reading comprehension only in eighth-grade students.

Reading comprehension is a complex task that depends on many different automatic and
strategic cognitive processes (Cain, Oakhill, & Bryant, 2004). Besides automatized basic
reading processes (e.g., word identification), skilled reading also requires the ongoing
monitoring of comprehension, and regulation according to the goals of reading accomplished
by the use of reading strategies (Alexander & Jetton, 2000; Auerbach & Paxton, 1997; Baker
& Brown, 1984; Carrell, Pharis, & Liberto, 1989). Paris, Wasik, and Turner (1996) describe
reading strategies as “tactics that readers use to engage and comprehend text” (p. 610). These
strategies are cognitive tools that can be used deliberately, selectively and flexibly.

Comprehension monitoring is an aspect of metacognition, and Wagoner (1983) defined it
as “an executive function, essential for competent reading, which directs reader’s cognitive
process as he/she strives to make sense of incoming information” (p. 328). Measures of
comprehension monitoring usually assess a reader’s ability to detect inconsistencies in text,
such as scrambled sentences, contradictory sentences, or statements that conflict with external
information (world knowledge). These error detection tasks require readers to evaluate their
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understanding of the text and to regulate their reading to resolve any reading problems and to
facilitate their understanding (Cain et al., 2004). Comprehension monitoring is important for
the regulation of reading that is manifested in the way how readers plan, monitor, evaluate,
and use information available to them as they make sense of what they read. 

Many studies showed that readers and listeners often fail to detect inconsistencies during
story comprehension. Markman (1977, 1979) showed that young children failed to detect
inconsistencies as they listened to stories, and they realized their lack of understanding only
when they tried to explain the story. Many studies made after Markman’s study confirmed
these results, and also found differences in error detection between good and poor readers
(August, Flavell, & Clift, 1984; Garner, 1980; Winograd & Johnston, 1982). In Anderson and
Beal’s (1995) study children reported that the inconsistent paragraphs were harder to
understand than the clear paragraphs, but they rarely specified the target problem, and they
also rarely made inferences or guesses about the meaning of inconsistent paragraphs.

Children often fail to detect inconsistencies in text passages, even after being warned
directly to look for such inconsistencies (August et al., 1984; Beal, 1990; Elliot-Faust &
Pressley, 1986; Markman, 1979; Garner & Reis, 1981). In spite of the low level of error
detection, younger readers generally overestimate the level of their understanding of text
passages (Anderson & Beal, 1995; Zabrucky & Ratner, 1986). Baker (1979) found that even
undergraduate students manifested low level of error detection after reading paragraphs
containing inconsistent information.

In addition to the differences in comprehension monitoring consistently found between
good and poor readers (Garner & Kraus, 1982; Grabe & Mann, 1984; Paris & Myers, 1981),
there is also a positive developmental trend in comprehension monitoring during elementary
school (Baker, 1984; Garner & Tylor, 1982; Kolić-Vehovec & Bajšanski, 2001a; Pazzaglia,
De Beni, & Caccio, 1999). However, Markman (1979) found no grade effect on
comprehension monitoring between the third and the fifth grade. 

Several studies found developmental improvement in comprehension monitoring during
elementary school. Pazzaglia et al. (1999) investigated the relationship between metacognition
and reading comprehension on a sample of children from 8 to 13 years. Comprehension
monitoring showed a positive developmental trend. Kolić-Vehovec and Bajšanski (in press) in
their study on a sample of higher-elementary and high school students also found significant
improvements in comprehension monitoring between fifth- and eighth-grade elementary
school students and third-grade high school students. The results of these studies indicate that
higher elementary school is a critical period for the development of comprehension
monitoring.

Evaluating one’s comprehension is essential for effective studying (Paris et al., 1996). By
high school, students who report that they periodically assess their degree of understanding,
and who implement strategies to enhance learning, have been found to be high academic
achievers, relative to other students (Otero & Campanario, 1992; Zimmerman & Pons, 1986).

According to Walczyk’s (1990) view of the development of the reading skill, beyond the
threshold, perhaps after the third grade, gains in basic reading efficiency do not entail
corresponding gains in higher level aspects of comprehension. By fourth grade, basic reading
efficiency, though important in local text processing, may need to exceed only a minimal level
for many readers in order for strategic behaviour to proceed. Changes in comprehension
monitoring and in the use of reading strategies are aspects of metacognitive development
which begins with young children’s awareness of mental functions, and eventuates in complex
metacognitive abilities which many adults do not master (Kuhn, 2000). During development,
metacognition becomes more explicit, powerful, and effective, and it comes to operate
increasingly under the individual’s conscious control. 

Developing readers may acquire knowledge about various reading strategies, which can
be used for the accomplishment of specific reading goals. However, an important question is:
do most children understand the need to strategically process information in order to
understand text? Strategic reading reflects metacognition and motivation because readers need
to know the strategies and to be willing to use them. Kolić-Vehovec and Bajšanski (2001b)
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developed a self-report measure to examine readers’ awareness of their own cognitive
processes i.e., perception of the use of reading strategies during reading. It was found that
readers, who perceived that they used reading strategies more frequently, understood text
better (Kolić-Vehovec & Bajšanski, in press). The correlation between the perceived use of
reading strategies and reading comprehension increases during higher elementary school and
high school. 

Similar results were obtained by Mokhtari and Reichard (2002), who also developed a
self-report measure of perceived use of reading strategies. They found that the readers who
rate their reading ability as excellent perceive that they use reading strategies more often than
the readers who rate their reading ability as average or not so good. 

The low level of inconsistency detection in previously mentioned studies was partially
attributed to the error detection task itself because children may feel somewhat uncomfortable
to admit to the interviewer that they have not understand the passage. Therefore, researchers
investigated multiple measures of students’ ability to monitor their comprehension (Anderson
& Beal, 1995; Beal, 1990; Garner, Hare, Alexander, Haynes, & Winograd, 1984; Garner &
Reis, 1981). They found some evidence that children discriminated between the clear and the
inconsistent paragraphs, but children still overestimated how well they understood the text.
Explicit instruction to correct the errors in a sentence or paragraph could lead to more valid
data about comprehension monitoring than self-reports about passage comprehension.
Therefore, in this study we applied several different error correction tasks from the
Metacomprehension test (Pazzaglia, De Beni, & Cristante, 1994). We also applied text
sensitivity tasks from the same test that required children to rate the relative importance of
parts of the text and to identify important elements versus trivia. The third measure of
comprehension monitoring in our study was the cloze task that is usually used as a measure of
comprehension monitoring (Baker & Brown, 1984). In a cloze task, subjects are asked to fill
in missing words in a text. This task requires searching the subsequent text for the clarification
and adequacy of words filled. 

Since the ability to monitor their comprehension is not enough guarantee that children
actually use reading strategies, we applied the Strategic reading questionnaire (Kolić-Vehovec
& Bajšanski, 2001b) as a measure of the use of reading strategies. As a result, we used
measures of comprehension monitoring ability as well as a self-report measure of reading
strategy use as predictors of reading comprehension.

The first aim of this study was to explore developmental differences in comprehension
monitoring, the perceived use of reading strategies and reading comprehension in elementary
school students from the fifth to the eighth grade. The second aim was to explore the effects of
both – comprehension monitoring and perceived use of reading strategies as predictors of
reading comprehension in higher elementary school.

Method

Participants

The participants in the study were students (N=526) from the fifth to the eighth grade
(aged 11 to 14) in three elementary schools in Rijeka, Croatia: 122 fifth-graders (57 girls and
65 boys), 145 sixth-graders (75 girls and 70 boys), 129 seventh-graders (69 girls and 60 boys),
and 130 eighth-graders (73 girls and 57 boys). 

Measures

Reading comprehension was assessed on a 750 word narrative passage appropriate for the
students in higher elementary school. All children were given the same passage to read. The
passage was followed by 11 open-ended questions. A fully correct response on each question



scored 2 points and a partially correct one scored 1 point. The maximum score on this task
was 22.

Comprehension monitoring was assessed by the monitoring questions from the
Metacomprehension test and a cloze-task. The Croatian version of the Metacomprehension
test (MT, Pazzaglia et al., 1994) originally constructed in Italian was applied. The 10
monitoring items from the Metacomprehension test required the procedural knowledge of
monitoring strategies. Four items examined students’ ability to detect and correct the semantic
and syntactic errors in the sentences. Each item consisted of one correct sentence and four
sentences with one error. Each correction was scored one point. Six items examined text
sensitivity i.e., text level comprehension monitoring. The first item required students to correct
wrong punctuation in a short passage (max. 3 points). The second item required students to
separate sentences from two stories that were merged into one passage (max. 3 points). The
third item required rating the importance of the sentences in the passage (max. 2 points). The
fourth item required students to find two irrelevant sentences in the passage (max. 1 point).
The fifth item required students to rate the correctness of four inferences based on the
proposed title (max. 4 points). The sixth item required students to compare three pairs of
sentences regarding their relevance for the comprehension of a previously read story (max. 3
points). A principal-components factor analysis of MT with an oblimin rotation yielded a two-
factor solution that explained 41% of the total variance. The first factor was named Error
correction and contained 4 items referring to syntax, spelling and meaning errors. The second
factor named Text sensitivity contained 6 items. The items from these factors were used to
form two scales. The maximum score on the Error correction scale was 16, as on the Text
sensitivity scale. Cronbach’s alpha reliability coefficients for the Error correction scale were
between .67 and .88 for different grade-levels, and for the Comprehension monitoring scale
were between .64 and .75 for different grade-levels. 

In the text for the cloze task, 16 words were missing. The children were required to fill in
blank spaces with single words. Children’s cloze responses were scored according to the
following procedure: (a) responses that were both semantically and syntactically appropriate
to the missing word were awarded 2 points; (b) responses that were semantically but not
syntactically correct were awarded one point; (c) blanks and responses that were semantically
inappropriate were awarded no points. The maximal possible result on this task was 32 points. 

The perceived use of reading strategies was assessed by the Strategic reading
questionnaire (SRQ, Kolić-Vehovec & Bajšanski, 2001b) that consists of 31 items. All the
items refer to statements about the use of different reading strategies, including various
aspects of active comprehension and comprehension monitoring during reading. The SRQ has
three subscales: Active comprehension strategies (16 items; e.g., “Before reading, I read the
title and try to figure out what the story is about.”), Comprehension monitoring (9 items; e.g.,
“After reading, I try to assess if I understand what I have read.”), and Inference generation (6
items; e.g., “During reading, I try to figure out what will happen next.”). Cronbach’s alpha
reliability coefficients for the subscales were .88, .80, and .80, respectively. The participants
were asked to rate how often they use different reading strategies on a 5-point Likert type
scale, ranging from 1 (never) to 5 (always). The score on each subscale was computed as total
of item ratings.

Procedure

All the tasks were administered to the children in their classrooms as intact groups. The
data collection included two parts. In the first part, the Metacomprehension test was
administered during one school hour. The second part of the data collection took place within
one week after the first part. The Reading comprehension task, Cloze-task and SRQ were
administered during one school hour. The tasks were not time constrained. 
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Results

Means and standard deviations for boys and girls from the fifth to the eight grades on text
comprehension, comprehension monitoring and perceived use of reading strategies are presented
in Table 1. Differences in text comprehension, comprehension monitoring and perceived use
of reading strategies between girls and boys in different grades were tested by two-way
ANOVAs. All post-hoc comparisons were made with the Newman-Keuls test, and an alpha
level of .05 was used for all post-hoc tests. Girls had better results than boys on all dependent
variables: text comprehension, F(1,406)=16.29, MSE=8.11, p<.001, �2=0.04, Error correction
(MT), F(1,433)=21.69, MSE=9.99, p<.001, �2=0.05, Text sensitivity (MT), F(1,421)=37.74,
MSE=8.44, p<.001, �2=0.08, cloze task, F(1,471)=32.37, MSE=32.21, p<.001, �2=0.06, as
well as on Active comprehension strategies (SRQ), F(1,455)=6.93, MSE=176.31, p<.01,
�2=0.02, Comprehension monitoring (SRQ), F(1,457)=8.56, MSE=59.47, p<.01, �2=0.02, and
Inference generation (SRQ), F(1,453)=9.93, MSE=29.41, p<.01, �2=0.02. 

Significant grade effect was found for text comprehension, F(3,406)=5.70, MSE=8.11,
p<.001, �2=0.04. A post-hoc comparison with the Newman-Keuls test showed better reading
comprehension in the sixth-grade than in the fifth-grade students, and in the eighth-grade than
in the sixth-grade students. For Error correction (MT) grade effect was not significant,
F(3,433)=2.10, MSE=9.99, p>.05. However, post-hoc comparison showed that eighth-graders
had better results than fifth-graders. Grade effect was also non-significant for Text sensitivity
(MT), F(3,421)=1.93, MSE=8.44, p>.05, but post-hoc analysis showed some significant
differences, as for error correction: the seventh- and the eighth-grade students had better
results than the fifth-grade students. Significant grade effect was found for the cloze task,
F(3,471)=23.83, MSE=32.21, p<.001, �2=0.13: sixth graders had better results than fifth
graders, and seventh graders had better results than sixth graders. 

Grade differences in perceived use of reading strategies were obtained for Active
comprehension strategies (SRQ), F(3,455)=3.17, MSE=176.31, p<.05, �2=0.02, and for
Comprehension monitoring (SRQ), F(3,457)=3.67, MSE=59.47, p<.05, �2=0.02. Students in
the eighth grade perceived that they used strategies less than students in the fifth grade. For
the Inference generation subscale of SRQ grade differences were not significant,
F(3,453)=0.29, MSE=29.41, p>.05.

The interaction effects between gender and grade were not significant for any dependent
variable: text comprehension, F(3,400)=0.48, MSE=8.11, p>.05, Error correction (MT),
F(3,433)=2.15, MSE=9.99, p>.05, Text sensitivity (MT), F(3,421)=1.84, MSE=8.44, p>.05,
Cloze task, F(3,471)=0.75, MSE=32.21, p>.05, Active comprehension strategies (SRQ)
F(3,455)=1.57, MSE=176.31, p>.05, Comprehension monitoring (SRQ), F(3,457)=0.19,
MSE=59.47, p>.05, Inference generation (SRQ), F(3,453)=1.03, MSE=29.41, p>.05. 

The correlations between text comprehension, measures of comprehension monitoring and
perceived use of reading strategies for each grade level are shown in Table 2. Two subscales
from the MT were moderately correlated in all grades. The cloze task was also moderately
related to both subscales from the MT from the fifth to the seventh grade, but not in the eighth
grade. Subscales from the SRQ were highly correlated in all grades. However, the inference
generation subscale had a somewhat lower correlation with the comprehension monitoring
subscale in all grades, compared to other correlations between subscales of the SRQ. Measures of
comprehension monitoring did not significantly correlate with perceived use of reading strategies
in the fifth and the sixth grades. One exception is a significant correlation between the Inference
generation subscale (SRQ) and Text sensitivity (MT) in the fifth grade. In the seventh grade only
Error correction (MT) was significantly correlated with the Active comprehension subscale
(SRQ) and Comprehension monitoring subscale (SRQ). Only in the eighth grade were all
measures of comprehension monitoring moderately correlated with perceived use of reading
strategies. The Active comprehension subscale (SRQ) and Inference generation subscale (SRQ)
were significantly correlated with all three measures of comprehension monitoring. The
Comprehension monitoring subscale (SRQ) was correlated only with text sensitivity (MT).
Subscales from the Metacomprehension test and cloze task were moderately correlated with text



comprehension in all grades. Subscales from the SRQ were not significantly correlated with text
comprehension until the eighth grade. The Active comprehension subscale and inference
generation subscale were moderately correlated with text comprehension. 

Table 1

Means and standard deviations of the text comprehension, tasks of Metacomprehension test,
cloze task, and subscales of SRQ for girls and boys in different grades

Text comprehension

Girls Boys

Grade Mean St. dev. n Mean St. dev. n
5th 11.18 2.77 44 09.95 2.96 44
6th 11.63 3.29 67 11.05 2.53 61
7th 12.50 2.41 58 10.90 3.33 42
8th 12.90 2.88 62 11.67 2.47 36

Error correction (MT)

Girls Boys

Grade Mean St. dev. n Mean St. dev. n
5th 11.23 2.66 47 10.21 3.35 56
6th 11.51 3.04 68 11.11 2.85 62
7th 12.35 3.18 62 10.07 3.45 45
8th 12.83 2.62 60 10.85 4.26 41

Text sensitivity (MT)

Girls Boys

Grade Mean St. dev. n Mean St. dev. n
5th 11.76 02.20 45 10.16 03.61 52
6th 12.10 02.49 68 11.31 02.91 62
7th 13.06 02.02 62 10.72 02.91 43
8th 12.62 02.81 59 10.30 04.39 38

Cloze task

Girls Boys

Grade Mean St. dev. n Mean St. dev. n
5th 16.25 06.54 55 12.530 06.46 64
6th 16.64 04.72 72 14.890 05.05 66
7th 20.55 05.04 60 17.180 05.92 49
8th 21.45 05.35 67 18.350 06.53 46

Active comprehension (SRQ)

Girls Boys

Grade Mean St. dev. n Mean St. dev. n
5th 54.56 11.21 52 48.650 11.95 60
6th 49.18 14.66 65 49.870 14.40 63
7th 49.63 13.66 59 47.140 12.78 51
8th 48.91 12.94 67 43.520 13.93 46

Comprehension monitoring (SRQ)

Girls Boys

Grade Mean St. dev. n Mean St. dev. n
5th 31.77 07.03 52 30.220 07.74 60
6th 30.95 07.75 65 29.380 08.25 63
7th 31.42 07.97 59 28.690 08.07 52
8th 29.01 06.64 68 26.430 08.28 46

Inference generation (SRQ)

Girls Boys

Grade Mean St. dev. n Mean St. dev. n
5th 22.33 05.00 52 20.830 05.28 59
6th 21.54 05.87 68 21.310 05.49 62
7th 23.14 03.98 59 20.660 05.70 50
8th 22.35 05.40 66 20.130 06.53 45
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Table 2

Correlations of the text comprehension, comprehension monitoring tasks and SRQ in the fifth,
the sixth, the seventh and the eighth grade
Measures 1. 2. 3. 4. 5. 6.

5th grade (n=80)

1. Text comprehension 1.00**
2. Error correction (MT) 0.40** 1.00**
3. Text sensitivity (MT) 0.30** 0.27** 1.00**
4. Cloze task 0.36** 0.37** 0.40** 1.00**
5. Active comprehension (SRQ) 0.05** -.01** 0.15** 0.08** 1.00**
6. Comprehension monitoring (SRQ) -.02** 0.06** 0.09** 0.03** 0.77** 1.00**
7. Inference generation (SRQ) 0.12** 0.03** 0.24** 0.06** 0.57** .47**

6th grade (n=106)

1. Text comprehension 1.00**
2. Error correction (MT) 0.33** 1.00**
3. Text sensitivity (MT) 0.36** 0.45** 1.00**
4. Cloze task 0.26** 0.35** 0.27** 1.00**
5. Active comprehension (SRQ) -.07** -.07** -.16** -.02** 1.00**
6. Comprehension monitoring (SRQ) -.01** -.06** -.07** -.03** 0.78** 1.00**
7. Inference generation (SRQ) 0.01** -.05** 0.05** 0.14** 0.75** .57**

7th grade (n=84)

1. Text comprehension 1.00**
2. Error correction (MT) 0.26** 1.00**
3. Text sensitivity (MT) 0.37** 0.37** 1.00**
4. Cloze task 0.31** 0.30** 0.25** 1.00**
5. Active comprehension (SRQ) 0.06** 0.29** 0.02** 0.04** 1.00**
6. Comprehension monitoring (SRQ) -.02** 0.23** 0.06** 0.02** 0.76** 1.00**
7. Inference generation (SRQ) 0.10** 0.14** 0.12** 0.20** 0.57** .51**

8th grade (n=80)

1. Text comprehension 1.00**
2. Error correction (MT) 0.39** 1.00**
3. Text sensitivity (MT) 0.26** 0.27** 1.00**
4. Cloze task 0.50** 0.11** 0.10** 1.00**
5. Active comprehension (SRQ) 0.22** 0.22** 0.24** 0.28** 1.00**
6. Comprehension monitoring (SRQ) 0.11** 0.12** 0.23** 0.18** 0.75** 1.00**
7. Inference generation (SRQ) 0.28** 0.23** 0.29** 0.34** 0.63** .50**

Note. *p<.05;**p<.01.

In order to have some further insights into the effects of different measures of
comprehension monitoring and perceived use of reading strategies on text comprehension over
and above gender and grade effects, a hierarchical multiple regression analysis was performed
(Table 3). In step one, gender and grade were included as predictors in the regression analysis
in order to control their effects in further steps. Both gender and grade were significant
predictors, and explained 10% of the variance of reading comprehension. In step two,
measures of comprehension monitoring – Error correction (MT), Text sensitivity (MT) and the
cloze task were included in the analysis. A significant change in multiple R2 was obtained. In
addition to the effect of grade, all three measures of comprehension monitoring were
significant predictors of text comprehension. All predictors together explained 27% of
variance of reading comprehension. However, gender was not a significant predictor in the
second model, due to the correlation between gender and comprehension monitoring. Finally,
in step three, measures of perceived use of reading strategies were included in analysis. There
was no significant change in multiple R2 in the third model. Perceived use of reading
strategies did not significantly contribute to reading comprehension over and above the effect
of grade and comprehension monitoring. 



Table 3

Summary of the hierarchical regression analysis of the variables predicting text comprehension
� R F R2 R2 Change F Change

Step 1 .31 18.1***0 .10
Gender -.19***
Grade -.22***

Step 2 .52 24.86*** .27 .17 26.68***
Error correction -.20***
Text sensitivity -.18***
Cloze task -.25***

Step 3 .52 15.68*** .27 .00 00.54***

Note. ***p<.01.

Discussion

The results obtained in this study showed developmental improvements of
comprehension monitoring during higher elementary school. Similar improvements on
comprehension monitoring tasks were also found in several other studies (Kolić-Vehovec &
Bajšanski, 2001a, in press; Paris et al., 1996; Pazzaglia et al., 1999). The results indicate that
significant transition happens after the fifth grade, but there are more transition periods up to
the eighth grade in different aspects of comprehension monitoring. The developmental effect
on reading comprehension is somewhat different than the effect on comprehension monitoring.
Two transitions were obtained in higher elementary school on a text comprehension task:
between the fifth and the sixth grade, and between the sixth and the eighth grade. However,
these differences were relatively small, but similar to the results of our previous study (Kolić-
Vehovec & Bajšanski, 2001a, in press) that showed a small improvement in comprehension of
narrative text during higher elementary school and further improvement during high school. 

The developmental pattern varies among measures of comprehension monitoring. This is
an indicator of the complexity of monitoring processing during reading and different
developmental trends of different components of comprehension monitoring. Achievement on
inconsistency detection and text sensitivity tasks showed a slower pace of improvement during
higher elementary school compared to cloze task. A cloze task measures different aspects of
metacognitive monitoring and intersentential integration. These processes gradually become
automatic during higher elementary school. 

The perceived use of reading strategies showed the opposite pattern of differences. Fifth-
grade students’ estimates of the use of reading strategies are higher than those of eighth-grade
students. That is the case for strategies of active comprehension and comprehension
monitoring, but there were no differences in the use of inference generation. These results
demonstrate that young readers differentiate between types of reading strategies. However,
measures of perceived use of reading strategies were not consistently related to comprehension
monitoring until the eighth grade. One possible explanation of these results is that younger
students do not accurately assess their actual reading strategy use or they use these strategies
inadequately or inefficiently. Fifth grade students probably overestimate their use of reading
strategies. This overestimation could be the result of inadequate metacognitive ability: in the
fifth-grade various aspects of metacognitive knowledge are still developing, and the accuracy of
metacognitive judgments depends on metacognitive knowledge. Another possible explanation of
differences obtained is that as readers become more expert, some strategic behaviours, such as
comprehension monitoring, become automatic and therefore eighth-grade students’ reports of
reading strategy use were lower than those reports of younger readers. More complex
strategies, such as inference generation, are still conscious and controlled and therefore there
were no grade differences in the perceived use of these strategies.
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Higher perceived use of reading strategies in the fifth-grade compared to the eighth-grade
students, could also reflect motivation, i.e., differences in the perceived value of academic
success in two age groups (Bezinović, 2002; Eccles, Wigfield, Midgley, Reuman, MacIver, &
Feldlanfer, 1993; Kolić-Vehovec, 2000). Because strategic processing is effortful and goal-
directed, changes in motivational factors can influence strategy development (Wigfield &
Eccles, 1992). 

The results of this study also showed gender differences: girls had better results than boys
in text comprehension, as well as in comprehension monitoring and perceived reading strategy
use. This finding is in accordance with the results of our previous research (Kolić-Vehovec &
Bajšanski, in press), and with the results of studies of gender differences in cognitive
functioning cited by Halpern (2000). These differences are attributed to different effects, from
the effects of hormones and brain anatomy to the effects of socio-cultural factors. Gender
differences are also obtained in the perceived use of reading strategies: girls in all grades
report that they use reading strategies more often than boys. This pattern of differences can be
related to motivation, especially to gender differences in academic motivation in higher
elementary and high school (Bezinović, 2002; Kolić-Vehovec, 2000). It seems that girls are
more ready to actively regulate their learning and reading than boys or to report about their
engagement in learning.

The correlations showed that comprehension monitoring is significantly and consistently
related to reading comprehension during higher elementary school. Significant improvement
in reading comprehension during that period could be at least partially attributed to
improvement in the effectiveness of comprehension monitoring. That is in line with the results
of the regression analysis: all measures of comprehension monitoring were significant
predictors of reading comprehension over and above grade effect. 

This finding is in accordance with Kuhn’s (2000) claim that development entails a shifting
distribution in the frequencies with which more adequate strategies are applied. If these shifts in
strategy use are not also manifested in performance (i.e., reading comprehension), as was the
case for younger students in our study, metacognition could be a good explanation. The
metastrategic knowledge directs the application of strategies, and inadequate metastrategic
knowledge will mislead strategy selection and application. However, feedback from this
application is directed back to the meta-level. This feedback leads to enhanced metacognitive
awareness of the goal and the extent to which it is being met by different strategies, as well as
enhanced awareness and understanding of the strategies themselves. These enhancements of
metastrategic knowledge lead to revised strategy selection and more effective strategy use that
have better comprehension as a consequence.

Perceived use of reading strategies was significantly correlated with reading comprehension
only in the eighth grade, but this correlation is still too small to be important for prediction of
reading comprehension over and above comprehension monitoring. In our previous study
done on the elementary and high-school students (Kolić-Vehovec & Bajšanski, in press) this
correlation was higher for the high-school students (r ranged from .41 to .48) than for the
eighth-grade elementary school students (r ranged from .19 to .26). This developmental trend
indicates that metastrategic knowledge has a somewhat slower development than comprehension
monitoring and reading comprehension. The development of metacognitive awareness
requires a lot of experience with the use of different reading strategies and adequate feedback
about their effectiveness obtained by comprehension monitoring. Young readers face many
different complex and novel problem situations during reading, and they have to work out
strategic solutions to those problems. However, their strategic behaviour is often not very
efficient. Alexander, Graham, and Harris (1998) claimed that as children gain experience and
become more competent in a subject, there should be both quantitative and qualitative shifts in
their strategic behaviour. Strategic processing becomes more sophisticated, effective and
flexible. Existing strategies are upgraded and fine-tuned, and new strategies are learned and
devised. In skilled readers strategies are typically used to solve those problems that are still
novel or complex enough to warrant a strategic solution. Otherwise, most of their reading
processes are carried out automatically. 



Kuhn (2000) stated that competence in meta-knowing warrants attention as a critical
endpoint and goal of childhood and adolescent cognitive development. As our results have
shown, higher elementary school is the period when significant improvement in comprehension
monitoring and reading comprehension takes place. Therefore, that is the period when
effective instruction in reading strategies with emphasis on comprehension monitoring should be
applied and could foster metacognitive development and reading efficiency. It could help
students to become self-regulated strategic readers highly competent in reading comprehension
and to improve academic achievement in formal educational settings.
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Le but de cette étude a été d’explorer le monitorage de la
compréhension et l’usage des stratégies de la lecture perçu en tant
qu’éléments de la compréhension lors de la lecture. Les participants dans
cette recherche étaient les élèves de la cinquième à la huitième année de
l’école primaire. Comme mesures de monitorage de la compréhension
lors de la lecture on a adopté les devoirs de la correction d’erreurs et les
devoirs pour examiner la sensibilité envers le texte, pris du Test de la
métacompréhension (Pazzaglia, De Beni, et Caccio, 1999). Le
Questionnaire de la lecture stratégique (Kolić-Vehovec et Bajšanski,
2001b) a été adopté comme mesure de l’usage des stratégies perçu lors de
la lecture. Les filles ont eu de meilleurs résultats que les garçons sur les
tests de la compréhension du texte, sur toutes les mesures du monitorage
de la compréhension ainsi que sur le Questionnaire de la lecture
stratégique. Des améliorations significatives dans le monitorage de la
compréhension apparaissent après la cinquième année et entre la sixième
et la huitième année. Des changements similaires sont visibles aussi dans
la compréhension lors de la lecture. Toutes les mesures du monitorage de
la compréhension étaient reliées de manière significative avec la
compréhension du texte auprès de tous les groupes de différent âge.
Toutefois, l’usage des stratégies perçu était significativement relié avec la
compréhension de la lecture seulement chez les élèves de la huitième
année.
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