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				Mastery of reading is especially important during college years to achieve academic success as well as a successful career development (Xin et al., 2018). However, in order to achieve a successful reading comprehension, it is essential for the student to have developed a high number of skills and strategies to build meanings, make appropriate connections, and infer the meanings conveyed by the text, as well as many other cognitive abilities (Kieffer et al., 2016). 

				Among these abilities, current studies on reading and reading for understanding have being paying more attention to a metacognitive ability known as metacomprehension. Metacomprehension can be described as a reader’s knowledge about their competence of the written material, i.e., the knowledge that helps them know if they are understanding the text, which parts of the text are more difficult and which strategies and actions a reader should carry out to improve 
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				abstract

				The importance of reading proficiency in a second language (L2) is growing worldwide. Reading in a L2 involves many questions about the abilities of reading comprehension, including metacomprehension, a core reading ability in native speakers (L1) that allows them to be aware of their reading comprehension level and to regulate their learning. However, its link to L2 has not been sufficiently researched. This study examines the relationship between the reading comprehension scores of diverse texts and metacomprehension, assessed by the ECOMPLEC test and PROLEC-R reading task, in Portuguese students studying Spanish as a L2. Similar to the results found in L1 research, we found a significant relationship between reading comprehension and metacomprehension in expository and discontinuous texts: students with low reading comprehension scores overestimated their metacomprehension while metacomprehension abilities of students with high reading comprehension abilities were more accurate. These results provide a frame of reference for future studies on metacomprehension in L2. 

				La relación entre la metacomprensión y la comprensión lectora en español como segunda lengua

				resumen

				El dominio de la lectura en una segunda lengua (L2) tiene cada vez más importancia a nivel global. La lectura en una L2 implica muchas cuestiones sobre las capacidades de comprensión lectora, como la metacomprensión, una habilidad de lectura fundamental en hablantes nativos (L1) que les permite ser conscientes de su nivel de comprensión lectora y les ayuda a regular su aprendizaje. Sin embargo, su papel en una L2 no ha sido lo suficientemente investigado. El presente estudio examina la relación entre las puntuaciones de comprensión lectora de varios tipos de textos y la metacomprensión, evaluada a través de la batería ECOMPLEC y la tarea de lectura de la batería PROLEC-R en estudiantes portugueses que estudian español como L2. De manera similar a los resultados encontrados en investigaciones en L1, hemos descubierto una relación significativa entre la comprensión lectora y la metacomprensión en textos expositivos y discontinuos: los estudiantes con bajas puntuaciones de comprensión lectora sobreestimaron su capacidad de metacomprensión, mientras que las habilidades de metacomprensión de los estudiantes con puntuaciones altas en comprensión lectora fueron más adecuadas. Los resultados proporcionan un marco de referencia para futuros estudios sobre metacomprensión en L2.
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				their comprehension (Schmitt & Sha, 2009). Several studies have shown the link that exists between reading comprehension and metacomprehension in a L1 (Blasco Serrano & Allueva Torres, 2010; Dunlosky et al., 2007).

				Like native speakers, reading and understanding written texts is essential to learn any foreign language and achieve a good L2 competence, as reading is one of the tools used in a language-learning course (Nation, 2015). Thus, it is crucial to learn the appropriate strategies that could help improve reading comprehension. However, researchers found no consensus regarding how these strategies are used. On the one hand, Davis (1993) established that the strategies used for reading in a L2 are different from the ones used when reading in L1 and the readers react to reading problems in a different way depending on the language and their proficiency. On the other hand, Tang (1997) found that readers used similar strategies when reading in their L1 and in their L2 and were able to apply them in a selective way regardless of the language. Nevertheless, researchers agree that “readers’ L2 proficiency level and L2 reading ability interacted with each other” (Zhang, 2001, p. 278).

				However, compared to the studies in L1, less is known regarding the relationship between reading comprehension and metacomprehension in a L2 (Samo & Mikulec, 2018), especially in the Spanish-Portuguese combination.

				The research presented in this study is motivated by the interest of teachers of the “Spanish as a second language” subject to improve their students’ reading abilities and language competence when learning this language. Our research is based on the premise that reading competence in a second language implicates both declarative knowledge, which includes mastery of the linguistic system that conforms our target language, as well as procedural knowledge, that includes metacognitive knowledge, which allows a reader to implement a series of strategies that will regulate their reading process as well as their learning in general (Grabe, 2009). Our main objectives are to find out: a) if metacomprehension results obtained from our sample are related to their reading comprehension scores, b) if the results obtained followed a similar trend to the findings discussed in the literature review for native students, and c) the implications of our research for improving language learning in L2 classroom. Before describing the empirical study, we will review the current literature on the topic, focusing on metacomprehension and reading in L1, and on metacomprehension and reading in a L2.

				Taking the legibility of the texts into account, similarities in vocabulary and syntax between Portuguese (L1) and Spanish (L2), and considerations made by the Spanish as a second language teachers, it was predicted that the difficulty level for our sample should be low for the narrative text and intermediate for the expository text. In all cases, the expository text should be more difficult to read than the narrative text.

				Background

				Metacomprehension and Reading in a L1

				Metacomprehension, also known as reading metacomprehension or reading metacognition, is a person’s metacognitive ability to judge their own understanding (and subsequent learning) of text materials. Moreover, reading comprehension requires the integration and application of multiple strategies and skills: memory, cognitive, compensation, metacognitive, affective, social and test-taking strategies (Caverly, 1997; Oxford, 1990). This ability allows the reader to be aware of whether or not they understand a text, even if they do not know where the source of their difficulties lies. Good metacomprehension is an important ability for the regulation of learning, as it will allow the reader to know if they understand the text material, to identify the problem and to apply the relevant 

				strategies that will help solve the problem. A person with adequate metacomprehension skills will be able to judge which parts of the text require higher concentration and attention to increase understanding. In contrast, a person with poor metacomprehension skills will be incapable of appropriately guiding their learning and, thus, it will affect their reading performance (Blasco Serrano & Allueva Torres, 2010; Dunlosky et al., 2007; León et al., 2019; Muijelaar et al., 2017).

				Being able to understand different types of academic and informational texts is a fundamental skill for university students that will allow them to achieve academic success as well as be successful in their future career development (Bharuthram, 2012; Caverly et al., 2004; MacMillan, 2014; Perry, 2013; Xin et al., 2018). For L1 readers, academic text reading is not an easy task due to the high complexity of the texts (Pugh et al., 2000). In fact, many students exit secondary school without achieving a good reading comprehension level, lacking the strategies needed to properly understand complex academic texts (Elosúa & Mujica, 2013; Fidalgo et al., 2014; MacMillan, 2014; Taraban et al., 2000). Therefore, it is essential to help college students to be conscious of their reading problems and help them apply the strategies needed to solve the difficulties they encounter (Xin et al., 2018).

				Metacomprehension is an ability that has been extensively studied in both native children and adults. Generally, the majority of studies on reading and metacomprehension in L1 show that judgements readers make about their own metacomprehension are inadequate when the participants had low reading comprehension skills and how metacomprehension improves with mastery of reading. In fact, both children and adults who were not expert readers tended to overestimate their reading abilities (Dunlosky et al., 2007; Mañá et al., 2009; Schneider & Pressley, 1998; Thiede et al., 2005; Vössing et al., 2017; Wiley et al., 2016; Wiley et al., 2005). These low accuracy estimations might be explained by external factors such as poor reading abilities, an inaccurate self-perception and self-confidence of one’s reading ability, perceptions of the reading task (attitudes, interests, previous knowledge, and performance), an inability to adjust the predictions to the demands of the reading task or a lack of solutions available to repair mistakes and misconceptions (García-Rodicio & Sánchez, 2014; Linderholm et al., 2008).

				Metacomprehension and Reading in a L2

				Metacomprehension seems to be important for non-native students due to their limited vocabulary and grammar, and the fact that they acquire different types of structural knowledge while developing their reading abilities in the language they are learning (Samo & Mikulec, 2018). In fact, learning both cognitive and metacognitive reading strategies during L2 learning substantially improves a student’s reading performance due to the contribution the readers make to reading activities and their awareness of how, when, and where to use those strategies (Aghaie & Zhang, 2012; Phakiti, 2008; Zhang, 2012). As Phakiti (2003) found “highly successful test-takers reported significantly higher metacognitive strategy use than the moderately successful ones who in turn reported higher use of these strategies than the unsuccessful testtakers” (p. 26).

				Raoofi et al. (2014) have stated several arguments regarding the importance of learning metacomprehension strategies in a L2:

				(a) Metacomprehension provides an extended vision of the cognitive abilities of L2 students.

				(b) Metacomprehension allows teachers to make a more complete and precise analysis of said abilities and all the strategies that the students use or should be taught.

				(c) Metacomprehension allows teachers to make a distinction between successful and unsuccessful students.

				(d) Metacomprehension allows students to regulate their own learning as well as the strategies they use and seek help when needed.
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				(e) With a good reading performance, students feel like true users of a language and have the confidence to improve and direct their own learning.

				However, although some studies have discussed the benefits of metacognitive instruction in listening comprehension in L2 learners (Goh, 2008; Goh & Yanushita, 2006; Gómez Álvarez & Sandoval Zúñiga, 2019; Vandergrift et al., 2007), research on reading metacomprehension in a L2 is still scarce (Escudero et al., 2015; Grabe, 2009; Samo & Mikulec, 2018; Zareva et al., 2005; Zhang, 2012). Most studies have focused on analysing the strategies that readers use during the comprehension of text materials in L2 and/or their metacognitive awareness of said strategies (Channa & Nordin, 2014; Taki, 2015; Xin et al., 2018), while others described the pedagogical interventions that were carried out and their effectiveness in promoting language and several strategies (Hernández Wilson & Izquierdo, 2016; Raoofi et al., 2014).

				The Current Study

				Despite the importance of metacomprehension in the development of reading comprehension in L1 (Blasco Serrano & Allueva Torres, 2010; Puente et al., 2009), it is rather surprising to see so little research regarding this topic in L2 studies, especially in the Spanish-Portuguese combination, as well as a lack of formal measures of reading comprehension and metacomprehension in Portuguese (Cadime et al., 2013). Therefore, this paper aims to fill this gap, analysing whether the metacomprehension of Portuguese students learning Spanish as a L2 is related to reading comprehension in different types of texts and whether results are similar to the results obtained in L1 research.

				In addition, it is important for the reader to be able to differentiate the genre of the text (Halliday & Hasan, 1985), as each type of text has a series of characteristics that the reader must recognize and, according to their experience with that specific genre, be able to activate all the information and strategies needed to understand it (Cueto Vallverdú, 2002). Thus, the analysis will be based on the reading comprehension tests of the three most common types of texts (narrative, expository, and discontinuous).

				Method

				Participants

				The sample consisted of 48 first-year students of Spanish A2 (39 female students and 10 male students) between 18 and 24 years old (Mage = 19.85 years, SD = 1.22). The students are supposed to achieve level A2 at the end of the semester according to the Common European Framework of Reference for Languages and the curricula of the subject. All of them are students in the first year of the Foreign Languages and Cultures program of the School of Education of the Polytechnic Institute of Porto (Portugal). Within this study, we considered the hours of Spanish instruction during university years. None of the participants had any cognitive, visual, or motor disorders and all were native Portuguese students.

				Materials and Design

				We applied two different standardised Spanish-language batteries that assessed reading comprehension.

				ECOMPLEC Test. Evaluation of Reading Comprehension (León et al., 2012). This test assesses reading comprehension in native Spanish-speaking students. The manual included three types of texts with their corresponding questions:

				- A narrative text called El hombrecillo sabelotodo [‘The Little Know-it-all’], which consisted of 514 words that followed a 

				dialogue format within a narrative structure. This text contained 20 reading comprehension questions plus 2 questions that measure metacomprehension.

				- An expository text called Los glóbulos rojos [‘Red Blood Cells’], consisting of 348 words divided into 2 paragraphs that followed an academic text structure. A large number of concepts and technical terms were present. The text contained 19 reading comprehension questions plus 2 questions that measure metacomprehension.

				- A discontinuous text called El museo del juguete [‘Toy Museum’], which follows a web page format. It consisted of 170 words plus various graphics, illustrations, maps, and distinctive areas. This text presented 22 reading comprehension questions plus 2 questions that measure metacomprehension.

				Several reasons were considered for using this test. First, the ECOMPLEC Test included both reading comprehension questions for these different types of text and metacomprehension questions in the final section of each text, which is rarely found in reading comprehension tests (see the DELE exam model of the Cervantes Institute). Second, the texts that participants had to read were based on daily life situations that did not suffer the modifications usually made in texts for L2 students (too simple language, uninteresting topics, condescending tone). This will greatly increase our sample’s motivation (Carvalho et al., 2010; Kung, 2017). In addition, most of the formats of L2 Spanish manuals only include literal questions, in which a student has to find the text fragment that solves the question and is not encouraged to think (Jouini, 2005). Therefore, we decided to apply a test that also includes inferential reasoning in order to answer the questions.

				Text selection is essential to achieve good reading comprehension. With a highly elaborated text, a student will be unable to answer the posed questions. In the same sense, if the level of reading comprehension is too low, texts will be too simple, and students will quickly become demotivated. Therefore, the teacher must be aware of the level of the students to adapt the texts according to their lexical, morphosyntactic and thematic knowledge. Thus, the Spanish as a second language teacher of the analysed sample has reviewed both the texts and the questionnaire. In addition, the readability indexes for narrative and expository texts were calculated using three readability scales that appear in Table 1: (1) the Szigriszt Pazos Perspicuity Index that measures the total number of syllables and the number of sentences (Szigriszt Pazos, 1993), (2) the Legibility μ Scale, which measures the difficulty of a text through calculus of words, mean, and variance in the number of letters for each word (Muñoz & Muñoz, 2006), and (3) the INFLESZ Scale, that uses the same formula as the one proposed by Szigriszt Pazos (1993), but this one has the advantage of being tested in a representative sample through aleatory texts (Barrio-Cantalejo, 2008). We did not include the readability scores of the discontinuous text as it contained mostly maps and illustrations with the text embedded on them.

				Table 1. Narrative and Expository Text Legibility Index

				
					Text

				

				
					Index

				

				
					Score

				

				
					Difficulty

				

				
					ECOMPLEC

					Narrative

				

				
					Szigriszt Pazos (1993)

				

				
					79.01

				

				
					Easy

				

				
					Legibility µ (2006)

				

				
					66.04

				

				
					Adequate

				

				
					INFLESZ (2008)

				

				
					79.01

				

				
					Fairly easy

				

				
					ECOMPLEC Expository

				

				
					Szigriszt Pazos (1993)

				

				
					63.59

				

				
					Normal

				

				
					Legibility µ (2006)

				

				
					51.51

				

				
					A bit difficult

				

				
					INFLESZ (2008)

				

				
					63.59

				

				
					Normal

				

				PROLEC-R Battery’s Text Comprehension task was used as a control measure (Cuetos et al., 2014). This consisted of two narrative and two expository texts that participants had to read out-loud individually and answer four inferential questions posed by the examiner. If the answer was appropriate, they would receive 
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				one point, if not, zero points. The maximum amount of points that a student can receive is 8 for narrative texts and 8 for expository texts.

				Procedure

				The ECOMPLEC test was implemented in the regular classroom under the supervision of the teacher and the examiners, according to the standards proposed in the manuals. Afterwards, in a separate classroom, we performed the Text Comprehension task of the PROLEC-R battery. We corrected and marked the first battery using the TEACorrige software, a program provided by the manual of the test (León et al., 2012). After inserting the data, this software automatically scores the answers using a series of algorithms giving us a sheet that contains a series of variables related to the score obtained in the three texts, and the results of the metacomprehension questions. The PROLEC-R battery was scored manually following the standards that appear on the manual.

				Data Variables

				As mentioned, the results were analysed using the TEACorrige software (León et al. 2012). Each participant obtained the following variables:

				- Reading comprehension variables. Two different batteries were used for measuring reading comprehension: the ECOMPLEC-Pri battery, that included the metacomprehension questions, and the text comprehension task of the PROLEC-R battery, which was used as a control measure. We obtained the scores for the following variables: Narrative Text Comprehension, Expository Text Comprehension, Discontinuous Text Comprehension, Narrative Text Comprehension (PROLEC-R). The manual establishes that the scores should be interpreted following the correspondence between mean scores and their qualitative rank as it appears in Table 2.

				Table 2. Mean Scores of the Reading Comprehension Tasks and their Corresponding Qualitative Rank

				
					Mean Scores

				

				
					Qualitative Rank

				

				
					61-100

				

				
					High

				

				
					40-60

				

				
					Medium

				

				
					0–39

				

				
					Low

				

				- Metacomprehension variables. Both questions appeared at the end of each text, so that the students had to judge the metacomprehension of every text after reading it and answering all its comprehension questions. In order to be able to perform the statistical analysis and compare the answers with previous results, each metacomprehension question was given a random number from 1 (the most difficult) to 3 (the easiest).

				Question 1: The level of difficulty of the text is… 1 = above your abilities, 2 = appropriate for your level, 3 = too easy for you.

				Question 2: The questions formulated are... 1 = difficult to understand, 2 = appropriate for your level, 3 = easy to answer.

				For the metacomprehension of each text to be adequate, the students with the highest scores should have stated that the texts were appropriate or easy for their level, while students with the lowest scores should have described the test and the task as difficult.

				Data Analysis

				Descriptive analysis. To analyse the data, we performed the descriptive statistics of the variables (minimum, maximum, and mean 

				and, as a measure of dispersion, the standard deviation). Following the correspondences that appear in Table 3, we can establish that, contrary to our initial expectations and the results obtained in the legibility scales, the students obtained high scores in the expository text while the narrative text was the one with the lowest scores.

				Table 3. Descriptive Analysis of the Sample according to their Results on the Reading Comprehension Tests (n = 48)

				
					Min.

				

				
					Max.

				

				
					Mean

				

				
					SD

				

				
					Narrative Text

				

				
					15

				

				
					85

				

				
					48.10

				

				
					13.119

				

				
					Expository Text

				

				
					20

				

				
					97

				

				
					65.08

				

				
					17.211

				

				
					Discontinuous Text

				

				
					15

				

				
					81

				

				
					57.23

				

				
					17.553

				

				
					Metacomprehension Q1 Narrative

				

				
					 1

				

				
					 3

				

				
					 2.04

				

				
					 0.459

				

				
					Metacomprehension Q2 Narrative

				

				
					 1

				

				
					 3

				

				
					 2.56

				

				
					 0.649

				

				
					Metacomprehension Q1 Expository

				

				
					 1

				

				
					 3

				

				
					 1.92

				

				
					 0.539

				

				
					Metacomprehension Q2 Expository

				

				
					 1

				

				
					 3

				

				
					 2.17

				

				
					 0.859

				

				
					Metacomprehension Q1 Discontinuous

				

				
					 1

				

				
					 3

				

				
					 2.10

				

				
					 0.371

				

				
					Metacomprehension Q2 Discontinuous

				

				
					 1

				

				
					 3

				

				
					 2.60

				

				
					 0.707

				

				
					Narrative Text Comprehension PROLEC-R

				

				
					 1

				

				
					 8

				

				
					 5.90

				

				
					 1.729

				

				
					Expository Text Comprehension PROLEC-R

				

				
					 1

				

				
					 8

				

				
					 6.48

				

				
					 1.502

				

				As Figure 1 shows, the scores obtained by the sample were located in or above what the manual considers to be “the medium rank” (between 40 and 60), which implies that the sample was able to understand the texts in an adequate way.

				Figure 1. Graphic that Shows the Distribution of the Scores Obtained by the Participants on the Three Texts.

				In more detail, Figures 2 and 3 show a boxplot that includes the average values of each variable analysed and the standard deviation respect to that value. On the one hand, Figure 2 focus on the results obtained in each type of text, while on the other hand, Figure 3 compares the results obtained on each variable analysed.

				Figure 2. Boxplot that Shows the Aaverage Values of the Results Obtained on Each Type of Text and its Standard Deviation Respect to that Value.
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				Figure 3. Boxplot that Shows the Average Values of the Results Obtained on Each Variable Analysed and its Standard Deviation with respect to That Value.

				Note. DT corresponds to the difficulty of each text as perceived by the participants. DP corresponds to the difficulty of the questions formulated about each text as perceived by the participants.

				The results obtained on the narrative and expository texts of the PROLEC-R Battery (5.9 and 6.48 out of a total of 8 respectively) were also in line with the results obtained in the ECOMPLEC-Pri and, thus, we can confirm that the results obtained in our tests were coherent with the results obtained in the PROLEC task.

				Inferential analysis. In order to determine whether the score of each of the reading comprehension texts is related to the metacomprehension evaluation of the corresponding text in the sample, we used contingency tables and their corresponding chi-square test.

				Table 4. Contingency Table that Includes the Number of Results Obtained on Each Text (Narrative, Expository, and Discontinuous) for Each Metacomprehension Question (Q1 and Q2)

				
					Q1

				

				
					Q2

				

				
					Text

				

				
					1

				

				
					2

				

				
					3

				

				
					Total

				

				
					1

				

				
					2

				

				
					 3

				

				
					Total

				

				
					Narrative

				

				
					0-39

				

				
					1

				

				
					9

				

				
					0

				

				
					10

				

				
					0

				

				
					6

				

				
					 4

				

				
					10

				

				
					40-60

				

				
					2

				

				
					25

				

				
					6

				

				
					33

				

				
					3

				

				
					8

				

				
					22

				

				
					33

				

				
					61-100

				

				
					1

				

				
					4

				

				
					0

				

				
					 5

				

				
					1

				

				
					0

				

				
					 4

				

				
					 5

				

				
					Expository

				

				
					0-39

				

				
					0

				

				
					1

				

				
					3

				

				
					 4

				

				
					0

				

				
					1

				

				
					 3

				

				
					 4

				

				
					40-60

				

				
					5

				

				
					7

				

				
					1

				

				
					13

				

				
					5

				

				
					2

				

				
					 6

				

				
					13

				

				
					61-100

				

				
					3

				

				
					25

				

				
					3

				

				
					31

				

				
					8

				

				
					8

				

				
					15

				

				
					31

				

				
					Discontinuous

				

				
					0-39

				

				
					0

				

				
					5

				

				
					3

				

				
					 8

				

				
					0

				

				
					5

				

				
					 3

				

				
					 8

				

				
					40-60

				

				
					0

				

				
					18

				

				
					1

				

				
					19

				

				
					4

				

				
					1

				

				
					12

				

				
					19

				

				
					61-100

				

				
					0

				

				
					18

				

				
					4

				

				
					22

				

				
					1

				

				
					3

				

				
					18

				

				
					22

				

				The contingency table displays the frequency distribution of the variables, including the proportion of students who selected one of 

				the three metacomprehension answers for each question (1, 2, or 3) according to the scores obtained in each reading comprehension variable, in order to decide whether there is statistical significant relationship between the variables (see Table 4). A chi-square analysis will tell us if the relationships between these categorical variables are significant or not (see Table 5). The participants were grouped according to their score and its corresponding rank (as it appears in Table 2).

				If we look closely at the data that the contingency table of the narrative, expository, and discontinuous texts shows us (Table 4), it can be established that participants who obtained low comprehension scores (0-39) considered the texts and questions to be easy/adequate to their level, participants on the medium range (40-60) stated that the expository text was either appropriate for their level or difficult, while the discontinuous text was adequate for their level and the questions easy, and for participants with the highest score (61-100) all the texts were appropriate for their level while the questions were easy.

				The results of the chi-square test that appear on Table 5 show that there is a significant connection between the three texts and their metacomprehension questions and the results obtained in the reading comprehension questions of their respective texts. These scores show that there are statistically significant relationships between reading comprehension results, and the metacomprehension of the level of difficulty of expository and discontinuous texts and their questions.

				Discussion

				In principle, we expected the results to show a relationship similar to the findings obtained in L1 research that established that students with low scores tend to overestimate their performance while metacomprehension adequacy should have improved with reading proficiency. The results show that there is a statistically significant relationship between reading comprehension and metacomprehension in expository and discontinuous texts. The contingency tables of said texts show us the relationship that exists between each metacomprehension question and its corresponding reading comprehension questions.

				When analysing contingency tables, we can see that, in our sample, the students with the highest scores thought that the texts and the questions of both expository and discontinuous texts were appropriate or easy for their level, which implied that their metacomprehension was adequate. In fact, in this study it was found that, as explained in the literature review, the metacomprehension of the difficulty of the texts and their ability to comprehend them was adequate and, thus, readers with good reading abilities have good reading metacomprehension (Dunlosky et al., 2007; Glenberg & 
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				Table 5. Chi-square Analysis between the Two Metacomprehension Questions (Q1 and Q2) and the Results Obtained in the Narrative, Expository, and Discontinuous Texts

				
					Q1

				

				
					Q2

				

				
					Text

				

				
					Value

				

				
					df

				

				
					Asymp. Sig. (2-sided)

				

				
					Value

				

				
					df

				

				
					Asymp. Sig. (2-sided)

				

				
					Narrative

				

				
					Pearson’s χ2

				

				
					59.519

				

				
					44

				

				
					.059

				

				
					43.748

				

				
					44

				

				
					.482

				

				
					Continuity correction

				

				
					42.674

				

				
					44

				

				
					.528

				

				
					42.307

				

				
					44

				

				
					.544

				

				
					Linear-by-linear association

				

				
					0.000

				

				
					 1

				

				
					.985

				

				
					0.181

				

				
					 1

				

				
					.671

				

				
					No of valid cases

				

				
					48

				

				
					48

				

				
					Expository

				

				
					Pearson’s χ2

				

				
					58.573

				

				
					38

				

				
					 .018*

				

				
					57.699

				

				
					38

				

				
					 .021*

				

				
					Continuity correction

				

				
					48.647

				

				
					38

				

				
					 .0116

				

				
					64.364

				

				
					38

				

				
					.005

				

				
					Linear-by-linear association

				

				
					0.601

				

				
					 1

				

				
					.438

				

				
					0.218

				

				
					 1

				

				
					.640

				

				
					No of valid cases

				

				
					48

				

				
					48

				

				
					Discontinuous

				

				
					Pearson’s χ2

				

				
					66.850

				

				
					30

				

				
					 .000**

				

				
					70.824

				

				
					30

				

				
					 .000**

				

				
					Continuity correction

				

				
					27.202

				

				
					30

				

				
					.506

				

				
					55.597

				

				
					30

				

				
					.003

				

				
					Linear-by-linear association

				

				
					1.053

				

				
					 1

				

				
					.305

				

				
					6.712

				

				
					 1

				

				
					.010

				

				
					No of valid cases

				

				
					48

				

				
					48

				

				*p ≤ .5, **p = ≤ .01.
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				Epstein, 1987; Mañá et al., 2009; Schneider & Pressley, 1998; Vössing et al., 2017; Wiley et al., 2016).

				Students who obtained medium scores had mixed thoughts regarding the difficulty of expository texts and questions. On the other hand, they thought that the discontinuous text was appropriate for their level, which means that, in this case, their metacomprehension was appropriate. Nevertheless, they thought that questions were easy for them, which implies a certain overconfidence.

				It is highly interesting to note that students with the lowest scores were overconfident about their abilities, claiming that both the texts and their questions were too easy for their level. This is in line with the research on L1 metacomprehension and the concept of the “unskilled and unware effect” that states that participants with low reading comprehension scores tend to overestimate their own reading abilities. This leads to less use of monitorization and assessment strategies that, in turn, impairs their reading comprehension (Dunlosky et al., 2007; Glenberg & Epstein, 1987; Maki et al., 1994; Mañá et al., 2009; Thiede et al., 2005; Wiley et al., 2005).

				In sum, these results provide an approximation to the study of Spanish as a second language in Portuguese universities that could contribute to the improvement of the teaching of this subject at university level. In addition, our results in metacomprehension and its relation to reading comprehension ability in a L2 sample show a certain degree of similarity to other research carried out in L1 samples, which which may be the proof of a similar tendency regarding the process of metacomprehension and reading. This assumption should be further investigated in future research.

				This study may expand the research on metacomprehension in L2 and shed light on its importance for future research. It also adequately reveals both the level of reading comprehension of the sample and students’ metacomprehension skills for various types of texts, as well as some similarities to L1 research. In future studies of this nature, other instruments for metacomprehension evaluation should be used to provide greater validity to the results. Furthermore, we highly recommend implementing both experimental and longitudinal studies that will explore in a controlled way the study of Spanish as a second language in Portuguese universities as a result of its low level of investigation, despite being two of the world’s most spoken languages.

				Conclusions 

				Metacomprehension is a crucial ability that allows the reader to know if they understood a text properly (main theme, secondary ideas, how ideas are connected, and so on), to comprehend the problems they have encountered throughout a text and to apply the strategies needed to improve their comprehension. Our research is based on the premise that reading competence in a foreign language implicates both declarative knowledge, which includes the mastery of the linguistic system that conforms our target language, as well as procedural knowledge, that includes metacomprehension knowledge. These types of knowledge will allow the reader to implement a series of strategies that will regulate their reading process as well as their learning in general. Because of the lack of research in L2, especially in the Spanish-Portuguese combination, we decided to compare the results obtained with the findings in L1 research. Our results show that expository and discontinuous texts were appropriate to measure metacomprehension of the sample concerning their reading comprehension. In fact, similarly to L1 research, students with low scores in reading comprehension tend to overestimate their reading skills, while readers with good reading abilities have good reading metacomprehension, that is, it improves with reading proficiency. Metacomprehension is usually developed explicitly and depends on the activities and strategies used by the teacher in the classroom. Therefore, interventions in L2 should target metacomprehension 

				abilities and provide students with the strategies needed to monitor their comprehension in order to gain experience and learn strategies that will help them improve their reading abilities. We believe that performing some metacomprehension activities that are part of a series of training programs performed with native Spanish students in the L2 classroom (such as, among others, planning and prediction of text content, assessment of the characteristics of text genre, assessment of a text’s contents, construction and revision of a mental model, supervision of comprehension and text understanding, revision, and self-correction) would be beneficial to improve our students’ reading skills.

				It is important to point out the limitations of our study, in order to offer a context in which to interpret the results. First of all, the number of cases is still relatively small and we cannot extract conclusions and methodological proposals that can be broadly applied; they are instead hypotheses that may be useful to guide future research with larger amount of data. This will enable more sophisticated data analysis, including mixed-effects models. Also, we think that inclusion of metacomprehension judgements and data about the role of working memory in reading processes or about the differences between L1 and L2 obtained in testing comprehension/metacomprehension of texts are necessary to enrich the research and the analysis, and to lead clearer policies related to the use of different strategies in teaching to read. 

				Our results indicate that more studies should be conducted to investigate the nature of the relationships tested here in order to draw conclusions that may be generalisable across multiple groups of data, languages, and reading strategies and tasks.
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ARTICLE INFO ABSTRACT

Received 20 February 2020 The importance of reading proficiency in a second language (L2) is growing worldwide. Reading in a L2 involves many

Tﬂ’;ﬁ“ﬁﬂ'z‘;;m‘ beraoz  uestions about the abilities of reading comprehension, including metacomprehension, a core reading ability in native
wailable online 22 September speakers (L1) that allows them to be aware of their reading comprehension level and to regulate their learning. However, its
link to L2 has not been sufficiently researched. This study examines the relationship between the reading comprehension
Keywords: scores of diverse texts and metacomprehension, assessed by the ECOMPLEC test and PROLEC-R reading task, in Portuguese
ywords: . students studying Spanish as a L2. Similar to the results found in L1 research, we found a significant relationship between
Reading comprehension N y . s = N " " > " .
Metacomprehension reading comprehension and metacomprehension in expository and discontinuous texts: students with low reading
Metacognition comprehension scores overestimated their metacomprehension while metacomprehension abilities of students with

high reading comprehension abilities were more accurate. These results provide a frame of reference for future studies on
metacomprehension in L2.

Second language reading

La relacion entre la metacomprension y la comprension lectora en espaiiol como

segunda lengua

RESUMEN
E;’,ff:;fj,fsﬁ{lﬁmo,a El dominio de la lectura en una segunda lengua (L2) tiene cada vez mas importancia a nivel global. La lectura en una 12
Metacomprension implica muchas cuestiones sobre las capacidades de comprension lectora, como la metacomprensién, una habilidad de
Metacognicion lectura fundamental en hablantes nativos (L1) que les permite ser conscientes de su nivel de comprension lectora y les
Lectura enl2 ayuda a regular su aprendizaje. Sin embargo, su papel en una L2 no ha sido lo suficientemente investigado. El presente

estudio examina la relacion entre las puntuaciones de comprensi6n lectora de varios tipos de textos y la metacomprension,
evaluada a través de la bateria ECOMPLEC y la tarea de lectura de la bateria PROLEC-R en estudiantes portugueses que
estudian espafiol como L2. De manera similar a los resultados encontrados en investigaciones en L1, hemos descubierto
una relaci6n significativa entre la comprension lectora y la metacomprension en textos expositivos y discontinuos: los
estudiantes con bajas puntuaciones de comprension lectora sobreestimaron su capacidad de metacomprensién, mientras
que las habilidades de metacomprensién de los estudiantes con puntuaciones altas en comprension lectora fueron més
adecuadas. Los resultados proporcionan un marco de referencia para futuros estudios sobre metacomprension en L2.

Mastery of reading is especially important during college years to
achieve academic success as well as a successful carcer development
(Xin et al, 2018). However, in order to achieve a successful reading
comprehension, it is essential for the student to have developed
a high number of skills and strategies to build meanings, make
appropriate connections, and infer the meanings conveyed by the
text, as well as many other cognitive abilities (Kicffer et al,, 2016).

Among these abilities, current studies on reading and reading for
understanding have being paying more attention to a metacognitive
ability known as metacomprehension. Metacomprehension can be
described as a reader’s knowledge about their competence of the
Written material, i.e., the knowledge that helps them know if they
are understanding the text, which parts of the text are more difficult
and which strategies and actions a reader should carry out to improve
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