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ABSTRACT 

Skilled readers are often characterised as more metacognitively aware than less skilled 

readers. This thesis reports on findings from a study that explored metacognitive 

awareness of reading strategy usage of Emirati learners of English as a foreign language 

(EFL) enrolled in post-secondary educational institutions in the Emirate of Abu Dhabi 

in the United Arab Emirates (UAE).  

The research had two key goals: first, to identify participants’ metacognitive awareness 

of the reading strategies they use when reading academic texts in English and, second, 

to establish whether there were any identified differences between male and female 

participants. Together, these goals allow the study to contribute to the development of 

effective L2 English language development in the UAE.  

Located within the pragmatic research paradigm, the study involved a mixed 

methodology and an explanatory sequential design. It consisted of two phases: the first, 

quantitative phase surveyed 386 students’ metacognitive awareness using the Survey of 

Reading Strategies (SORS; Mokhtari & Sheorey, 2002) consisting of a 28-item 

questionnaire. The next, qualitative phase involved a total of 40 participants, who were 

required to read a selected passage and reflect on their reading and thinking process 

using a think aloud protocol.   

Findings were compared with those from other similar contexts, which confirmed that 

in EFL contexts generally, problem solving reading strategies were the most commonly 

reported reading strategies. Results also showed that, first, the majority of both male and 

female participants are active strategy users and are interacting with texts, 

predominantly in the area of problem solving reading strategies, followed by global and 

then support strategies; second, learners reported using a moderately high level of 

reading strategies that did not contribute towards positive outcomes leading to enhanced 
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reading comprehension, but favoured instead reading strategies that did not promote 

reading comprehension, including the use of a dictionary and translation when reading 

problems arose.   

This study was founded on the assumptions of an anti-essentialist belief that recognises 

the impact of this particular social and cultural context on behaviours and recognises, 

from this basis, that behaviours often attributed to gender are also shaped by the 

attitudes and beliefs of a particular environment. In this light, this study also found that, 

despite the differences in the way men and women are positioned within this 

sociocultural environment, females reported a higher metacognitive awareness of 

reading strategy usage across all categories.  

The findings of this study have a number of pedagogical implications concerning the 

challenges facing Emirati post-secondary learners when reading academic text. The 

thesis therefore also includes recommendations for educators and curriculum writers 

based on the findings of this study. 
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CHAPTER 1 – INTRODUCTION TO THE RESEARCH 

The United Arab Emirates (UAE) is committed to improving the English language 

levels of its population. According to the Ministry of Education Strategy 2010–2020 

(Ministry of Education, 2010), a key strategic objective is to “ensure high quality 

curriculum is in place so that students are best prepared for the knowledge economy” (p. 

2) and a key component of this strategic objective is to improve English curricula. This 

is reflected in its current political and economic agendas, which, in turn, inform multiple 

educational policies and plans.  

Literature relating to second language acquisition (SLA) tells us that reading is widely 

acknowledged as central to language acquisition (N. Anderson, 1991; Grabe, 1991, 

2004, 2009; Jimenez, Garcia & Pearson, 1995, 1996; Sheorey & Mokhtari, 2001). The 

same literature acknowledges that reading comprehension plays a pivotal role in the 

overall language acquisition process and that metacognitive awareness of particular 

reading strategies has a major impact upon reading comprehension. Although this link is 

widely recognised within broad SLA literature, it is underresearched in the UAE 

context. With a proactive commitment to improving SLA teaching and the development 

of SLA policy and practice in the UAE context, this thesis examines the following 

questions: 

Question 1: What reading strategies, as indicated by metacognitive awareness, do 

Emirati learners enrolled in the variety of post-secondary educational institutions in the 

UAE use to read in English? 

Question 2: To what extent are the reading strategies identified by men different from 

those reported by women? 

Given the clearly central role that reading in English plays in post-secondary 

educational programmes in the UAE (where English is the language of instruction), this 
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research has significant implications for tertiary-level students. Emirati learners entering 

the variety of post-secondary institutions in the UAE are confronted with the arduous 

task of reading a vast array of academic material written in English, which requires 

skills of critical thinking, problem solving and synthesising in order for them to be 

successful at this tertiary level of education. These underpinning skills have been 

described as underdeveloped throughout primary and secondary education, which has as 

its core a system that favours rote memorisation and is based on an outmoded 

methodology with a focus on final examinations. The research of Mustafa (2002) 

characterised the situation in UAE schools as teachers using “the transmission model to 

deliver information to exam takers” (p. 2). This situation is further evidenced in the Abu 

Dhabi Education Council’s (ADEC, 2009)1 strategic plan, which identifies insufficient 

quality of instruction and inadequate learning environments (p. 10). 

The purpose of this study, therefore, is to contribute to the improvement of SLA 

teaching by identifying and exploring the reading strategies Emirati learners within 

post-compulsory education use in the process of reading English and, in particular, 

comprehending and synthesising the meaning of a text. It seeks to explore this within 

the specific context of a post-secondary educational environment in the UAE, where 

male and female students are segregated in educational and other contexts in line with 

the religious and political beliefs of this Islamic country. 

Consistent with the logic of the pragmatic research paradigm (Creswell & Plano Clark, 

2011), which recognises the legitimacy of employing multiple methods in order to 

answer a research question, the study employed two data collection strategies chosen 

because of their previously demonstrated ability to help researchers address questions 

similar to those that guide this study. The Survey of Reading Strategies (SORS) 

                                                 
1 ADEC is the educational authority for the emirate of Abu Dhabi, which includes the city of Al Ain, and 

towns in the Western Region (or Al Gharbiya). From January 2008, ADEC became the supervising body 

of the Abu Dhabi Educational Zone, taking over the role from the UAE Ministry of Education. 
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questionnaire (Mokhtari & Sheorey, 2002) was used to identify reading strategy use. 

This was followed by interviews guided by a think aloud protocol (Langer, 1990), 

which provided further opportunities for the participants to demonstrate their 

metacognitive awareness of reading strategies. These two data sources combined to 

provide maximum opportunity for the researcher to answer the research questions in 

depth and in detail and, by extension, to make a significant contribution to 

understanding of metacognitive awareness of reading strategy use in the UAE context 

(Creswell & Plano Clark, 2011; Feilzer, 2009).  

Background to the Research 

This study is located in the English language classrooms of post-secondary institutions 

in the Emirate of Abu Dhabi, the largest of the seven emirates and the federal capital of 

the UAE, forming part of the Gulf States, a place where, owing to political and 

economic considerations, predominantly native speaker English language teachers and 

Emirati students meet (Hudson, 2013). According to Lo Bianco, Liddicoat and Crozet 

(1999), the Gulf States have explicitly stated as their foreign language objective that 

students “acquire a good understanding of English-speaking people on the condition 

that this will not lead to the creation of a hostile or indifferent attitude to the students’ 

Arab/Islamic culture” (p. 91). Lo Bianco et al.’s observation points to two key issues 

relating to this study: the importance of English language education to the development 

of the UAE and the location of English language education within a specific political 

and cultural context. There are some specific features of this context that it is necessary 

to outline at the start of the thesis. 

The Educational and Policy Context 

The education system in the UAE comprises both a public and a private sector, with the 

public sector having a strong Islamic and Arabic influence, conducted in single-gender 

classrooms (Gallant & Pounder, 2008). Despite sustained historical investment in 
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education, the UAE education system has long been regarded as ineffective (Shaw, 

Badri, & Hukul, 1995), with high attrition rates in public schools (Badri, 1998) and a 

lack of cohesion among bureaucrats, supervision and course delivery, and the 

employment system (Hokal & Shaw, 1999). 

Conscious of these historical criticisms, the Ministry of Education produced a policy 

document (Education Vision, 2020) outlining a strategy for further educational 

development in the UAE up to the year 2020, which acknowledges the importance of 

continuous improvement consistent with changing conditions both within the 

educational system and in relation to the needs of society (Gaad, Arif, & Scott, 2006).  

Consistent with this agenda, the second cycle of the UAE Government strategy for the 

years 2011–2013 recently outlined its aims to achieve a sustainable and balanced 

development, ensuring continued quality and high standards of living for its citizens 

(UAE Government, 2010, p. 2). A key area highlighted within the strategic objectives of 

this strategy document was to develop a first-rate education system (UAE Government, 

2010, p. 10), and the strategy outlined major directions of public policies within this 

area designed to ensure the quality of public and private academic programmes that 

would be able to meet the requirements of the local community and national economy. 

Selected initiatives include upgrading the level of school graduates and applying 

alternative systems to better equip students for university education, thereby increasing 

the number of successful graduations of qualified nationals who are able to effectively 

compete for opportunities within the UAE job market (UAE Government, 2010, p. 10). 

In response to these strategies, the Ministry of Education in the UAE announced plans 

to create an educational system that reflects best international educational standards, 

prepares pupils for a beneficial and productive life, and develops their ability for 

continuous learning (Ministry of Education, 2008). Central to this agenda is a 

commitment to strengthening the skills of pupils in several subject areas (including 



 

16 

English) at all levels of education. This is seen as a key move towards ensuring that 

students meet the entry requirements for university and subsequently succeed at the 

level of tertiary education. 

In line with this vision, ADEC has recognised the need to improve proficiency in 

English because of its prominence as the international language of business and the 

central role English plays within the Emirate of Abu Dhabi’s vision for economic 

growth and diversification. In June 2009, ADEC announced its 10-year strategic plan, 

which outlined the challenges it faces in order to improve the identified fundamental 

problems and current state of secondary education. Among key identified problems are 

low English language and problem solving skills, with less than 3% of students 

achieving sufficiently high English scores to take the university admission exams 

without the aid of foundation-level programmes (p. 9). Within the strategy plan, this 

level of English language proficiency is tied to both insufficient quality of instruction 

and an inadequate learning environment (p. 10). 

The criticism of the UAE education system in terms of its English language education is 

echoed within several other key documents. First, the secondary school system within 

the UAE has recently been criticised in the Dubai Schools Inspection Bureau Annual 

Report (Knowledge and Human Development Authority, 2009), which outlined 

examples of inadequate lesson design, explaining that many lessons consist of teachers 

talking to the whole class, with students expected to do little other than listen. The 

report additionally stated that students are not given sufficient responsibility to organise 

their work, select appropriate resources or decide how to present it, with teachers 

supplying all or most of the information for their students. This situation, according to 

Hudson (2013), prevents many students from thinking sufficiently for themselves, and 

limits their understanding of some of the most important themes and ideas in key 

subject areas, including English. 
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Second, the use of a textbook dictates the pace of many lessons within secondary 

education, with students having little scope to exercise initiative by finding things out 

for themselves or creating and testing solutions to problems. This is evidenced by the 

fact that students rarely ask questions independently to check for understanding and 

meaning, but rely on their teacher to monitor student understanding by asking questions 

that do not require them to provide reasons or arguments to support their answers 

(Knowledge and Human Development Authority, 2009). The report suggests that, 

although the skills of critical thinking and problem solving are vital within post-

secondary education, their development is hindered by embedded cultural practices and 

tacit knowledge learnt by way of experiences rooted within the secondary school 

system. 

Once students enter post-secondary institutions, they face further problems dealing with 

the rigour of tertiary study and comprehending the English-only instruction as opposed 

to the Arabic instruction they experienced in secondary school. The Dubai Schools 

Inspection Bureau Annual Report produced by the Dubai Government’s Knowledge and 

Human Development Authority (2009) highlighted poor reading performance as a major 

problem area for study skills within post-secondary education in the UAE and 

additionally expressed general concern over poor English standards by stating:  

Students’ language skills are not sufficiently well developed to enable them to 

take part fully in the multi-lingual society of modern Dubai . . . students are ill 

prepared for higher education and unable to make the positive contribution 

expected of them in Dubai and the wider world. (p. 16) 

The results reported in the Dubai Schools Inspection Bureau Annual Report 

(Knowledge and Human Development Authority, 2009) are not limited to secondary 

education in the UAE but are a general problem area for tertiary study in the Middle 

East—a point discussed further in the literature review. 
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The seriousness of the poor English standards of students enrolled in post-secondary 

education is also highlighted by ADEC (2009), which states in its Strategic Plan for P-

12 Education (2009–2018) that the low level of achievement in English and problem 

solving “hampers the Emirati’s vision for socio-economic development” (p. 10).  

The UAE government, therefore, has a stated commitment to improving the English 

language skills of students and an associated aim of increasing university graduations—

indeed, the documents entitled Educating the Next Generation of Emiratis: A Master 

Plan for Higher Education (Ministry of Higher Education and Scientific Research, 

2007) and the UAE Government Strategy (UAE Government, 2010) both attest to the 

importance of higher education in the future growth of the country.  

Reviews of language teaching and education within the UAE suggest that the dominant 

approach to teaching and learning is not supporting the development of either general 

English language competence, or English language problem solving skills, and 

associated critical thinking skills (O’Sullivan, 2004; Richardson, 2004). Although there 

is widespread political agreement that the teaching of English in the UAE context needs 

to be improved, there is still little known about the way in which UAE learners 

approach English language acquisition. This question is particularly complex in the 

UAE context, where any exploration of ‘learners’ needs to be cognisant of and 

responsive to the ways in which gender affects educational experiences and pathways. It 

is therefore necessary to also acknowledge some of the specific features of the UAE 

social and religious context. 

The Political, Social and Religious Context of the Study 

Since the UAE achieved independence from Britain in 1971, it has undergone massive 

economic and social change brought about by oil wealth. As a result, the UAE has seen 

its former tribal Bedouin society emerge into an economy capturing the focus of the 

world. The UAE is an Islamic country governed by both Shari’a (Islamic law) and civil 
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law, which differs in its application from emirate to emirate (Al-Suwaidi, 2011). This 

has a major impact on the Emirati nationals’ behaviour, social interactions and social 

relations. This combination of religion and nationalism (a term used here to describe an 

extreme form of patriotism that is demonstrated by an outward expression of superiority 

over other countries), according to Abuznaid (2006), forms a powerful “synthesized 

identity that has for centuries, influenced the sense of belonging, political lifestyle, and 

communal cohesion” (p. 125).  

A number of key points need to be made about this context. First, the UAE is a 

patriarchal society. The status of UAE men and women is governed by social and 

religious norms, and many modern local Emiratis retain their tribal origins that are 

individually firmly embedded in their commitment to maintaining the status quo 

(Heard-Bey, 2001). This patriarchal context holds male group members responsible for 

collective support and protection, and a man’s reputation and honour rests on the proper 

conduct of his wife and daughters. 

The effect of living within a patriarchal society pervades all aspects of life for an 

Emirati woman, including life choices affecting education, marriage, employment, 

property ownership and freedom of movement (Jamali, Sidani, & Safieddine, 2005). 

For example, both primary and secondary education is provided in gender-segregated 

schools by teachers and staff of the same gender; however, in higher education, 

segregation is maintained in the student population but not in staffing. Within this 

segregated context, it is argued that boys are given more leniency than girls in terms of 

standards of behaviour and academic achievement. Visitors entering these higher 

education institutions are confronted by young women students in black abayas and 

sheylas with only their faces uncovered. The women are driven to college by male 

relatives or drivers in cars with tinted windows and will stay at the college until the end 

of the day, when they are driven home again (Richardson, 2004).  
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The emphasis on finding equilibrium, harmony and balance in the UAE is paramount, 

which is clearly articulated by Mulder (1996), who claimed that “knowing one’s place is 

a prerequisite to social order” (p. 56). Courses studied by women, therefore, are in direct 

contrast to those of their male counterparts, focusing mainly on the humanities, social 

sciences and education fields, enabling employment opportunities in government offices 

and schools. Educational qualifications obtained by many women are not always those 

most in demand in the job market because of the large numbers of women studying in 

these fields (Mabokela, 2007), resulting in lack of job opportunities. Additionally, 

education, according to Crabtree (2007), is valued by many women as a means to 

escape boredom from an existence within the home and, therefore, is not chosen 

according to personal interest or possible graduate employment opportunities. 

Employment opportunities are also shaped by gender in this cultural context. Although 

women’s participation in the workforce has increased, they are still expected to 

prioritise child rearing over work (Gallacher, 2009). The freedom of choice for women 

to engage in employment therefore rests with male relatives, who may permit female 

employment, a fundamental requirement for workplace participation that either permits 

or severely limits the opportunities for female employment (Farrell, 2008). 

Additionally, negative stereotypes and broad assumptions about a woman’s 

characteristics in this context contribute further towards poor employment prospects, 

with Emirati men viewing women as too emotional, incompetent and incapable of 

leadership (Farrell, 2008, p. 114).  

In addition to this, travel is restricted and the places where girls and women socialise are 

different from those where men socialise, with a focus on family gatherings and 

shopping expeditions chaperoned by men (Bristol-Rhys, 2010; Soffan, 1980). More 

recently, some families, according to Richardson (2004), have forbidden the use of the 

internet at home to protect their wives and daughters from undesirable information and 
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uncontrolled communication. It can be hypothesised that because of this lack of 

communication and exposure to the outside world, English reading opportunities are 

limited for women, resulting in differences in reading strategy application and usage 

among men and women. 

Therefore, while a number of social aspects of Emirati women’s lives have changed in 

the past 40 years because of the rapidly growing economy and social change, providing 

them with modern housing, increased access to education and health care, the basic 

cultural patterns have not changed (Heard-Bey, 2001) because patriarchal family 

arrangements and ideology persist (Al Abed, Vine, & Hellyer, 2004). Some have seen 

this situation as fostering a reluctance to abandon the traditional caretaker roles of 

women in Arab societies (Jamali et al., 2005), which may therefore influence ongoing 

educational experiences.  

Given the literature that demonstrates the impact of socialisation on academic 

achievement (Bristol-Rhys, 2010; Soffan, 1980), these specific, gendered experiences 

have the potential to affect exposure to English language speaking opportunities and, 

according to some, may also affect the development of critical thinking and problem 

solving skills (O’Sullivan, 2004; Richardson, 2004).  For example, from adolescence to 

marriage (and often beyond), Emirati women meet few men outside of the family group 

and are prohibited from shopping and travelling without suitable male chaperones.  

Many families forbid the use of the internet at home in order to protect their daughters 

and wives from having access to undesirable information and uncontrolled 

communications (Richardson, 2002).  Therefore the knowledge base and understanding 

of the world when attempting to construct personal meaning from new situations, is 

vastly different from their western counterparts.  From my own personal observations in 

the classroom, female Emirati students prefer very prescriptive learning environments 

being directed along a single path with clear answers being provided in any reading 
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comprehension activities thereby restricting opportunities for critical reflexiveness and  

problem solving skills. 

It is important to be aware, of course, that within the UAE, there are significant 

differences within the population, including economic and social standing—and degrees 

of wasta in a family (Bristol-Rhys, 2010; Soffan, 1980). The concept of wasta, which 

incorporates the influence or power held by a person resulting from their connection to a 

powerful or respected family in the UAE, has class connotations. Wasta in the UAE, 

therefore, constitutes an important approach for conducting business in the UAE (Gold 

& Naufal, 2012). Nevertheless, it is also necessary to acknowledge that gender has a 

key influence on life experiences and educational pathways. Such an acknowledgement 

does not undermine a commitment to acknowledging the diversity that always exists 

within any social context. Sidani and Gardner (2000) argued, for example, that specific 

countries must be studied individually in order to gain insights into the uniqueness that 

exists within a particular society. Similarly, Farrell (2008) noted that, “whilst it is 

difficult to gain authentic versions of women’s locations within a given society, 

accepting the existence of diversity among women does not indicate an absence of 

common socio-economic characteristics or needs” (pp. 109–110), and that it could be 

further argued that such commonalities “can assist in constructing broader universal 

frameworks in which to locate UAE women’s experiences” (p. 110).  

Extending on Farrell’s point, this research argues that a search for commonalities or 

patterns designed to assist educators in responding to clear educational challenges is not 

the same as a search for simplistic or essentialist representations of a complex society. 

There is a large body of literature that critiques western readings of Arabic practice 

(Barlas, 2002; Cook, 2001; Hudson, 2013; Hussein, 1984; Moghissi, 1999; Sabbah, 

1985; Yamani, 1996), and much of this literature highlights a problematic but 

widespread tendency in western research to stereotype, demonise or essentialise 
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members of non-western communities (Hudson, 2013, p. 260). In relation to this study, 

simplistic and essentialist representations could obscure identification of the actual 

practices of Emirati learners associated with the application of reading strategies—

practices that, when analysed, may show that gender does not affect reading strategy use 

in clear or obvious ways.  

While cautious of the idea of universal experience, this study acknowledges that 

educators in the UAE context face a significant challenge relating to the teaching of 

English and reading. In this context, developing insights into any patterns that either do 

or do not exist in terms of reading strategy use for students generally, and males and 

females specifically, can make a major contribution to knowledge in this field and 

improve English language education.  

Although there may be common perceptions of a unified Islamic world community, 

there are many different Islams (Farrell, 2008), and it is therefore necessary to examine 

the specific ways in which Islam is experienced in the UAE context. The focus of this 

thesis precludes a detailed analysis of the full range of ways in which Islamic religion 

affects life in the UAE, but it is important to acknowledge that men and women are 

positioned quite differently and that the political, social and religious structures of the 

UAE have a direct impact upon educational experiences and, by extension, English 

language acquisition. This study therefore explores reading strategy use in a way that 

recognises and responds to the specific circumstances of the UAE. It goes beyond the 

“common sense” notion that gender affects UAE learners, to explore if, how and in 

what way gender is related to the specific area of reading strategy choice, without 

making any assumptions about how, or indeed if, gender does have an impact. 
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Significance of the Research 

This research makes a significant contribution to knowledge about metacognitive 

awareness of reading strategy use that is directly relevant to the political and 

educational needs of the UAE. The significance is established in the literature review 

that follows. Here it is useful to foreshadow four key issues relating to the significance 

of the study. 

First, as outlined above, poor English language reading skills are preventing many UAE 

citizens from contributing fully to the modern multilingual society in which they live. 

O’Sullivan (2004) confirms the importance of the acquisition of English in Arab 

countries as it is the language of the wider international communication and of business 

and technology. This is seen particularly clearly in their poor transition into higher 

education. Research exploring the English language skills of Arabic-speaking learners 

has, to date, focused predominantly on identifying the various problems experienced by 

these learners (Al Khataybeh, 1992; Hamdallah, 1988; Haq, 1982; Kharma & Hajjaj, 

1997; Mahmoud, 2002; Mohammed, 2005; Rababah, 2001). There is a dearth of studies 

that attempt to discover solutions to these general English problems and, in particular, 

address the reading problems identified for Emirati nationals studying within post-

secondary institutions in the UAE. This study addresses this gap. 

Second, the ability to select and apply appropriate reading strategies for successful 

reading outcomes is especially critical for second language English learners, since high 

levels of English language literacy, essential for even minimal academic achievement at 

any level, including elementary, secondary, university and tertiary, have been found to 

correlate with frequent and complex reading strategy use (N. J. Anderson, 1999; 

Jimenez et al. 1996; Sheorey & Mokhtari, 2001). Studies of metacognitive awareness 

and perceived use of the different types of reading strategies have been shown to help 

students improve reading comprehension skills (Mokhtari & Sheorey, 2002). To date, 
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however, there has been limited research conducted into reading strategy use in the 

UAE context. This research will therefore inform educators and curriculum writers on 

the pedagogical approaches that might enhance reading behaviour for both male and 

female Emirati learners engaged in the variety of programmes available at post-

secondary level.  

Third, there is a gap in knowledge internationally regarding the impact of gender on 

strategy use in EFL contexts generally and in the UAE context specifically, especially at 

the post-secondary level. Little is known about whether males and females differ 

significantly in the types of reading strategies they utilise and the frequency with which 

they use them. It has been suggested by Chavez (2001) that the study of these questions 

is significant because if gender disparities are found, educators and researchers may 

then seek ways to maximise opportunities to achieve high levels of second language 

literacy. This study, therefore, provides one of the first sources of data relating to this 

issue, but importantly, it does not suggest that the findings can be universally applied. 

Finally, in the context of the UAE, with its commitment to growing employment 

opportunities for Emiratis and increasing higher education rates, the combined focus on 

metacognitive awareness of reading strategy use and the impact of gender allows the 

research to support the development of knowledge and to influence future practice. It is 

anticipated that the findings from this research will provide valuable data to curriculum 

developers and educators who are involved in the range of post-secondary educational 

institutions within the UAE and abroad that provide English language training for 

Emirati nationals and improve SLA teaching. The data collected may also be pertinent 

to subject and content matter instructors involved in tertiary or vocational study 

programmes designed to provide Emirati nationals with the necessary skills and 

knowledge to become literate workers in a global economy. Therefore, although the 

study is conducted in the UAE, the findings of this study (and the methodology it 
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employs) may be of interest to educators and curriculum writers across a wider global 

community.  

In summary, although there has been a great deal of research carried out on reading 

strategies in contexts other than the UAE (as will be reviewed in the following chapters) 

and many researchers have attempted to improve English levels in the UAE, there has 

been little research into metacognitive awareness of reading strategy use in the UAE 

context. In addition to this, although the relevance of gender to studies of learners and 

learning within the UAE (and other patriarchal contexts) is commonly asserted, little is 

actually known about how gender does (or does not) influence SLA in the UAE context. 

This research is significant, therefore, as it addresses a real world problem with 

significant individual, social and cultural consequences within a context that is not well 

represented in research literature.  

The thesis that follows is divided into five chapters. Chapter 2 provides a review of 

relevant literature and further justifies the focus and significance of the study. Chapter 3 

outlines the epistemological and ontological basis of the study within the pragmatic 

paradigm, and the ways this has shaped the development of the study design, and the 

selection and use of data collection methods. Chapter 4 focuses on quantitative data 

analysis and Chapter 5 on qualitative data analysis, examined in light of the research 

questions and the methodology outlined in Chapter 3. 
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CHAPTER 2 – REVIEW OF LITERATURE 

Introduction 

This study explores the metacognitive awareness of reading strategy use made by post-

secondary students learning English as a foreign language (EFL) in the UAE context. 

Additionally, it seeks to identify the nature and extent of any differences that may exist 

between the metacognitive awareness of reading strategy use of males and that of 

females. Underpinning this research is an understanding that studying metacognitive 

awareness of reading strategy use has clear relevance for those involved in the design 

and delivery of English and reading instruction in this particular context. 

In this literature review chapter, I will provide an overview of key literature relevant to 

this study that has led to the development of these questions as well as shaped the 

design of the study. This literature also helps to identify the significance of research in 

this specific field within a broader body of scholarship focused on improving 

understanding of reading strategy use of adult Emirati learners. 

The review is divided into four major sections. Section 1 explores background literature 

relating to the most commonly used issues raised in research that explores the nature or 

extent of English language reading challenges facing Emirati learners in the UAE 

context and the explanations that have most commonly been put forward to account for 

these challenges. 

This opening section is placed into a broader international context in Section 2, which 

involves a discussion on reading comprehension theories broadly outlining insights into 

the development of reading comprehension from research conducted in first language 

(L1) and second language (L2) contexts. This literature provides further justification for 

conducting research into the specific issues relating to reading comprehension in the 

UAE. 
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Section 3 focuses more closely on research relating to reading strategies and explores 

findings from reading strategy research that indicates areas requiring further study. 

Finally, Section 4 explores literature that has previously investigated the impact of 

culture and gender on reading strategy use in relation to SLA generally. This literature 

includes discussion of the few studies that have sought to explore the impact of gender 

on language acquisition in Arabic-speaking countries, in patriarchal countries and in the 

UAE context, demonstrating that gender is an underresearched issue in the UAE 

(Golley, Arenfeldt, & Kemp, 2011; Kemp, 2013; Al Marzouqi & Forster, 2011).  

Together, this literature demonstrates the value of ongoing research into the reading 

strategy use of Arabic speakers—research that will have clear and direct benefits for 

professional practice in this field. 

Section 1: Establishing the Extent, Origins and Causes of the Challenges Facing 

Emirati Learners  

Extent of the Challenges Facing Emirati Learners 

As noted briefly in the introduction to this thesis, poor English reading skills have been 

highlighted as a problem area for Arab learners (at all levels) by diverse researchers, 

teachers and university lecturers (Abbad, 1988; Alhaqbani & Riazi, 2012; Ansari, 2012; 

Fender, 2008; Haq, 1982; Harrison, Prator, & Tucker, 1975; Hatherley-Greene, 2012; 

O’Sullivan, 2004; Suleiman, 1983; Wahba, 1998). Statistics available from ADEC’s 

(2009) Strategic Plan for P-12 Education (2009–2018) confirm these findings by 

stating that 68% of students are performing at below grade level in Grade 7 English 

reading, resulting in 99.6% entering the Higher Colleges of Technology and 91% of 

students entering the UAE University requiring foundational level bridging programmes 

(p. 3). Tertiary learners whose L1 is Arabic  and being taught in the medium of English 

have also been found to face serious problems in reading comprehension and have 

consistently been reported as finding themselves unable to cope with the institution’s 
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literacy expectations (Bacha, 2002; Khalil, 2000; Kharma & Hajjaj, 1997; Rababah, 

2001). 

This longstanding issue has also been documented in other Arabic-speaking countries. 

In evaluating the English competence of school graduates enrolled in the University of 

Jordan, Ibrahim (1983) found that most faculty staff members were not happy with the 

quality of English language skills performance of their graduates and that, on one 

occasion, when asked to recommend graduates for employment, they could not 

recommend any of them. Similarly, Zughoul (1985) reported results using the Michigan 

Test of English Proficiency (MTELP) undertaken by the English Department at 

Yarmouk University in Jordan that showed average scores gained by graduates from the 

MTELP indicated only a few graduates would qualify for admission into the first-year 

programme of an English language university. This finding is consistent with the 

situation in the UAE, and has not changed over time.  

Within the UAE, O’Sullivan (2004) and the Dubai Schools Inspection Bureau Annual 

Report (Knowledge and Human Development Authority, 2009) both attest to the fact 

that students entering tertiary and further education lack the English reading skills 

required to succeed at this level. This general lack of proficiency in reading is often 

explained in literature through reference to a range of factors that affect not only post-

secondary students’ attitudes towards English but also, ultimately, their competency. 

This range of factors is explored in the following section.  

Influences on Reading Comprehension: Perspectives on the Origins and Causes of 

the Problem 

This section provides a brief overview of some of the major factors identified within 

literature as affecting the underperformance in the area of English reading ability in the 

UAE context. This includes literature that relates to reading generally, and reading 

comprehension more specifically. 
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Differences between English and Arabic Languages 

The differences between English and Arabic are commonly cited as obstacles to 

students undertaking tertiary studies in English in the UAE. Major issues include the 

differing writing systems (Alhaqbani & Riazi, 2012); linguistic differences, that is, 

phonological, syntactic, semantic and pragmatic differences (Fender, 2008); and 

orthographic differences (Abu-Rabia, 1997).  

The first years of schooling for native speakers of Arabic are spent developing L1 

Arabic literacy skills through a phonologically transparent orthography with a highly 

consistent set of grapheme–phoneme correspondences (Abu-Rabia, 1997), and 

consequently, word recognition skills develop through a reliance on phonological 

processing skills. Research has demonstrated that L1 word recognition skills interact 

with and shape the development of L2 word recognition skills (Koda, 1998; Wade-

Woolley, 1999), and further, that phonological awareness and processing skills transfer 

between L1 and L2 alphabetic literacies that do not share the same orthography, as is 

the case with English and Arabic (Wagner, Spratt, & Ezzaki, 1989). Therefore, it seems 

conceivable that Emirati L2 learners would depend upon their L1 phonological 

processing skills developed in their L1, Arabic, when reading English texts, thus 

slowing down the word recognition and processing procedures, resulting in a lack of 

text comprehension and fluency.  

The overreliance on phonological processing may provide additional problems for 

Emirati L2 English learners because English words have inconsistent or irregular 

grapheme–phoneme mappings, particularly for vowels, for example, in the words done, 

cough, great (Fender, 2003). The significant orthographic differences of the two 

languages have been highlighted by a number of researchers (Kharma & Hajjaj, 1997; 

Thomas-Panos & Thomas-Ruzic, 1983), suggesting these differences should be 

contrasted to highlight errors and problem areas. These differences include: 
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 capitalisation—none in Arabic; 

 punctuation—not well observed and the conjunction و /wa/ (and) may be used to 

join together several sentences and even paragraphs on a given topic; 

 organisational and rhetorical functions of text, for example, the way a writer 

proceeds from the beginning to the end of text (organisational), and the way of 

expressing an argument, definition, process, instructions or other language 

functions (rhetorical); 

 different styles and registers used in language expression; 

 verb system; 

 syntax, that is, prepositions, articles and determiners and relative clauses; and 

 directional differences. 

The complexity of the differences between Arabic and English were further defined by 

Ryan and Meara (1991), who explained that an Arabic speaker learning to read English 

is faced with too much information. English words with similar consonant structures are 

not always semantically related and vowel differences can be critical, which can seem 

confusing to an Arabic learner who has been exposed to a writing system where short 

vowels are represented as diacritics on consonant letters and not represented at all in 

text intended for skilled readers. Many Arabic words are based on a root that consists of 

three (but sometimes two or four) consonants, which combine to produce words that 

share common meaning. The most common of these is ktb, appearing in a number of 

words that are related to writing, books, schools and offices. For example, the root k-t-b 

combines with other vowel patterns to make words such as maktaba (library), ketaab 

(book) and ketaba (he wrote), all consistent with a school or office environment (Ryan 

& Meara, 1991, p. 533). 

The impact of directional differences between the two languages of Arabic and English 

have been highlighted by Burt and Peyton (2003), Ryan and Meara (1991), Santos and 
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Suleiman (1993) and Thompson-Panos and Thomas-Ruzic (1983) as causing problems 

of reading in Arabic L2 learners of English. According to Thompson-Panos et al. 

(1983), the feature of moving right to left in Arabic can pose problems for Arab learners 

in reading in recognising letters and words in English, which can be a very deliberate 

and time-consuming process for the Arabic speaker, who needs to decode an unfamiliar 

alphabet with a different direction, that is, from left to right.  

While it is acknowledged that Arabic is written from right to left in a horizontal fashion, 

an additional complexity is that there are some vertical links and this creates eye 

movements that do not coincide with those required for reading English. Shboul (1981) 

suggested that this will also affect the speed of reading English and that more 

importantly, if the speed is low, comprehension will also be low. More recent research 

carried out in tracking eye movements during reading suggests that text must be 

recognised quickly during eye movement, otherwise the eyes continue to the next piece 

of text without fully processing the word left behind (Dussias, 2010; Rayner & Clifton, 

2009). According to Rayner (1998), this aspect has significant implications for reading 

comprehension in L2 readers because they are more likely to fixate on content words 

than on function words (p. 375).  

The differences outlined above between the two languages of Arabic and English 

provide a number of reasons why tertiary learners have problems adapting to differences 

in orthography and linguistic distance. Koda (2007) stated that the closer the language 

structure, the easier the processing demands and vice versa, and for this reason, some 

researchers, including Fender (2008), Koda (2007) and Perfetti and Dunlap (2008), have 

suggested that Arabic native speakers have some reading problems because of the 

linguistic distance between Arabic and English.  
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Diglossia 

Another theme within the literature concerns the correlation between standards of 

reading in both L1 Arabic and L2 English. In this case, the phenomenon of diglossia 

existing throughout the Arab world (Altoma, 1969), referring to the use by a language 

community of two languages or dialects, the first being the community’s vernacular and 

the second an ancient version of the same language, may be additionally present where 

classical or standard Arabic is actually the learners’ L2 and colloquial Arabic is their 

mother tongue, as is the case in other Arab countries (Thompson-Panos & Thomas-

Ruzic, 1983). The implications for this are twofold. First, reading skills in Arabic for 

many Emirati students are at L2 interlanguage (Ellis, 1982; Selinker, 1972; Selinker & 

Douglas, 1985; Tarone, 2006) levels, oscillating between classical or standard Arabic 

and colloquial Arabic. Colloquial Arabic in its many regional varieties is the L1 for all 

Arabs (Thompson-Panos & Thomas-Ruzic, 1983) and is learnt without formal 

instruction, and until recently, it was never written or read, whereas classical or standard 

Arabic is the language of written communication and, in a sense, an L2 learnt through 

formal education. Second, English therefore becomes a learner’s third or even fourth 

language if you include the variety of Arabic dialects that are commonly spoken in the 

UAE in countries such as Egypt, Jordan, Syria and Iraq.  

Lack of Reading Tradition and Culture 

There is a significant strand of research that emphasises the lack of reading tradition and 

reading culture in Arabic countries, which is generally attributed to the prized oral 

tradition in Gulf societies. This literature suggests that negative attitudes expressed by 

some participants to reading in English could be caused by their general dislike of 

reading and their preference for speaking, which is tied to a stronghold of Muslim-Arab 

values that, according to Richardson (2004), drive all aspects of life in the Emirates and 

affect their attitude to education and written language (Jones, 2006). It is widely argued, 
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for example, that the Emiratis take pride in their oral aptitude (O’Sullivan, 2004; 

Shannon, 2003), and this is expressed by their enthusiasm for Arabic poetry readings 

and the reverence given to those that carry out these readings at public events, reciting 

large chunks of the Quran from memory learnt by rote memorisation and oral recitation. 

Lack of Reading Development and English Language Opportunities 

Literature has also suggested that the opportunities for Emiratis to practice English are 

limited. Most older Emiratis do not speak English, and Arabic is the language of choice 

in public service departments (this was an edict that was passed by governmental 

agencies in 2009 to ensure the survival of the Arabic language in the UAE). 

Newspapers are written in Arabic, and Arabic is still the language of choice within a 

home setting, thus limiting opportunities, particularly for females, to practice the 

language in non-educational and informal settings.  

Culturally, Emiratis prefer to do business by meeting face to face and often over many 

meetings until a final solution can be negotiated. The personal touch is crucial and the 

establishment of relationships cannot be overestimated. It has been argued that this 

contrasts with common western views of decision making, in which written 

communication such as emails, letters and reports are accepted and prioritised. This has 

a number of implications, including lack of motivation to read English, and can lead to a 

situation where people do not recognise the significance and importance of the role of 

reading in communication.  

Arabic is generally the language spoken outside of post-secondary education and does 

not therefore provide the opportunity to engage with native speakers outside of class in 

English (Jones, 2006). Emirati learners communicate with each other and their families 

using colloquial or Gulf Arabic, which does not have a standard written form. The 

written Arabic taught in schools and used in government documents, religious texts, 

news media and other official capacities is not spoken informally. Therefore, many 
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Emirati students have not developed a love of reading either in English or in Arabic 

(Daleure, 2011).  

According to researchers (Jones, 2006; Kaylani, 1996; O’Sullivan, 2004; Shannon, 

2003), habits developed in L1 can clearly affect habits in English reading and are tied to 

a lack of language learning opportunities and problem areas (Shannon, 2003). 

According to O’Sullivan (2004), study skills are explicitly highlighted as a problem area 

for UAE students. This has a particularly significant impact upon reading, and most 

students fail to read adequately for tertiary-level requirements.  

Differences between School and University English Experiences 

Entering tertiary-level education has been seen as problematic for Emirati students, as 

emphasised by previous research. The difficulty of this transition is exacerbated by the 

differences that exist between school engagement with English and university study in 

English. The differences between studying English as a subject and having English as a 

medium of instruction were documented by O’Sullivan (2004), who claims this is a 

major challenge for Emirati learners when they are immersed in a programme of study 

taught through the medium of English and demanding a higher level of English 

proficiency than required in secondary education, which is taught in Arabic within the 

national school system. Despite learning English for approximately six to eight years, 

the actuality for many of these students who enter tertiary or further education is that 

they have shared the pan-Arab schooling experience, as summarised by Kharma and 

Hajjaj (1989), in which English:  

is a school subject rather than a means of communication. The pass mark is 

often very low, which means that learners can proceed to further learning of the 

language without having first mastered fully what they ought to have mastered 

in, say, a given school year. (p. 2) 

This disjunction is compounded by students’ exposure, at university, to a wider range of 

text types than they may have previously encountered (O’Sullivan, 2004); the 
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requirement to read references and notes distributed by lecturers and to use research 

skills involving intensive reading cause real problems for these learners, who 

traditionally have problems with reading blocks of text. L. Brown, Walsh and Webb 

(2003) confirmed that this was highlighted as a problem among tertiary teachers in the 

UAE, who considered the resistance to reading blocks of text by Emirati learners a 

barrier to learning. 

Unfamiliar Pedagogical Approaches and Underdeveloped Independent Learning Skills 

The differences between school and university study are often thought to be exacerbated 

by contradictory pedagogical styles and assessment approaches that dominate both 

schools and universities resulting in student unfamiliarity with new teaching 

methodologies which students find difficult to cope with (O’Sullivan, 2004). Students 

are additionally faced with the prospect of being asked to take responsibility for their 

own learning (a key graduate objective) when enrolled in post-secondary education, a 

challenge that is often resisted by learners (Richardson, 2004). Emirati learners are 

traditionally rote learners in the primary and secondary system taught by Arab teachers, 

which focuses more on the subject content than on developing soft skills, and the 

required transition to independent learners using critical thinking is a difficult road 

(O’Sullivan, 2004). Learners in post-secondary education in the UAE have been 

exposed to largely rote methods of instruction that reward repetition rather than 

intellectual curiosity (Daleure, 2011), and therefore, they do not understand the value of 

using independent activities to reinforce learning. According to Madsen and Cook 

(2010), the value placed on memorisation during a student’s early educational training 

directly influences his or her learning approach on entering formal higher education, 

making independent thought impossible in practice. This is challenged in the post-

secondary context, where the majority of teachers are native English speakers from 

educational contexts that prioritise independent learning and critical thinking. 
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Although students may accept the need to be able to find, comprehend and evaluate 

appropriate resources, it has been argued that they fail to transfer this knowledge from 

one context to the other (Walton & Archer, 2004). The UAE education system, 

according to Madsen and Cook (2010), “rarely gives sufficient encouragement to 

initiative, discovery, or the development of creative and critical faculties” (p. 7). This is 

a common claim in the UAE among educators, who maintain that the educational 

system does not encourage or train students in critical thinking, and that critical thinking 

generally is not encouraged in a society whose government structure is an absolute 

hereditary monarchy (O’Sullivan, 2004).   

The problems raised by these researchers are supported by government key documents 

previously outlined above and as such are reported as key outcomes. According to 

ADEC for example, the new school model curriculum review identified a number of 

problem areas in education in the UAE for Emirati nationals and stressed that rote 

learning and limited specific content knowledge is no longer enough. Students need to 

develop the following skills in critical thinking, creativity including being innovative 

and inventive, working collaboratively and communicating effectively by being able to 

express thoughts, questions, ideas and solutions. 

Relationship between English Language Acquisition and Information Literacy 

Recognition of the increasing amounts of information and an increasing dependence on 

technology as a conduit for this information has led to the development of interest and a 

subsequent strand of literature that documents the relationship between English 

language acquisition and information literacy. In the UAE tertiary context, information 

literacy has been defined as the “set of skills needed to find, retrieve, analyse, and use 

information” (Association of College & Research Libraries, 2015); attainment of these 

skills has now been recognised by major post-secondary institutions in the UAE and in 
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the wider international educational arena as a key outcome for tertiary-level students. 

Moreover, it has been argued that the emergence of new, digital technologies has not 

only seen changes to the way in which we view and gather information but has also led 

to a dramatic increase in the amounts of information that people must negotiate.  

According to Shetzer and Warschauer (2000), information literacy skills are crucial for 

tertiary learners to be successful in their learning. Evidence of this can be seen within 

institutions that have introduced a wide range of multimedia tools to support the 

importance of reading, scanning and critical evaluation skills in the use of resources 

such as the internet, online platforms and institutional intranet portals used to store 

student data and learning resources (Elgano, Gudep, & Selvam, 2008).  

There are a number of difficulties students are faced with when working on online and 

blended learning courses, implemented by post-secondary institutions to provide an 

online, modular self-paced information literacy resource which is used in conjunction 

with face-to-face class instruction.  Developers are encouraged to include text, graphics, 

movies, quizzes, web links, homework exercises, personalized feedback to students and 

to be as interactive as possible as a means of improving English reading and writing 

ability. Firstly, many students exhibit lack of prior knowledge in the subject area, 

(Rubin, 1996; Manuel, 2001), and have no experience with an online learning format.  

Secondly, although students appear to accept the need to be able to find and evaluate 

appropriate resources, they regularly fail to transfer this knowledge from one context to 

another and are not critical about the information sources that they use (Walton & 

Archer, 2004), preferring instead to copy large blocks of text from the one search tool. 

As previously outlined many students have attended local government-funded schools 

that reflect a traditional teaching and learning model involving a teacher-centric focus, 

rote learning and memorization, and very limited formats for learning resources. 
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Lack of Motivation and Commitment to English 

A further strand of literature combines many of the points explored above to suggest 

that, for multiple reasons, English language students in the UAE are often lacking in 

motivation and commitment—a situation exacerbated by prior educational experiences 

(Hatherley-Greene, 2012) and minimal interest and poor attitude towards learning 

English. This has been tied, in research, to the difficulty of learning English, with the 

major incentive being the need for a credit at the end of a semester (Malallah, 2000). 

Many students in the UAE secondary schools dislike learning English and attend 

English lessons to pass the compulsory exams (Qashoa, 2006). This attitude then flows 

on to post-secondary education. 

Additionally, there is a sense among the community of EFL teachers in the UAE that 

learning English, while a necessary skill, also threatens their identity as an Islamic 

community. This is explained by Lambert (1990) as subtractive bilingualism, where 

learners feel that learning the L2 threatens what they already know. Pennycook (1994) 

explained this concept further by remarking “that whether or not tension exists between 

Western and Islamic knowledge, there is a strong feeling that English is linked to forms 

of culture that threaten an Islamic way of life” (p. 10). 

Others have linked the lack of motivation to the fact that the UAE is a rentier state, 

whose citizens enjoy a cradle-to-grave welfare system in the form of free education, 

subsidised housing, guaranteed public sector employment and free medical care 

(Hatherley-Greene, 2012), which, according to Minnis (2006), has a number of negative 

social effects that cause challenges in tertiary education, including “a disdain for work, 

a lack of interest in formal education, and disjunction in the popular mind between work 

and education, and between income and reward” (p. 976).  

Hatherley-Greene (2012) succinctly summarised all the reasons outlined above why 

entering tertiary-level education is seen as problematic by Emirati learners as “negative 
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effects of neo-indigeneity,2 parental disinterest, poor academic preparation for higher 

education, difficult cultural border crossing experiences, unsettled start in their first 

year, low intrinsic motivation and low mental toughness” (p. 6). 

Lack of Global Awareness and General Knowledge 

Finally, a section of literature suggests that many UAE students (like many students in 

other contexts) appear to lack a general cultural background knowledge of text and 

global awareness that could facilitate their English reading development (Behl, 

Fitzgerald, & Vrazalic, 2007; Malcolm, 2009; O’Sullivan, 2004). Murdoch (2001) 

confirmed the problem of this lack of awareness by stating, “texts may be difficult for 

students, not principally because of their linguistic difficulty, but because their different 

social cultural and affective schema do not empower them adequately to recreate and 

interact with the writer’s discourse” (p. 498). Murdoch further observed that an 

interesting feature of language-based materials were activities that involve personal 

responses to ideas, images and emotions communicated via texts that would be difficult 

to comprehend without background knowledge of the language being read. The range of 

social, employment and non-school experiences of UAE learners at post-secondary 

level is very limited as the vast majority of students have not held part-time, seasonal or 

internship employment. Some simple concepts in the classroom are therefore unfamiliar 

to students and must be explained in order for students to comprehend the target 

concept, which often resulted in learners switching off, becoming bored and feeling that 

learning is difficult (Daleure, 2011.  

From these observations, it is clear that Emirati learners would have difficulty reading 

English texts at tertiary level, not only because of their lack of cultural and background 

knowledge, but also because of the linguistic challenges of reading academic texts.  

                                                 
2 Neo-indigeneity refers to a society that exhibits failing social and economic indicators, for example, in 

education and health care, but where the Government retains absolute political and economic control over 

its citizens. 
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Summary 

This section has reviewed the existence of challenges in terms of English language 

proficiency for learners in the UAE. It has also highlighted some of the main factors 

(identified in previous research) that may affect English language competence for the 

Arabic learner in post-secondary contexts. Although this literature provides valuable 

information for those working in EFL in the UAE context, the majority of this literature 

relates to generic teaching and learning issues, rather than to specific issues associated 

with reading comprehension. The following sections of the literature review focus more 

specifically on literature relating to reading comprehension for EFL students and helps 

situate the proposed study within a broader international context.  

Section 2: Reading Comprehension Theories 

The literature relating to reading comprehension for L2 learners is immense; however, 

the research focusing on L2 reading strategy usage is less extensive. According to 

Barnett (1988), most conclusions formulated about L2 reading strategy use have 

proceeded from studies that treat the question of how real and perceived reading 

strategy usage affects reading comprehension as secondary to that of how reading 

comprehension relates to general language proficiency. For example, in a study 

conducted by Hauptman (1979), it was found that L1 reading ability is not strongly 

related to L2 proficiency and, further, that learners lacking strong L1 reading strategies 

seldom use them in L2 reading. In relation to proficiency, Clarke (1980) suggested that 

low L2 proficiency may hinder a reader’s transfer of good L1 reading strategies to L2 

reading. In a later study, Hudson (1982) related reader schemata to language proficiency 

and found that: 

Schemata production is involved in the short circuit of L2 reading, that the 

effectiveness of externally induced schemata is greater at lower levels of 

proficiency than at higher levels, and that induced schemata can override 

language proficiency as a factor in comprehension. (p. 20) 
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Other than these studies, relatively few studies specifically examine L2 reading strategy 

use (Barnett, 1988).  

Acknowledging the importance of these studies, however, and their role in L2 reading 

research, I will firstly discuss reading comprehension from a number of different 

perspectives. In this section of the literature review, therefore, I will look at the 

following key issues: 

1) defining reading comprehension (in an English as a second language [ESL] 

context); 

2) identifying different approaches and models of processing text; 

3) outlining the role of schema theory, cultural knowledge and synthesising text in 

reading comprehension; and 

4) highlighting the role of metacognitive awareness of reading strategies in relation 

to reading comprehension for Arabic-speaking learners.  

Reading Comprehension in L2 Contexts 

Many definitions have been provided for the meaning of reading comprehension 

including H. D. Brown’s (2007) description of comprehension as “the process of 

receiving language; listening or reading; input” (p. 379). Further and more recent 

definitions of reading comprehension have been expanded to describe the actions 

readers must take in order to understand the large variety of texts that they will be 

exposed to, which demonstrate an understanding of the interactive process required by 

readers (S. Hill, 2009). Similarly, Grabe and Stoller (2002) have argued that reading 

comprehension includes not only the ability to decode text rapidly, accurately and 

fluently at the orthographic, lexical, structural and textural levels, but also requires 

background and world knowledge or schemata, reading experience, interest, cognition, 

motivation and reading purpose.  
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The complex act of reading and comprehending therefore requires a range of reading 

strategies, as evidenced by Lin (2010b), who asserts that reading comprehension 

involves interactive strategy use to come up with a meaningful understanding of the 

input. C. Hill (2011) provided a definition of reading comprehension that represents a 

summary of its complexity by stating that “comprehension is the ability to take in 

information, analyse it in its respective segments, and come up with an understanding of 

the input in a cohesive and accurate manner” (p. 62).  

Reading comprehension has therefore come to be understood in the literature as the 

ability to understand the meaning of what is read from print, illustrations, layout and 

design and involves decoding the words on the page (S. Hill, 2009): the definition and 

understanding of reading comprehension adopted in this study. The processes of 

decoding and comprehension, according to Pressley (2000), are interrelated with 

decoding making a significant contribution towards comprehension. Accordingly, the 

more skilled a reader is at decoding, the less conscious effort is required and the greater 

the concentration that can be applied for comprehension of the word.  

According to Weber (1991) and Bernhardt (2000), early research in L2 reading 

comprehension was informed by L1 reading research and consequently was simply an 

extension of research trends in L1 reading. L2 reading research received little attention, 

with the assumption being made that L1 skills, if well developed, would transfer easily 

across to the L2. L2 classrooms have therefore followed the reading comprehension 

models from L1 theories, which have predominantly endorsed top-down and bottom-up 

approaches (Al-Melhi, 1999; Gascoigne, 2002; Geva, Wade-Woolley, & Shaney, 1997), 

this is discussed in more detail in the section that follows. An important aspect, 

however, that was not taken into consideration when following these two approaches 

was the difference in the L1 and L2 systems and the way in which they vary in their 

meaning-making conventions and how these conventions are signalled. Koda (2007) 
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alluded to this point by stating that “the dual-language involvement implies continual 

interactions between the two languages as well as incessant adjustments in 

accommodating the disparate demands each language imposes” (p. 1) and is therefore 

cross-linguistic and inherently more complex than L1 reading, and requires successful 

skills in text processing. 

The definitions provided in the literature demonstrate that L1 reading comprehension is 

complex and requires reading strategies that both assist with the decoding process and 

provide meaningful understanding of the text. The insights outlined above have led to 

the development of understandings of reading comprehension that are specific to L2 

acquisition and relate largely to top-down and bottom-up approaches; however, they do 

not account for the differing language systems of L2 readers, and therefore, an 

additional approach is required that considers this complexity, namely, the interactive 

model. The next section discusses these three models and discusses their role in reading 

comprehension for L2 learners.  

Models of L2 Reading Comprehension 

Recent reading theories and research have produced models of L2 reading 

comprehension that characteristically fit into one of three main categories referred to as 

bottom-up, top-down and interactive (Gascoigne, 2002).  

First, the bottom-up model of reading comprehension in an L2 context considers 

reading to be primarily a “deciphering activity emphasizing textual decoding 

incorporating text-driven variable factors including word recognition, word processing 

and phonemic, graphemic decoding and syntactic feature recognition” (Gascoigne, 

2002, p. 343). In the late 1980s, however, the second top-down model gained more 

popularity, focusing on the reader and global comprehension, as opposed to the text 

(Adams, 1982; Carrell, 1983) and including variables of metacognition, intratextual 

perception and prior or background knowledge. Gascoigne (2002) explained that, for 
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proponents of this top-down model of comprehension, the “most important ingredient 

for reading comprehension is the reader and what he or she brings to the text” (p. 344).  

The third and most recent model for conceptualising comprehension is referred to as the 

interactive approach (Gascoigne, 2002). This approach values both the reader and the 

text and is closely related to theories of general comprehension that stress the 

relationship between new information and that already stored in memory (Gascoigne, 

2002). Using the interactive approach, according to Swaffar, Arens and Byrnes (1991), 

requires readers to “comprehend a text when they construct a mental representation for 

incoming pieces of information” (p. 22). The interaction, therefore, between the reader 

and text, bottom-up and top-down processing, lower and higher levels of knowledge and 

text structure and genre, according to Alderson (1984), is essential to the interactive 

approach.  

Given the definition of reading comprehension outlined above and the reading demands 

and requirements of post-secondary study, both in the UAE and worldwide, it would 

seem logical to adopt this interactive approach to reading, which values what the reader 

brings to the reading process in terms of reading strategies, experiences, knowledge and 

expectations. This framework is formalised in a theory referred to as schema theory. In 

the next section, I will turn to the substantial subsection of literature focused on schema 

theory and reading comprehension. 

Schema Theory 

The question of how L2 learners process text as a means to reading comprehension has 

been discussed by a number of researchers, including Brantmeier (2004), Carrell (1988), 

Carrell and Eisterhold (1983), Carrell and Wallace (1983), Stanovich (1980), Eskey 

(1988) and Qian (2002). Within the schema theoretical framework reading 

comprehension is characterized as involving an interaction of text-based processes and 

knowledge based processes (the reader’s existing background or schemata) (Carrell, 
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1988). Schema theory research has shown that the most efficient processing of text is 

interactive combining top down and bottom up processing modes (Rumelhart, 1980). 

Schema theory has a long history, based upon the work of Plato and Kant (1781/1963). 

In the 20th century, it was also central to the work of Jean Piaget, who postulated that 

all humans are born with an innate tendency to organise their thinking into mental 

structures, which he also referred to as schemas, and further, that schemas have a 

history through which past experiences interact with the present act of intelligence 

(Piaget, 1950, p. 73). The concept of schema was further advanced by Frederic Bartlett 

(1932) in his studies on memory, in which he claimed that people’s understanding and 

remembrance of events are shaped by their expectations or prior knowledge, which are 

presented mentally in a schematic fashion. He additionally argued that past experience 

must be organised and made manageable because “the past operates as an organized 

mass rather than as a group of elements each of which retains its specific character” (p. 

197), and therefore, according to Bartlett, what gives structure to that organised mass is 

the schema, which remains active and developing. 

In the field of language acquisition, schema theory has been linked to claims such as 

those of R. C. Anderson, Reynolds, Schallert and Goetz (1977), who argued that “every 

act of comprehension involves one’s knowledge of the world as well” (p. 369). Further 

developments in schema theory suggest that all knowledge is organised into units, and 

within these units of knowledge (or schemata), information is stored. According to this 

theory, schemata represents knowledge about concepts based on the experiences (from 

objects to events) we develop over time, and therefore, the schemata become theories of 

reality. Rumelhart (1980) captured this notion by explaining that: 

Schemata can represent knowledge at all levels—from ideologies and cultural 

truths to knowledge about the meaning of a particular word, to knowledge about 

what patterns of excitations are associated with what letters of the alphabet. We 

have schemata to represent all levels of our experience, at all levels of 
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abstraction. Finally, our schemata are our knowledge. All of our generic 

knowledge is embedded in schemata. (p. 41)  

Literature relating to the relevance of schema theory to reading comprehension 

highlights the way readers use a schemata or knowledge base to help comprehend 

written text and that fluent readers relate their schemata to the new information present 

in the text. This theory claims that reading a text implies an interaction between the 

reader’s background knowledge and the text itself. Reading comprehension is therefore 

characterised as involving an interaction of text-based processes and knowledge-based 

processes, which represents the reader’s schemata (Carrell, 1988).  

Carrell discusses the importance of the role of schema availability in ESL reading, 

drawing a distinction between formal and content schemata and explaining that the 

formal schema involves the formal organisation of the structure of the text, for example, 

differences between short stories and newspaper articles as opposed to the content 

schema, which relates to the content area, such as information about the culture of 

English-speaking countries.  

All readers, according to Z. Li (2007), have built up conceptual schemata of the “sound 

symbol correspondences, words, associated meanings, sentence structures, discourse 

structures and pragmatic aspects of their first language as well as some aspects of the 

new language they are learning” (p. 104). Additionally, Li claims that they have 

acquired additional schemata that are based on their knowledge and experience of the 

world, including cultural values, beliefs and ways of talking and interacting that are 

culture specific. 

According to schema theory, L2 learners from different countries have different cultural 

schemata and most have difficulties in processing knowledge like English native 

speakers (Kang, 1987, 2002), a fact later substantiated by Z. Li (2007), who further 

attributed a reader’s failure to activate an appropriate schema during reading to the fact 
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that the schema is culturally specific, which hinders them greatly from perfecting the 

reading comprehension. Cultural schemata can be seen in various cultural artefacts, 

rituals and narratives (Sharifian, 2003); moreover, they can express culturally 

established written understandings (Jafari & Aghaei, 2013). S.-S. Yang (2010) 

previously described this relationship between language and culture as an expression 

and embodiment of cultural reality and further claimed that “language, as a product of 

culture, helps perpetuate the culture, and the changes in language uses reflect the culture 

changes in return” (p. 176).  

In the case of Emirati learners within the UAE, limited exposure to the culture that 

exists within an English language environment may not provide sufficient background 

knowledge to making meaning out of the text, even if examples are provided by the 

teachers in an educational setting to overcome this lack of knowledge base. According 

to Ashraf (2010) and Carrell and Eisterhold (1983), even if relevant schemata are 

provided in terms of text knowledge and content, it may not be a sufficient condition for 

adequate comprehension; rather, it must be activated. As an example, in studies 

conducted by Carrell and Wallace (1983), prior familiarity with the text topic was 

determined and subjects possessed the appropriate schemata; however, the text did not 

provide sufficient signals for the appropriate schema and learners were unable to make 

the appropriate bidirectional linkages between the text and the context. Carrell and 

Eisterhold (1983) asserted that “one of the most obvious reasons why a particular 

content schema may fail to exist for a reader is that the schema is culturally specific and 

is not part of a particular reader’s cultural background” (p. 80). Stott (2001) further 

claims that the differences between writer intention and reader comprehension is most 

obvious when readers’ life experiences differ from those of the writer, affecting the 

comprehension of the text. Aebersold and Field (1997) previously highlighted this fact 

by confirming that, for learners reading at the limits of their linguistic abilities, “if the 
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topic . . . is outside of their experience or base of knowledge, they are adrift on an 

unknown sea” (p. 41).  

From the perspective provided by schema theory, therefore, reading comprehension is a 

constructive process, and consequently, the meanings of any reading text differ from 

one reader to another and “will vary according to the reader’s background knowledge, 

goals, and interaction with the writer” (Urquhart & Weir, 1998, p. 88). This leads into a 

further major theme within research relevant to this study: the impact of cultural 

knowledge on reading and comprehension.  

Schema Theory and Cultural Knowledge 

Traditionally, the study of L2 reading comprehension has focused almost exclusively on 

the language to be comprehended and not on the reader (Carrell & Eisterhold, 1983). 

Meaning therefore was conceived to be within the text and to have a separate 

independent existence from the writer and the reader (Carrell & Eisterhold, 1983). As a 

result, any failure to comprehend a text in this context was attributed to a language-

specific deficit; for example, “a word was not in the reader’s vocabulary, a rule of 

grammar was misapplied, an anaphoric cohesive tie was improperly coordinated” (p. 

554). However, schema theory has demonstrated the importance of background 

knowledge, and therefore, the relationship between schema theory and reading 

comprehension is an important one since the utilisation of existing schemata helps the 

reader to make sense of the text. Schemata provide an interpretive framework that a 

reader may utilise when reading that incorporates their background knowledge, the 

situational context and the cues provided in the text to construct an interpretation of the 

meaning. Consequently, a passage dealing with a culturally familiar topic, where the 

reader is able to activate and utilise relevant schemata, will be easier to comprehend 

than a culturally unfamiliar one (Pritchard, 1990a). More recent studies have shown a 

positive correlation between cultural familiarities and reading comprehension 
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(Brantmeier, 2003; Erten & Razi, 2009; Keshavarz, Atai, & Ahmadi, 2007), 

additionally confirming that the more culturally familiar a text is to a reader the more 

likely an L2 reader is able to comprehend it. 

Schemata research has therefore increasingly emphasised the need to look at reading 

comprehension within specific cultural contexts (Carrell, 1988), confirming also that L2 

comprehension development differs between cultures because of a varying combination 

of information organisation preferences between groups (Grabe, 1991). Through this 

research, it has been found that the complexity of a language and the cultural 

background of a text will affect reading comprehension (Ashraf, 2010; Carrell, 1988; 

Carrell & Eisterhold, 1983; Singhal, 1998). Research in reading comprehension of texts 

show that discourse has its own meaning and influences the meaning of the text within 

it (Johnson, 1981). Similar suggestions were made by Farquharson (1989) and Shboul 

(1981), who argued that cultural difficulties may also be involved in understanding text, 

which may result in readers coming to differing conclusions based on their own cultural 

frame and experiences. Burt, Peyton and Adams (2003) supported this claim by arguing 

that English language learners can be assisted in learning to read by being provided with 

opportunities to apply their knowledge of the language.  

The literature in the previous sections outlines the importance of cultural knowledge for 

L2 readers in reading comprehension. This literature is relevant to the proposed study 

because it emphasises the need to look at reading comprehension in a way that 

acknowledges the specific cultural context of the learner—a focus outlined in the 

introduction. 

The next section progresses schema theory further by discussing how readers use 

existing schemata to process text to further aid reading comprehension.  
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Processing Text and Schema Theory 

According to Carrell (1988), schema theory research has demonstrated that the most 

effective way of processing text is through interaction with the text, involving a 

combination of top-down and bottom-up processing models. A major criticism of Arab 

students who enter post-secondary education is that they cannot adequately process text 

and, therefore, construct meaning from written English (Abbad, 1988; Haq 1982; 

Harrison et al., 1975; O’Sullivan, 2004; Rababah, 2001; Wahba 1998). One reason 

supplied for this, by Carrell (1988), is the overreliance on bottom-up and top-down 

processing (described above), referred to as text-based and knowledge-based processing 

respectively, rather than relying on an interactive process. Many teachers now accept 

the view that reading is an interactive process and the result of a two-way 

communication between the reader and the text, achieved through the simultaneous 

interaction of bottom-up information processing, such as word recognition, sound and 

spelling correspondence, and top-down processing involving skills such as prediction, 

inference and background knowledge.  

L2 reading research also asserts that reading is an interactive meaning-making process 

(Alderson, 1984, 2005; N. J. Anderson, 1999; Carrell, 1988; Hudson, 1998; Sheorey & 

Mokhtari, 2001; Zhang, Gu & Hu, 2008) whereby readers take advantage of a variety of 

available sources and make use of a multitude of conscious and deliberate reading 

strategies to achieve the goal of comprehension. Studies on reading strategies of 

successful and less successful readers demonstrate that most of these comprehension 

activities of efficient readers take place at the metacognitive level (Carrell, Gajdusek, & 

Wise, 1998; Hudson, 2007). This leads to consideration of research concerned with 

metacognition and reading comprehension, which is the focus of the section that 

follows. 
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Reading Comprehension and Metacognition  

Experts in English reading and metacognition have called for the inclusion of the notion 

of metacognition in teaching because it has been demonstrated that awareness of 

cognitive activity is related to reading ability and subsequent reading comprehension 

(Baker & Brown, 1984; Carrell, 1989; Mokhtari & Perry, 2008; Mokhtari, Sheorey, & 

Reichard, 2008). Metacognition, therefore, is essential to successful learning because it 

enables individuals to better manage their cognitive skills and to determine weaknesses 

that can be corrected by constructing new cognitive skills; accordingly, cognitive and 

metacognitive strategies are viewed as relevant to L2 reading performance and 

comprehension (Phakiti, 2003).  

Flavell (1979) first defined the term metacognition as consisting “primarily of 

knowledge of beliefs about what factors or variables act and interact in what ways to 

affect the course and outcome of cognitive enterprises” (p. 907). In terms of learning, 

the important effect of metacognitive knowledge, according to Flavell, is that it enables 

one to “select, evaluate, revise and abandon cognitive . . . strategies in light of their 

relationships with one another” (p. 908).  

When applied to reading, metacognitive awareness has been defined as “the knowledge 

of the readers’ cognition relative to the reading process and the self-control mechanisms 

they use to monitor and enhance comprehension” (Sheorey & Mokhtari, 2001, p. 432). 

Earlier research carried out by Auerbach and Paxton (1997) explained that 

metacognitive awareness involved readers being able to apply appropriate skills and 

knowledge, including “knowledge of strategies for processing texts, the ability to 

monitor comprehension, and the ability to adjust strategies as needed” (p. 240). Further 

studies into metacognition have revealed that successful readers generally display a 

higher degree of metacognitive awareness, enabling them to use reading strategies more 

effectively and efficiently than their unsuccessful counterparts (Carrell, 1989; Hudson, 
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1998; Sheorey & Mokhtari, 2001; Zhang, 2001; Zhang et al., 2008). Exploration of 

metacognitive awareness, therefore, provides great insight into how learners control 

their cognitive activities in order to achieve comprehension before, during and after 

reading (Wenden, 1998). 

Kuhn (2000) recognised the importance of the link between metacognitive awareness 

and reading strategy use as an aid to reading comprehension, describing the existence of 

two components: first, the student’s self-awareness of a knowledge base in which 

information is stored about how, when and where to use various reading strategies and, 

secondly, the student’s self-awareness of and access to reading strategies that direct 

learning and aid reading comprehension. The connection between metacognition and 

reading comprehension, therefore, is an important component of skilled reading 

(Alderson, 2000) because readers who are metacognitively aware know “what to do 

when they do not understand because they have strategies to find out what they need to 

do” (Wichadee, 2011, p. 31). Accordingly, more research into the link between 

metacognitive awareness and reading strategy use is an important step towards 

improving reading comprehension and leading to successful reading outcomes in the 

UAE. 

The next section will look at reading strategy research and explore the impact of 

metacognitive awareness, examine previous research that has been carried out in ESL 

and EFL learning environments with Arab students and discuss other factors that may 

influence metacognitive awareness of reading strategy usage, leading to a further 

discussion on gender impact. 

Summary 

This section of literature has argued the importance of metacognitive awareness for 

reading comprehension, and how this is supported by specific understandings of how 

language learning occurs. This literature justifies the current study’s focus on 
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metacognition, and on the specific UAE context. The next section will look in more 

detail at reading strategy research and explore the impact of metacognitive awareness of 

reading strategies. It will also examine previous research that has been carried out in 

ESL and EFL learning environments with Arab students and discuss other factors that 

may influence metacognitive awareness of reading strategy usage, leading to a further 

discussion on gender impact.  

Section 3: Reading Strategy Research 

Reading strategies have been defined by Sheorey and Mokhtari (2001) as “deliberate, 

conscious procedures used by readers to enhance text comprehension” (p. 433) and by 

Barnett (1988) as the “mental operations involved when readers approach a text 

effectively and make sense of what they read” (p. 150). The application of these 

strategies, according to Auerbach and Paxton (1997), contributes to efficient reading.  

As reading research has progressed, researchers have sought to identify the variety of 

strategies that are used by both L1 and L2 readers of English and those who are judged 

to be good and poor readers, providing an opportunity to differentiate between the two. 

Common strategies identified include, for example, skimming, scanning, pre-reading 

activities, utilisation of focus questions, re-reading, guessing, tolerating ambiguity, 

making predictions and using cognates to aid reading comprehension, as well as more 

recently recognised strategies of activating background knowledge or schemata 

(Barnett, 1988; Block, 1986; Carrell, Pharis, & Liberto, 1989; Kletzien, 1992; 

O’Sullivan 2004; Scardamalia & Bereiter, 1984). Sheorey and Mokhtari (2001) group 

these reading strategies into categories classified as problem solving, global and 

support, each with its own purposes and goals. Further details about these strategies are 

provided in Chapter 3, which outlines the design of the research study and demonstrates 

how reading strategies can be classified. 
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Initial work to identify the range of reading strategies has been accompanied by a 

developing interest in exploring the extent to which it is possible (or valuable) to try to 

identify the ‘best’ reading strategies. This literature is the focus of the next section. 

Effective Reading Strategies  

A key strand of this literature exploring the effectiveness of reading strategy usage has 

focused on identifying the broad range of strategies found to be most effective in 

improving students’ reading comprehension and the effectiveness of teaching reading 

strategies as a means of improving reading comprehension in L1 and L2 (Baker & 

Brown, 1984; Block, 1986; Boulware-Gooden Carreker, Thornhill, & Joshi, 2007; A. 

Brown, 1981; Hosenfeld, 1977; Palinscar & Brown, 1984; Takallou, 2011; Paris, Wasik 

& Turner, 1996; Wichadee, 2011).  

For example, in an early study conducted by Hosenfeld (1977) on US high school 

students’ reading in a foreign language, it was identified that the most successful readers 

used strategies that kept the meaning of the passage in mind while reading, read in 

broad phrases, skipped inconsequential or less important words and had a positive self-

concept as a reader.  

The study conducted later by Block (1986) was designed, firstly, to provide a 

description of reading comprehension strategies used by ESL students entering 

university who were designated as non-proficient readers and, secondly, to compare 

these strategies with those of L1 English speakers also designated as non-proficient 

readers. Reading strategies were categorised into two levels: general comprehension and 

local linguistic strategies. Findings from this study suggested that four characteristics 

differentiate the more successful from the less successful. These include the ability to 

recognise aspects of text structure; use of general knowledge and personal experiences; 

integrating and connecting new information with the old; and finally, the ability to 
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associate and respond in extensive versus reflexive modes, that is, the way readers 

approach the text. Block (1986) explains these modes as follows: 

In the reflexive mode, readers relate affectively and personally, direct their 

attention away from the text and toward themselves, and focus on their own 

thoughts and feelings rather than on the information in the text. They tend to 

respond in the first or second person. In the extensive mode, readers attempt to 

deal with the message conveyed by the author; their focus is on understanding 

the ideas of the author, not on relating the text to themselves, and they tend to 

respond in the third person (p. 471).  

A previous study conducted by Knight, Padron and Waxman (1985) showed similar 

relationships between various reading strategies and successful or unsuccessful L2 

reading.  

In a more recent study conducted by Wichadee (2011) with a group of 40 EFL learners 

at a private university in Thailand to examine the effectiveness of explicit instruction of 

metacognitive reading strategies, it was found that after instruction, the reading score 

and metacognitive strategy use of the three groups were significantly higher than those 

before the instruction.  

Similarly, Takallou (2011), in a study examining the effect of metacognitive (planning 

and self-monitoring) reading strategy instruction on EFL learners’ reading 

comprehension, found that the two experimental groups that received instruction in 

planning and self-monitoring outperformed the control group in the reading 

comprehension test and that the experimental groups’ awareness of metacognitive 

strategies significantly increased after instruction.  

To evaluate the effectiveness of individual reading strategies in L2 learners, Barnett 

(1988) conducted a study based on a series of experiments aimed at testing the 

hypotheses that readers who use certain problem solving strategies will understand more 

of what they read than those who do not use reading strategies. In addition, the study 

sought to confirm that readers who perceive that they use strategies generally 



 

57 

considered effective will understand more of what they read than those who do not think 

they use such strategies. In this study, reading strategies were divided into two 

categories: text level and word level. The results of this study confirmed hypotheses that 

comprehension increases with better use of the strategy of reading through context and 

comprehension increases as students perceive they use more effective reading strategies 

with or without an emphasis on the strategy of reading through context. Barnett’s study 

also confirmed that those students who were taught strategy use did show a significantly 

greater ability to read through context, but he called for further investigation into the L2 

reading process, stating that “only by a widespread careful investigation into the L2 

reading process can we come to the understanding necessary to help our students to 

improve reading comprehension” (p. 158). 

More recent empirical studies have continued to show positive relationships between 

metacognitive awareness of reading strategies and reading comprehension. Recent 

reading strategy investigations into EFL settings in China (Y.-F. Yang, 2002; Zhang, 

2001); Morocco (Mokhtari & Reichard, 2004); Japan (Ikeda & Takeuchi, 2006; Upton, 

1997) and Hungary (Sheorey & Baboczky, 2008) also confirm that more skilled L2 

readers appear to use reading strategies more frequently and in a more varied and 

orchestrated manner than non-skilled readers. In the study conducted by Zhang (2010), 

for example, it was found that the lower level readers were not as knowledgeable about 

themselves as readers, or about reading tasks and strategic reading, as their more 

proficient counterparts (that is to say, they lacked metacognitive awareness, a point 

returned to again later this section). In addition, more proficient readers reported 

frequently engaging in skimming, predicting text meaning and comprehension 

monitoring. Low-level readers, in contrast, used more bottom-up strategies, such as 

using the dictionary and analysing sentence-level grammar, which did not contribute to 

the comprehension of the text. Y.-F. Yang (2002) also studied highly and minimally 
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proficient Chinese EFL learners, with results indicating that proficient readers were 

efficient at monitoring their comprehension and did not become overwhelmed by 

sentence-level grammar and lexical items, whereas less proficient readers were poor 

comprehension monitors and tended to become bogged down with grammar and 

vocabulary.  

While the studies outlined above provide information about certain types of readers and 

reading strategies utilised to read in English, it is difficult to compare results across 

studies, since the age and grade level of participants, the learning environment (i.e. ESL 

or EFL), the tasks, and the reading material vary from study to study. Zhang (2003) and 

Grabe (2004) suggested that strategies themselves are neither good nor bad; however, 

the utilisation of these strategies within different contexts is what makes them effective. 

This is an important point for this thesis because it emphasises the need to identify, not 

only the range of reading strategies used by Emirati learners, but also whether 

metacognitive awareness of reading strategy use changes in different contexts, or is 

influenced by cultural context. This leads into a smaller section of literature that focuses 

on this issue. 

Metacognition, Reading Strategies and Context 

Studies dealing particularly with L2 readers, including those of Block (1986), Hosenfeld 

(1976) and N. J. Anderson (1991), have confirmed that proficient L2 readers tend to use 

global strategies and, further, that skilled L2 readers show considerable flexibility in 

using different strategies, for example, substituting one method for another if the 

original method did not work (S. Li & Munby, 1996). These authors suggest that skilled 

L2 readers exercise deliberate, conscious control of their cognitive activities while 

reading and it is this awareness that leads to their use of a variety of metacognitive 

strategies.  
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The awareness of metacognitive reading strategies had also been discussed by 

researchers, including N. J. Anderson (1991), Carrell (1989), Devine (1987), Hosenfeld 

(1976), S. Li and Munby (1996) and Pressley (1998), who also reported that skilled L2 

readers were aware of and more proficient users of reading strategies than unskilled 

readers. These reading strategies include monitoring their comprehension and relying on 

background knowledge (Carrell, 1989, p. 126), adjusting the reading speed according to 

the nature of the text (Pressley, 1998, p. 51), asking questions and re-reading text 

(Pressley, 1998, p. 322), keeping specific objectives in mind as they read and use of a 

glossary or dictionary (Hosenfeld, 1976, p. 121) and use of prediction and contextual 

cues and guessing (S. Li & Munby, 1996, p. 206). 

Reading comprehension is not always as straightforward as identifying particular 

strategies used by good and poor readers or labelling some strategies as better than 

others, as outlined above. For example, in an ESL study carried out by Politzer and 

McGroarty (1985) to investigate which learning behaviours were related to student 

gains in language proficiency, Asian and Hispanic students demonstrated differences in 

learning behaviours (categorised as linguistic competence, auditory comprehension, 

overall oral proficiency and communicative competence) related to achievements on 

four English language proficiency measures. Results showed that Asian students 

engaged in fewer of the so-called good learning behaviours and made greater gains in 

linguistic competence and communicative competence than the Hispanic students. 

Hispanic students, on the other hand, made more progress in overall oral proficiency 

and in auditory comprehension. Politzer and McGroarty (1985), however, indicated that 

the results showed that caution in ascribing good learning behaviours to competence is 

warranted and that considerable further research is required to explain which behaviours 

are helpful for L2 learners. 
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Literature has also identified a range of other issues to be considered, including the 

cultural context (Zhang, 2009, 2010; Zhang et al., 2008) and the link between reading 

comprehension, general language proficiency and overall metacognitive awareness 

(Mokhtari & Reichard, 2002, 2004; Sheorey & Mokhtari, 2001; Zhang, 2001, 2009, 

2010).  

Consistent with the growing focus in ESL/EFL research acknowledged in the previous 

sections, reading strategy research has also emphasised the importance of culture. Many 

have examined the intertwined relationship between culture and reading strategies 

(Abbott, 2006; Carrell, Devine, & Eskey, 2000; Grabe, 1991; Parry, 1993, 1994, 1996; 

Pritchard, 1990a; Zhang, 2001). This literature has emphasised the point that language 

study would be senseless if nothing is known about the people who speak the target 

language or the country in which the target language is spoken. Acquiring a new 

language, therefore, requires more than manipulating syntax and lexicon, and according 

to Rajabi (2009), language pedagogy has got to the point that language and culture are 

interrelated, that is, it is not possible to teach language without referencing culture. As 

stated by Ji, Zhang and Nisbet, 2004, language is therefore a medium for transmitting 

and internalising culture and it is not easy to separate the two.  

However, another aspect of culture that is important to consider is the impact of cultural 

context on the L2 learners and whether, as a result of these culturally communicated 

practices, they exhibit a preference for particular reading strategies. In the study 

conducted by Parry (1996), for example, which examined how individual reading 

strategies differed across different cultural groups, it was found that patterns of variation 

differed significantly from one cultural group to another. Parry’s (1996) study has 

particular significance in the field of SLA as it builds upon previous research that 

focused on social practices and events that involved the use of written text (Goody, 
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1987; Scribner & Cole, 1981; Street, 1994) to examine the relationship between cultural 

backgrounds and individual reading strategies (Parry, 1996, p. 670).  

In Parry’s (1996) study, two groups of students from differing social situations were 

involved in the study that looked at how they handled problems in reading particular 

English texts and their reading habits in general. The Nigerian students came from an 

underdeveloped region of Nigeria, whereas the Chinese students were from a region in 

China that was at the forefront of an economic boom. The educational backgrounds of 

the students’ families were also vastly different; of the 20 Nigerian students, the fathers 

of only seven had some formal education, and of the 25 Chinese students, the fathers of 

14 (and the mothers of seven) had a university education, and the fathers of only two 

had no education at all. Additionally, the groups had differing ages and levels of 

education. The Nigerians, for example, were all males in their late teens or early 20s and 

in their last year of secondary school whereas the Chinese students were mostly female 

graduates in their 20s and 30s and already established teachers of English in Chinese 

universities and colleges.  

Parry’s (1996) study found the differences between the two groups significant and 

suggested that the reading model selected depended on the language background and 

culture of the participants. For instance, the Nigerian students showed a preference for 

top-down methods of solving comprehension (questions). Nigeria represents a complex 

linguistic situation with nearly 400 indigenous languages unrelated to each other and 

most not written at all prior to the 20th century; English, therefore, plays an essential 

part in Nigerian life because it is the only language spoken in all parts of the country (p. 

681). The Chinese group, on the other hand, “reported a strong tendency to use bottom-

up” processing (p. 665); the linguistic situation in China is vastly different and more 

complex with an enormous range of dialects that are linked by a common writing 

system dating back over two millennia. The Nigerian students spoke at least three 
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languages (including English), which, according to Parry, affected their interpretive 

strategies; they did not use translation techniques and they did not expect linguistic 

accuracy.  

The Chinese students, on the other hand, while also regularly code switching between 

dialects, made adjustments only of pronunciation and vocabulary, and did not shift 

totally different grammatical systems as the Nigerian students often did. Chinese 

students, according to Parry (1996), encountered English mainly in its written form, and 

their approach to it was influenced by their experience of reading Chinese.  

While Parry (1996) recognised that the differences between the Nigerian and Chinese 

students do not justify a simplistic cultural determinism, she noted that the “analysis of 

their behaviour in relation to their cultural background strongly suggests that reading 

strategies can be seen at least partly as a function of culture” (p. 687) and, further, that 

“cultural background is an important factor in the formation of individual reading 

strategies” (p. 665). 

A later study carried out by Rajabi (2009) focused on Iranian EFL learners with the goal 

of investigating the impact of rural and urban orientation on learners’ tendencies to use 

top-down or bottom-up models of solving reading comprehension questions. The 

findings of this study suggested that in addition to bottom-up processing, urban students 

made use of inferences, deduction, skimming for the main ideas, guessing the meaning 

of words from the context and activating background knowledge, whereas rural subjects 

showed a great tendency towards bottom-up processing, relying heavily on the main 

content of the text without cognisance of the knowledge of the world or prior 

knowledge (Rajabi, 2009, p. 75).  

Other factors such as having a broad understanding of how to combine strategies are 

equally important and are reflected in a number of research studies demonstrating that 

an active reader constructs meaning through the integration of existing and new 
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knowledge together with the flexible use of reading strategies in order to foster, 

monitor, regulate and maintain comprehension (Alfassi, 2004; Salataci & Akyel, 2002). 

N. J. Anderson (1991) demonstrated this position in his study of L1 Spanish-speaking 

university-level intensive ESL students reading in English, reporting a wide variation in 

successful and unsuccessful strategy usage. In contrast to the studies conducted by 

Hosenfeld (1977), Block (1986) and Knight et al. (1985), N. J. Anderson’s (1991) study 

reported that the same kinds of strategies were used by high and low comprehending 

readers. Anderson concluded that successful L2 reading comprehension is not only 

knowing what strategy to use, but how to use it in conjunction with other strategies, and 

finally, applying them strategically. From the case studies used in Anderson’s research, 

the poorer reader appeared to be aware of the right kinds of strategies use but was not 

able to determine if she was successful in the application of the strategies.  

Anderson concluded that knowing how to assess the success of a given strategy and 

apply corrective feedback to its use may be a more important skill to develop. This has 

led researchers to confirm the value in teaching strategies as combined strategy 

instruction as opposed to an independent process taught independently of basic 

comprehension with textbooks (Baker, 2002; Duke & Pearson, 2002; Guthrie & 

Ozgungor, 2002; Pearson & Duke, 2002; Pressley, 2000, 2002a, 2002b).  

The view of N. J. Anderson (1991) is shared by other researchers, including Malcolm 

(2009), who stated that reading success depends on a command of reading skills in 

addition to the strategic ability to solve reading problems and the expertise and existing 

knowledge about when to apply them (p. 641). This again points to the importance of 

readers’ metacognitive awareness that was examined by other researchers. For example, 

in China, Zhang (2009) studied a group of Chinese senior high schools students learning 

EFL to investigate the degree of metacognitive awareness of strategy use. Zhang 

concluded that their overall strategy use was in line with their overall EFL achievement, 
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indicating that good learners seem to be distinguished from their low proficiency 

counterparts by metacognitive awareness and the associated ability to apply strategic 

knowledge.  

The studies above have all highlighted the general importance of metacognitive 

awareness in reading strategy use and, ultimately, in reading proficiency. This has 

significant implications for the design of research seeking to inform L2 teaching in the 

UAE context.  

The next section of the literature returns to the relationship between reading, 

metacognitive awareness and reading strategy use and the specific context of the reader. 

It looks specifically at research that has been conducted on the reading strategy choice 

of Arab learners, and then looks more broadly at the impact of cultural context, and of 

gender on reading strategy use.  

Metacognition and Arab Learners 

While there have been a number of studies conducted in a variety of cultures that look at 

the impact of reading strategies and metacognition, there is a dearth of research 

conducted in the field of L2 acquisition that investigates the metacognitive awareness of 

reading strategy usage applied by L1 Arabic-speaking learners in ESL or EFL settings. 

The limited research that does exist compares ESL and EFL learning environments 

among Arab students with metacognitive awareness as the central focus.   

The first study, conducted by Al-Melhi (1999), investigated the metacognitive 

awareness of reading strategies of male Saudi (Kingdom of Saudi Arabia) college 

students. The findings of the study reported the use of a mixture of global and local 

strategies and differences between skilled and less skilled readers. Global strategies 

were explained by Al-Melhi as “any strategy that appears to exert reader’s involvement 

and interaction with the text” (p. 9) and local strategies as “decontextualised pieces of 

data” (p. 9).  
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In contrast, three further studies, conducted by Alsheikh (2002) and Alsheikh (2011) on 

proficient bilingual Arabic and English students pursuing graduate and undergraduate 

degrees in US universities and UAE high school students (Alsheikh, 2004), sought to 

investigate the variety of metacognitive knowledge and strategy use of L1 speakers of 

Arabic while they read in English and Arabic. The first study by Alsheikh (2002) 

confirmed that reading strategy use increased when participants read in English, and it 

was further suggested that L1 Arabic speakers were very aware of the relationships 

between the two languages of Arabic and English. This study supported the much 

earlier research of Hosenfeld (1977), who speculated that bilingual readers might have a 

special awareness of language and its function. The second study by Alsheikh (2011) 

examined the perceived use of reading strategies by undergraduate and graduate native 

Arabic speakers when reading in English and Arabic. The findings of this study showed 

increased use of problem solving and support reading strategies when reading in 

English; however, no significant differences were found in global reading strategies 

between the two languages. Lastly, in a study conducted by Alsheikh (2014) that 

examined the perceived and actual use of metacognitive reading strategies by 10th grade 

UAE high school students, students reported using more reading strategies when 

reading Arabic, their mother tongue, than in English.  

This strand of literature points to the significance of studying the UAE context in detail, 

rather than assuming that the UAE learner will be similar in terms of reading strategy to 

other EFL learners, or other Arabic-speaking EFL learners. Such a focus must 

necessarily acknowledge the potential impact of major cultural factors on strategy 

choice; in the UAE, this means attending closely to the issue of gender because of the 

significant role gender plays within this society. Perhaps surprisingly, there is very little 

research that actually examines the impact of gender on education, and in particular, 

English language acquisition in the UAE context. In the final section of this chapter, I 
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will briefly review the small number of related studies that exist within and beyond the 

UAE context. 

Section 4: Impact of Gender and Culture on Metacognitive Awareness of Reading 

Strategy Use in the UAE 

Gender influence 

Two significant factors contribute to the rich tapestry that makes up UAE society: 

firstly, the multicultural nature of the Emirates and, secondly, the educational and social 

segregation of the sexes. These factors have given rise to an educational system for 

Emirati nationals that consists of gender-segregated classrooms and institutes. Literature 

that links gender to educational experiences and pathways in diverse national or 

international contexts makes it reasonable to assume that reading strategies employed 

may be different between male and female learners.  

Somewhat surprisingly, there is a dearth of studies that explore issues relating to gender 

in the area of English reading and comprehension in the UAE context. The value of 

focusing on gender is signalled, not only be the broader research explored above that 

locates reading strategy use, text processing and comprehension in cultural contexts, but 

also by the small number of studies conducted outside the UAE that have linked gender 

to L2 learning and reading strategy use in particular (Phakiti, 2003; Poole, 2005a).   

Language learning studies – female dominance 

Studies in other contexts conducted on strategy use among male and female L2 learners 

have predominantly focused on language learning strategies, which have usually 

demonstrated gender differences in strategy frequency, with females choosing to use 

particular sets of strategies more often than males (Oxford, 1993). Oxford (1993) found 

that females tended to use general study strategies, social strategies, affective strategies 

and certain conversational or functional practice strategies more frequently than males, 

and studies conducted around the world support this view. For example, a Puerto Rico 
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study conducted by Green and Oxford (1995) with a group of college students found 

that gender affected the use of learning strategies, with females using more strategies 

than men in all six categories, including memory, cognitive, compensation, 

metacognitive, affective and social strategies. Teh, Embi, Yusoff and Mahamod (2009) 

reported that female secondary school students studying Arabic as an L2 in Malaysia 

tended to use overall language learning strategies (categorised as memory, cognitive, 

compensation, metacognitive, affective, social and metaphysic) more often than males, 

and Lin (2010b) studied EFL high school students in Taiwan and reported that females 

used significantly more strategies than their male counterparts. Strategies in the study 

conducted by Lin (2010b) were coded word meanings strategy, sentence structure 

strategy, and world knowledge strategy.  

Language learning studies – male dominance 

For instance, in a study conducted by Tran (1988) on older Vietnamese living in the 

United States, it was revealed that older Vietnamese men were more likely to use 

differing learning strategies to improve their English than older Vietnamese women. 

Similarly, a study carried out by Tercanlioglu (2004) on Turkish male and female 

university students reported higher overall strategy use by male participants. Similar 

findings were reported by Wharton (2000).  

Language learning studies – no difference 

Other studies however, have indicated no statistical differences between male and 

female participants, including a study conducted by Al-Otaibi (2004), which identified 

no differences in the use of any of the six strategy categories, including memory, 

cognitive, compensation, metacognitive, affective and social, for the Saudi students 

studied, and Chou’s (2002) study on EFL students in Taiwan, in which no significant 

differences of language strategy use were identified in male and female participants. 
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Reading strategy studies – no difference 

Similar results were found in a study undertaken by Sheorey and Mokhtari (2001). In 

this study, differences in the reported use of reading strategies of ESL learners when 

reading academic materials were examined. The responses were examined in terms of 

individual strategies as well as three categories identified as cognitive, metacognitive 

and support strategies. The findings showed no statistically significant differences in the 

perceived use of individual strategies or strategy categories between male and females 

except for one support reading strategy (underline or circle information in the text). 

However, it was noted that for 16 of the 28 strategy statements, as well as the support 

strategy category, female means were higher than those for males.  

A later study by Poole (2005b) concurred with Sheorey and Mokhtari’s (2001) findings 

when an examination of reading strategies applied by 248 advanced college ESL 

students found that men and women did not significantly differ in their overall strategy 

use.  

Reading strategy studies – male dominance 

Conversely, Phakiti (2003) investigated how male and female Thai college students 

used cognitive and metacognitive reading strategies to complete a reading 

comprehension test. Participants were asked to report on their strategy usage after the 

completion of the test using cognitive and metacognitive strategy taxonomy. The 

researchers considered that assessing strategy use after the test allows the researcher to 

assume that test takers’ overall reading comprehension performance is directly 

influenced by their strategy use in a natural way. After analysing the responses, 

considerable differences were reported between genders in the use of strategies, with 

males reporting significantly higher use of metacognitive strategies (planning and 

monitoring strategies) than their female counterparts.   
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As can be seen from the studies summarised above, gender differences are not 

necessarily universal; the findings thus far, while providing rich insights on gender and 

the use of reading strategies, are far from being conclusive or consistent. While studies 

have been conducted in an ESL or EFL context, few have been undertaken in an EFL 

L1 Arabic-speaking context and none have been carried out in the UAE, where a unique 

cultural backdrop exists, an area previously highlighted as underresearched (Golley, 

Arenfeldt, & Kemp, 2011; Kemp, 2013; Al Marzouqi & Forster, 2011). In the next 

section, I will briefly explore literature that also identifies the specific cultural issues 

that may affect reading strategy usage within this specific context.   

Cultural Considerations in the United Arab Emirates 

The literature reviewed above has emphasised the need to focus on issues relating to 

both gender and culture when exploring English reading strategy use. To date, these 

issues have not been the subject of analysis in the UAE context. Research into reading 

strategy use and culture have been conducted in similar and dissimilar contexts (e.g. the 

United States and Morocco) but not in the UAE.  

Similarly, although there is some research into the impact of gender on educational 

achievement and educational experiences in the UAE, this research is minimal, and does 

not relate specifically to reading research. For example, in a study conducted by Harb 

and El-Shaarawi (2006) that examined cultural factors and socio-economic factors in 

relation to student performance in the UAE, it was found that female students: 

 have higher grade point averages, 

 have a higher score in English, 

 are more likely to live with their family or in the dorm, 

 participate more in class, 

 have higher percentage of marriages, 

 study more. 
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Compared with their female counterparts, male students were more likely to: 

 attend private schools, 

 have a high school diploma,  

 pass the University General Requirements Unit challenge English test,  

 be employed, 

 have parents who are better educated, 

 have a better attitude towards the university, 

 have a better attitude towards their professors, 

 miss more classes, 

 live in more crowded households, 

 have a driver licence, 

 spend more time on their social responsibilities,  

 go to the movies and shopping malls with their friends more frequently. (p. 6) 

This literature is relevant to those working in SLA because of the links between 

educational and social experiences, and the acquisition of English; however, it leaves 

unexamined crucial issues relating to the specific impact of gender on reading strategy 

use. 

Nevertheless, despite (or because of) the lack of research into the relationship between 

gender, culture and English reading strategy use in the UAE contexts, professional 

practice in the UAE often reflects a number of assumptions in regard to metacognitive 

awareness of reading strategy usage, which are summarised below. This summary 

draws upon literature acknowledged in the first chapter (Gaad, Arif, & Scott, 2006; 

Ministry of Education, 2010; Shaw et al., 1995). 

First, expected outcomes for women are not high because “education for females is 

highly regarded for improved marital status, and the successful nurturing of the family” 
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(Kemp, 2013, p. 268) and not employment. Therefore, the assumption is that women 

will be less interested in reading and therefore demonstrate less metacognitive 

awareness of reading strategy usage as a result of their lack of interest in education 

generally and their future focus on marriage and children. 

Second, some have argued that learners in the UAE context will generally be lacking in 

critical thinking skills (O’Sullivan, 2004; Richardson, 2004) and that this may be even 

more pronounced for women because of the control that others exercise over their lives. 

The patriarchal culture shapes “family support, educational opportunities, religion, 

moral and modesty codes, and financial independence” (Dubai Women Establishment, 

2011, p. 3). This can potentially be seen to limit opportunities to display critical 

thinking skills. 

Third, it has been suggested that as a result of the lack of social opportunities and 

restrictions for women (Vodanovich, Urquhart, & Shakir, 2010), which results in them 

communicating mostly with Arabic-speaking people outside the classroom, their 

opportunities to practise communicating in English are limited and therefore their 

metacognitive awareness of reading strategies might be poor. Conversely, men will 

have a wider repertoire of strategies than women because of their social opportunities in 

society to practise communication skills, including reading (Bristol-Rhys, 2010). 

A fourth assumption regarding professional English teaching practice in the UAE 

context is that the UAE is fundamentally different from other EFL contexts (Hudson, 

2013), which requires educators to explore the specificity of the context before 

delivering an English education programme. 

In addition to this, it has previously been argued that a society that favours oral 

communication will reduce reading strategy usage. This assumption (according to my 

own beliefs, which reflect my own substantial experience teaching in this context) is 

based on the concept that language and culture are entwined, a view shared by Tsui and 
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Tollefson (2007), who stated that “language is not purely a technical tool; it is a cultural 

artifact created within specific sociocultural and historical contexts, and thus carries the 

characteristics of these contexts” (p. 2).  

This leads to a sixth assumption: that motivation to learn English will be low among 

these students because of the threat that learning English poses to the students’ Islamic 

beliefs and the divinity associated with the Arabic language, thus alienating them from 

their Arabic and Islamic roots (Mokhtarnia, 2011). Unlike English, Arabic is a language 

in which “a religious view of life is axiomatic and integral to its discourse patterns” 

(Hyde, 1994, p. 300), and it acts as a symbol of religious, linguistic and cultural heritage 

(Troudi & Jendli, 2011, p. 43).  

A seventh influential assumption is that negative experiences of learning English in the 

school system (and subsequent underperformance; Ridge, 2008) will shape attitudes 

towards English in higher education (Abdulla & Ridge, 2011) and therefore affect 

metacognitive awareness of reading strategy usage.  

It has also been posited that an authoritarian political context that is Islamic in nature 

might reduce the chances of anyone (let alone women) using the critical thinking skills 

required for good reading strategy usage. This assumption is based on the general 

foreign language objective of the Gulf States, as stated by Lo Bianco et al. (1999), that 

students “acquire a good understanding of English speaking people on the condition that 

this will not lead to the creation of a hostile or indifferent attitude to the students’ 

Arab/Islamic culture” (p. 91). 

Finally, according to Carrell and Eisterhold (1983), “reading comprehension involves 

one’s knowledge of the world, which may be culturally based and culturally biased” (p. 

553), and therefore, a final assumption explored in this thesis is that reading strategy 

usage is not as a result of deliberate choice but determined by the particular cultural 

context in which the reader resides, in this case, the UAE. 
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While all of these claims can and have been argued by diverse scholars, there is a 

paucity of research into the metacognitive awareness of reading strategies employed in 

EFL contexts in the UAE, especially in post-secondary education. The research reported 

on in this thesis therefore extends previous research into metacognitive awareness by 

examining the previously neglected site of the UAE. While some researchers have 

focused on native speakers of Arabic when reading in English in Middle Eastern 

contexts such as Saudi Arabia and Morocco, others have examined the effects of 

metacognitive strategy instruction in various other EFL and ESL settings or the 

metacognitive reading strategies used by native speakers of Arabic when reading in 

English and Arabic in both EFL high school settings and ESL environments. The 

present study aims to contribute to our understanding of the use of metacognitive 

awareness of reading strategy usage with Emirati students within this unique cultural 

context and to provide insights into reading EFL in academic contexts within post-

secondary education.  

However, it is not possible to examine all of the issues explored in the literature raised 

above, or to test all of the many assumptions that have been made about the impact of 

cultural context on attitudes to English, strategy use or strategy and metacognitive 

awareness. Nevertheless, by looking closely at patterns in strategy choice, the study will 

provide educators and policy makers with access to new knowledge to inform decision 

making about how and what to teach Emirati students within the UAE context in pursuit 

of English language development goals for the nation more generally.  

The following data analysis chapter outlines the research methodology and design in 

line with the focus of this study and the research questions articulated earlier. 
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CHAPTER 3 – RESEARCH METHODOLOGY AND DESIGN 

Introduction 

The previous chapter explored research undertaken on reading strategies and noted the 

key role that metacognitive awareness of reading strategy use plays in the overall 

development of reading competence for ESL and EFL learners. The research 

highlighted the importance of considering cultural factors when exploring the use of 

reading strategies and, by extension, the need for studies on reading strategy use to be 

undertaken in diverse contexts such as the UAE. In addition to this, the literature 

highlighted the potential impact of gender on metacognitive awareness of reading 

strategy use in relation to L2 acquisition and reading comprehension and a lack of 

current research relating to reading strategy use and gender in the UAE context.   

This literature and the gaps identified above justify the need for research that focuses 

explicitly on this particular combination of issues. This chapter provides a summary of 

the theoretical framework that informed and influenced the design and conduct of the 

study based on the two research questions outlined above. 

The chapter begins with a discussion of the research paradigm guiding this research. 

This is followed by a discussion of the project design, and an outline of data collection 

methods, including a discussion of how issues of validity and reliability have been 

conceptualised in relation to the quality of the study. The chapter concludes with an 

overview of the ethical considerations underpinning the study and the approach to data 

analysis that was employed. 
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Research Paradigm 

First described by Kuhn (1962), paradigm was initially used as a term that relates 

closely to ‘normal science’,3 whereby “some accepted examples of actual scientific 

practice . . . provide models from which spring particular coherent traditions of 

scientific research” (p. 10). In its established usage and simply put, Kuhn described a 

paradigm as “an accepted model or pattern” (p. 23) and therefore as referring to 

researchers who are “committed to the same rules and standards for scientific practice 

sharing the same pre-requisites as normal science” (p. 11). An alternative description of 

the term paradigm, which defined its role in capturing shared beliefs, was later provided 

by Biklen and Bogdan (1981), who described a paradigm as “a loose collection of 

logically related assumptions, concepts, or propositions that orient thinking and 

research” (p. 22). More recently, Neuman (2006) referred to a paradigm as “a general 

organizing framework for theory and research that includes basic assumptions, key 

issues, models of quality research, and methods for seeking answers” (p. 81); and 

Denzin and Lincoln (2011) claimed that a paradigm is an interpretative framework and 

that  “all research is interpretive: it is guided by the researcher’s set of beliefs and 

feelings about the world and how it should be understood and studied” (p. 13) and 

further that each interpretive paradigm “makes particular demands on the researcher, 

including the questions that are asked and the interpretations that are brought to them” 

(p. 13).   

Creswell and Plano Clark (2011) stress the importance of researchers explicitly stating 

the philosophical foundations and assumptions in terms of their ontological and 

epistemological positions related to a chosen paradigm as these necessarily affect data 

collection, analysis and presentation of results. Each paradigm takes a different stance 

                                                 
3 The term normal science, as explained by Kuhn (1962), was used to describe research that is firmly 

based upon one or more past community-acknowledged scientific achievements and therefore provides 

foundation for its further practice (p. 10).  
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on the nature of reality (ontology), how we gain knowledge of what we know 

(epistemology), the role values play in research (axiology) and the process of research 

(methodology; Creswell, 2009; Lincoln & Guba, 2000). These stances, in turn, shape 

the way a research project is conceptualised, designed and conducted. It is therefore 

important for researchers to be explicit about their reflections in regards to paradigmatic 

choices. In the next section of this chapter, I will outline my location within the 

pragmatic paradigm. 

Pragmatic Paradigm 

Creswell and Plano Clark (2011) referred to paradigms as synonymous with 

“worldviews” and consisting of a “basic set of beliefs or assumptions that guide 

inquiries” (p. 39)—a point echoed in Teddlie and Tashakkori’s (2009) description of a 

paradigm as “a worldview, together with the various philosophical assumptions 

associated with that point of view” (p. 84).  

Paradigms, therefore, relate to “distinctive ontological (view of reality), epistemological 

(view of knowing and relationship between knower and to be known), methodological 

(view of model of inquiry), and axiological (view of what is valuable) positions” 

(Sandelowski, 2000, p. 247).  

It has been argued that there are four broad paradigms most commonly associated with 

educational research: positivist/post-positivist, interpretivist/constructivist, 

transformative (also referred to as socio-critical) and pragmatic (Mackenzie & Knipe, 

2006). This study is located within the pragmatic paradigm (Mertens, 2005), a relatively 

new description for a paradigm within education and social science. In this paradigm, 

the focus is on exploring a problem in its social and historical context and on the use of 

multiple relevant forms of data to answer the (contextually located) research questions 

(Creswell, 2007).  
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Pragmatism is derived from the Greek word πράγμα (pragma), which means action and 

is also the origin of the words practice and practical (James, 2000). It represents a set of 

ideas articulated by many, from historical figures referred to as the founding fathers, 

including Oliver Wendell Holmes, William James, Charles Sanders Peirce and John 

Dewey, through to more contemporary scholars such as Murphy (1990) and 

Cherryholmes (1992).  

The introduction of the term pragmatism into debates about educational research is 

relatively recent, with writers such as Menand (2001) claiming that pragmatism is “an 

account of the way people think” that moved epistemology and ethics into the modern 

world (p. 351). While there is no unified doctrine or set principles associated with 

pragmatism, common themes within this paradigm are identifiable and relate most 

closely to ontological, epistemological and methodological beliefs.  

The philosophical assumptions pertaining to the ontological and epistemological 

positions of this paradigm are discussed further below. 

Ontological Position 

Menand (2001) claimed that key figures in the development of pragmatism: 

all believed that ideas are not ‘out there’ waiting to be discovered, but are 

tools—like forks and knives and microchips—that people devise to cope with 

the world in which they find themselves. They believed that ideas are produced 

not by individuals, but by groups of individuals; that ideas are social. They 

believed that ideas do not develop according to some inner logic of their own, 

but are entirely dependent, like germs, on their human carriers and the 

environment. And they believed that since ideas are provisional responses to 

particular and unreproducible circumstances, their survival depends not on their 

immutability but on their adaptability. (pp. xi–xii) 

For pragmatists, therefore, only that which can be experienced or observed is considered 

real and thus there is no reality outside of experience and perception. Unlike the 

positivists, realists or rationalists, pragmatists believe that, because reality is always 

experienced by individuals, it is also constantly changing. Thus, people learn best 
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through applying their experiences and thoughts to problems, as they arise. From this 

perspective—described as a ‘becoming’ view of the world—there is no absolute and 

unchanging truth, but rather, truth is what works (Cohen, 1999). Thus, as Luo (2011) 

argues, the pragmatist researcher positions truth and reality as contemporary, ever 

changing and a matter of degree, determined by their real effects and practical 

consequences.  

Similarly, in addressing the ontological question “What is the nature of reality?” 

Creswell and Plano Clark (2011) describe the perspective of a pragmatist as based on 

acceptance of multiple realities, a view shared by Biesta (2010) and Mertens (2012), 

who argued that no knowledge claim can be documented as providing the truth, but 

rather different knowledge claims result from different ways of engaging with the 

world.  

This is not to suggest, of course, that pragmatists do not seek practical and helpful 

knowledge that is regarded as legitimate, valid or appropriate in terms of addressing 

significant social and educational issues. Rather, truth is seen as a normative concept, 

like good or evil, and perspectives on truth, are tied to ‘what works’ to help people solve 

problems; hence, knowledge claims cannot be totally abstracted from contingent beliefs, 

interests and projections (Tashakkori & Teddlie, 1998).  

This ontological position is clearly tied to an epistemology that values multiple sources 

of knowledge. This epistemological position is explored further in the section that 

follows.  

Epistemological Position 

Epistemology has been defined as beliefs about what can be known, and how it can be 

known. Pragmatism offers a very specific view of knowledge, according to Tashakkori 

and Teddlie (2010), one that claims “the only way we can acquire knowledge is through 

the combination of action and reflection . . . knowledge according to the pragmatist 
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view is always about relationships between actions and consequences, never about a 

world ‘out there’” (p. 112). This view expressed by Tashakkori and Teddlie supports 

Dewey’s position on knowledge: that no knowledge can claim to provide us with a 

deeper, more real or more true account of the world, and therefore, different knowledges 

are simply the result of different ways in which we engage with the world. From this 

perspective, pragmatic researchers may pursue forms of information (or knowledge) 

that match their particular understandings of what a problem is, or might be. 

The pragmatic paradigm, in other words, does not proclaim commitment to any one 

research approach that is regarded as universally applicable or best suited for locating 

the real answer or the truth. Instead, pragmatist researchers focus on the what and how 

of the research problem and link the choice of research design (including research 

methods) directly to the purpose and nature of the research questions posed (Creswell, 

2003).  

That said, it is important to acknowledge that the pragmatic paradigm actively rejects 

certain research approaches, including positivists’ claims, which according to Creswell 

(2003), “reflects a deterministic philosophy in which causes probably determine effects 

or outcomes” (p. 7). A positivist approach implies that truth can be uncovered through 

rigorous application of a scientific method aiming to test a theory or describe an 

experience. Additionally, according to Mertens (2005), positivists argue that a so-called 

scientific stance can be applied to the social world on the assumption that “the social 

world can be studied in the same way as the natural world, that there is a method for 

studying the social world that is value free, and that explanations of a causal nature can 

be provided” (p. 8). In contrast, pragmatists see the world as multiple in its realities. As 

O’Leary (2004) explains, “what might be the truth for one person or cultural group may 

not be the truth for another” (p. 6). Pragmatic research is therefore interpretive, with the 
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researcher always playing a key role in interpreting the findings of the research, rather 

than simply claiming to be presenting the truth (p. 6). 

The rejection by pragmatists of positivist and allied philosophies is supported by Powell 

(2001), who argued that: 

The pragmatist epistemology stands in contrast to prevailing positivist and anti-

positivist views of scientific discovery. Whereas positivism emphasizes the 

objective, law-like properties of a brute reality independent of observation, anti-

positivism emphasizes the creative role of active, subjective participants, none of 

whom owns a privileged claim on truth. Pragmatism, on the other hand, rejects 

positivism, on grounds that no theory can satisfy its demands (objectivity, falsify 

ability, the crucial experiment, etc.); and rejects anti-positivism, because 

virtually any theory would satisfy them. As such, the pragmatist proposes to 

reorient the assessment of theories around a third criterion: the theory’s capacity 

to solve human problems. (p. 884) 

Powell goes on to say: 

To a pragmatist, the mandate of science is not to find truth or reality, the 

existence of which are perpetually in dispute, but to facilitate human problem-

solving. According to pragmatist philosopher John Dewey, science should 

overthrow “the notion, which has ruled philosophy since the time of the Greeks, 

that the office of knowledge is to uncover the antecedently real, rather than, as is 

the case with our practical judgements, to gain the kind of understanding which 

is necessary to deal with problems as they arise”. (p. 884) 

Thus, pragmatic research involves close analysis of previous research studies, and 

identification of problems that need further investigation. Creswell and Plano Clark 

(2011) and Luo (2011) all claim practicality as the main ingredient in pragmatic 

research, with the researcher collecting data in multiple ways (including quantitatively 

or qualitatively), after reflection upon what actually works to address the research 

question.  

It is my belief as a pragmatist researcher, therefore, that the question of reality—such as 

metacognitive awareness of reading strategies—can only be located through the eyes of 

the participants and the experiences of the researcher within a specific social and 

cultural context: post-secondary classrooms in the UAE. This is reflected in this study’s 

research questions. Additionally, I believe that while patterns of reading strategies used 
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by L2 learners have been previously reported on by other researchers, they should not 

be regarded as universally true, fixed over time, or over space. Rather there is always 

value in continuing to investigate knowledge claims by locating research in new or 

changing contexts. Ormerod (2006) alluded to this point by emphasising that the 

pragmatist viewpoint supports the fact that “science is fallible, changing and subject to 

social context accords” (p. 905), a view first shared by Kuhn (1962) and followed by 

many other philosophers. Nevertheless, I also believe that analysis of what will work to 

provide insight into metacognitive awareness is usefully informed by evaluation of 

previous research (as undertaken in the literature review and by peer reviews of the 

articles and papers that I have summarised). Thus, in the design of the project, I have 

drawn upon previous research projects that have been evaluated by researchers in the 

field in working to develop valuable knowledge about metacognitive awareness.  

In the sections that follow, I will outline the design of the research project, and explain 

the reasons why I have designed the project in the way I have. As this design is 

fundamentally tied to the nature of the questions that are asked, it is necessary to begin 

with a brief restatement of the key theoretical idea that has guided the design of the 

research questions and thus, by extension, the designing of the project itself. This is the 

concept of metacognitive awareness, and its relevance to SLA. 

A Starting Point for Pragmatic Research Design: Metacognitive Awareness, 

Second Language Acquisition and Anti-Essentialist Approaches to Gender 

As previously explored and outlined in the literature review, L2 reading research has 

consistently highlighted the value of understanding readers’ metacognitive awareness of 

reading strategy use. However, most of these studies have been conducted in countries 

other than the UAE and/or in contexts quite different to that of this study. As context 

has been repeatedly shown to impact upon learners’ choice of reading strategies—as 

illustrated, for example, by Chamot (2005), Cohen (1998) and Zhang (2008), this 
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research will contribute to a broader set of research and literature which is focused on 

mapping the influence of cultural location (and, by extension, gender) on strategy 

choice.  

In the section that follows, I will outline the specific design features of the study. The 

methodological decisions made reflect an acceptance of the value of metacognitive 

awareness. It is therefore useful to briefly revisit, here, the way this term is understood 

and why it has been accepted as a justifiable organising feature of the research. 

Specifically, the study has used Flavell’s (1987) concept of metacognition as the 

theoretical framework as previous research into second and foreign language learning 

has argued that this theory has successfully assisted in the analysis of L2 learners’ 

strategy use (O’Malley & Chamot, 1990; Wenden, 1998) and their metacognitive 

knowledge of strategy use (Goh, 1998; Zhang, 1999, 2010).  

Accepting the importance of metacognition in reading strategy use for English language 

learning, the study focuses on the participants’ metacognitive awareness of the reading 

strategies they employ while interacting with a reading task. It supports the views taken 

by Chamot (2005), O’Malley and Chamot (1990) and Wenden (1991) that strategies are 

conscious, goal-driven and self-directed efforts taken by the learner to make learning 

easier, faster, more enjoyable, more effective and more transferable to new situations 

(Oxford, 1990). Additionally, it argues that reading is an active and interactive process 

in which the reader uses knowledge of the language to predict and create meaning based 

on the text (McLeod & McLaughlin, 1986). It is also based on the assumption that 

metacognitive awareness of reading strategy use is culturally bound and, therefore, 

dependent upon the opportunities that exist within a given society for both male and 

female learners to interact with others. 

This, of course, is a major theme within educational literature broadly and one that is 

not confined to L2 research. Vygotsky (1978) referred to the importance of social 
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exposure and SLA, asserting that certain metacognitive actions, such as a planning and 

monitoring one’s learning, along with all higher order cognitive functions, such as 

analysing and synthesising, are internalised via social interactions with more competent 

adults or peers, who provide the learner with scaffolding. Social speech (talking with 

others), according to Vygotsky, is eventually internalised to guide action and, therefore, 

requires the learner’s use of social strategies, such as asking questions for clarification 

or verification, asking for help and collaborating with others via language. A prospect 

explored in this study is the possibility that there is gender influence on reading strategy 

use in a cultural context that is based upon the particular political, religious and societal 

structure and the role that gender plays within this setting.  

From this starting point, and consistent with the pragmatic approach to research 

introduced above, the study is designed to explore metacognitive awareness through the 

use of multiple data collection methods. In the section that follows, I make explicit the 

ways that this interest leads to a methodological design that, in the language of 

pragmatism, works to address the questions raised. 

Before moving into the details of the research, it is necessary to restate the project’s 

acceptance of anti-essentialist perspectives on gender. In contrast to biological 

determinist or essentialist frameworks, anti-essentialist approaches to gender-based 

analysis argue that the differences that may be observed between genders (in actions, 

behaviours, preferences and beliefs) are attributable to social experience and the 

negotiation of social discourses, rather than biology or any innate, essential differences 

between males and females (Rowan, Rogers, & Walker, 2014). For the purposes of this 

study, this perspective means that an interest in investigating the possible existence of 

gender differences recognises the widely acknowledged belief that social, political, 

economic and religious discourses can all affect day-to-day activities (including reading 

strategy use). At the same time, however, the study recognises that gender may not 
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influence people in formulaic, rigid or predictable ways and that effects identified in one 

context may not be replicated in another. In other words, although cognisant of the 

literature that shows the potential for gender to shape educational experiences, pathways 

and outcomes, the study approaches the question of metacognitive awareness of reading 

strategy use without fixed beliefs about how (or to what extent) this is the case in the 

UAE generally and in regard to metacognitive awareness of reading strategy use more 

specifically. From this basis, it is useful to explore the details of the research design in 

more thoroughly. 

Pragmatism and Methodology: Mixed Methods 

Pragmatism (as a philosophy) is commonly associated with multiple perspectives on the 

nature of data that might be valued or devalued by other researchers, depending upon 

the paradigm within which they are located. Pragmatic approaches to research 

methodology reflect Dewey’s claims about knowledge, which Tashakkori and Teddlie 

(2010) summarised by saying that pragmatism:  

does away with alleged hierarchies between different approaches and rather 

helps to make the case that different approaches generate different outcomes, 

different connections, between doing and undergoings, between actions and 

consequences, so that we always need to judge our knowledge claims 

pragmatically, that is in relation to the process and procedures through which the 

knowledge has been generated so as not to make any assertions that cannot be 

warranted on the basis of the particular methods and methodologies used. (p. 

113)  

As noted above, this focus on what outcomes are generated by particular approaches to 

data collection has increasingly seen pragmatic research associated with multiple 

methods. As Mackenzie and Knipe (2006) note, within a pragmatic paradigm, 

researchers employing ‘what works’ as a guiding principle can use diverse and multiple 

approaches, valuing what might (in other paradigms) be defined as both objective and 

subjective knowledge.  
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The research conducted in this study has been guided by literature that has argued that 

identifying metacognitive awareness of reading strategies employed by UAE learners in 

post-compulsory contexts will ultimately contribute to the development of culturally 

relevant English language learning programmes. It is further informed by the belief that 

previous research into reading strategy use has highlighted the pragmatic, 

methodological value of two particular data collection methods. Finally, it is 

underpinned by my own personal perspectives on research, which have been shaped by 

my own life—my journey, beliefs, past learning and experiences—a view shared by 

other researchers, including Pansiri (2006).  

In addition to this, the study reflects my evaluation of the research of others. Aware of 

the outcomes that have flowed from previous research that uses both quantitative and 

qualitative methods to investigate similar or related questions, I have constructed a 

research project that draws upon both qualitative and quantitative data collection 

methods. This combination is often referred to in literature as mixed methods, and in 

some contexts, mixed methods is referred to as a research paradigm of its own. In this 

thesis, however, I use the term to describe the pragmatic combination of methods. This 

point is explored in more detail below. 

Mixed Methods 

Two predominant views pertaining to mixed methods research exist among authorities 

on this subject. First, it can be argued that mixed methods research is a philosophical 

framework (or paradigm) that influences the entire research process (Mertens, 2005; 

Tashakkori & Teddlie, 1998). Alternatively, Creswell and Plano Clark (2011) recently 

suggested that mixed methods can be seen as either a paradigm or a methodological 

framework that guides the process of data collection and analysis. Thus, they define 

mixed methods research as a: 
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design with philosophical assumptions as well as methods of inquiry. As a 

methodology, it involves philosophical assumptions that guide the direction of 

the collection and analysis of data and the mixture of qualitative and quantitative 

approaches in many phases in the research process. As a method, it focuses on 

collecting, analyzing, and mixing both quantitative and qualitative data in a 

single study or series of studies. Its central premise is that the use of quantitative 

and qualitative approaches in combination provides a better understanding of 

research problems than either approach alone. (p. 5)  

Clearly, there are similarities between the end product of research informed by a 

pragmatic paradigm, and what Creswell and Plano Clark (2011) might define as the 

mixed method paradigm. As a researcher committed to the ontological and 

epistemological perspectives associated with the pragmatic research paradigm defined 

by Creswell (2003), Creswell and Plano Clark (2011), Luo (2011), Mackenzie and 

Knipe (2006), Mertens (2005), O’Leary (2004), Patton (1990) and Tashakkori and 

Teddlie (1998, 2010), I believe that a combination of methods provides a valuable 

structure for my research. There are a number of arguments to support this decision. 

First, from the pragmatic point of view, a mixed method research methodology provides 

comprehensive evidence for studying a research problem because researchers have at 

their disposal all of the tools of data collection that work to answer their questions 

within their specific context. It is therefore a practical approach, which serves a 

humanistic need to use both numbers and words to solve problems (Creswell & Plano 

Clark, 2011). 

Second, a combination of methods can help to answer questions that cannot be 

answered by quantitative or qualitative approaches on their own. For example, “Do 

participant views from the interviews converge or depart from the survey and 

questionnaire”? (Creswell & Plano Clark, 2011, p. 12). Questions such as these allow 

researchers to problematise and/or extend findings from surveys—something that would 

not be possible if pursuing either a purely quantitative or a purely qualitative data 

collection protocol. Additionally, Schwandt (2000) argues that it is highly questionable 
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whether a distinction between qualitative inquiry and quantitative inquiry is helpful in 

understanding the purpose and means of human inquiry, by making the following 

statement: 

All research is interpretive, and we face a multiplicity of methods that are 

suitable for different kinds of understandings. So the traditional means of 

coming to grips with one’s identity as a researcher by aligning oneself with a 

particular set of methods (or being defined in one’s department as a student of 

“qualitative” or “quantitative” methods) is no longer very useful. If we are to go 

forward, we need to get rid of that distinction. (p. 210) 

Working with these insights as a frame of reference, I arrived at my own commitment to 

multiple methods for this study by considering the pragmatic question of what will work 

in terms of answering my research questions.  

More specifically, the research proceeds from the assumption that previous research into 

metacognitive awareness of reading strategy use has provided insights into the kinds of 

questions that need to be asked, and the kinds of data collection methods that allow 

these questions to be answered—insights that have been validated through peer review 

of publications. Key principles guiding my research design are as follows: 

 Understanding metacognitive awareness of reading strategy use will positively 

affect the ways in which teachers work with non-English speakers in the UAE 

context; thus, the research questions explicitly focus on metacognitive awareness 

of reading strategies. 

 Insight into metacognitive awareness can be gained through use of previously 

validated instruments—specifically, the SORS protocol developed and trialled 

by Mokhtari and Sheorey (2002). 

 Reading strategy is influenced by context. Thus, given that the SORS was 

developed and primarily trialled in non-Arabic contexts, it is important to 

supplement this with a further, culturally appropriate data collection protocol to 

ensure that local or culturally specific issues relating to strategy use are captured. 
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This second data collection method was a think aloud protocol previously 

trialled by Langer (1990) and Block (1986). This is also further described above. 

Mixed methods research was appropriate for this study considering the complexity that 

existed in the sociocultural environment of the participants. Embedded in this unique 

sociocultural environment are sets of values, belief systems, attitudes and the systems of 

social stratification that have, in some way, affected participants in this study. 

Research Design: An Explanatory Sequential Study 

While working within the pragmatic paradigm, I have drawn upon literature associated 

with the mixed methods paradigm to articulate the design of the study. A number of 

approaches for designing mixed methods research have been discussed in literature 

(Bazeley, 2006; Johnson, Onwuegbuzie, & Turner, 2007; Teddlie & Tashakkori, 2006), 

which, according to Creswell and Plano Clark (2011), fall predominantly into two 

categories: typology-based and dynamic. The approach suggested by Creswell and 

Plano Clark (2011) for first-time researchers in mixed method studies is a typology-

based approach incorporating six major design prototypes encompassing a range of 

available options and steps previously defined by researchers, thereby provide guiding 

principles and practices—in other words, a “framework and logic ensuring the resulting 

design is rigorous, persuasive and of high quality” (p. 60). This design developed by 

Creswell and Plano Clark (2011) is consistent with the research design employed in this 

study.  

A typology-based approach lays emphasis on the classification of useful mixed methods 

designs and the subsequent selection and adaptation of a particular design to a study’s 

purpose and questions. The design selected under a typology-based approach involves 

consideration of a number of steps typically undertaken within each design and key 
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decisions that the researcher should make when incorporating these steps, as discussed 

above.  

The six mixed methods designs, as summarised by Creswell and Plano Clark (2011, pp. 

69–70), are the convergent parallel, explanatory sequential, exploratory sequential, 

embedded, transformative and multiphase. For the purposes of this research study, the 

explanatory sequential design is appropriate, not only to obtain quantitative results, but 

also to add value and explain such results in more detail through qualitative data 

collection, especially in terms of participant perspectives and characteristics. 

The explanatory sequential design consists of two distinct phases, as shown in Figure 1.  

In this study, the quantitative data collection method, incorporating a highly structured 

numerical survey/questionnaire for data collection and analysis, were used with a larger 

sample (and subsequent results), while the qualitative data collection method, consisting 

of think aloud interview schedules, were used for data collection and analysis with 

smaller samples. 

Figure 1. Explanatory Sequential Design Phases (Creswell & Plano Clark, 2011, p. 69) 

  

The results of the quantitative and qualitative phases were integrated (Creswell, Plano 

Clark, Guttman, & Hanson, 2003) during the analysis of the outcomes of the study. The 

specific data collection methods within this explanatory sequential design are now 

discussed in more detail. 
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Data Collection Methods 

SORS and Background Questionnaire 

In the first phase of data collection, a background questionnaire was used to collect 

contextual data about the participants, which included questions on age, gender, 

educational institution in which currently enrolled, perceptions of reading, perceived 

English language ability and duration of English study. This was consistent with my 

desire to be able to later analyse the data in ways that drew attention to possible 

differences between and among groups. This background questionnaire is attached as 

Appendix B. 

The purpose of the seven questions posed in the background questionnaire was to 

collect personal data from the participants, thus providing important relationship indices 

and possible explanations between individual variables and use of reading strategies 

obtained from both the survey and the think aloud interviews.  

Of particular interest to this study is the variable of gender (Question 2), where valuable 

insights could be elicited that will enhance English language pedagogy within EFL and 

ESL classrooms in the Middle East and Australia in a post-secondary educational 

context.  The research was guided therefore by literature focusing exclusively on 

gender. 

Further and significant quantitative data for this study were collected through the SORS, 

which was designed by Mokhtari and Sheorey (2002) as a tool for measuring the 

metacognitive awareness and perceived use of reading strategies of native and non-

native speakers of English. According to Mokhtari and Sheorey, “there is strong 

research support regarding the positive relationship between students’ metacognitive 

awareness of reading processes and their ability to read” (p. 2). The instrument 

measures three broad categories: global, problem solving and support strategies.  
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The SORS tool is based on the Metacognitive Awareness of Reading Strategies 

Inventory (MARSI) originally developed by Mokhtari and Reichard (2002) as a tool for 

measuring native English–speaking students’ awareness and use of reading strategies 

while reading academic or school-related materials. The items listed in the inventory are 

in line with the definitions outlined by the National Reading Panel report (National 

Institute of Child Health and Human Development [NICHD], 2000), which summarised 

several decades of scientific research, clearly demonstrating that effective reading 

instruction addresses five critical areas: phonemic awareness, phonics, reading fluency, 

vocabulary development and reading comprehension. These five reading components 

aided the designers of the SORS to formulate the content domains included in the 

survey (Chen, Gualberto, & Tameta, 2009). 

The MARSI was validated with school and college students in the United States (N = 

825) with Cronbach’s alpha reliability coefficients of .92, .79 and .87 for metacognitive, 

cognitive and support categories respectively (overall reliability of .93), indicating a 

dependable measure of metacognitive awareness of reading strategies (Sheorey & 

Mokhtari, 2001). As the MARSI tool was developed to measure native English–

speaking students, it was deemed unsuitable for use with ESL and EFL students. 

Alterations were made to the MARSI tool to make it more suitable for ESL learners, 

with two basic yet important revisions. Firstly, to reduce some redundancy in the 

instrument, two of the strategies originally used in the MARSI (“I summarise what I 

read to reflect on important information in the text” and “I discuss what I read with 

others to check my understanding”) were incorporated into existing support reading 

strategies in the SORS, resulting in a reduction of items from 30 to 28. Secondly, some 

modifications were made to the wording of some of the items so that they would be 

easily comprehensible to ESL students. Following the revisions, the revised instrument 

was pilot-tested on a population of ESL students studying at a university in the United 
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States (N = 147), and consistent results were found relative to the instrument’s overall 

reliability (Cronbach’s alpha = 0.89), indicating a reasonable degree of consistency in 

measuring awareness of perceived use of reading strategies among native and non-

native speakers of English (Sheorey & Mokhtari, 2001).  

To allow for valid data to be collected, the SORS was transcribed into Arabic by a 

bilingual colleague, which was double-checked by another bilingual colleague from 

another department to ensure validity of the translation. The survey was then piloted 

with a group of 30 students enrolled in a vocational educational institution in their final 

year to ensure instructions, testing procedures, administration times and the Arabic 

translation was accurate and easily understood. As a result of feedback received from 

these students, a number of minor Arabic translation changes were made to the original 

questionnaire and instructions to participants. These changes allowed for an easier 

interpretation of the statements by students who were yet not proficient at English.  

Questions within SORS have been divided into three categories, namely, those that 

address global problem strategies, problem solving strategies or support reading 

strategies, and students self-rated the frequency of metacognitive awareness of reading 

strategy usage by means of a score of 1–5, described in Table 1. 

Table 1. Self-Rating Scale 

Score Scale Description 

1 Never or almost never do this 

2 Do this only occasionally 

3 Sometimes do this (about 50% of the time) 

4 Usually do this 

5 Always or almost always do this 

The three categories, which include a number of competency statements, are described 

below: 
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 Global: Reading strategies that are intentional and carefully planned techniques 

used to monitor progress, plan for reading and set reading objectives. 

 Problem solving: Reading strategies involving focused measures readers 

undertake to comprehend text while engaged with the text. 

 Support: Support mechanisms aiding the reader to comprehend text, for 

example, use of a dictionary, taking notes and highlighting text. 

The SORS provides useful validated data that address both research questions. 

However, as noted above and in the literature review, this study recognises that there 

may be differences relating to metacognitive awareness of reading strategy use from 

context to context. The SORS instrument was therefore coupled, in this research, with 

the use of a think aloud protocol. The think aloud protocol is a procedure used for 

examining how students orchestrate their reading strategy while performing the task. It 

was used by Block (1986) and Langer (1990) and has been shown to give insight into 

reading strategy use. Although it is recognised that the think aloud procedure does not 

capture all of a reader’s thoughts and strategies and creates an artificial reading 

situation, Langer (1990) confirmed that “it has proven to be an effective technique for 

examining how students orchestrate their reading strategies over time” (p. 235).  

Data Collection Phases: Implementing the Research Plan 

Phase One: Recruitment 

Within the first phase of recruitment, a letter outlining the research project was 

forwarded to five major accredited tertiary institutions in the Abu Dhabi Emirate 

explaining the objectives of the study and participation commitments. In addition, an 

advertisement was placed in and around the campuses that called for volunteers to take 

part in the study (notice attached as Appendix C). The information sheet made it clear 

that participation was voluntary and that the results of the background questionnaire, 

SORS and interview (if they chose to be involved) would in no way affect their course 
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scores, and that their privacy would be protected. The information sheet outlined to the 

participants that their confidentiality would be protected and that the questionnaire 

would not require any data in regard to their name or any other private details that could 

be linked back to themselves. Further details about the ethical conduct of this research 

are provided later in the chapter.  

Phase Two: SORS and Background Questionnaire 

Following recruitment, 426 participants volunteered to participate. They were first 

asked to complete a background questionnaire and then to complete the SORS 

questionnaire. 

The surveys were conducted within the institutions outside of classroom times on 

advertised days and times. Both the questionnaire and instructions were explained in 

both Arabic and English, with participants being afforded the opportunity to ask 

questions prior to the completion of the surveys. Participants had the option of returning 

the surveys by mail, or by leaving it at the student administration office at their 

institution for later collection. A total of 426 copies of the questionnaire were 

distributed to students, of which 392 were valid, providing a response rate of 92%. 

Questionnaires deemed invalid had missing information, were not completed at all or 

contained questions not answered. The questionnaire and instructions are attached as 

Appendices A and B. 

Phase Three: Think Aloud Protocol 

After the survey, 40 participants volunteered to take part in the think aloud protocol. 

These participants were involved also in the Phase Two SORS survey and background 

questionnaire. This involved them describing how they were making sense of the text 

when reading a selected passage.  

In selecting the text passage, I was cognisant of schema theory, which emphasises the 

need to select a culturally familiar topic, and therefore, the passage selected was one 
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that I believed participants would be familiar with: a topic of ‘air pollution’ discussed 

frequently in the media and a common topic within English textbooks used within the 

classrooms. The text includes a variety of paragraphs that are labelled “A”, “B”, and so 

on, and include differing features, lengths and formatting, each with its own message on 

air pollution. The passage was analysed by a team of experienced EFL teachers, who 

rated it at intermediate level and confirmed it as a suitable text for the enrolled students 

at the various educational institutions. The participants were required to read passages 

in English and verbally report what strategies they utilised while reading. As suggested 

by Block (1986), a practice session was provided to familiarise the participants with the 

process and feel at ease with the procedure. To assist with this practice session the 

teachers involved provided a demonstration on a separate text showing participants 

what was required.  This practice session was also translated in Arabic to ensure 

participants understood the process.  Refer to Appendix E for the think aloud text 

passage which included deliberate grammatical mistakes and incoherent sentences with 

the aim of providing highlighted places in the text for participants to stop and 

demonstrate metacognitive awareness of reading strategy usage when faced with a 

problem. 

As in the study conducted by Jimenez et al. (1995, 1996) participants were also allowed 

to use either English or Arabic to verbalise their thoughts while reading, which were 

later translated by a proficient Arabic speaker.  Participants were asked to read silently 

and then respond at the end of a sentence or short paragraph depending upon how 

comfortable they were with the process.  

The think aloud protocol (adapted from previous research undertaken by Block, 1986 

and Jimenez et al., 1995) provides examples of questions for interviewers that could be 

used to elicit responses and the interviews were conducted using these protocols and 

recorded for later analysis. It was necessary for volunteer participants to sign a written 
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consent in order to participate in this method of data collection. The interviews were 

recorded as they took place and conducted after normal working hours at the 

educational institution providing comfortable and familiar surroundings.  

A number of volunteer experienced and qualified English teachers assisted with the 

interviewing process after training was provided, to ensure familiarity with the protocol 

and the opportunity to practice before being involved directly with the study. No names 

were recorded or requested at any time during the data collection to protect the identity 

of the participants. The think aloud protocol is attached as Appendix D. 

Summary of Participants 

All participants were male and female adult Emirati nationals studying at various post-

secondary educational institutions in the Emirate of Abu Dhabi, UAE, and enrolled in a 

range of diploma and bachelor programmes. For all participants, Arabic was their first 

or native language and English was a second and foreign4 language. The participants 

had completed secondary school education and were enrolled in a variety of educational 

institutes, including vocational colleges (69.8%), Higher Colleges of Technology 

(7.5%), universities (6.2%) and other (16.5%). 

A total of 392 participants responded to the survey and questionnaire. Their ages ranged 

from <20 to 40+ years, with the majority (185) of participants confirming their age as 

between 20 and 30 years. All participating students were enrolled in their first year or 

foundation level in their course of study. The majority of the participants involved in the 

study (62.7%) had studied English for more than five years, (19.2%) for two–five years 

and (17.9%) for less than one year. A high proportion of participants rated their English 

reading level to be good (46.5%), average (38.4%) and excellent (8.2%), with 6.6% 

self-rating their ability at poor. The importance of having English reading skills was 

rated relatively high, with (90.6%) in agreement that it was important and only (9.5%) 

                                                 
4 English is not the official first language of the UAE. 
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stating that it was unimportant or that they were unsure of its importance. The reasons 

stated for the importance rating were, as the most important (68.7%), that it was an 

important tool for learning (in western institutions), followed by for employment (10%), 

for enjoyment (6.2%), multi-purpose and other (14.1%), with 1% stating it was 

unimportant. Refer to Table 2, which provides a diagrammatical summary of this data. 
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Table 2. Summary Description of Participants 

Criteria Males % Females % 

Males v. Females 280 (28.6%) 112 (71.4%) 

Age (in years): 

<20 

20–30 

30–40 

40+ 

 

35.7 

39.3 

23.2 

0.9 

 

23.9 

67.1 

8.9 

0 

English Study Duration: 

<1 year 

2–5 years 

>5 years 

 

25.0 

30.4 

44.6 

 

15.1 

14.7 

69.9 

Current Study: 

VET 

College 

University 

Other 

 

47.7 

22.5 

8.1 

21.6 

 

78.7 

1.4 

5.4 

14.4 

English Language Ability (self-rated): 

Poor 

Average 

Good 

Excellent 

 

7.2 

45.9 

38.7 

8.1 

 

6.4 

35.4 

49.6 

8.2 

Importance of Reading: 

Strongly agree 

Agree 

Unsure 

Disagree 

Strongly disagree 

 

10.7 

78.6 

9.8 

0.9 

 

13.6 

77.5 

8.2 

0.7 

Reasons for Importance of Reading: 

Employment 

Enjoyment 

Learning 

Other 

Not important 

Multi-purpose 

 

20.9 

8.2 

54.5 

5.5 

2.7 

8.2 

 

5.7 

5.4 

74.3 

4.3 

0.4 

10.0 

 

A summary of the data collected is provided in Table 3. 
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Table 3. Summary Data Collection Process (Creswell & Plano Clark, 2011) 

Phase Procedure Product 

Quantitative data collection SORS – (N = 392) Numeric data 

Quantitative data analysis Frequency patterns  

Mean scores 

Mann-Whitney test 

SPSS Software, version 19 

Descriptive statistics 

Inferential statistical 

Qualitative data collection  Voluntary selection  

Developing think aloud 

protocols 

Cases (n = 40) 

Males (n = 9) 

Females (n = 31) 

Qualitative data analysis Coding and thematic analysis 

Cross-thematic analysis with 

quantitative data 

Codes and themes 

Similar and different themes 

and categories 

Integration of the quantitative 

and qualitative results 
Interpretation of the 

quantitative and qualitative 

results 

Discussion 

Implications 

Future research 

Validity and Reliability 

Pragmatic research, as described above, is informed by a commitment to what works. 

Determination of what works in regards to addressing a particular research question 

commonly involves consideration, not only of the findings of a particular research 

approach (in previous studies), but also of issues of reliability and validity, which, 

according to Neuman (2006), are both concerned with connecting measures to 

constructs that are often ambiguous, diffuse and not directly observable. Research in the 

social sciences requires attention to be paid to these two important requirements in order 

for the findings to be considered useful or acceptable or as ‘working’ to help solve 

problems. 

While Neuman states that reliability and validity are virtually impossible to achieve 

(and thus always open to contestation), consideration of how a pragmatic study is 

designed helps to establish the credibility of findings produced by a study. As 

previously outlined, a pragmatic approach focuses on what works, but also attends to 

the ways in which research will be interpreted. For this reason, it is not a case of 
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‘anything goes’, but rather, emphasis is on the need for the researcher to make a 

compelling case about the validity and reliability of their findings.  

Validity 

Validation is described by Drost (2011) as being concerned with the “meaningfulness of 

research components” (p. 114) and is therefore a measure of the meaning of what is 

measured or argued from an analysis and thus more difficult to establish. When 

researchers measure behaviours, they are concerned with whether they are measuring 

what they intended to measure. Becker (2014) stated that something can be taken 

seriously only when it withstands “all the criticisms and questions people can bring to 

discredit it” (p. 173). Of course, as Becker admitted, you can never deal with all 

possible criticisms, but it is important to consider the ones most likely to occur, or as 

others would say, deal with the ‘challenges to the validity’ of the hypothesis (Campbell 

& Stanley, 1963; Shadish, Cook, & Campbell, 2001). 

Validity of the research design  

Latour (1987) recommended the control of potential critics of the research design by 

cutting off promising avenues of criticism with convincing answers, a term he referred 

to as “capitation” (p. 57). In consideration of Latour’s recommendation, I have sought to 

identify possible criticisms or challenges to the validity of the research design and 

address these by providing plausible answers for questions that may be asked during 

key phases of the research. These are further outlined below and summarised in Table 4. 

According to Creswell and Plano Clark (2011), validity differs in quantitative and 

qualitative research, which both serve the purpose of checking on the quality of the data, 

the results and the interpretations. As this study is based on a mixed methodology 

design, validity needs to be considered in terms of both the qualitative and the 

quantitative phases of the study. In quantitative research, the first design phase of this 

study, the issues of validity are concerned with two issues: first, the quality of the scores 
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from the instruments used and, second, the quality of the conclusions drawn from the 

results (Creswell & Plano Clark, 2011). Quantitative validity therefore pertains to the 

scores received from participants as meaningful indicators of the constructs measured. 

These measures are referred to by Creswell and Plano Clark (2011) as external validity. 

External validity is concerned, therefore, with “the extent to which the investigator can 

conclude that the results apply to a larger population, which is usually of highest 

concern in survey designs” (Creswell & Plano Clark, 2011, p. 211), an important 

consideration with this study. 

Validity of data collection instrument   

To address the question of validity of the data collection instrument, it should be noted 

that the SORS tool, originally designed and named as the MARSI, was validated with 

school and college students in the United States. This was previously discussed in the 

section on data collection methods. The results from the quantitative SORS tool were 

analysed using descriptive and inferential statistics by means of SPSS software. 

In terms of qualitative research, the focus is more on validity than reliability to 

determine whether the account provided by the researcher and the participants is 

accurate (Creswell & Plano Clark, 2011). This is discussed further in the following 

section on reliability.  

Since mixed methods research involves both quantitative and qualitative data types, it is 

necessary to address the specific types of validity checks that are required for both 

types. Validity is described by Creswell and Plano Clark (2011) as “employing 

strategies that address potential issues in data collection, data analysis, and the 

interpretations that might compromise the merging or connecting of the quantitative and 

qualitative strands of the study and the conclusions drawn from the combination” (p. 

239). Table 4 outlines the potential validity threats when merging data and the strategies 
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that were employed for minimising the threat from data collection, data analysis and 

interpretation perspectives.  

Reliability 

Measures are considered reliable if they are consistent over time and in a variety of 

conditions (Drost, 2011, p. 9451). Drost argued that reliability “is the extent to which 

measurements are repeatable—when different persons perform the measurements, on 

different occasions, under different conditions, with supposedly alternative instruments 

which measure the same thing” (p. 106). 

Reliability in research design 

Neuman (2006) described reliability in research design as signifying dependability or 

consistency and suggested that the same outcomes may be achieved in research that is 

repeated or recurs under identical or very similar conditions (such as other contexts 

within the UAE, or other culturally, linguistically and politically similar environments).  

Taking into consideration of the participants’ EFL proficiency level in English as well, 

this study made several adaptations to SORS to increase feasibility of the present study. 

Firstly, it was decided that the questionnaire be administered in Arabic, the native 

language, which the participants were most proficient in and comfortable with. The 

SORS tool was translated from English to Arabic by a group of individuals who have 

expertise in both languages providing authenticity of the instrument.  No further 

changes were made to the adapted SORS scale developed by Mokhtari and Sheorey 

(2002). 

The passage of the think aloud material was judged for its readability by a pool of 

English teachers and grade its difficulty level. The level was found to be appropriate at 

intermediate level and agreement reached to leave a number of deliberate errors into the 

text in order to gauge participants’ handling and/or recognition of these errors when 

carrying out the think aloud interviews. A think aloud protocol was also established to 



 

103 

ensure consistency of interview techniques by volunteer teachers and training and 

practice sessions were provided. 

Reliability of data collection instrument  

In terms of the reliability of the quantitative data collection instrument, Creswell and 

Plano Clark (2011) provided a definition that accounts for the quantitative data 

collection element by stating that quantitative reliability means that the scores received 

from participants are consistent and stable over time. In addition to this, reliability of 

scores from past users, assessed in terms of reliability coefficients, and instrument test-

retest results need to be addressed. To secure the quantitative reliability of this study, 

the SORS was field-tested extensively with diverse student populations including native 

and non-native speakers of English by the original authors and was found to have well 

established psychometric properties including validity and reliability data with an 

overall reliability of 0.89 (Mokhtari & Reichard, 2002; Mokhtari & Sheorey, 2008; 

Sheorey & Mokhtari, 2001). 

Qualitative research, however, has a focus more on validity than reliability to determine 

whether the account provided by the researcher and the participants is accurate, can be 

trusted and is credible (Lincoln & Guba, 1985). While Creswell and Plano Clark (2011) 

acknowledge this fact, they confirm that, although it has limited meaning in qualitative 

research, it is popular when there is interest in comparing coding among several coders.  

A key issue regarding the validity and reliability of this research is the decision to 

analyse both data sets (quantitative and qualitative) using the SORS categories of 

global, support and problem solving. Using the SORS questionnaire, participants were 

required, firstly, to self-assess their metacognitive awareness of reading strategy use  

against the three categories and subsequent subscales. The SORS questionnaire was 

further used by coders to code the responses, according to the three categories and 

subscales, provided by participants using the think aloud protocol while reading a 
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passage in English. A number of pitfalls were identified in advance during a trial period 

that could pose a threat to validity, and accordingly, strategies were put in place to 

minimise these threats. These are outlined in Table 4.  
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Table 4. Validity Threats and Minimisation Strategies (Adapted from Creswell & Plano Clark, 

2011, p. 240) 

Potential Validity Threats When Merging 

Data 
Strategies for Minimising the Threat 

within This Research 

Data Collection Issues 

Selecting inappropriate individuals for the 

qualitative and quantitative data collection 
Participants selected from the same pool, i.e. 

from vocational education and training 

colleges/tertiary institutions in the UAE 

Using inappropriate sample sizes for the 

qualitative and quantitative data collection 
A large sample size for quantitative (396) and 

a small sample size for qualitative (40) 

Choosing inadequate participants for the 

follow-up who cannot help explain 

significant results 

Participants selected from the same pool, i.e. 

from vocational education and training 

colleges/tertiary institutions in the UAE 

Not designing an instrument with sound 

psychometric (i.e. validity and reliability) 

properties 

The instrument selected is the SORS tool, 

which has been validated and tested for 

reliability 

Data Analysis Issues 

Choosing weak quantitative results to follow 

up on qualitatively 
Descriptive analysis used to analyse data 

appropriately 

Choosing weak qualitative findings to follow 

up on quantitatively 
The use of major themes/codes as developed 

by SORS used to transform data 

Including qualitative data in an intervention 

trial without a clear intent of its use 
Not applicable to this study 

Interpretation Issues 

Comparing the two data sets when they are 

intended to build rather than merge 
Quantitative and qualitative data sets 

interpreted to answer the specific mixed 

methods research questions 

Interpreting the two databases in reverse 

sequence 
The order of interpretation placed in order of 

the design (i.e. quantitative and then 

qualitative) 

Not taking full advantage of the potential of 

“before” or “after” qualitative data findings 

for an intervention trial 

Not applicable to this study 

Not interpreting the mixed methods results in 

light of the advocacy or social science lens 
Culture considered in the qualitative 

interviews and discussed in terms of the 

social science lens 

Not relating the stages or projects in a 

multiphase study to each other 
Not applicable to this study 

Irreconcilable differences among different 

researchers on a team 
Not applicable to this study 
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Ethical Conduct 

Ethical principles and values that underpin this research study are contained in the 

Australian National Statement on Ethical Conduct in Human Research (National Health 

and Medical Research Council & Australian Research Council [NHMRC & ARC], 

2007; herein referred to as the National Statement) endorsed in March 2007, which 

guides the design, review and conduct of research. According to the National Statement, 

“the values of respect, research merit and integrity, justice, and beneficence have 

become prominent in the ethics of human research in the past six decades, and they 

provide a substantial and flexible framework for principles to guide the design, review 

and conduct of such research” (NHMRC & ARC, 2007, p. 9), including issues specific 

to conducting research with or in diverse countries. The project was reviewed by 

Griffith University's Human Research Ethics Office and received clearance in 2010 (GU 

Ref No: EBL/30/10/HREC).  Key ethical issues are considered below. 

Ethical Principles and Values 

Respect 

According to the National Statement, respect is the central value (NHMRC & ARC, 

2007) as it recognises that each human being has value in himself or herself that informs 

all interaction between people (p. 9). Additionally, it recognises the value of human 

autonomy and provides protection of those with diminished or no autonomy—a 

particular concern for this study, where gender plays a significant role within this 

cultural context. This study considered, therefore, the participants’ specific cultural 

setting, particularly with regard to laws and religious beliefs and specifically in regard 

to the following procedures: 

 Confidentiality was maintained by omitting names in interviews, surveys or 

questionnaires. 
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 Participation was purely voluntary and no coercion to participate was 

undertaken. 

 Training and clear guidelines were provided on how to conduct interviews with 

interviewing staff. 

 Respect for Arabic language was upheld by translation of documentation into 

Arabic. 

 Prior to the researching being undertaken, the Abu Dhabi Educational Council 

Research personnel were contacted; a subsequent private interview was arranged 

to discuss the research and verbal approval was given for it to proceed. 

 Appropriate personnel were present during interview and testing times, that is, 

female interviewers and assessors were used for female participants and male 

interviewers and assessors were used for the male participants together with the 

presence of Arabic translators. 

 College and university personnel were informed prior to the research being 

undertaken and permission was received from the directors of each educational 

institution. 

 A consent form was given to the participants that outlined the voluntary nature 

of participation and the ability to withdraw at any time during the research.  

Research Merit and Integrity 

As outlined in the National Statement (NHMRC & ARC, 2007), unless research has 

merit and the researchers have integrity in conducting the research, the involvement of 

human participants in the research cannot be ethically justifiable (p. 10). The design and 

the conduct of the research undertaken in this country was acknowledged by 

consultation with authorities, abiding by ethics approvals and having the necessary 

working experience within this country and working environment. More specifically 
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and having cognisance of the merit and integrity description provided by the National 

Statement, the project had the following key features:  

 The project was designed using a mixed methods approach encompassing a 

range of quantitative and qualitative data sets, which meets the aims of the 

research project and research questions. 

 The project was based on current literature and previous studies in the area of 

SLA. 

 The project was supervised by qualified and experienced team members attached 

to the educational institution.  

 Results will be forwarded to all parties concerned regardless of the outcomes, 

allowing for public scrutiny. 

 Interviews that took place respected the gender differences and separate sessions 

were held for males and females. 

Justice and Beneficence 

The National Statement (NHMRC & ARC, 2007) outlines the application of justice 

within a research project, which involves a regard for human sameness and recognising 

the need to be treated in accordance with such justice, and additionally involves fair 

treatment in recruitment of participants and review of research (p. 9). Communication of 

all stages of the research was carried out clearly, and where necessary, written or verbal 

instructions and explanations were provided in both Arabic and English to ensure 

complete understanding.  

Beneficence as explained by the National Statement (NHMRC & ARC, 2007, p. 9) is 

applied by assessing and taking into account the risk of harm to participants and the 

wider community against the potential benefits of the research and being sensitive to the 

welfare and interests of the people involved in the research. It also involves having 

cognisance of the social and cultural implications involved in conducting the research. 
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Prior to the research being undertaken, key personnel were informed and Arabic-

speaking male and female employees were made available to assist during all stages of 

the research. Specific practices and procedures were employed to ensure justice and 

beneficence were considered, as outlined below: 

Justice 

 The process of recruiting participants was considered fair, allowing for voluntary 

participation that was requested through open advertisement. 

 No group of potential participants was excluded from the research, ensuring that 

the benefits from the research are relevant to the broader community. 

 There were no benefits of this research to any parties involved, including 

stipends, scholarships, gifts or the like. 

 Research outcomes will be made accessible to research participants as soon as 

completed. 

Beneficence 

 The project was designed to minimise the risks of harm and discomfort to 

participants by allowing the data collection to be carried out at a place and time 

of their choosing and by not making unreasonable demands on their time. 

 The letter to all participants outlined the benefits and risks of the project. 

 Participants were assured of the voluntary and anonymous nature of the project 

in the accompanying letter. 

 There was no unfair burden of participation conducted in the research on any 

particular groups, by allowing for flexibility of times and places for testing and 

interviews. 

 The researcher had experience in working with this culture and working 

environment. 
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 Local contacts were organised prior to the research being undertaken to ensure 

that Arabic-speaking males and females were available should there be further 

explanation or instruction required. 

 At all times, participants were protected by data being collected in a familiar and 

safe environment with no mixing of genders. 

Ethical Considerations Specific to Research Methods 

The National Statement (NHMRC & ARC, 2007) prescribes that ethical considerations 

specific to the particular research method need to be addressed (p. 23). The qualitative 

research carried out in this project involved a disciplined inquiry that examined 

participants’ lives, experiences and reading behaviours, including the relaying of stories 

and meanings that participants ascribed to them. As a result, a range of relationships 

between participants and researchers may have developed due to the duration and nature 

of the interaction. To avoid the risk of comprising the research, it was necessary to 

develop protocols to be used during the think aloud interviews. These protocols were 

discussed in training sessions with other volunteer teachers to ensure that appropriate 

guidelines were established to avoid the possibility of the data being compromised. 

These protocols are attached as Appendix D.  

Data Banks 

The term data banks, as used in the National Statement (NHMRC & ARC, 2007) 

includes databases and involves the storage of data that is collected during the interview 

process. For the purposes of this project, the data were labelled as non-identifiable data, 

and never labelled with individual identifiers. In this instance, the data was transcribed 

and saved as a soft copy and stored securely and not made available to anyone outside 

of the research team.  
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Ethical Considerations for People in Other Countries 

As stated in the National Statement (NHMRC & ARC, 2007), when a researcher from 

an Australian institution proposes to conduct research in another country, additional 

ethical considerations may arise (p. 65). In some situations, regard for the beliefs, 

customs and cultural heritage of participants require additional recognition of values. 

I have had extensive experience working within the Emirati culture and therefore 

understand that a specific ethical consideration for the participants of this project is their 

cultural background. The participants were both male and female Emirati participants 

who reside in the UAE. Female participants had no issues with data being collected by 

me as a female researcher; however, it was considered that male participants might feel 

more comfortable with (and might demand) a male data collector. In response to this 

possible occurrence, a number of male volunteer teachers were present and involved in 

the interview process. 

Additionally, as outlined above, all written documentation, including survey, 

questionnaire and information sheet, was made available in both Arabic and English to 

account for any written miscommunication, together with an Arabic speaker who was 

available to transcribe any Arabic words used during the recorded interviews. 

Conflict of Interest and Handling Complaints 

As outlined in the National Statement (NHMRC & ARC, 2007), a conflict of interest 

may exist in research where an individual’s or an institution’s interests have the 

potential to influence the outcome of the research (p. 79). To avoid a conflict of interest, 

permission was obtained from both ADEC and the educational institutions involved, 

and full disclosure of the procedure and participation of students was provided to them. 

Full information was also disclosed to the research participants in both English and 

Arabic, and the questionnaires were completed outside classroom time and conducted 

by the researcher and trained interviewers. Participants were also advised that 
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participation or otherwise in the research would in no way affect their grades, and 

withdrawal could take place at any time. 

In the event of participant complaints, the National Statement (NHMRC & ARC, 2007) 

outlines the process to be taken (p. 83). In line with the National Statement guidelines, 

instructions were outlined to participants in both English and Arabic on how to make a 

complaint and who to contact.  

Data Analysis 

According to Creswell and Plano Clark (2011), mixed method data analysis consists of 

“analytical techniques applied to both the quantitative and qualitative data as well as to 

the mixing of the two forms of data concurrently and sequentially in a single project” (p. 

212). Once the data analysis is complete, interpretation involves examining the 

combined results and assessing how this information addresses the mixed methods 

questions within the study. Teddlie and Tashakkori (2009) refer to this as drawing 

inferences and meta-inferences (p. 300), which in the case of mixed methods research 

are conclusions or interpretations gleaned from separate quantitative and qualitative 

elements (inferences) and across the quantitative and qualitative elements (meta-

inferences).  

Sequential explanatory designs involve two major sequential phases of data collection. 

The purpose of analysing data sequentially is to allow the first data set to inform the 

second set (Creswell & Plano Clark, 2011), and therefore, the quantitative and 

qualitative phases are supportive of each other and intrinsically linked to the success of 

the research. This design is suited to research where the researcher wants qualitative 

results to explain significant, non-significant or surprising quantitative results 

(Tashakkori & Teddlie, 1998) and begins with the collection and analysis of 

quantitative data followed by a qualitative phase. 
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Quantitative Phase 

The initial quantitative phase used a validated collection tool, the SORS questionnaire, 

to identify metacognitive awareness of reading strategy usage. The process involved 

analysing the quantitative data through descriptive and inferential statistics, first, to 

identify the metacognitive awareness of reading strategies utilised generally and, then, 

to analyse the results further, factoring in gender. Quantitative measurements of gender 

were important to identify statistically significant differences and were also used to steer 

in-depth qualitative study to explore further possible reasons for the outcomes.  

Qualitative Phase 

Subsequent to the collection of quantitative data, the second qualitative phase was 

conducted. In-depth think aloud protocols were used to see firsthand the process of 

reading and to gather information on how the participants think, what they do and how 

they feel as they go about the task of reading. Interviewers took notes of everything that 

the participants said and did (without attempting to interpret their words and actions); 

this was combined with an audio recording for later playback.  

Additionally, the transcribed think aloud protocols were further coded according to the 

three categories of reading strategies within the SORS (global, support and problem 

solving), and used for comparative purposes against the original categories used in the 

SORS tool designed by Mokhtari and Sheorey (2002). Reading strategies that were not 

yet incorporated into the SORS were added, and the new combined and revised SORS 

further analysed using descriptive analysis comparing results from the initial analysis.  

In addition to analysing the transcribed data for coding purposes, individual comments 

and viewpoints expressed by the participants were further analysed qualitatively to 

identify emerging themes, providing further evidence of cultural elements considered by 

the researcher to be influential in the use of reading strategies. The research questions 

necessitated a particular focus on gender differences and their origin, including any that 
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may appear to have arisen from the patriarchal society in which participants reside, the 

influence of previous educational experiences, attitudinal effects, and family influence 

and class differences. 

An important element of the data analysis, however, was to determine how to code the 

data and what process to use, which is discussed below. 

Coding Qualitative Data 

Computer versus Manual 

The first decision to be made in interpreting the qualitative data was whether to use a 

computerised coding program (NVivo) or to do manual coding. After attending a 

number of workshops conducted at Griffith University on NVivo and reflecting upon 

my research and reading carried out relating to my paradigm, I decided to do manual 

coding to allow a closer attachment to the data.  

Stages of Coding Data 

According to Strauss and Corbin (1990), coding serves to summarise, synthesise and 

sort out the emergent themes from interviews, observations and other sources. It has 

been argued that compared with the analysis of quantitative data, strategies for 

qualitative data are more diverse, less standardised and less explicitly outlined by 

researchers (Neuman, 2011). Nevertheless, there are some recurring themes within 

literature that describe what analysis of qualitative data involves. For qualitative 

researchers, coding means creating categories from interpretation of the data and 

examining the preformed categories based on the purpose of the investigation. In this 

study, I read the transcriptions carefully to identify possible codes or categories relevant 

to the purposes of the study.  

Neuman (2006) suggests that the initial stage involves a search for patterns in data, and 

once this pattern is identified, it is interpreted in terms of the setting in which it 

occurred. According to Neuman, this stage of data analysis involves examining, sorting, 
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categorising, evaluating, comparing, synthesising and contemplating the coded data as 

well as reviewing the raw and recorded data. The data collected for this study were 

analysed through three stages of coding. Firstly, open coding was employed as a process 

of breaking down, examining, comparing, conceptualising and categorising data (Ellen, 

1984; Strauss & Corbin, 1990). Axial coding, the second stage of coding, involved the 

organisation of the codes together with linking and discovery of key analytic categories 

(Ellen, 1984). The final stage, selective coding, examined previous codes to identify and 

select data that supported the conceptual coding categories already developed (Ellen, 

1984). A visual representation of these three stages can be seen in Figure 2. 

Figure 2. The Three Stages of Data Coding (Adapted from Ellen, 1984, p. 468) 

 

Figure 2 shows the first collection of data (Data 1) made up of raw sense data combined 

with the experience of the researcher within this cultural context, and the second 

collection of data (Data 2) using recorded data sourced from the think aloud interviews 

and notes made during the interviews. To assist with the above process, recordings were 

made of the think aloud interviews, transcribed into word-processed documents and 
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stored securely. Full permission was obtained from the participants for the recording, 

the transcription and the reporting of the findings.  

Labelling the Coded Data 

Initially, dozens of conceptual labels emerged from the think aloud sessions. These 

concepts, or rather the reading strategies, were summarised and grouped based on the 

SORS questionnaire categories and subscales developed by Sheorey and Mokhtari 

(2001). However, a further 17 metacognitive strategies self-reported by the participants 

were singled out, as they were not specifically described in the SORS tool. These 

additional strategies were further classified into the categories (that is, global, support 

and problem solving reading strategies) and further analysed in terms of percentage 

usage for male and female participants.  

Table 5 shows all the categories, including the new strategies added, shown in red. 

Table 5. Integrated Reading Strategy List 

Global Reading Strategies 

(GL) 
Support Reading Strategies 

(SR) 
Problem Solving Strategies 

(PS) 

Purpose in mind Take notes Read slowly and carefully 

Think about what I know to 

help me understand what I 

read 

When text becomes difficult 

I read aloud to help me 
Try to get back on track 

when I lose concentration 

Overall view of the text to 

see what it is about before 

reading it 

Underline or circle 

information in the text to 

help me remember it 

When text becomes difficult, 

I pay closer attention to what 

I am reading 

Review the text first by 

noting its characteristics like 

length and organisation 

I paraphrase (restate in my 

own words) to better 

understand what I read 

Stop from time to time to 

think about what I am 

reading 

When reading I decide what 

to read closely and what do 

ignore 

I go back and forth in the 

text to find relationships 

among ideas in it 

I try to picture or visualise 

information to help 

remember what I read 

I use tables, figures, and 

pictures in text to increase 

my understanding 
I ask myself questions I like 

to have answered in the text 

When text becomes difficult, 

I re-read it to increase my 

understanding 

I use context clues to help me 

better understand what I am 

reading 

When reading, I translate 

from English into my native 

language 

When I read, I guess the 

meaning of unknown words 

or phrases 

I use typographical features 

like bold face and italics to 

identify key information 

When reading, I think about 

information in both English 

and my mother tongue 

Identify problem and try to 

solve with appropriate 

strategy 
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Global Reading Strategies 

(GL) 
Support Reading Strategies 

(SR) 
Problem Solving Strategies 

(PS) 

I critically analyse and 

evaluate the information 

presented in the text 

Use my teacher/family 

member to help me to 

understand words 
Mouths words when reading 

I check my information when 

I come across new 

information 

Watches movies with or 

without English translation 
Uses English synonym to 

solve problem words 

I try to guess what the 

content of the text is about 

when I read 

Uses flash cards to help 

remember words—English 

one side/Arabic the other 

Keep on reading to find a 

solution 

I check to see if my guesses 

about the text are right or 

wrong 

Write out meanings of words 

in Arabic 
Uses finger/pencil to guide  

Use words I do know to help 

me understand the text, 

ignoring those I don’t—key 

words/key sentence   

Read the 

headlines/heading/title to 

mentally get an idea of what 

the text is about   

Reading out aloud to another 

person for phrasing and 

expressiveness 
  

Listens to others reading in 

English     

Creates a story in their mind 

in Arabic to help understand 

the text   

Sounds out words – 

enunciates   

Identifies types and source of 

text e.g. report from website   

Uses colour for 

comprehension   

Summary  

This chapter has outlined the research paradigm for the study—that of pragmatism—

and discussed why it is particularly suited to this study. The chapter also discussed how 

the use of mixed methods and sequential explanatory design has helped to enrich the 

outcomes of the study. Additionally, data collection methods were outlined, together 

with an explanation of how validity and reliability concepts have been adopted to 

enhance the quality of the study and the ethical considerations that were made in 
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conjunction with the guidelines provided by the National Statement (NHMRC & ARC, 

2007). 

The next chapter will focus on quantitative and qualitative data analysis, examined in 

light of the research questions and the methodology outlined above. 
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CHAPTER 4 – QUANTITATIVE RESULTS YIELDED BY SORS 

DATA  

Introduction 

The previous chapter outlined the theoretical framework of this study and the 

ontological and epistemological assumptions held by myself as a researcher. In the 

context of the literature reviewed in the previous chapters—and with a pragmatic 

commitment to identifying metacognitive awareness of reading strategy use in order to 

improve L2 reading comprehension—this chapter examines the data collected for the 

project to address the research questions. 

The chapter is divided into two main sections: 

1) an overview of the results gained from the first quantitative phase of data 

collection providing insights into metacognitive awareness of reading strategy 

usage—in exploring this first phase, I am looking at the findings from the 

quantitative survey (SORS) completed by all students that examines the 

participants’ self-reported beliefs about their reading strategy use; 

2) a detailed analysis of the data obtained from the quantitative survey (SORS) 

highlighting metacognitive awareness of reading strategy use and identification 

of the nature and extent of differences between males and females in the 

particular context of the research.   

The analysis that follows is guided by a desire to address these questions and to make a 

contribution to literature that seeks to better understand the relationship between 

metacognitive awareness of reading strategy use, cultural context and gender. 

Insights into Metacognitive Awareness of Reading Strategy Use 

In this opening section of analysis, the quantitative findings collected through the SORS 

questionnaire are examined in accordance with the first and second research questions. 
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As outlined above, the data examined in this section comes from respondents’ self-

reported strategy use, which demonstrates their metacognitive awareness of reading 

strategies utilised while reading a passage in English. 

Question 1: What reading strategies, as indicated by metacognitive awareness, do 

Emirati learners enrolled in the variety of post-secondary educational institutions in 

the UAE use to read in English?” 

The SORS consists of 28 items, using a five-point Likert scale ranging from 1 (“I never 

or almost never do this”) to 5 (“I always or almost always do this”). Students were 

asked to read each statement and circle the number that applies to them, indicating the 

frequency with which they perceived the use of the reading strategy implied in the 

statement. Thus, the higher the number, the more frequent the perceived use of the 

strategy concerned. The data were analysed using descriptive analysis to determine 

percentage usage, followed by inferential analysis using the Mann-Whitney test to 

determine differences between groups. The results show the most frequently used 

metacognitive awareness of reading strategies (used most often) and the least used 

metacognitive awareness of reading strategies (used least often). These labels, as 

adopted by Waxman and Padron (1987), are used in the tables below to compare 

reading strategy usage. Identifying both most frequently reported reading strategies by 

participants and the least frequently reported reading strategies is important because it 

assisted in the interpretation of the results. 

In determining the most frequently used metacognitive awareness of reading strategies, 

summative percentages of 3–5 (sometimes, usually and always or almost always) were 

calculated. When determining the least frequently cited reading strategies, the highest 

summative percentages of the scales 1-2 were used indicating a larger proportion of 

participants showing ‘never or almost never’ and ‘only occasionally’ using the reading 

strategy. Identifying the least frequently used reading strategies provides a snapshot of 

which strategies are not being sufficiently used by learners, which may enable educators 
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to ensure that these strategies are incorporated into the development of curriculum and 

teaching practices. When determining the least frequently used reading strategies, the 

highest summative percentages of the scales 1-2 were used indicating a larger 

proportion of participants showing ‘never or almost never’ and ‘only occasionally’ 

using the reading strategy.   

Mokhtari and Sheorey (2002) provided a key to interpreting the mean for each item and 

overall item scores of the SORS.  This study used a similar rating to interpret item 

means and additionally examined the score for each category of metacognitive 

awareness and perceived reading strategy usage as well as totalling the ratings of the 

individual items enabling the calculation of percentage scores for awareness and 

perception of reading strategy use of participants. 

Tables 6–10 show results of the three categories of SORS items, including global, 

problem solving and support, together with percentages of each scale and totals for all 

participants.  

The tables indicate the subscale number of participants who answered the question (N) 

out of the total 392 participants (N = 392).  

Global (GL) Reading Strategies  

Global reading strategies are described by Mokhtari and Sheorey (2002) as “those 

intentional, carefully planned techniques by which learners monitor or manage their 

reading” (p. 6). Table 6 displays metacognitive awareness of global (GL) reading 

strategy usage. Global reading strategies have been shown in the literature to contribute 

towards better reading comprehension and hence English language acquisition (Block 

1992, 1986; Huang, Chern & Lin, 2009). 
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Table 6. Total Global (GL) Reading Strategies (N = 392) 

Sub-

scale # 

N per 

item 

1 Never or 

almost 

never 

2 Only 

occasionally 

Total 

1 + 2 

3 Sometimes 4 Usually 5 Always or 

almost 

always 

Total 

3 + 4 

+ 5 

N % N % % N % N % N % % 

GL1 385 23 6 70 18.2 24.2 92 23.9 98 25.5 102 26.5 75.9 

I have a purpose in mind when I read 

GL2 383 25 6.5 62 16.2 22.7 95 24.8 111 29 90 23.5 77.3 

I think about what I know to help me understand what I read 

GL3 385 12 3.1 52 13.5 16.6 70 18.2 108 28.1 143 37.1 83.4 

I take an overall view of the text to see what it is about before reading it 

GL4 385 42 10.9 72 18.7 29.6 117 30.4 100 26 54 14 70.4 

I think about whether the content of the texts fits my reading purpose 

GL5 385 45 11.7 84 21.8 33.5 103 26.8 96 24.9 57 14.8 66.5 

I review the text first by noting its characteristics like length and organisation 

GL6 384 30 7.8 66 17.2 25 103 26.8 106 27.6 79 20.6 75.0 

When reading, I decide what to read closely and what to ignore 

GL7 385 26 6.8 36 9.4 16.2 81 21 91 23.6 151 39.2 83.8 

I use tables, figures, and pictures in text to increase my understanding 

GL8 385 22 5.7 68 17.7 23.4 101 26.2 107 27.8 87 22.6 76.6 

I use context clues to help me better understand what I am reading 

GL9 385 30 7.8 56 14.5 22.3 97 25.2 96 24.9 106 27.5 77.6 

I use typographical features like bold face and italics to identify key information 

GL10 380 34 8.9 70 18.4 27.3 98 25.8 100 26.3 78 20.5 72.6 

I critically analyse and evaluate the information presented in the text 

GL11 383 22 5.7 52 13.6 19.3 94 24.5 123 32.1 92 24 80.6 

I check my information when I come across new information 

GL12 382 25 6.5 66 17.3 23.8 108 28.3 96 25.1 87 22.8 76.2 

I try to guess what the content of the text is about when I read 

GL13 384 38 9.9 75 19.5 29.4 125 32.6 93 24.2 53 13.8 72.6 

I check to see if my guesses about the text are right or wrong 

As can be seen from Table 6, the three most frequently used reading strategies were: 

I use tables, figures, and pictures in text to increase my understanding (GL7), 83.8% 

I take an overall view of the text to see what it is about before reading it (GL3), 83.4% 

I check my information when I come across new information (GL11), 80.6% 

The least frequently used reading strategies identified were: 

I review the text first by noting its characteristics like length and organisation (GL5), 33.5% 

I think about whether the content of the texts fits my reading purpose (GL4), 29.6% 

I check to see if my guesses about the text are right or wrong (GL13), 29.4% 
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In light of the fact that global reading strategies are regarded as the most significant, it is 

important and significant that students in this context demonstrate these levels because 

previous educational experience in the primary and secondary level has not focused on 

these skills, relying more on rote learning techniques. 

Support (SR) Reading Strategies 

Support reading strategies, as described by Mokhtari and Sheorey (2002), are “basic 

mechanisms intended to aid the reader in comprehending the text” (p. 6). The use of 

support reading strategies is regarded as moderately important to overall acquisition in 

the literature. For example, in a study conducted by Sheorey and Mokhtari (2001) 

examining metacognitive awareness of reading strategies among native and non-native 

readers, ESL learners attributed value to support reading strategies regardless of their 

reading ability. Huang et al. (2009) later reported higher frequency of usage in support 

reading strategies in EFL learners while reading online materials; however, they were 

cautious in attributing reading comprehension success to support reading strategies, 

adding that “their sole dependence on support strategies did not result in better reading 

comprehension of main ideas or of details . . . students need to use other strategies . . . to 

improve their reading performance” (p. 22). Table 7 displays metacognitive awareness 

of support (SR) reading strategy usage. 
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Table 7. Total Support (SR) Reading Strategies (N = 392) 

Sub-

scale # 

N per 

item 

1 Never or 

almost 

never 

2 Only 

occasionally 

Total 

1 + 2 

3 Sometimes 4 Usually 5 Always or 

almost 

always 

Total 

3 + 4 

+ 5 

N % N % % N % N % N % % 

SR1 386 44 11.4 80 20.7 32.1 91 23.6 87 22.5 84 21.8 67.9 

I take notes while reading to help me understand what I read 

SR2 386 58 15 61 15.8 30.8 74 19.2 88 22.8 105 27.2 69.2 

When text becomes difficult, I read aloud to help me understand what I read 

SR3 386 18 4.7 48 12.4 17.1 72 18.7 101 26.2 147 38.1 83.0 

I underline or circle information in the text to help me remember it 

SR4 387 42 10.9 64 16.5 27.4 89 23 85 22 107 27.6 72.6 

I use reference materials (e.g. a dictionary) to help me understand what I read 

SR5 385 39 10.1 63 16.4 26.5 92 23.9 80 20.8 111 28.8 73.5 

I paraphrase (restate in my own words) to better understand what I read 

SR6 380 29 7.6 78 20.5 28.1 99 26.1 102 26.8 72 18.9 71.8 

I go back and forth in the text to find relationships among ideas in it 

SR7 383 47 12.3 70 18.3 30.6 109 28.5 97 25.3 60 15.7 69.5 

I ask myself questions I like to have answered in the text 

SR8 384 61 15.9 65 16.9 32.8 102 26.6 75 19.5 81 21.1 67.2 

When reading, I translate from English into my native language 

SR9 384 29 7.6 55 14.3 21.9 116 30.2 94 24.5 90 23.4 78.1 

When reading, I think about information in both English and my mother tongue 

Table 7 shows that the three most frequently used reading strategies were: 

I underline or circle information in the text to help me remember it (SR3), 83% 

When reading, I think about information in both English and my mother tongue (SR9), 78.1% 

I paraphrase (restate in my own words) to better understand what I read (SR5), 73.5% 

The least frequently used reading strategies were: 

When reading, I translate from English into my native language (SR8), 32.8% 

I take notes while reading to help me understand what I read (SR1), 32.1% 

When text becomes difficult, I read aloud to help me understand what I read (SR2), 30.8% 

As support reading strategies have not been shown to contribute directly towards 

reading comprehension success (Huang et al, 2009), in this context, overall usage of 

support reading strategies can be interpreted as reasonable and therefore does not raise 

particular concerns.  
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Problem Solving (PS) Reading Strategies  

Problem solving reading strategies, as described by Mokhtari and Sheorey (2002), 

“encompass the actions and procedures that readers use while working directly with the 

text and are localised, focused techniques that are used when problems develop in 

understanding textual information” (p. 6). Literature suggests that problem solving 

reading strategies are only mildly important in the context of overall English reading 

development (Chapelle, 2005; Huang, 1999; Huang et al., 2009). Table 8 displays 

metacognitive awareness of problem solving (PS) reading strategy usage.  

Table 8. Total Problem Solving (PS) Reading Strategies (N = 392) 

Sub-

scale # 

N per 

item 

1 Never or 

almost 

never 

2 Only 

occasionally 

Total 

1 + 2 

3 Sometimes 4 Usually 5 Always or 

almost 

always 

Total 

3 + 4 

+ 5 

N % N % % N % N % N % % 

PS1 382 22 5.8 44 11.5 17.3 91 23.8 98 25.7 127 33.2 82.7 

I read slowly and carefully to make sure I understand what I am reading 

PS2 383 13 3.4 30 7.8 11.2 69 18 112 29.2 159 41.5 88.7 

I try to get back on track when I lose concentration 

PS3 386 16 4.1 53 13.7 17.8 118 30.6 109 28.2 90 23.3 82.1 

I adjust my reading speed according to what I am reading 

PS4 382 13 3.4 37 9.7 13.1 75 19.6 94 24.6 163 42.7 86.9 

When text becomes difficult, I re-read it to increase my understanding 

PS5 383 25 6.5 62 16.2 22.7 112 29.2 107 27.9 77 20.1 77.7 

I stop from time to time and think about what I am reading 

PS6 379 17 4.5 51 13.5 18 96 25.3 104 27.4 111 29.3 82.0 

I try to picture or visualise information to help remember what I read 

PS7 385 17 4.4 38 9.9 14.3 76 19.7 97 25.2 157 40.8 85.7 

When text becomes difficult, I pay closer attention to what I am reading 

PS8 385 17 4.4 39 10.1 14.5 79 20.5 107 27.8 143 37.1 85.4 

When I read, I guess the meaning of unknown words or phrases 

As Table 8 shows, the three most frequently used reading strategies were: 

I try to get back on track when I lose concentration (PS2), 88.7% 

When text becomes difficult, I re-read it to increase my understanding (PS4), 86.9%  

When text becomes difficult, I pay closer attention to what I am reading (PS7), 85.7% 

The least frequently used reading strategies were: 
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I stop from time to time and think about what I am reading (PS5), 22.7% 

I try to picture or visualise information to help remember what I read (PS6), 18% 

I adjust my reading speed according to what I am reading (PS3), 17.8% 

From the initial analysis, problem solving reading strategies are shown in the literature 

to be only mildly significant to overall acquisition. However, in this context, where 

students are being asked to demonstrate critical thinking skills as an overall graduate 

outcome, it is important that these reading strategies are developed and employed. The 

results, however, do not raise major concerns for educators because the overall 

percentage rates of usage across all items show relatively high usage from 77.7% to 

88.8%.  

Reading Strategies: Overall Results from SORS 

Table 9 provides a summary of the SORS results overall, indicating average scores for 

the least and most frequently used reading strategies for each subscale.  
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Table 9. Total Percentages of 30 SORS Items 

Sub-

scale # 
Cat 

N per 

item 

1 Never or 

almost never 

2 Only 

occasionally 

Total  

1–2 

3 

Sometimes 

4 Usually 5 Always 

or almost 

always 

Total 

4–5 

N % N % % N % N % N % % 

GL5 Glob 385 45 11.7 84 21.8 33.5 103 26.8 96 24.9 57 14.8 66.5 

SR8 Sup 384 61 15.9 65 16.9 32.8 102 26.6 75 19.5 81 21.1 67.2 

SR1 Sup 386 44 11.4 80 20.7 32.1 91 23.6 87 22.5 84 21.8 67.9 

SR2 Sup 386 58 15 61 15.8 30.8 74 19.2 88 22.8 105 27.2 69.2 

SR7 Sup 383 47 12.3 70 18.3 30.6 109 28.5 97 25.3 60 15.7 69.5 

GL4 Glob 385 42 10.9 72 18.7 29.6 117 30.4 100 26 54 14.0 70.4 

SR6 Sup 380 29 7.6 78 20.5 28.1 99 26.1 102 26.8 72 18.9 71.8 

SR4 Sup 387 42 10.9 64 16.5 27.4 89 23 85 22 107 27.6 72.6 

GL10 Glob 380 34 8.9 70 18.4 27.3 98 25.8 100 26.3 78 20.5 72.6 

GL13 Glob 384 38 9.9 75 19.5 29.4 125 32.6 93 24.2 53 13.8 72.6 

SR5 Sup 385 39 10.1 63 16.4 26.5 92 23.9 80 20.8 111 28.8 73.5 

GL6 Glob 384 30 7.8 66 17.2 25 103 26.8 106 27.6 79 20.6 75.0 

GL1 Glob 385 23 6 70 18.2 24.2 92 23.9 98 25.5 102 26.5 75.9 

GL12 Glob 382 25 6.5 66 17.3 23.8 108 28.3 96 25.1 87 22.8 76.2 

GL8 Glob 385 22 5.7 68 17.7 23.4 101 26.2 107 27.8 87 22.6 76.6 

PS5 Prob 383 25 6.5 62 16.2 22.7 112 29.2 107 27.9 77 20.1 77.2 

GL2 Glob 383 25 6.5 62 16.2 22.7 95 24.8 111 29 90 23.5 77.3 

GL9 Glob 385 30 7.8 56 14.5 22.3 97 25.2 96 24.9 106 27.5 77.6 

SR9 Sup 384 29 7.6 55 14.3 21.9 116 30.2 94 24.5 90 23.4 78.1 

GL11 Glob 383 22 5.7 52 13.6 19.3 94 24.5 123 32.1 92 24 80.6 

PS6 Prob 379 17 4.5 51 13.5 18.0 96 25.3 104 27.4 111 29.3 82 

PS3 Prob 386 16 4.1 53 13.7 17.8 118 30.6 109 28.2 90 23.3 82.1 

PS1 Prob 382 22 5.8 44 11.5 17.3 91 23.8 98 25.7 127 33.2 82.7 

SR3 Sup 386 18 4.7 48 12.4 17.1 72 18.7 101 26.2 147 38.1 83.0 

GL3 Glob 385 12 3.1 52 13.5 16.6 70 18.2 108 28.1 143 37.1 83.4 

GL7 Glob 385 26 6.8 36 9.4 16.2 81 21 91 23.6 151 39.2 83.8 

PS8 Prob 385 17 4.4 39 10.1 14.5 79 20.5 107 27.8 143 37.1 85.4 

PS7 Prob 382 13 3.4 37 9.7 13.1 75 19.6 94 24.6 163 42.7 85.7 

PS4 Prob 385 17 4.4 38 9.9 14.3 76 19.7 97 25.2 157 40.8 86.9 

PS2 Prob 383 13 3.4 30 7.8 11.2 69 18 112 29.2 159 41.5 88.7 

The results from Table 9 show that the most frequently used reading strategies were: 

I try to get back on track when I lose concentration (PS2), 88.7%  

When text becomes difficult, I re-read it to increase my understanding (PS4), 86.9%  

When text becomes difficult, I pay closer attention to what I am reading (PS7), 85.7%  
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Interestingly, these are all problem solving strategies, the least important in the context 

of overall English reading development according to Huang (1999), Chapelle (2005) 

and Huang et al. (2009).  

The least used strategies were: 

I use context clues to help me better understand what I am reading (GL5), 33.5%  

When reading, I translate from English into my native language (SR8), 32.8% 

I take notes while reading to help me understand what I read (SR1), 32.1%  

The subscale most frequently used was problem solving, with an average of 84% of 

learners reporting they had used these strategies, sometimes, usually or always or almost 

always, followed by global, at 76%, and lastly, support, at 73%. This is depicted in 

Table 10. 
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Table 10. Subscale Percentages 

Sub-

scale # 
Cat 

N per 

item 

1 Never or 

almost 

never 

2 Only 

occasionally 

Total  

1–2 

3 

Sometimes 

4 Usually 5 Always 

or almost 

always 

Total 

4–5 

N % N % % N % N % N % % 

SR1 Sup 386 44 11.4 80 20.7 32.1 91 23.6 87 22.5 84 21.8 67.9 

SR2 Sup 386 58 15 61 15.8 30.8 74 19.2 88 22.8 105 27.2 69.2 

SR3 Sup 386 18 4.7 48 12.4 17.1 72 18.7 101 26.2 147 38.1 83.0 

SR4 Sup 387 42 10.9 64 16.5 27.4 89 23 85 22 107 27.6 72.6 

SR5 Sup 385 39 10.1 63 16.4 26.5 92 23.9 80 20.8 111 28.8 73.5 

SR6 Sup 380 29 7.6 78 20.5 28.1 99 26.1 102 26.8 72 18.9 71.8 

SR7 Sup 383 47 12.3 70 18.3 30.6 109 28.5 97 25.3 60 15.7 69.5 

SR8 Sup 384 61 15.9 65 16.9 32.8 102 26.6 75 19.5 81 21.1 67.2 

SR9 Sup 384 29 7.6 55 14.3 21.9 116 30.2 94 24.5 90 23.4 78.1 

Average (1–2) 27.4% Average (3–5) 72.53% 

GL1 Glob 385 23 6 70 18.2 24.2 92 23.9 98 25.5 102 26.5 75.9 

GL2 Glob 383 25 6.5 62 16.2 22.7 95 24.8 111 29 90 23.5 77.3 

GL3 Glob 385 12 3.1 52 13.5 16.6 70 18.2 108 28.1 143 37.1 83.4 

GL4 Glob 385 42 10.9 72 18.7 29.6 117 30.4 100 26 54 14.0 70.4 

GL5 Glob 385 45 11.7 84 21.8 33.5 103 26.8 96 24.9 57 14.8 66.5 

GL6 Glob 384 30 7.8 66 17.2 25 103 26.8 106 27.6 79 20.6 75.0 

GL7 Glob 385 26 6.8 36 9.4 16.2 81 21 91 23.6 151 39.2 83.8 

GL8 Glob 385 22 5.7 68 17.7 23.4 101 26.2 107 27.8 87 22.6 76.6 

GL9 Glob 385 30 7.8 56 14.5 22.3 97 25.2 96 24.9 106 27.5 77.6 

GL10 Glob 380 34 8.9 70 18.4 27.3 98 25.8 100 26.3 78 20.5 72.6 

GL11 Glob 383 22 5.7 52 13.6 19.3 94 24.5 123 32.1 92 24 80.6 

GL12 Glob 382 25 6.5 66 17.3 23.8 108 28.3 96 25.1 87 22.8 76.2 

GL13 Glob 384 38 9.9 75 19.5 29.4 125 32.6 93 24.2 53 13.8 72.6 

Average (1–2) 24.1% Average (3–5) 75.88% 

PS1 Prob 382 22 5.8 44 11.5 17.3 91 23.8 98 25.7 127 33.2 82.7 

PS2 Prob 383 13 3.4 30 7.8 11.2 69 18 112 29.2 159 41.5 88.7 

PS3 Prob 386 16 4.1 53 13.7 17.8 118 30.6 109 28.2 90 23.3 82.1 

PS4 Prob 385 17 4.4 38 9.9 14.3 76 19.7 97 25.2 157 40.8 86.9 

PS5 Prob 383 25 6.5 62 16.2 22.7 112 29.2 107 27.9 77 20.1 77.2 

PS6 Prob 379 17 4.5 51 13.5 18.0 96 25.3 104 27.4 111 29.3 82 

PS7 Prob 382 13 3.4 37 9.7 13.1 75 19.6 94 24.6 163 42.7 85.7 

PS8 Prob 385 17 4.4 39 10.1 14.5 79 20.5 107 27.8 143 37.1 85.4 

Average (1–2) 16.11% Average (3–5) 83.83% 

Analysis: Most and Least Common Reading Strategies 

Analysis of the data according to the three SORS categories revealed moderate to high 

metacognitive awareness of reading strategy usage, with problem solving reading 

strategies rated the highest, followed by global reading strategies and support reading 
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strategies. According to the literature, the overall dominant use of problem solving 

reading strategies—referred to as localised focused techniques by Mokhtari and Sheorey 

(2002)—indicated that learners are working directly with the text in a bottom-up nature 

(Huang et al., 2009); this category of reading strategies has been associated with both 

low proficient readers (Huang, 1999) and skilled reading that good readers use to 

enhance and regulate their reading comprehension (Baker & Brown, 1984). The data 

revealed a moderate to high level of awareness of reading strategy usage, reporting an 

average of 77.4% of usually or always and almost always usage and an average of 

22.6% of never or almost never and only occasionally use.   

The data presented above demonstrating that participants reported higher metacognitive 

awareness of problem solving and global reading strategies have implications for EFL 

teachers. As each type of reading strategy has certain functions in differing reading 

situations, learners need to be taught how to identify and utilise reading strategies 

according to the type of text presented.  

Comparative Results in Similar Contexts—EFL 

The findings from this research are intended to contribute to understandings about EFL 

in the UAE, but also to wider debates about EFL generally. It is therefore important to 

locate this research in the context of research done in similar contexts. It was suggested 

above that overall patterns of reading strategy use in the UAE may be different from 

those in other contexts. With the aim of providing appropriate comparisons from other 

studies to be made in relation to this study and context, discussion of results will focus 

on similar contexts as determined by specific criteria.  

In determining similar contexts, I considered the following factors, which in my 

opinion, formed the basis of the UAE’s specific cultural context: 

 religion (Muslim), 

 L1 (Arabic), 
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 patriarchal society, 

 oral traditions, 

 EFL learning environment, 

 gender imbalance5 (the UAE has the second highest gender imbalance in the 

world behind Qatar), 

 wealth, 

 ethnic mix and expatriate percentage,6 

 political system (i.e. sheikhdom). 

I considered a number of these factors to be compulsory criteria for selection purposes 

because they were dominant features of this context, including religion, L1 Arabic, 

patriarchal society, oral traditions and learning environment (EFL). However, to enable 

sufficient studies to be compared, absence of gender imbalance and wealth, while 

important features, did not rule out some studies. 

The countries that shared the most common factors according to the priority listing 

above included Algeria, Bahrain, Jordan, Kuwait, Iran, Iraq, Palestine, Malaysia, 

Morocco, Oman, Yemen, Qatar, Saudi Arabia, Syria, Lebanon and Pakistan. For this 

reason, studies conducted in these countries were used as foci for comparison purposes 

in similar contexts.  

High Use of Problem Solving Reading Strategies 

In regard to the research question “What reading strategies, as indicated by 

metacognitive awareness, do Emirati learners enrolled in the variety of post-secondary 

educational institutions in the UAE use to read in English?”, the data gathered from this 

study confirmed that, as a group, UAE readers were more likely to use problem solving 

                                                 
5 According to Countryeconomy.com (2014), the male population is greater, with 6,476,299 men, 

representing 70.35% of the total, compared with 2,729,352 or 29.64% women. 
6 The UAE have a very diverse population, of which only 13% are made up of UAE nationals 

(Countryeconomy.com, 2014).  
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reading strategies than any other reading strategy and least likely to use support reading 

strategies.  

The self-reported preference for metacognitive awareness of problem solving reading 

strategies, followed by global and support strategies, is consistent with previous 

research addressing metacognitive awareness and use of reading strategies by EFL 

readers in similar contexts. For instance, in a study that explored the perceived use of 

reading strategies while reading in English among UAE high school students, Alsheikh 

(2014) found that readers revealed a moderate to high usage in the order of problem 

solving, global and finally support reading strategies.  

These findings are consistent with earlier studies in similar settings using the criteria 

outlined above. Within one study situated in Saudi Arabia, for example, conducted by 

Al-Nujaidi (2003) to identify perceived reading strategy use among higher education 

students, the results showed significantly higher results in problem solving strategies, 

followed by global and lastly support strategies. These findings were confirmed by 

Shmais (2002), who reported higher usage of localised and mechanical reading 

strategies (problem solving reading strategies) by two Palestinian university students 

using think aloud protocols. More recent studies have also confirmed these findings, 

including the research conducted by Yùksel and Yùksel (2012), who, using SORS, 

sought to determine a group of EFL Turkish university students’ metacognitive 

awareness of academic reading strategies and found greater usage of problem solving, 

followed by global and lastly supporting reading strategies. A study later carried out by 

Al-Sohbani (2013) with a group of Yemeni university students aimed at exploring the 

perceived use of reading strategies using SORS also confirmed problem solving 

strategies were used more than global and support strategies, and further, that learners’ 

use of problem solving and global strategies significantly correlated with their marks in 

reading skills’ exams. 
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A number of possible explanations for the high usage of problem solving strategies 

were supplied by Block (1992), who suggested that L2 readers generally read more 

slowly than native speakers, and when faced with reading challenges, they are forced to 

stop and repair reading problems as they occur. In relation to this particular study, a 

more relatable explanation that offers consideration of the cultural context was provided 

by C. Hill (2011), who proposed that L2 readers will “often revert to their own cultural 

norms in an attempt to interpret the text” (p. 67) when faced with unfamiliar cultural 

patterns, thereby providing further evidence that reading strategy use may be common 

among cultures. A further plausible explanation is that the respondents’ reading 

proficiency in this study was quite low and therefore would frequently run into 

problems when reading English texts.  Consequently, they would have to use various 

problem solving strategies to cope with these problems.   

In consideration of the significance of cultural influence on reading strategies and 

subsequent reading comprehension, as purported by researchers (Brantmeier, 2003; 

Erten & Razi, 2009; Keshavarz et al., 2007) and of C. Hill’s (2011) assertion, a further 

explanation drawn from Abu-Rabia (2002) and Hansen’s (2008) framework of the 

reading acquisition of Arabic is therefore pertinent when interpreting the high reporting 

of problem solving reading strategies when reading in English in this and other similar 

studies. According to their framework, it is expected that since Arabic readers need to 

pay more attention to bottom-up processing when learning to read in Arabic, frequent 

use of problem solving strategies occur. The high use of strategies such as re-reading 

(PS7, 85.7%), paying closer attention (PS4, 86.9%) and reading slowly and carefully 

(PS1, 82.7%) indicates the amount of attention that Arabic readers give to low level 

processing of the language system. This supports the view that reading strategy usage is 

culturally bound.  
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The research studies outlined above addressing metacognitive awareness and use of 

reading strategies by EFL readers have shown that reading strategies that focus on 

techniques used when problems develop in understanding textual information are 

widely used by EFL learners within similar contexts and were the most common 

subgroup for all studies. The next section will examine the metacognitive awareness of 

individual reading strategy use reported by participants including a short interpretive 

discussion on possible interpretations. 

Overview of Metacognitive Awareness of Individual Reading Strategy Use, 

Interpretation and Comparison with Similar Contexts 

Participants’ preferences for problem solving reading strategies suggest that these 

readers had an awareness of their reading process and ability to take action while 

reading when reading difficulties arise. For instance, the most preferred reading strategy 

(see Table 10), which was PS2, “I try to get back on track when I lose concentration” 

(88.7%), reveals the students’ motivation, perseverance and action to be taken when 

comprehension breaks down. Additionally, strategies such as PS4, “When text becomes 

difficult, I pay closer attention to what I am reading” (86.9%), and PS7, “When text 

becomes difficult, I re-read it to increase my understanding” (85.7%), demonstrate 

awareness of their reading comprehension process and the subsequent choice of reading 

strategies selected to rectify any reading problems.  

For comparative purposes, Al Sohbani’s study of Yemeni university students (UAE’s 

closest neighbour) in 2013 was the only similarly reported study that recorded the use of 

these strategies with the exception of “I try to get back on track when I lose 

concentration”, which was not identified by the students in this subscale. All other 

studies conducted in similar contexts recorded higher usage in differing problem solving 

reading strategies, including reading slowly and carefully, staying focused (Al Sohbani, 

2013; Alsheikh, 2014); adjusting reading rate, re-reading for better understanding 
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(Alsheikh, 2014; Al Sohbani, 2013; Yùksel & Yùksel, 2012); paying close attention to 

reading and guessing of unknown words or phrases (Al Sohbani, 2013; Alsheikh, 2014).  

The choice of global reading strategies as the second most reported subscale could be 

interpreted as an indication that participants have the ability to plan and manage their 

reading comprehension process. The most reported global reading strategy was “I use 

tables, figures, and pictures in text to increase my understanding” (GL7, 83.8%), which 

implies the use of an intentionally planned activity to monitor the progress of their 

reading by using additional aids to check understanding. Further, the participants’ 

reporting of the next two most commonly used global reading strategies, “I take an 

overall view of the text to see what it is about before reading it” (GL3, 83.4%) and “I 

check my information when I come across new information” (GL11, 80.6%), further 

demonstrate a planned and monitored approach to the text as a process towards reading 

comprehension. Previous studies in similar contexts indicated similarities with one 

individual reading strategy, “I take an overall view of the text to see what it is about 

before reading it” (Yùksel & Yùksel, 2012). Other global reading strategies reported 

were using prior knowledge (Alsheikh, 2014; Yùksel & Yùksel, 2012), “I try to guess 

what the content of the text is about when I read” (Al Sohbani, 2013; Yuksen & Yùksel, 

2012) and “When reading, I decide what to read closely and what to ignore” (Yùksel & 

Yùksel, 2012).  

The support reading strategy subscale was the least used according to the participant 

surveys, with one reading strategy, “I underline or circle information in the text to help 

me remember it” (SR3 83%), clearly demonstrated as a preference within this category. 

While support strategies are explained by Mokhtari and Sheorey (2002) as “basic 

support mechanisms” (p. 4), this particular reading strategy indicates a degree of 

planning ability that is not apparent in the next three most frequent support strategies, 

“When reading, I think about information in both English and my mother tongue” (SR9, 
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78.1%), “I paraphrase (restate in my own words) to better understand what I am 

reading” (SR5, 73.5%) and “I use reference materials (e.g. a dictionary) to help me 

understand what I read” (SR4, 72.6%), which implies an immediate response to 

unfamiliar text. Similar findings were reported by Yùksel and Yùksel (2012), with the 

use of “I underline or circle information in the text to help me remember it” and using a 

dictionary (Al Sohbani, 2013); however, other studies reported differences. 

Paraphrasing, taking notes and going back and forth in the text were reported by Al 

Sohbani, 2013, and the use of questioning was reported by Al Sohbani (2013) and 

Shmais (2002).  

All studies in similar contexts demonstrated the same preference for the subscale 

problem solving reading strategies, but results indicated that, although certain reading 

strategies were common among similar studies and contexts, there were differences. C. 

Hill (2011) summed up this position by stating, “individuals are more than the 

stereotypes and generalizations of their cultures and may not necessarily use the same 

approaches” (p. 67).  

More important than individual reading strategy use is the choices made and whether 

they have a positive or a negative influence on reading comprehension, the topic of the 

next section. 

Issues in Reading Strategy Use: Positive and Negative Choices 

As outlined above, investigating individual reading strategies discloses the way readers 

manage their interaction with text and, importantly, how these strategies are related to 

text comprehension. Therefore, it is important for EFL educators to be aware of the 

range of reading strategies being used (and associated metacognitive awareness of this 

use) but also be able to recognise when reading strategy choices are positive or negative 

in the sense that they have previously been shown to improve reading and reading 

comprehension.  



 

137 

The results of the SORS survey identify not only that there is a general reliance on the 

least significant group of reading strategies, that is, problem solving strategies, but that 

there is also moderately frequent use of some strategies that are not shown to be 

positively correlated to reading comprehension. For example, when analysing individual 

metacognitive awareness of reading strategies of Emirati learners, one reading strategy 

identified in the medium frequency range (72.6%), “I use reference materials (e.g. a 

dictionary) to help me understand what I read” (SR4), has been identified in the 

literature as being negatively related to students’ reading achievement (Hahn, 1984; 

Padron, 1985). This is an interesting and important factor in relation to this cohort of 

learners because the use of an Arabic–English dictionary is widely used and encouraged 

in tertiary education in the UAE, although the literature asserts that the use of a 

translation dictionary does not contribute greatly towards reading comprehension. Aside 

from translation, the frequent use of a dictionary is consistent with L2 reading research 

that confirms that understanding vocabulary is perceived to be the most difficult task 

among EFL learners (Cheng, 1998), and therefore, the use of the dictionary is the most 

frequently employed strategy when learners encounter difficulties. 

Similar findings were evidenced by Al Sohbani (2013), who documented frequent use 

of the dictionary by Yemen university students, which, according to Al Sohbani, 

indicated weakness of other strategies such as inferring and consideration of the context, 

citing the reason that it wasted time in looking up the meaning of each word in 

dictionaries. 

On the other hand, according to Hahn (1984) and Padron (1985), the following 

individual reading strategies have been found to be positively related to reading 

comprehension and student achievement, yet they were identified by readers in this 

study within the low to medium frequency range—mostly within the support subscale: 

a) summarising in writing (similar to SR5—73.5%); 
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b) underlining important parts of the story (SR1—67.9%)—also reported by Al 

Sohbani (2013); 

c) self-generated questions (similar to SR7—69.5%)—also reported by Al Sheikh 

(2014); 

d) checking through the story to see if you remember all of it (similar to SR7—

69.5%); 

e) asking questions about the parts of the story you don’t understand (similar to 

SR8—67.2%)—also reported by Al Sohbani (2013) and Shmais (2002); 

f) taking notes (similar to SR1—67.9%)—also reported by Al Sohbani (2013); 

g) imaging or picturing the story in your mind (similar to GL8—76.6%). 

Thus, students’ high use of a negatively aligned reading strategy and, conversely, the 

low use of positively aligned strategies, does not necessarily mean no contribution to 

reading comprehension but rather that all participants used the strategies and therefore it 

no longer discriminates the students well. However, this has important pedagogical 

implications for L2 educators to encourage learners to use a range of reading strategies 

and in particular those that are aligned with positive reading outcomes.  

More importantly, according to Cheng (1998), in order to be strategic readers, learners 

not only need to know “what strategies to use, but also when, why, and how to use these 

strategies appropriately and effectively” (p. 23), referred to as metacognitive awareness. 

As outlined previously, metacognitive awareness refers to one’s knowledge of one’s 

own cognitive process and self-regulation of these processes (A. Brown, 1980) and, 

therefore, depends upon “who is using them, with what text, at what point in the text, 

under what circumstances, with what purpose in mind” (Cohen, 1990, p. 84). 

Consequently, the ability to think about one’s own thinking—that is, metacognitive 

awareness—is a crucial component of learning because it enables learners to continually 
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assess their level of reading comprehension and adjust their reading strategies 

accordingly to achieve greater success.  

Summary of SORS Data 

The findings from the SORS questionnaire provide insights into metacognitive 

awareness of reading strategy use. It shows that Emirati learners enrolled in post-

secondary education demonstrate a preference for problem solving reading strategies, 

the least significant group of reading strategies, according to the literature followed 

closely by global reading strategies and lastly support reading strategies. There was also 

moderately frequent use of reading strategies that are not shown to be positively aligned 

to reading comprehension indicating that learners are not utilising reading strategies 

fully in order to enhance reading comprehension.   

Researchers Chamot (2005) and Zhang (2010) have reminded us that language learning 

takes place in contexts, and consequently, educators need to take into consideration a 

variety of factors, including cultural inclination and the social context in which learning 

and teaching take place. Reading is a very individual process and is located within a 

social dimension where every individual is a member of a particular society and where 

different communities and societies, according to Cheng (1998), may have “different 

attitudes towards and uses of text” (p. 4).  

The UAE is a context within which gender is a very visible influence, so the next phase 

of research is to examine the impact of gender and reading strategy usage, which is the 

focus of the next section. This thesis reflects an anti-essentialist attitude towards gender 

(Rowan et al., 2014), discussed in the introduction. I do not seek to propose that there 

are biologically determined explanations for differences that may or may not exist 

between men and women learners’ reading strategy use, but rather, that choices are 

influenced by the environment in which individuals live. In this context, I am cognisant 

of the impact that social and cultural contexts can have on how an individual’s sense of 
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gender identity develops, and how this, in turn, can shape behaviour, attitudes and 

beliefs.  

As noted above and in earlier chapters, the particular cultural context of the UAE raises 

the possibilities about the influence of gender on reading strategy use. As there is no 

clear pattern regarding how gender affects reading strategy use, it has been speculated 

that women might use fewer strategies, that they might use less effective strategies and 

that they might demonstrate less overall metacognitive awareness. This research seeks 

to move beyond speculation to identify metacognitive awareness of reading strategy 

use. Once again, however, this identification is understood to provide insights into the 

particular impact of gender in this context and is not intended to be read as a universally 

applicable finding that will be the same for all EFL women, or all EFL women from 

Arabic countries.  

Question 2:  To what extent are the reading strategies selected by men different 

from those selected by women? 

Two sets of data analysis were used to examine the differences between metacognitive 

awareness of reading strategy usage of male and female Emirati learners and to answer 

the second research question.  

Firstly, descriptive analysis was employed using SPSS software to determine percentage 

usage, and secondly, inferential statistics were used to determine if the mean of the two 

groups (male and female learners) were statistically different from one another using the 

Mann-Whitney test.  

Overall Patterns of Perceived Reading Strategy Use between Men and Women in the 

UAE 

Examining the mean from both groups revealed that females reported higher usage on 

all three categories, as can be seen in Figure 3. 

Figure 3. Comparison of Male and Female Emirati Learners Subscales 
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Within each subscale, the first analysis also revealed that 28 out of the 30 reading 

strategies showed females’ usage being higher than males. The differences appeared 

between global reading strategy “I critically analyse and evaluate the information 

presented in the text” (GL10) and support reading strategy “I go back and forth in the 

text to find relationships among ideas in it” (SR6), where males showed only a 1.5% 

(GL10) and 0.8% (SR6) increase over female reported usage. 

To check the significance of these differences and to confirm the findings above, 

inferential statistics using the Mann-Whitney test were utilised to further investigate this 

research question, comparing responses of male and female participants and to discover 

whether there are any relationships or differences between genders that were not due to 

chance.  

The Mann-Whitney test is a non-parametric (not normally distributed) test that is used 

to determine if the mean of two groups (i.e. male and female participants in this study) 

are different from each other and is used as an alternative to the t-test when the 

assumptions of the t-test have been violated. In the case of this study, the dependent 

variables are ordinally scaled and therefore not suitable for a statistical t-test to be 

administered. The output of the Mann-Whitney test provides the total population of the 

two groups of the dependent variables together with mean rank, sum of ranks and 

asymptotic significance (2-tailed) p-value. Like the independent sample t-test, the 
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important factor is the critical p-value, signifying the statistical significance of the 

results based on a pre-set level. In this study, the p-value is set at the conventional (p < 

.05) 0.95 confidence interval, indicating that there is a less than 5% chance that the 

results occurred by chance.   

As can be seen in Tables 11-13 below, using the grouped reading strategies as test 

variables and gender as the grouping variable, the results of the Mann-Whitney test 

indicated an observed difference in the overall reading strategy mean rank reported 

among male and female participants. Female participants showed a higher ranking of 

scores in all of the reading strategies with statistical significance (p < .05) for 19 out of 

the 30 reading strategies. 

Repertoire of Strategies—Differences Between Men and Women 

Further analysis of the data according to the three SORS categories revealed females 

ranking higher in each item within problem solving (PS) reading strategies with 

statistical significance (p < .05) indicated on all items, as shown in Table 11. 
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Table 11. Problem Solving (PS) Reading Strategies—Comparisons by Gender 

Subscale   Sex N 
Mean 

Rank 

Sum of 

Ranks 

Asymp. Sig 

(2-tailed) 

PS1 

I read slowly and 

carefully to make sure 

I understand what I am 

reading 

Male 110 166.59 18325.00  

Female 275 203.56 55980.00 .002 

Total 385    

PS2 

I try to get back on 

track when I lose 

concentration 

Male 109 166.60 18159.00 .003 

Female 274 202.11 55377.00  

Total 383    

PS3 

I adjust my reading 

speed according to 

what I am reading 

Male 112 173.30 19410.00  

Female 274 201.76 55281.00 .019 

Total 386    

PS4 

When text becomes 

difficult, I pay closer 

attention to what I am 

reading 

Male 110 171.58 18873.50  

Female 275 201.57 55431.50 .012 

Total 385    

PS5 

I stop from time to 

time and think about 

what I am reading 

Male 109 171.83 18729.00  

Female 274 200.03 54807.00 .020 

Total 383    

PS6 

I try to picture or 

visualise information 

to help remember what 

I read 

Male 109 165.11 17997.50  

Female 270 200.05 54012.50  

Total 379   .004 

PS7 

When text becomes 

difficult, I re-read it to 

increase my 

understanding 

Male 110 163.50 17984.50  

Female 272 202.83 55168.50 .001 

Total 382    

PS8 

When I read, I guess 

the meaning of 

unknown words or 

phrases 

Male 110 164.68 18114.50  

Female 272 202.35 55038.50 .002 

Total 382    

Analysis of the data also revealed females ranking higher in each item within support 

(SR) reading strategies with statistical significance (p <. 05) for four of the nine items as 

shown in Table 12. 
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Table 12. Support (SR) Reading Strategies—Comparisons by Gender 

 

Subscale  Sex N 
Mean 

Rank 

Sum of 

Ranks 

Asymp. Sig 

(2-tailed) 

SR1 I take notes while 

reading to help me 

understand what I read 

Male 112 176.13 19727.00  

Female 274 200.60 54964.00 .045 

Total 386    

SR2 When text becomes 

difficult, I read aloud 

to help me understand 

what I read 

Male 112 164.75 18452.50  

Female 274 205.25 56238.50  

Total 386   .001 

SR3 I underline or circle 

information in the text 

to help me remember it 

Male 112 164.03 18371.00  

Female 274 205.55 56320.00 .001 

Total 386    

SR4 I use reference 

materials (e.g. a 

dictionary) to help me 

understand what I read 

Male 112 182.91 20485.50  

Female 275 198.52 54592.50  

Total 387   .202 

SR5 I paraphrase (restate in 

my own words) to 

better understand what 

I read 

Male 110 169.47 18641.50  

Female 274 201.75 55278.50 .008 

Total 384    

SR6 I go back and forth in 

the text to find 

relationships among 

ideas in it 

Male 108 188.39 20346.00  

Female 272 191.34 52044.00 .808 

Total 380    

SR7 I ask myself questions I 

like to have answered 

in the text 

Male 109 182.25 19865.50  

Female 274 195.88 53670.50 .265 

Total 383    

SR8 When reading, I 

translate from English 

into my native 

language Arabic 

Male 110 190.10 20910.50  

Female 274 193.47 53009.50  

Total 384   .783 

SR9 When reading, I think 

about information in 

both English and 

Arabic 

Male 110 183.30 20163.50  

Female 275 196.88 54141.50 .267 

Total 385    

Finally, analysis of the data also revealed females ranking higher in each item within 

global (GL) reading strategies with statistical significance (p < .05) for seven out of the 

13 items, as shown in Table 13. 

  



 

145 

Table 13. Global (GL) Reading Strategies—Comparisons by Gender 

Subscale  Sex N 
Mean 

Rank 

Sum of 

Ranks 

Asymp. Sig 

(2-tailed) 

GL1 I have a purpose in 

mind when I read 

Male 111 185.59 20601.00  

Female 274 196.00 53704.00 .393 

Total 385    

GL2 I think about what I 

know to help me 

understand what I read 

Male 110 167.12 18383.00  

Female 273 202.03 55153.00 .004 

Total 383    

GL3 I take an overall view 

of the text to see what 

it is about before 

reading it 

Male 111 172.29 19124.00  

Female 274 201.39 55181.00  

Total 385   .015 

GL4 I think about whether 

the content of the texts 

fits my reading purpose 

Male 110 184.81 20329.00  

Female 275 196.28 53976.00  

Total 385   .347 

GL5 I review the text first 

by noting its 

characteristics like 

length and organisation 

Male 112 190.18 21300.50  

Female 273 194.16 53004.50  

Total 385   .744 

GL6 When reading, I decide 

what to read closely 

and what to ignore 

Male 110 177.68 19545.00  

Female 274 198.45 54375.00 .088 

Total 384    

GL7 I use tables, figures, 

and pictures in text to 

increase my 

understanding 

Male 110 159.90 17589.50  

Female 275 206.24 56715.50  

Total 385   .000 

GL8 I use context clues to 

help me better 

understand what I am 

reading 

Male 110 175.59 19314.50  

Female 275 199.97 54990.50 .046 

Total 385    

GL9 I use typographical 

features like bold face 

and italics to identify 

key information 

Male 110 168.35 18519.00  

Female 275 202.86 55786.00  

Total 385   .005 

GL10 I critically analyse and 

evaluate the 

information presented 

in the text 

Male 110 190.24 20926.50  

Female 274 193.41 52993.50 .794 

Total 384    

GL11 I check my information 

when I come across 

new information 

Male 108 169.53 18309.50  

Female 275 200.82 55226.50 .010 

Total 383    

GL12 I try to guess what the 

content of the text is 

about when I read 

Male 109 172.20 18769.50  

Female 273 199.21 54383.50 .026 

Total 382    

GL13 I check to see if my 

guesses about the text 

are right or wrong 

Male 108 180.68 19513.00  

Female 272 194.40 52877.00 .259 

Total 380    
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Summary 

In summary, female participants demonstrated higher mean rankings in all items and 

subscales, with significance identified at more than half of all items, confirming that 

men do not, in fact, have a wider repertoire of reading strategies than women. 

Importantly, it was noted that a number of positively aligned reading strategies, as 

identified by Hahn (1984) and Padron (1985), were reported to be used and having 

statistical significance (p < .05), including taking notes (SR1), reading aloud (SR2), 

underlining information (SR3), paraphrasing (SR5) and using context clues (GL8). 

However, the use of negatively influenced reading strategies, as identified by Hahn 

(1984) and Padron (1985), were not statistically different from that of males, including 

the use of reference materials including such as a dictionary (SR4).  

This chapter has provided initial findings that identify both the reading strategies 

employed by Emirati learners and the differences between male and female learners in 

post-secondary education in the UAE. The next chapter will report on the second phase 

of data collection using think aloud protocols to further explore metacognitive 

awareness of reading strategy usage, helping to explain the initial results outlined in 

Chapter 4.  
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CHAPTER 5 – DATA ANALYSIS – PHASE 2 

Introduction 

The previous chapter revisited the aims of the study with particular reference to the 

importance of metacognitive awareness in English language acquisition and provided an 

overview of the results gained from the first quantitative phase of data collection. 

Chapter 4 also provided detailed analysis of the data obtained from the SORS 

questionnaire, revealing metacognitive awareness of reading strategy use, together with 

the differences between males and females in the context of this research.  

This chapter introduces and reports on the findings from this second phase of data 

collection. In the second phase of analysis, I move beyond the initial level of perception 

to exploring actual reading strategy usage as determined through the think aloud 

protocols completed by a smaller population of students, suggested by Kavele and 

Schreiner (1979), Block (1986), N. J. Anderson (1991), Olshavsky (1976-1977), Oster 

(2001) and Jahandar, Khodabandehlou, Seyedi and Abadi (2012) as a viable means for 

investigating the process of reading comprehension.   

Analysis of Think Aloud Data—Gender Differences 

The second set of data analysis used to further explore the differences between reading 

strategy use among male and female Emirati learners was derived from think aloud 

interviews conducted with 40 voluntary participants (9 males, 31 females) who were 

very enthusiastic to become involved in research that looked at reading strategy usage in 

the hope that the results might improve their English reading skills.  

Background to the Think Aloud Protocol 

Literature relating to SLA (reviewed previously) has emphasised the potential for 

cultural context to affect reading strategy use. The SORS scale developed in 2002 (an 

updated version of the MARSI scale previously used to measure native English–
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speaking students’ awareness and perceived use of reading strategies) was designed to 

measure adolescent and adult ESL students’ metacognitive awareness and perceived use 

of reading strategies while reading academic and school-related materials and has been 

used across many countries and contexts and, therefore, provides a good basis for 

comparison of reading strategy use.  

There are a number of limitations to SORS, however, identified by the authors and 

myself. First, it does not allow new strategies to be identified; that is to say, there is no 

space within the SORS scale for strategies not previously identified to be reported, 

particularly in light of the age of SORS and the cultural context in which it is being 

used. Second, the authors of SORS have suggested that SORS should be used as “one 

source of information about students’ reading ability which should be analysed in 

conjunction with other measures” (Mokhtari & Sheorey, 2002, p. 6), confirming the 

need for triangulation with qualitative methodology in order to obtain complete and 

reliable results. With a commitment to exploring the issue of reading strategy use in the 

UAE context as deeply as possible, this research followed the SORS questionnaire with 

a think aloud protocol and allowed for the identification of additional reading strategies 

in action that were identified as follows: 

1) Identify problem and try to solve with appropriate strategy (for example when 

asked what they do when they are faced with a difficult word, the respondent 

replied “dictionary and ask somebody to help me, and I try to just guess” 

2) Mouth words when reading (observed) 

3) Use English synonym to solve problem words (for example, when asked how 

the participant knew the passage was about pollution, he responded “….it 

doesn’t say pollution but there is like some poor air and like these things” 

4) Keep on reading to find a solution (observed) 

5) Uses finger/pencil to guide reading (observed) 
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6) Use words I do know to help me understand the text, ignoring those I don’t—

key words/key sentences (for example “I use some words to understand the 

paragraph ….now I ignore them, I try to understand it by using another word”) 

7) Read the headlines/heading/title to mentally get an idea of what the text is about 

(for example when asked how they would read the text the respondent replied 

“about the title and take the key words and understand to help me” 

8) Reading out aloud to another person for phrasing and expressiveness 

9) Listens to others reading in English  

10) Creates a story in their mind in Arabic to help understand the text (an example is 

"when I read the word in English I think in Arabic and I try to know the meaning 

in Arabic” 

11) Sounds out words—enunciates (observed) 

12) Identifies types and source of text e.g. report from website 

13) Uses colour for comprehension (observed highlighting text in colour).   

For example when asked what does the picture and the headline tell you, the 

participant responded “about the pollution and some air, some pollution and 

some ….. some colour, but the colour it give the image something bad in the air” 

14) Use my teacher/family member to help me to understand words (for example, 

when asked what they would do when faced with a word they did not 

understand, the participant responded “... from my background speaking 

with my husband” 

15) Watches movies with or without English translation (an example is “I like 

English movies it helpful for me to watch movies...yes without 

translation”) 

16) Uses flash cards to help remember words—English one side/Arabic the other 

17) Write out meanings of words in Arabic (observed)  
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Coding Responses 

As discussed in the previous chapter, the data from the think aloud protocol were coded, 

first, by identifying the reported use of reading strategies within the SORS 

questionnaire; however, this also allowed for identification of different reading 

strategies not included in the SORS, as outlined above and included separately in Tables 

14–16.  

To ensure that these data were captured and analysed appropriately, they were added 

into the appropriate subscale and analysed along with the 30 items incorporated in the 

SORS instrument. In order to select the appropriate subscale to integrate the additional 

items, the descriptions provided by Mokhtari and Reichard (2004) were considered. 

This finding adds to the significance of the research, highlighting a need to extend the 

existing SORS scale for assessing reading strategy use.  

Mokhtari and Reichard (2004) described global reading strategies as “generalized or 

global reading strategies aimed at setting the stage for the reading act” (p. 385). In 

fitting with this description and to be consistent with the developers of the SORS scale, 

the eight additional items added to the global subscales (GL14–GL21) were 

incorporated into this category as they were considered to be in line with this 

description.  

Mokhtari and Reichard (2004) described support reading strategies as “using the 

support mechanisms or tools aimed at sustaining responsiveness to reading” (p. 385). 

Consequently, the four additional items added to the support subscales (SR10–SR13) 

were incorporated into this category because they were considered consistent with this 

description.  

Finally, the five additional items added to the problem solving subscales (PS9–PS13) 

were incorporated into this category because they focused on problem solving and 

repair strategies, which fit the description supplied by Mokhtari and Reichard (2004) as 
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“problem-solving or repair strategies used when problems develop in understanding 

textual information” (p. 385). A summary of the additional items is provided in Tables 

14–16. 

Table 14. Additional Global (GL) Items 

Item No 

Use words I do know to help me understand the text, ignoring those I don’t—key 

words/key sentence 
G14 

Read the headlines/heading/title to mentally get an idea of what the text is about G15 

Reading out aloud to another person for phrasing and expressiveness G16 

Listens to others reading in English G17 

Creates a story in his mind in Arabic to help understand the text G18 

Sounds out words—enunciates G19 

Identifies type and source of text e.g. report from website  G20 

Uses colour for comprehension G21 

Table 15. Additional Support (SR) Items 

Item No 

Use my teacher/family member to help me to understand words SR10 

Watches movies with or without English translation SR11 

Uses flash cards to help remember words—English one side/Arabic the other SR12 

Write out meanings of words in Arabic7 SR13 

Table 16. Additional Problem Solving (PS) Items 

Item No 

Identify problem and try to solve with appropriate strategy PS9 

Mouths words when reading8 PS10 

Uses English synonym to solve problem words PS11 

Keep on reading to find a solution PS12 

Uses finger/pencil to guide  PS13 

                                                 
7 This item is dissimilar to SR8 because Emirati participants enrolled in post-secondary education use 

Google Translate (particularly on their smart phones) to translate from English into Arabic, often 

resulting in poor translation and outside the context of the sentence. Conversely, SR13 is taking the time 

to write out the meanings of the words in Arabic and making meaning out of the sentence by inserting 

appropriate word into the context of the sentence. 
8 This item, together with PS13, has been included in problem solving because participants were observed 

using these reading strategies when they were presented with English words/phrases/sentences that they 

could not read and used them to solve the problem they were faced with. 
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The identification of these additional items provides evidence that the SORS scale has 

not been able to sufficiently record all reading strategies used by these group of learners 

in this cultural context.  

While it is acknowledged that the number of learners who participated in the think aloud 

interviews was small, differences were identified between men and women, as was 

found with the quantitative data. 

Analysis of Support Reading Strategy Use 

Overall, females used a broader range of support reading strategies and a higher overall 

usage percentage per subscale. Table 17 provides a summary of support (SR) reading 

strategy usage indicated by participants throughout the think aloud interviews, using the 

adapted scale. 
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Table 17. Support (SR) Reading Strategy Usage Identified from Think Aloud Interviews 

Subscale Reading Strategy 
Female % 

usage/ 

subscale  

Male % 

usage/ 

subscale  

SR1 
I take notes while reading to help me 

understand what I read 
0 0 

SR2 
When text becomes difficult, I read aloud to 

help me understand what I read 
0 4 

SR3 
I underline or circle information in the text to 

help me remember it 
18 4 

SR4 
When text becomes difficult, I read aloud to 

help me understand what I read 
24 19 

SR5 
I paraphrase (restate in my own words) to 

better 
12 0 

SR6 
I go back and forth in the text to find 

relationships among ideas in it 
0 0 

SR7 
I underline or circle information in the text to 

help me remember it 
0 0 

SR8 
When reading, I translate from English into 

my native language Arabic 
22 18 

SR9 
When reading, I think about information in 

both English and Arabic 
9 25 

SR10 
Use my teacher/family member to help me to 

understand words 
11 7 

SR11 
Watches movies with or without English 

translation 
0 15 

SR12 
Uses flash cards to help remember words—

English one side/Arabic the other 
0 4 

SR13 Write out meanings of words in Arabic  8 0 

The most striking examples of the support reading strategies were the use of particular 

reading strategies for males and females, including: 

Females 

 Underline or circle or highlight information in the text to help remember (SR3) 

 Use reference materials (e.g. dictionary) to help understand what is read (SR4) 

 I paraphrase (restate in own words) to better understand what is read (SR5) 

 Use my teacher/family member to help me (SR10—New) 

 Write out meanings of words in Arabic (SR13—New) 
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Males 

 When text becomes difficult, read aloud to help understand what is read (SR2) 

 When reading, think about information in both English and Arabic (SR9) 

 Watches movies with or without English translation (SR11—New) 

 Uses flash cards to help remember words—English one side/Arabic the other 

(SR12—New) 

Analysis of Global Reading Strategy Use 

Global reading strategy usage revealed similar findings, with females dominating the 

usage percentage per subscale. Table 18 provides a summary of global (SR) reading 

strategy usage indicated by participants throughout the think aloud interviews, using the 

adapted scale.  
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Table 18. Global (GL) Reading Strategy Usage Identified from Think Aloud Interviews 

Subscale Reading Strategy 
Female % 

usage/ 

subscale  

Male % 

usage/ 

subscale  

GL1 I have a purpose in mind when I read 2 3 

GL2 I think about what I know to help me 

understand what I read 4 10 

GL3 I take an overall view of the text to see what it 

is about before reading it 4 3 

GL4 I think about whether the content of the texts 

fits my reading purpose 0 0 

GL5 I review the text first by noting its 

characteristics like length and organisation 4 3 

GL6 When reading, I decide what to read closely 

and what to ignore 0 3 

GL7 I use tables, figures, and pictures in text to 

increase my understanding 10 8 

GL8 I use context clues to help me better 

understand what I am reading 1 3 

GL9 I use typographical features like bold face and 

italics to identify key information 10 5 

GL10 I critically analyse and evaluate the 

information presented in the text 2 3 

GL11 I check my information when I come across 

new information 0 0 

GL12 I try to guess what the content of the text is 

about when I read 11 8 

GL13 I check to see if my guesses about the text are 

right or wrong 2 3 

GL14 Use words I do know to help me understand the 

text, ignoring those I don’t—key words/key 

sentence 15 8 

GL15 Read the headlines/heading/title to mentally get 

an idea of what the text is about 15 8 

GL16 Reading out aloud to another person for 

phrasing and expressiveness 1 3 

GL17 Listens to others reading in English 2 5 

GL18 Creates a story in his mind in Arabic to help 

understand the text 0 3 

GL19 Sounds out words—enunciates 11 3 

GL20 Identifies type and source of text e.g. report 

from website  6 0 

GL21 Uses colour for comprehension 2 0 

The most prominent results from the above figures were the use of particular strategies 

for females, including: 
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Females 

 Use of typographical features like bold face and italics to identify key 

information (GL9) 

 Guessing the content of text (GL12) 

 Use words to help understand the text, ignoring others—use of key words/key 

sentence (GL14—New) 

 Read the headlines/heading/title to mentally get an idea of what the text is about 

(GL15—New) 

 Sounds out words—enunciates (GL19—New) 

 Identifies type and source of text e.g. report from website (GL20—New) 

Males 

 I think about what I know to help me understand what I read (GL2) 

 When reading, I decide what to read closely and what to ignore (GL6) 

 Creates a story in his mind in Arabic to help understand the text (GL18—New) 

Overall, females recorded using more global strategies than males. The two possible 

reasons for the high reporting of global reading strategies are summarised below: 

1. Increased usage of social media  

One possible reason for the high reporting of global reading strategies may be the 

increased usage of social media tools in the UAE, including Facebook and Twitter. 

According to the Arab Social Media Report (ASMR) released by the Dubai School of 

Government (2011), the penetration of social networking platforms such as Facebook 

and Twitter is soaring in the Arab world, with the highest usage in the UAE. The report 

states that it is particularly prevalent among youth between the ages of 15 and 29, who 

make up around one-third of the total Arab population.  
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2. High technology usage of Emirati women 

More important is the high usage by Emirati women of social media platforms, 

particularly Twitter. Strong (2012) found in a study conducted among Emirati female 

citizens that the women were experts in multi-platform cyber communication and, 

further, had above average usage, sending on average seven tweet messages a day, 

compared with only one message a day by those in a study of 11.5 million tweets 

globally (Sysomos, 2010).    

Using social media tools and new technologies such as facebook, instagram and twitter 

allows women to increase their social networks outside of the family structure in a safe 

environment away from the eyes of their controlling male relatives.  From my own 

observations they are expert users of these media tools to interact socially and have 

adapted quickly to the use of social media abbreviations and emoticons to express ideas 

quickly and expertly in order to communicate rapidly with their ever increasing social 

world.  The use therefore of formatting features such as bold, italics, quickly identifying 

the key words to a communication and identifying the true source of a communication 

would be practised regularly in the use of these social media tools and skills that could 

be transferred to comprehending English in an academic context.   

Analysis of Problem Solving Reading Strategy Use 

Similar findings were revealed with problem solving reading strategies, showing 

females employing more reading strategies than males. Table 19 provides a summary of 

problem solving (PS) reading strategy usage indicated by participants throughout the 

think aloud interviews, using the adapted scale. 
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Table 19. PS Strategy Usage Identified from Think Aloud Interviews 

Subscale Reading Strategy 
Female % 

usage/ 

subscale 

Male % 

usage/ 

subscale 

PS1 I read slowly and carefully to make sure I 

understand what I am reading 19 13 

PS2 I try to get back on track when I lose 

concentration 4 0 

PS3 I adjust my reading speed according to what I 

am reading 0 0 

PS4 When text becomes difficult, I pay closer 

attention to what I am reading 2 0 

PS5 I stop from time to time and think about what I 

am reading 2 0 

PS6 I try to picture or visualise information to help 

remember what I read 8 6 

PS7 When text becomes difficult, I re-read it to 

increase my understanding 25 6 

PS8 When I read, I guess the meaning of unknown 

words or phrases 12 19 

PS9 Identify problem and try to solve with 

appropriate strategy 10 6 

PS10 Mouths words when reading 2 24 

PS11 Uses English synonym to solve problem words 0 13 

PS12 Keep on reading to find a solution 0 13 

PS13 Uses finger/pencil to guide  16 0 

The most striking examples from the above figures were the use of particular reading 

strategies as outlined below: 

Females 

 When text becomes difficult, I re-read it to increase my understanding (PS7) 

 Uses finger/pencil to guide (PS13—New) 

Males 

 When I read, I guess the meaning of unknown words or phrases (PS8) 

 Mouths words when reading (PS10—New) 

 Uses English synonym to solve problem words (PS11—New) 

 Keep on reading to find a solution (PS12—New) 
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Although findings revealed usage by females was higher among all reading strategy 

subscales, overall, the differences were not significant, as Table 20 indicates. 

Table 20. All Subscale Usage Identified from Think Aloud Interviews 

Subscale No of Reading Strategies Reported 

 Female Male 

SR Reading Strategies 6 4 

GL Reading Strategies 10 8 

PS Reading Strategies 8 5 

Discussion 

The results presented from analysis of the SORS data combined with the think aloud 

data revealed several key findings directly relevant to L2 learning in the UAE and 

significant to the wider L2 learning literature. The research has shown that: 

 UAE students demonstrated metacognitive awareness of problem solving 

reading strategies more than global and support reading strategies, and this is 

generally consistent with similar cultural contexts (Al-Nujaidi, 2003; Alsheikh, 

2014; Al Sohbani, 2013; Shmais, 2002; Yùksel & Yùksel, 2012).  

 UAE students demonstrated a high level of metacognitive awareness of 

negatively aligned reading strategy use and low level of positively aligned 

strategies indicating these would not contribute towards reading comprehension.  

 Women reported a higher level of metacognitive awareness of reading strategy 

usage than men across all subscales and also reported a higher number of 

positively aligned reading strategies shown to aid reading comprehension. 

 Both men and women reported use of reading strategies that are not routinely 

recognised within the SORS tool. 

 Metacognitive awareness of a number of strategies from each subscale were 

reported as low usage, indicating that the full range of reading strategies were 

not being utilised to enhance reading comprehension.  
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These findings add to understandings of EFL learning and EFL teaching in the UAE 

context, making the following key contributions to the literature. 

1. Emirati learners favour problem solving reading strategies 

An examination of the literature shows some significant similarities between similar 

contexts, confirming that Emirati learners favour problem solving reading strategies, 

which is consistent with other nationalities in similar contexts. However, literature 

highlighted the fact that EFL learners are not homogeneous and that, although educators 

need to be cognisant of broad findings in relation to EFL learners’ metacognitive 

awareness of reading strategy use, these data need to be accompanied by local studies 

carried out within specific contexts. An essentialist view of cultural difference, 

according to Kubota (2004), often presupposes the existence of “essential, stable, and 

objective traits that can be found in one’s own and the target culture, creating a fixed 

polarized difference between them” (p. 21). This study has shown that, not only are 

there differences between readers in this study, and in different contexts, there are also 

differences between the participants in this context (i.e. between men and women). 

2. Reading strategies are culturally and socially produced 

In relation to EFL, Seargeant (2009) asserts that language is not merely a linguistic 

system but encompasses a set of beliefs about culture, society and identity of self and 

others.  

The results of this study support this anti-essentialist perspective and are consistent with 

Seargeant’s (2009) claim that observed behaviours (such as metacognitive awareness of 

reading strategy use) need to be understood as learnt behaviours that are culturally and 

socially produced and not as biological natural or inherent behaviours. This is reflected 

in this research in several ways. First, the study shows that reading strategy use in the 

UAE context is different from some other contexts. Second, the study shows that 

readers in this context use reading strategies not accounted for in the SORS tool, in 
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particular, the items that demonstrate oral reading and recitation (GL16, GL19, PS10), 

listening (GL17), storytelling (GL18), family connection and activities (SR10, SR11) 

and use of Arabic language (GL18, SR12, SR 13, PS11).  

3. Reading strategies suggest critical thinking skills are employed 

Analysis of L2 literature raised the fact that consideration of the UAE context might 

reveal that, as a result of the religious and patriarchal social context, learners would use 

fewer critical thinking strategies. In the study conducted by Hudson (2013), for 

example, participants questioned on whether teaching critical thinking could be a 

problem in the UAE revealed that “Islam is black and white—we do not have to think 

and to question any of the rules and why this or that happens—we do not question this” 

(p. 299). In terms of the impact this patriarchal society may have on critical thinking, 

Mazari (2006) claimed that “it is the power structure [within patriarchal societies] which 

is responsible for the lack of reading skills and the absence of critical thought” (p. 96), 

brought about by a kind of monologue that “does not want to enlighten but to dominate” 

(p. 96). The learners in this study demonstrated metacognitive awareness of problem 

solving reading strategies (a dominance, in fact), suggesting critical thinking skills were 

employed. For example, when asked “What was the first thing you thought when you 

looked at this first paragraph?” the participant responded “It is in English, and um I 

have to read it and when I read it I have to pay attention to each single word to try and 

understand it because English is not my mother tongue so maybe some vocab which I 

cannot understand so I need to read it thoroughly and carefully and pay attention to each 

word” and a further response when asked  “What do you do to make it easier to 

understand when reading English” the participant responded “I see some word I think 

about what write this, same what know children, some babies, some kids come, boys, I 

know what about the same some come to how you I know about my life, how I keep my 

life, all that, about the UAE, maybe I know what this talk about it this paragraph”.  Both 
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of these examples above indicate the use of critical thinking when faced with a problem 

in reading comprehension. 

4. Gender may impact on perceived reading strategy use 

Literature investigating EFL students’ metacognitive awareness of reading strategy use 

has indicated that gender may affect reading strategy use, but that there is no clear 

pattern in terms of how this plays out. Once again, this study has supported anti-

essentialist perspectives on gender, which have previously emphasised the impact of 

cultural context on identity development but cautioned against attempts to take one 

group as representative of another. Phakiti (2003) claimed that “the static categories of 

male/female postulated in the usual biological dichotomies cannot deal with the range of 

personal alignments that are found in actual practice” (p. 678). Phakiti further suggested 

that researchers need to establish a principled approach towards gender research 

whereby gender differences should be “interpreted very strictly in their specific contexts 

[and] the belief in gender differences as a universal phenomenon should be disregarded” 

(p. 679).  

5. Women use more reading strategies than men 

This study contributes to this anti-essentialist agenda by mapping the existence of 

differences in metacognitive awareness of reading strategy choice between male and 

females in the UAE context, without attempting to suggest that these behaviours are 

biologically produced or that they will recur in different contexts. Recognising the 

cultural context within which the research is conducted, this study has shown that 

women used more strategies than men—a finding consistent with studies conducted by 

Poole (2005a), Sheorey (2006) and Sheorey and Baboczky (2008), in which females 

used more strategies than males. This finding is particularly interesting in relation to this 

cultural context, where women have been socially constructed by some as powerless, 

subservient and submissive (Al-Haj, 1987), and where men tend to be leaders and the 
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highest authority in the household (Morsy, 1993; Shalhoub-Kevorkian, 1999) and yet 

women show a dominance in metacognitive awareness of reading strategy usage across 

all subscales.  

6. Reading strategy usage is impacted by new technologies 

The study has emphasised the fact that EFL is a changing and dynamic field that must 

respond to changes associated with new technologies and globalisation that, according 

to Huang et al. (2009), require EFL readers to interact with a wider range of texts 

because of their length, complex content, changing language patterns and unabridged 

vocabulary. The internet also has increased the need for EFL readers to develop new 

comprehension and reading strategies when interacting with text on the internet (Coiro, 

2005; Sutherland-Smith, 2002), encompassing such abilities “to learn, comprehend and 

interact with technology in a meaningful way” (Pianfetti, 2001, p. 256). My own 

experiences in teaching these learners has demonstrated that, despite the fact that UAE 

learners are avid users of technology for personal use,9 they are often overwhelmed with 

English online materials, often getting lost in a labyrinth of hyperlinks; a similar finding 

was reported by Chen (2003) with Taiwanese EFL learners.  

The change to a learner-centred approach to English language teaching, now favoured 

in the UAE post-secondary educational systems, has encouraged teachers to use more 

online materials and repositories for resources, particularly as the need for a diverse 

range of reading texts has emerged. This approach, according to a number of 

researchers (Dahl, 2010; Hatherley-Greene, 2012 Porcaro, 2011), is not appropriate for 

L2 learners newly arrived from a teacher-centred and teacher-dependent high school 

environment. Lower level learners, according to these researchers, require a gradual 

introduction to learner centredness over a longer period. 

                                                 
9 According to Internet World Stats (2014) the UAE has one of the highest rates of internet penetration in 

the Arab World. 
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The changing landscape in the UAE, therefore, is a different learning environment from 

what existed in 2002 when the original SORS scale was developed. Therefore, 

consideration of these changes is required in selecting the reading strategies to be 

utilised to comprehend the range of texts being presented to EFL learners in post-

secondary educational institutions in the UAE, which justifies further research. 
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CHAPTER 6 – MAJOR FINDINGS, CONTRIBUTION, 

LIMITATIONS AND FURTHER RESEARCH 

Introduction 

The study set out, firstly, to identify Emirati post-secondary learners’ metacognitive 

awareness of EFL reading strategies when reading academic text in English and, 

secondly, to establish the differences, if any, between men and women learners in this 

context. 

Major Findings 

There are four major findings for the research questions. First, when the participants 

were asked to report on the metacognitive awareness of reading strategies when reading 

in English, they reported greater metacognitive awareness of problem solving reading 

strategies. Second, women showed dominance in all items of the three subscales 

(problem solving, global and support), demonstrating their metacognitive awareness of 

reading strategy usage that encompasses a wide range of reading strategies in order to 

interact with the text at all levels, incorporating both bottom-up and top-down 

processing, which reveals greater flexibility according to the reading problem presented. 

Third, both men and women participants identified additional reading strategies not 

aligned to the SORS questionnaire, and finally, the results showed that metacognitive 

awareness of a number of strategies across each subscale were reported as low usage, 

indicating that the full range of reading strategies were not being utilised. 

The main findings of this study are important in several ways. First, the data available 

provide an opportunity to examine whether Emirati learners use the same or differing 

reading strategies as those in other similar contexts. The finding that Emirati post-

secondary learners favour problem solving reading strategies is consistent with other 

nationalities in similar contexts that are close in proximity and culture, confirming what 
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some literature has posited: that cultural influence plays an important role in language 

development and reading strategy usage.  

This study has contributed to the broader literature relating to EFL education by 

exploring an environment that is quite different from the environment in many other 

previous studies. It found few significant differences in reading strategy choice between 

this cohort and cohorts of other similar contextual studies. This suggests that the cultural 

context in which this study resides has not limited the metacognitive awareness of 

reading strategy use. However, some of these differences did not take the expected 

form, which included the dominance of female learners in more confident reading 

strategy usage across all subcategories, despite the limitations placed on their 

educational and societal opportunities. This factor goes against the grain of common 

sense readings of what should be likely in this particular context.  

These findings underpin some specific recommendations for educators, as discussed 

further below. 

Contribution of the Study  

The findings of this study can contribute both theoretically, in our understanding of 

reading in English as an L2, and practically, in designing appropriate curricula for 

teaching English as an L2 and preparing suitable instructional materials. Moreover, the 

findings contribute to the knowledge base of reading strategies currently dominated by 

ESL and EFL in other countries by focusing on an underresearched area that considers 

the important impact of culture as a dominant theme. This research, therefore, addresses 

several key gaps in the existing literature relating to metacognitive awareness of reading 

strategy use for men and women in the UAE context. These gaps are briefly 

summarised here. 
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First, the identified issues of Emirati students learning to read in English have been 

summarised above and include the problems articulated by the Dubai Schools 

Inspection Bureau Annual Report (Knowledge and Human Development Authority, 

2009), that poor language and reading skills are not enabling students to take part fully 

in the modern multilingual society in which they live and they are ill prepared for higher 

education. Despite the fact that reading problems have been highlighted as a major 

concern for Emirati students entering tertiary education, solutions to these problems 

have been slow in coming forward.  

Second, while there has been research into language learning strategies, there has been 

limited research into metacognitive awareness of reading strategies use in the UAE 

context.  

Finally, there has been limited research into metacognitive awareness and gender in the 

UAE. The few studies that have been carried out (Al-Otaibi, 2004; Phakiti, 2003; Riazi, 

2007; Teh et al., 2009) are contradictory, and there is no evidence of published studies 

that have investigated the reading strategy use of male and female adult Emirati learners 

within a post-secondary educational setting in the UAE where instruction is given 

through the medium of English only. One recent study by Alsheikh (2014), however, 

explored the metacognitive reading strategies of UAE high school students when 

reading in English and Arabic, but this study did not consider the impact of gender, it 

had a different educational setting in terms of curriculum and focus on English 

language, and the medium of instruction was Arabic.  

While previous studies have examined reading strategies across a variety of countries 

and found varying differences between nationalities and gender, this study recognises 

the importance of this particular culture and the role that gender plays and allows for a 

voice to be heard (one that is not often listened to, in my opinion) so that all reading 

strategies (and additional ones) are recorded and analysed. Subsequently, the data 
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collection consists of a combination of quantitative and qualitative methodologies to 

allow for problems in reading English instructions and providing the correct 

information, and to capture appropriately all the reading strategies used.  

Consequently, the literature reviewed above has shown that any analysis of English 

language learning needs to focus on the fundamental impact that reading strategy use 

and metacognitive awareness has on the development of English reading proficiency. In 

addition to this, the literature has emphasised the need to recognise the potential impact 

of cultural context and gender upon strategy use.  

Therefore, this thesis moves beyond the current speculative approaches to educational 

planning, towards an evidenced based approach, which can in turn inform English 

language teaching in the UAE.   

This study has several unique features that allow it to contribute to the understanding of 

EFL in the UAE context, with several characteristics that shape a learner’s experiences 

of education, including the limited access to English language practices by women, the 

prevalence of an oral culture and differing attitudes towards education. Studying this 

context has shown differences between men and women in reading strategy use; 

although it is not possible to establish a direct causal link between context and these 

gendered differences, the findings have the potential to reshape EFL in this context. 

Recommendations and Implications for Second Language Education in the United 

Arab Emirates 

I was motivated to undertake this study because of my belief that if researchers and 

teachers could unearth EFL readers’ metacognitive strategic knowledge in relation to 

reading strategies, they would be in a better position to make informed choices in the L2 

reading classrooms. The findings of this study highlight a number of pedagogical 

implications concerning the challenges facing Emirati post-secondary learners when 

reading academic text. As a result of the findings from this study, the following 
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recommendations are provided to assist in the improvement of strategic reading through 

metacognitive awareness shown in the literature to enhance reading comprehension in 

this cultural context. 

1. See strategic reading as a problem solving exercise 

The data suggest that there is a potential benefit of a shift in the focus from teaching 

reading skills to teaching reading as a problem solving exercise and selecting the most 

appropriate reading strategies required to solve individual reading problems. This will 

involve being metacognitively aware of, firstly, identifying what the problem is and, 

secondly, which reading strategy to select to solve that problem, which according to 

Olshavsky (1976-1977), would “deal with the total reading environment rather than 

teaching hierarchies of reading subskills” (p. 673).  

The use of think aloud protocols in this study revealed its usefulness as a technique to 

reveal reading strategies deployed in processing text and solving reading problems. 

Teaching learners to become metacognitively aware of the reading strategies they select 

and hence to monitor their own comprehension will increase their interaction with the 

reading text and enable them to construct meaning by identifying obstacles and finding 

ways to navigate around them.  

2. Demonstrate awareness of teaching methodology used in schools 

It is important for those working in the post-compulsory sector to be aware that students 

have come from a teacher-centred approach in secondary education and will need time 

to adjust to a learner-centred approach that requires them to think critically and to take 

responsibility for their own learning—a desirable position for introducing metacognitive 

awareness of reading strategy usage. This will affect the way in which English is taught 

initially. It is suggested that the foundation year focus on teaching students how to learn 

for the first six months, continuing the trend they experienced in the secondary school 

system, focusing on a bottom-up methodology while at the same time continuing to 
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build vocabulary and provide time for learners to adjust to the new learning 

environment, a view strongly supported by Hudson (2013).  

A number of aligned consequences flow from the shift in teaching approach. For 

example, the use of the dictionary by Emirati learners is often the first point of call 

when difficulties arise. Encourage learners to use the dictionary as one reading strategy 

and not the only one as a transcription exercise. The use of a dictionary may be 

favourable when it puts an end to a reading difficulty or is used occasionally; however, 

it may hinder reading comprehension if it becomes habitual. Learners should be 

encouraged to use other reading strategies first to resolve obstacles, such as using the 

context of the text to guess meaning, inferencing and using prior knowledge. 

3. Adopt an interactive approach 

While research demonstrates that there are certain reading strategies that will enhance 

reading comprehension, as discussed above, learners need to be aware of the full range 

of reading strategies that they have available and to be metacognitively aware of how 

and when to use these reading strategies (Zhang, 2008). Break down the habits that 

learners have learnt from previous educational experiences by demonstrating an 

interactive approach to reading that stresses the importance of using both bottom-up and 

top-down reading strategies as a valid framework for EFL reading comprehension. This 

would allow learners to capitalise on their strengths and receive instruction in their areas 

of weakness. 

4. Promote metacognitive awareness through reading strategy instruction  

The study shows that there is potential to increase learner metacognitive awareness of 

reading strategy use. Literature suggests that this can be achieved by raising learner 

awareness by weaving reading strategy training into regular classroom activities, 

making them a natural part of the learning process. Baker and Brown (1984) stressed 

the importance of employing problem-solving and trouble shooting routines should 
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always be made explicit to learners. From this point of view, L2 teachers should provide 

systematic and direct teaching of reading strategies incorporated into both instructional 

material and classroom teaching and learning activities. Exposing learners to reading 

strategies systematically may enable them to use them more efficiently. According to 

Zhang, 2010 helping L2 learners think about their learning and reading processes and 

then giving them the encouragement to build their confidence to use their reported 

strategic knowledge would enhance L2 readers’ reading efficacy. The teacher’s role in 

assisting learners become familiar with and use reading strategies cannot be 

overemphasised, including acquainting learners with different categories of reading 

strategies and explaining their functions in different situations and how and when they 

may use them to facilitate their reading comprehension. To introduce and encourage 

active learning in the L2 classroom, teachers should encourage learners to take an active 

role in sharing their experiences of reading strategy usage, thus providing the 

opportunity to take more responsibility for their language learning.  

5. Be respectful of sociocultural environment 

Be aware of learners’ strong Islamic beliefs in this cultural context and teach reading 

recognising the sensitivity to western ideologies and current global events. Zhang 

(2008) stressed the view that “teachers’ classroom procedures that include students’ 

cultural inclinations and curriculum objectives should become normal practice” (p. 

113). While learners should be exposed to a range of global texts, curriculum and test 

developers need to be aware of the effects of the learners’ L1 Arabic and culture on 

reading text materials to ensure that learners are not placed at a disadvantage when 

taking reading comprehension tests. Test developers in the UAE have traditionally 

selected tasks and design test items that are not offensive, but they do not typically 

evaluate how sociocultural norms of the language, thought and experiences are reflected 

in how the learners may respond.  
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6. Support ongoing reading strategy awareness 

In alerting teachers to the possible gaps in learners’ knowledge, survey instruments such 

as the SORS, as used in this study, can be useful aids to raise metacognitive awareness 

of how they read and the different reading strategies that comprise reading ability. An 

amended SORS tool incorporating the additional reading strategies identified in this 

study could be used for this purpose.  

Zhang (2010) considered the implementation of ongoing reading strategy awareness by 

educators in the classroom so important, he suggested that classroom teachers take on 

teacher-researcher roles in an attempt to train L2 readers in the effective use of 

strategies in real reading tasks. These approaches could include, concurrent think alouds 

and retrospective journal keeping. 

7. Foster a reading culture 

Recognise the learners’ strong oral tradition and encourage recreational reading through 

a variety of media, using a range of text types to describe the type of reading strategies 

required through the home, educational institution and the wider community. 

Teachers should encourage learners to read for pleasure as much as they can, raising 

learners’ awareness of the positive effects of pleasure and extensive reading, a view 

shared by Zhang, (2010) who suggested that learners should share their positive reading 

experiences with others. It may not be possible to change the cultural habit of reading 

that is embedded in the nation’s rich history, but it should be considered as part of an 

overall agenda for change. 

Limitations 

Although the study has revealed some interesting findings that might inform EFL 

learners enrolled in post-secondary education in the UAE, it has a number of 

limitations. The first limitation is that a reading proficiency measure was not 
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administered in this study which would have allowed an investigation into which of the 

SORS strategies were related to the participants; reading achievement in the study 

sample.  

A further limitation is the number of educational institutions involved. Although every 

listed higher educational post-secondary institution in the Abu Dhabi Emirate (18 in 

total) was invited to participate, only four responded.  

It is also necessary to acknowledge that the research was conducted in the UAE by an 

expatriate employed as a teacher and curriculum expert, but it was not carried out by a 

person who was a UAE national, and this may have had some impact upon the research 

findings. 

Finally, while efforts were made to ensure the validity of the design and data collection 

instrument, the reliability of the instrument was not statistically estimated of the SORS 

tool for the sample population prior to data collection.   

Despite these limitations, the study drew upon previous studies to design a project that 

would have the capacity to make a significant contribution to the field. 

Further Research 

As the learners in this study were post-secondary students studying for the purpose of 

finding employment in particular fields, it would be useful to investigate how particular 

learning tasks facilitate the use of certain strategies that are related to the context of the 

field of study. For example, students enrolled in the field of business studies would be 

required to read reports and correspondence, whereas engineering students would be 

required to read and comprehend specifications and statistics. This would assist 

educators to engage students in the most appropriate and helpful reading strategies for 

comprehending specific reading tasks, using a range of bottom-up and top-down 

strategies to deal with the particular task at hand. 
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Future studies may also wish to replicate the present study using the extended SORS on 

a larger population to confirm the significance or otherwise of the identified additional 

reading strategies in this particular cultural context. Additionally, the identification of 

new strategies is significant, both for this research specifically and for reading strategy 

research more generally. It further disrupts assumptions that there would be fewer 

strategies employed in the UAE context than in other, non-patriarchal, non-oral tradition 

countries. It also challenges others working in language reading strategy research to 

reflect upon whether the full range of contemporary reading strategies employed by 

diverse learners are captured by traditional data collection measures such as the SORS, 

MARSI and Strategy Inventory for Language Learning (SILL). 

Final Comments 

The improvement of English within the UAE has been highlighted as a priority 

government strategy aimed at developing an educational system that reflects best 

international educational standards and prepares its citizens for a productive life that 

benefits the continued progress of the country. Central to this objective is a commitment 

by the government to strengthen English language levels to ensure learners meet post-

secondary entry requirements and succeed in their studies.  

Successful reading outcomes are essential for academic achievement at post-secondary 

levels of education and have been found to correlate with frequent and complex reading 

strategy use. Studies in the field of metacognition have revealed that metacognitive 

reading strategy awareness is a crucial component of reading, enabling learners to 

assess their level of reading comprehension, and adjust accordingly their reading 

strategy use and usage. Therefore, such awareness is an important part of the overall 

English educational strategy for the UAE.  
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By identifying reading strategy awareness, this study has provided valuable insights for 

educators and policy makers alike, and in the process, contributes to the development of 

this field of research.  
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APPENDICES 

Appendix A – Information Sheet and Consent 

 
 

READING STRATEGIES USED BY LEARNERS ENROLLED IN 

POST-SECONDARY EDUCATION IN THE UAE: A MIXED 

METHODS STUDY 
 

INFORMATION SHEET 
 

Chief Investigator 
Dr Leonie Rowan 
Senior Lecturer 

Convenor, Honours Program 

School of Education and Professional Studies 

+61 7 5552 8144 
l.rowan@griffith.edu.au 

Student Investigator 
Janette Wright 
School of Education and Professional Studies  
Doctorate in Education 
+971 50 233 0407 
Janette.wright@griffithuni.edu.au 

 

Why is the research being conducted? 

This research is being conducted to identify what language learning strategies and in 

particular reading strategies, are used by Emirati students enrolled in post-secondary 

education to read in English. In addition, the research will seek to find out whether male and 

female participants use different strategies.  

This research is a compulsory component of the Doctorate of Education Program at Griffith 

University, being undertaken by the Student Investigator outlined above. 

What you will be asked to do 

If you agree to take part in this study, you will be asked to complete a survey which will ask 

you to identify the language learning reading strategies you use to learn and read in English.  

In addition, you may be asked to participate in an activity where you are asked to read a 

short passage in English and talk about what strategies you used to read this passage. This 

information will be recorded and used for later analysis.  

The basis by which participants will be selected or screened 

Participation in the study is purely voluntary and participants will be provided with the 

information about the research and the survey in a written format circulated via email to 

educational institutions in the Abu Dhabi Emirate and the city of Al Ain.  The survey will 

be available for the whole of semester 2 and can be completed at any time during the 

second semester of the Academic Year 2010-2011.  

Selection of the think aloud recordings will be purely voluntary and participants may 

contact the researcher via email or telephone if they are interested in taking part.  

The expected benefits of the research 
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The benefits of this research will assist in informing curriculum writers, teachers and 

educators on how the English curriculum could be improved in order to provide accurate 

information on the language learning reading strategies that male and female Emirati 

students use to read in English. This information could be used in the classroom to improve 

the way in which English is taught and therefore increase the performance of students’ 

English language reading skills. 

Risks to you 

There are no risks to as a result of participating in this research study. 

Your confidentiality 

Your confidentiality at all times will be protected. The questionnaire will not require any 

data in regard to your name or any other private details that can be linked back to yourself.  

The questionnaires if answered online will have a collection time attached to it and after this 

time, no further data will be collected. Only the researchers will have access to this data.  

If you participate in the think aloud recording, you will be provided with a number only for 

identification and analysing purposes. You will not be asked for your name and any other 

private details that may be tracked back to yourself.  The recordings will be kept by the 

Student Investigator and stored in a locked cabinet for security purposes and no other 

persons will have access to this information.  

Your participation is voluntary 

Your participation in this study is purely voluntary and in no way will impact on your 

course marks or your enrolment at your institution. Should you wish to discontinue with 

your involvement in the study, you are free to withdraw from this study at any time. 

Questions / further information 

If you have any further questions or seek further information regarding this study, please 

contact the members of the research team listed above.  

The ethical conduct of this research 

Please note that Griffith University conducts research in accordance with the National 

Statement on Ethical Conduct in Human Research. If you have any concerns or complaints 

about the ethical conduct of this research project you should contact the Principal 

Supervisor, Dr Leonie Rowan at Griffith University on +61 7 5552 8144 (or 

l.rowan@griffith.edu.au).  

Feedback to you 

Results from this research study will be published in the Student Investigator’s dissertation 

report and should you require a copy, you can contact the Student Investigator via the email 

address provided above. 

Consent  

Please note that the return of a completed questionnaire will be accepted as an expression of 

consent. However, if you are involved in the think aloud recordings you will need to sign 

the attached consent form below. 

  

mailto:research-ethics@griffith.edu.au
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LANGUAGE LEARNING READING STRATEGIES OF 

EMIRATI LEARNERS ENROLLED IN POST-SECONDARY 

EDUCATION 

 

CONSENT FORM  
 

Research Team Senior Investigator: Dr Leonie Rowan 

Student Investigator: Janette Wright 

School of Education and Professional Studies 

 

Dr Leonie Rowan 

+61 7 5552 8144 

l.rowan@griffith.edu.au 

 

Janette Wright 

+971 50 233 0407 

janette.wright@griffithuni.edu.au 

By signing below, I confirm that I have read and understood the information 

package and in particular have noted that: 

 

 I understand that my involvement in this think aloud recording will require 

me to provide information on how a passage in English is being read, which 

will be recorded.   

  I understand that my name will not be identified but a number provided that 

will assist in data analysis purposes only.  

 I have had the opportunity to ask questions and these have been answered to 

my satisfaction; 

 I understand the risks involved; 

 I understand that there will be no direct benefit to me from my participation 

in this research;  

 I understand that my participation in this research is voluntary and in no way 

will the decision to participate or not affect my course grades or my 

enrolment; 

 I understand that if I have any additional questions I can contact the research 

team; 

 I understand that I am free to withdraw at any time, without comment or 

penalty; 

 I understand that I can contact the Principal Supervisor, Dr Leonie Rowan at 

Griffith University on +61 7 5552 8144 (or l.rowan@griffith.edu.au) if I have 

any concerns about the ethical conduct of the project. Any concerns received 

with regard to the ethical conduct of this research will be promptly notified to 

the Manager, Research Ethics; and 

 I agree to participate in the project. 

 

Name 
 

 

Signature 
 

 

Date  

mailto:l.rowan@griffith.edu.au
mailto:janette.wright@griffithuni.edu.au
mailto:research-ethics@griffith.edu.au


 

180 

 
 



 

181 

Appendix B – Survey and Questionnaire 

READING STRATEGIES OF EMIRATI STUDENTS 
 

I am inviting your participation in this study which aims to look at which reading 

strategies Emirati students enrolled in post-secondary education use to read in English. 

Thank you for taking the time to complete this questionnaire. 

Please note that participation in this questionnaire is purely voluntary and you will not 

be required to provide any information that will identify you personally. Completion of 

this questionnaire will be accepted as an expression of consent. 

 

General Background 

Please provide some general background information about yourself. 

Gender:  

  Male   

  Female  

Age:     

  Less than 20      

  20-30   

  30-40      

  40+ 

Where do you study? 

  Vocational Education and Training   

  College   

  University   

  Other 

How would you judge your English language ability?  

  Poor   

  Average  

  Good   

  Excellent 

How long have you been learning English? 

  Less than one year   

  Two-five years    

  More than five years 

Reading is important to me: 

  Strongly disagree  

  Agree      

  Unsure    

  Disagree     

  Strongly disagree 

Reading is important because: 

  I can get a good job  

  It is enjoyable   

  I learn more     

  Other    

  Not important  
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SURVEY OF READING STRATEGIES (SORS) 

 

The purpose of this survey is to collect information about the various strategies you use 

when you read school related academic materials in English (e.g., reading textbooks 

for homework or examinations; reading journal articles, etc.). Each statement is 

followed by five numbers, 1, 2, 3, 4, and 5, and each number means the following: 

 

‘1’ means that ‘I never or almost never do this’. 

‘2’ means that ‘I do this only occasionally’. 

‘3’ means that ‘I sometimes do this’. (About 50% of the time.) 

‘4’ means that ‘I usually do this’. 

‘5’ means that ‘I always or almost always do this’. 

 

After reading each statement, circle the number (1, 2, 3, 4, or 5) which applies to you. 

Note that there are no right or wrong responses to any of the items on this survey. 
 

 

Category Statement Never                   Always 

GLOB  1. I have a purpose in mind when I read.  1 2 3 4 5 

SUP  
2. I take notes while reading to help me understand what I 

read.  
1 2 3 4 5 

GLOB  
3. I think about what I know to help me understand what I 

read. 
1 2 3 4 5 

GLOB  
4. I take an overall view of the text to see what it is about 

before reading it.  
1 2 3 4 5 

SUP  
5. When text becomes difficult, I read aloud to help me 

understand what I read.  
1 2 3 4 5 

GLOB  
6. I think about whether the content of the texts fits my 

reading purpose.  
1 2 3 4 5 

PROB  
7. I read slowly and carefully to make sure I understand 

what I am reading.  
1 2 3 4 5 

GLOB  
8. I review the text first by noting its characteristics like 

length and organization.  
1 2 3 4 5 

PROB  9. I try to get back on track when I lose concentration.  1 2 3 4 5 

SUP  
10. I underline or circle information in the text to help me 

remember it.  
1 2 3 4 5 

PROB  
11. I adjust my reading speed according to what I am 

reading. 
1 2 3 4 5 

GLOB  
12. When reading, I decide what to read closely and what 

to ignore.  
1 2 3 4 5 

SUP  
13. I use reference materials (e.g. a dictionary) to help me 

understand what I read.  
1 2 3 4 5 

PROB  
14. When text becomes difficult, I pay closer attention to 

what I am reading. 
1 2 3 4 5 

GLOB  
15. I use tables, figures, and pictures in text to increase my 

understanding.  
1 2 3 4 5 
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Category Statement Never                   Always 

PROB  
16. I stop from time to time and think about what I am 

reading.  
1 2 3 4 5 

GLOB  
17. I use context clues to help me better understand what I 

am reading.  
1 2 3 4 5 

SUP  
18. I paraphrase (restate in my own words) to better 

understand what I read.  
1 2 3 4 5 

PROB  
19. I try to picture or visualize information to help 

remember what I read.  
1 2 3 4 5 

GLOB  
20. I use typographical features like bold face and italics to 

identify key information.  
1 2 3 4 5 

GLOB  
21. I critically analyze and evaluate the information 

presented in the text.  
1 2 3 4 5 

SUP  
22. I go back and forth in the text to find relationships 

among ideas in it.  
1 2 3 4 5 

GLOB  
23. I check my information when I come across new 

information.  
1 2 3 4 5 

GLOB  
24. I try to guess what the content of the text is about when 

I read.  
1 2 3 4 5 

PROB  
25. . When text becomes difficult, I re-read it to increase 

my understanding.  
1 2 3 4 5 

SUP  
26. . I ask myself questions I like to have answered in the 

text.  
1 2 3 4 5 

GLOB  
27. I check to see if my guesses about the text are right or 

wrong.  
1 2 3 4 5 

PROB  
28. When I read, I guess the meaning of unknown words or 

phrases.  
1 2 3 4 5 

SUP  
29. When reading, I translate from English into my native 

language.  
1 2 3 4 5 

SUP  
30. When reading, I think about information in both 

English and my mother tongue.  
1 2 3 4 5 

 

Mokhtari, K., & Sheorey, R. (2002). Measuring ESL students’ reading strategies. 

Journal of Developmental Education, 25(3), 2–10 
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دراسة للتحقيق في استراتيجيات تعلم القراءة اللغوية من الطلبة اإلماراتيين في التعليم ما بعد الثانوي 

 في اإلمارات 

 

  ورقة المعلومات
 

 

 كبير الباحثين 

 الدكتور ليوني روان

 محاضر

 منظم ، مع مرتبة الشرف برنامج 

 مدرسة التربية والتعليم والدراسات المهنية 

+61 7 5552 8144  

griffith.edu.au l.rowan  @ 

 الطالب الباحث 

 جانيت رايت 

 مدرسة التربية والتعليم والدراسات المهنية 

 دكتوراه في التربية والتعليم 

+971 50 233 0407  

Janette.wright  @

griffithuni.edu.au 

 

  لماذا يجري البحث؟
 

يجري هذا البحث لتحديد استراتيجيات تعلم اللغة و خاصة استراتيجيات القراءة والتي تستخدم من 

قبل الطالب اإلماراتيين الملتحقين بالتعليم ما بعد مرحلة الثانوية للقراءة باللغة اإلنكليزية. 

ستخدمون وباإلضافة إلى ذلك سوف يسعى البحث لمعرفة ما اذا كان الذكور واإلناث المشاركين ي

 استراتيجيات مختلفة. 

 

هذا البحث هو متطلب إلزامي للدكتوراه في برنامج التعليم في جامعة غريفيث ، الذي أخذت به على 

 عاتقها الباحث الطالبة المبينة أعاله. 

 

  ما سوف يطلب منك أن تفعل
 

سيطلب منك  إذا وافقت على المشاركة في هذه الدراسة ، سوف يطلب منك استكمال المسح والذي

 تحديد استراتيجيات تعلم القراءة اللغوية التي تستخدامها لتعلم وقراءة اللغة اإلنجليزية. 

 

وباإلضافة إلى ذلك ، قد يطلب منك أن تشارك في نشاط ما حيث يطلب منك أن تقرأ فقرة قصيرة 

وسيتم تسجيل هذه ة. باللغة اإلنجليزية والتحدث عن االستراتيجيات التي استخدمتها لقراءة هذه الفقر

 المعلومات واستخدامها للتحليل الحقا. 

 

 األساس الذي سيتم عليه اختيار أو فحص المشاركين 
 

المشاركة في هذه الدراسة تطوعي بحت وسيتم تزويد المشاركين بمعلومات عن البحث بتعميم 

وسوف يكون كتابي عبر البريد اإللكتروني للمؤسسات التعليمية في إمارة أبو ظبي ومدينة العين. 

المسح متاح للفصل الدراسي )الثاني( بأكمله ويمكن أن يتم استكماله في أي وقت خالل الفصل 

 . 2011-2010راسي الثاني للعام الدراسي الد

 

اختيار تسجيل التفكير بصوت عال سيكون تطوعيا بحتا ويمكن للمشاركين االتصال بالباحث عن 

 طريق البريد اإللكتروني أو الهاتف إذا كان مهتما بالمشاركة. 

 

 الفوائد المتوقعة من البحث 
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لمعلمين والمربين في الكيفية التي يمكن بها وفوائد هذا البحث تكمن في إعالم كتاب المناهج وا

تحسين المناهج الدراسية االنجليزية من أجل توفير معلومات دقيقة عن استراتيجيات تعلم القراءة 

اللغوية والمستخدمة لدى الطالب والطالبات اإلماراتيين للقراءة باللغة اإلنجليزية. ويمكن استخدام 

ريقة المستخدمة لتدريس االنكليزية وبالتالي تحسين أداء هذه المعلومات في الصف لتحسين الط

 الطالب لمهارات قراءة اللغة اإلنجليزية. 

 

  مخاطر لك

 

 ال توجد أية مخاطر لك نتيجة المشاركة في هذه الدراسة البحثية. 

 

  الخاصوصية والسرية
 

الستبيان لن خصوصية و السرية الخاصة بك في جميع األوقات. وهذا االمحافظة على الستتم 

 يتطلب أي بيانات فيما يتعلق باسمك أو أي تفاصيل أخرى خاصة والتي يمكن ربطها بك. 

 

إذا تمت اإلجابة على اإلستبيان من خالل الشبكة اإللكترونية سيلحقبه موعد استالم اإلجابات ولن 

 البيانات. يتم استالم أي معلومات بعد ذلك الموعد. وحده الباحث سيتمكن من الدخول إلى هذه 

 

إذا كنت تشارك في تسجيل التفكير بصوت عال ، سيوفر لكم رقم فقط من أجل تحديد الهوية وتحليل 

األهداف. فلن يطلب منك اسمك وأي تفاصيل أخرى خاصة التي يمكن أن ربطها بك. وستحفظ 

التسجيالت من قبل الطالب الباحث ومخزنة في خزانة مقفلة ألغراض أمنية ولن يكون ألحد آخر 

 الوصول لهذه المعلومات.  إمكانية

 

  مشاركتكم طوعية
 

مشاركتكم في هذه الدراسة طوعي بحت ، ولن يؤثر بأي حال من األحوال على دراستك أو عالمات 

تسجيلك في معهدك. إذا كنت ترغب في وقف مشاركتك في هذه الدراسة ، لك الحرية في االنسحاب 

 من هذه الدراسة في أي وقت. 

 

  لمعلوماتأسئلة / مزيد من ا
 

طلب مزيدا من المعلومات عن هذه الدراسة ، يرجى االتصال تإذا كان لديك أي أسئلة أخرى أو 

 على أعضاء فريق البحث المذكورين أعاله. 

 

  السلوك األخالقي لهذا البحث
 

يرجى مالحظة أن جامعة جريفيث تجري بحوثا وفقا للبيان الوطني لقواعد السلوك األخالقية في 

. وإذا كان لديك أية مخاوف أو شكاوى حول السلوك األخالقي لهذا  بحوث اإلنسانيةمجال ال

 5552 7 61+المشروع البحثي يجب عليك االتصال بمدير البحوث في علم األخالق على رقم 
 . l.rowan@griffith.edu.auأو على البريد اإللكتروني  8144

 

 

  تغذية راجعة لك
 

من البحوث في تقرير أطروحة الطالب الباحث وإذا كنت تريد  وسوف تنشر نتائج هذه الدراسة
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 نسخة ، يمكنك االتصال بالطالب الباحث عن طريق عنوان البريد اإللكتروني الوارد أعاله. 

 

 

  موافقة
 

مالحظة بأن إعادة إرسال االستبيان كامال بعد االنتهاء من تعبئته يعد تعبيرا عن الموافقة. اليرجى 

كنت تشارك في تسجيالت التفكير بصوت عال ، ستحتاج الى التوقيع على استمارة ومع ذلك ، إذا 

 الموافقة المرفقة أدناه. 

 

استراتيجيات تعلم القراءة والكتابة اللغوية القراءة من الطلبة اإلماراتيين في مرحلة التعليم ما بعد 

 الثانوية 

 

 نموذج الموافقة 

 

 فريق البحث كبير الباحثين : الدكتور روان ليوني 

 طالب الباحث : جانيت رايت 

 مدرسة التربية والتعليم والدراسات المهنية 

 

 الدكتور روان ليوني 

61755528144+ 

l.rowan @ griffith.edu.au  
 

 جانيت رايت 

971502330407 + 

janette.wright  @griffithuni.edu.au  

 

، أقر بأنني قد قرأت وفهمت حزمة المعلومات وعلى وجه الخصوص الحظت ما يلي  بالتوقيع أدناه

 : 

أفهم أن مشاركتي في التسجيل للتفكير بصوت عال يتطلب مني تقديم معلومات عن الكيفية التي • 

 يتم بها قراءة فقرة باللغة االنكليزية ، والتي سيتم تسجيلها. 

ستخدم رقم تعريفي من شأنه المساعدة في أهداف تحليل أفهم أن اسمي لن يتم إعالنه ولكن سي• 

 البيانات فقط. 

 

 وقد أتيحت لي الفرصة لطرح األسئلة والتي تمت اإلجابة عليها بطريقة مرضية؛ • 

 

 أفهم المخاطر التي تنطوي عليها ؛ • 

 

 أفهم أنه لن يكون هناك فائدة مباشرة من مشاركتي في هذا البحث ؛ • 

 

تي في هذا البحث هو طوعي وبأي حال من األحوال فإن قرار المشاركة لن يؤثر أفهم أن مشارك• 

 على درجاتي أوتسجيلي ؛ 

 أفهم أنه إذا كانت لدي أي أسئلة إضافية أستطيع االتصال بفريق البحث ؛ • 

 

 أفهم بأنه يحق لي اإلنسحاب في أي وقت ، دون تعليق أو عقوبة ؛ • 
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 الدكتور روان ليوني في جامعة غريفيث في ئيس المشرفينرأفهم أنه يمكنني االتصال ، • 

( إذا كان لدي أي مخاوف بشأن l.rowan @ griffith.edu.au+ أو على )61755528144

 السلوك األخالقي للمشروع ؛ و

 

 أوافق على المشاركة في المشروع. • 

 
 
 

  االسم

  التوقيع

  التاريخ
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 استراتيجيات القراءة لدى الطلبة اإلماراتيين 

 

أدعوكم إلى المشاركة في هذه الدراسة التي تهدف إلى النظر في استراتيجيات القراءة باللغة 

شكر لكم إعطائنا وقتكم الستكمال اإلنجليزية لدى الطالب اإلماراتيين في مرحلة ما بعد الثانوية. ن

 هذا االستبيان. 

 

المشاركة في هذا االستبيان طوعي بحت ولن تكون هناك حاجة لتقديم أي يرجى المالحظة أن 

 استكمالكم لهذا االستبيان يعد تعبيرا عن موافقتكم. معلومات من شأنها التعرف عليك شخصيا. 

 

 

  خلفية عامة
 

 يرجى تقديم بعض المعلومات األساسية العامة عن نفسك. 

  الجنس :
 

  ذكر 

  انثى 

 

  السن :
 

  20أقل من  

 20-30  

 30-40  

 40  + 

 

  أين تدرس؟

 

  التعليم والتدريب المهني 

  كلية 

  جامعة 

  أخرى 

 

  كيف تحكم على قدراتك في اللغة اإلنكليزية؟
 

  ضعيف 

  متوسط 

  جيد 

  ممتاز 

 

  منذ متى وانت تتعلم اللغة اإلنجليزية؟
 

  أقل من عام واحد 
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  بين اثنين من خمس سنوات 

  أكثر من خمس سنوات 

 

 القراءة مهم بالنسبة لي : 

 

  أعارض بشدة 

  أوافق 

  غير متأكد 

  ال أوافق 

  أعارض بشدة 

 

 القراءة مهم جدا ألنه : 
 

  يمكنني الحصول على وظيفة جيدة 

  ممتعة 

  يمكنني معرفة المزيد 

  أخرى 

  مهم غير 
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 فستراتيجيات القراءة باللغة اإلنجليزيةاستقراء 

الهدف من هذا االستقراء هو جمع المعلومات عن اإلستراتيجيات التي تستخدمها حين قراءة المواد األكاديمية باللغة 

 اإلنجليزية مثاال على ذلك كتب الدراسة و مقاالت الدوريات و غيرها.

باللغة اإلنجليزية للمواد األكاديمية لمختلف المواد التي تدرسها في كل الفقرات الواردة بالنص ادناه تعود إلى قراءتك 

 و كل رقم يعني األتي: 1،2،3،4،5كليات الدراسة ) عدا المجالت و الصحف( كل فقرة ستتبع بخمسة أرقام 

 أبدا ال افعل هذا إطالقا. -1

 افعل ذلك من حين إلى آخر. -2

 بالمئة (. 50أحيانا افعل ذلك ) بنسبة  -3

 ذلك.عادة افعل  -4

 دائما افعل ذلك. -5

بعد قراءة كل فقرة، ضع دائرة حول الرقم الذي مناسب، مثاال على ذلك لو انك عادة تقرأ بعد وجبة الغداء 

 5      4   3   2   1ستضع عالمة على هذا النحو أقرأ بعد وجبة الغداء............

ات الواردة بهذا النص، ارجو أن تضع نرجو أن نلفت انتباهك انه ال توجد إجابة صحيحة أو خاطئة للفقر

 دائرة على الرقم الذي تراه مناسبا

G 1 5 4 3 2 1 يكون لي مقصدا حينما اقرأ 

S 2 5 4 3 2 1 أكتب بعض الملحوظات حينما أقرألمساعدتي في استيعاب ما قرأت 

G 3 5 4 3 2 1 أفكر في اعرفه مسبقا لمساعدتي في فهم ما اقرأ 

G 4 5 4 3 2 1 على القطعة لمعرفة ما هيتها ألقي نظرة عامة 

S 5 5 4 3 2 1 حينما يصبح النص صعبا أقرأ بصوت جهوري لمساعدتي استيعاب ما أقرأ 

G 6  .5 4 3 2 1 أفكر فيما إذا كان محتوى القطعة المقروءه يتفق مع مقاصدي 

P 7 5 4 3 2 1 أقرا ببط وبتروي ألتأكد من استيعابي لماقرأته 

G 8 5 4 3 2 1 أستقرى النص في البداية لمعرفة بعض المميزات كطول و تنظيم القطعة 

P 9 5 4 3 2 1 أراجع النص مره ثانيه حينما افقد التركيز فيما اقرأ 

S 10 5 4 3 2 1 أضع خطآ أو دائرة حول المعلومات في النص لمساعدتي في تذكرها 

P 11 5 4 3 2 1 تتوافق سرعتي تبعا لما أقراءة 

G 12 5 4 3 2 1 احدد بالضبط ما أقراه بتمعن وما وما يمكنني إهماله 

S 13 5 4 3 2 1 استعين ببعض المراجع كالمعاجم لمساعدتي في استيعاب ما اقرأ 

P 14 5 4 3 2 1 حينما يصبح النص صعبا ابدأ التدقيق فما أقرأ 

G 15  5 4 3 2 1 استيعابيأستعين بالجداول و الشكال والصور بالنص لزيادة 

P 16 5 4 3 2 1 أتوقف من حين ألخر ألفكر فيما قرأته 

G 17 5 4 3 2 1 أستعين ببعض المؤشرات في محتوى النص لمساعدتي فهم ما أقرأ 

S 18 5 4 3 2 1 أصيغ بعض األفكار بمفرداتي الخاصة الستيعاب ما قرأت 

P 19  5 4 3 2 1 في تذكر ما قرأتةأحاول أن أتصور و أتخيل المعلومات لمساعدتي 

G 20  استعين بالترتيبات المطبعية مثل تفخيم الخط و األقواس لمعرفة المعلومات

 األساسية

1 2 3 4 5 

G 21 5 4 3 2 1 احلل و أقيم المعلومات المطروحة في النص 

S 22 5 4 3 2 1 أراجع النص مراجعة تامة إليجاد عالقة بين األفكار في النص 

G 23 5 4 3 2 1 أراجع ما استوعبته حينما تعترضني معلومات جديدة 

G 24 5 4 3 2 1 أحاول تخمين محتوى القطعة المقروءه حينما أقرأ 

P 25 5 4 3 2 1 حينما يصبح النص صعبا اقرأه مره ثانية ألفهمه هما تاما 

S 26 5 4 3 2 1 أطرح على نفسي بعض األسئلة عند قراتي للنص لعلى أجد لها إجابات 

G 27 5 4 3 2 1 أراجع ألثبت إذا ما كانت تنبؤاتي عن القطعة المقروءه صوابا أم خطأ 

P 28 5 4 3 2 1 أحاول تخمين معني الكلمة في الجملة التي ال افهمها 

S 29 5 4 3 2 1 حينما أقرأ أترجم من اللغة العربية إلى اإلنجليزية 

S 30  5 4 3 2 1 المعطاة بكلتا اللغتينعند القراءة أفكر في المعلومات 
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Appendix C – Invitation Notice 

INTERESTED IN TAKING 

PART IN READING 

RESEARCH? 

 

 

If so, contact Student 

Administration or telephone 

the researcher, Janette 

Wright on 050 233 0380 for 

more information. 
 

 

 

 

 

 

 

Appendix D – Think Aloud Protocol 

 



 

192 

Think Aloud Protocol 

 
Introduction (1-2 minutes) 

Be sure to get this information on tape: 

Interviewer 

Participant No –  

Teacher No – 

Date  

 

The purpose of this activity is to try to learn more about what participants are thinking 

while they read in English. 

 

Today I’m going to ask you to think aloud while reading a text in English. 

 

This is not a test, and I don’t really care about how good you are at English. 

 

What I do care about is finding out the kinds of things you are thinking about. 

 

If we can start to understand what you and other participants are doing while actually 

reading in English, we can develop ways to help other participants to develop better 

reading skills. 

 

 

Procedure 

 

Script 

 

Now I want you to think aloud while reading this text in English.  

Try and say as much as you can about the thoughts you’re having while you do the 

activities. It might help you to imagine it as talking to yourself.  

Don’t think silently, then change what you thought before you speak. 

I’m interested in knowing everything you do and think when reading. 

Feel free to use the pencils, pens, paper on the desk if you need to. 

 

 

Notes for Interviewer 

 

Give participant reading task. 

Try not to help the participant too much and don’t volunteer information about content. 

Be careful not to lead the participant into responses (put words in their mouth). 

Provide a new reading sheet for each participant, in case a participant writes on it eg 

underlining words etc. 

 

Read the following directions  

1. You should read the passage silently but stop reading at the end of each alphabet 

letter. Let’s practice with the first one “A”. I will ask you to tell me how you 

read it, what problems you came across, how you dealt with this and anything 

else you can help me with. Ready? 

2. You should continue reading and talking this way until I say finish. Read as 

though you were alone, you will not be interrupted. 
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3. Feel free to talk in Arabic if you cannot find the word/s to express what you 

want to say. 

4. You will be recorded, but your name will not be used. 

 

Think Aloud Prompts 

 

Prompts are in a hierarchy (broad to specific). Each time you prompt, try to start out 

broad, then ask more specific questions to get more information. Don’t stick to asking 

questions in order. Be responsive to what the participant is doing at the moment. (If the 

participant does something specific, ask a specific question). Allow sufficient ‘silent 

time’ for participants before using prompts. 

 

Broad Prompts (to get started when participant is silent) 

 

 What are you thinking about? What’s going through your mind? 

 How are you doing this? How are you figuring this out? 

 What are you looking at? Why? 

 What do you understand so far? How did you get/know that? 

Prompts to get more information 

 What kind of reading strategies are you using? 

 How will you use these reading strategies? 

 What type of text is it? 

 What problems do you see?  

 How will you solve these problems? 

 Is there anything else you are thinking? 

 Can you tell me more? 

 What were you thinking when you were silent a moment ago? 

Prompts responding to what participant has said or done 

 (Restate what participant has said) 

 How did you figure that out? 

 Why did you say that? How do you know? How does that help? 

 Why did you change your mind? 

 Why did you decide to speak about this? 

 How did you come up with that? Why did you say that? 

 Is that working for you?  

If participant mentions unknown words 

 

 What are you going to do about that word? 

 So, how will you figure it out?  (If participant asks for information (“What does 

…… mean?” or “How do you spell …….?”) 

 How would you normally figure that out? (If participant is persistent, give the 

information) 
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If participant gestures, stares into space, writes, underlines: (State (for tape) what 

Participant is doing) 

 

 I notice that you’re …………………….. . See if participant explains. If not prompt 

more. 

 Is there a reason you are ……… 

 What are you underlining? What does that do for you? 

At end of task 

 

 Were you able to tell me out aloud what was going through your mind? 

 Is there anything you’d like to add about what was going through your mind as you 

worked? 

 As you were doing this, what language were you thinking in? 
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Appendix E – Think Aloud Text 

AIR POLLUTION 
 

 

 

 

 

A 

The air we breathe in affects the qualities of life. Poor air quality can make the healths 

of all living beings better and can cut down on their life expectancy and their 

reproduction potential. It can also affect the health of humans and animals in a positive 

way, shortening their lives and making it difficult for them to have children. 

 

B 

It are therefores important in any modern society to increase the amount of air pollution 

caused by motorcars and factories. Research studies have shown that the more money 

spent on ice cream, which will help cut down on air pollution, the better the quality of 

the air we breathe. 

 

C 

The two causes of air pollution spoken about above are the main ones. Firstly they’re is 

the danger of motor vehicles producing fumes that poison the air. These fumes make it 

difficult for people to breathe properly and can even damage there lungs. Fourthly, 

smoke from industrial areas can also affect our breathing and increase our chances of 

getting chest infections such as asthma. 

 

D 

Research conducted in Los Angeles in the 1980's found that the lead in petrol can affect 

the nervous system in children. When it became law to sell lead free petrol in 1982, the 

intelligence in adults increased by two points. Conversely, it was found that when 

factories cleaned up their waste before allowing it to go into the air, children suffered 

less from bronchitis and other lung diseases. 

 

E 

In the UAE it is difficult to get exact information about air pollution about air quality, 

but it is unlikely that the problem will be as great as in the UAE. The UAE has fewer 

motor cars per capita (head) than America and it also has very strict legislation which 

makes it LEGAL to release air pollutants without treating them first. However, hospitals 

still use a process of waste disposal without proper "scrubbing". This results in very 

dangerous cancer causing pollutants being released into the air.  

 

F 

In this month of Environmental Awareness, all people should be aware of the dangers of 

pollution. These are:   

 

 a 10–20% reduction in lung capacity 

 an increased risk of cancer 

 premature death in people who have lung and heart problems 

 an increased risk of getting chest infections 
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G 

 

These dangers can be increased in a number of ways. If we have our cars serviced 

regularly, they won’t run more smoothly and produce fewer harmful gases. If we spend 

money on finding chemicals that wille clean industrial waste products, the factories will 

produced smoke that is less destructive to our health and environment. If we recycle our 

domestic waste such as plastic and metal containers, we will reduce the amount of 

rubbish each household produces. 

 

H 

General environmental awareness in the UAE is very good and continues to grow, so 

Emarati people are likely to obey anti-pollution measures once they know about them. It 

is up to our young people to take the message of a safer pollution- free environment to 

the nation.  

 

Adapted from an article by Semeen Ghazi Dubai “The Waste Paper” 
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