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ABSTRACT 

This study investigated the effects of reading comprehension strategy awareness and 

use on main idea comprehension and recall in first and second languages for Arabic-

speaking Libyan university students. The research examined the effects of general 

reading proficiency, text difficulty and topic interest and familiarity on main idea 

comprehension. The study also examined whether there is a facilitatory relationship 

between awareness of reading comprehension strategies and their effective use. 

Participants were all university students majoring in Teaching English as a Second 

Language (TESL). There were 112 participants from Libya and 16 English speaking 

control participants from Canada. Reading comprehension strategy awareness was 

assessed via Mokhtari and Sheorey's (2002) Survey of Reading Strategy. The CanTEST 

was used to assess the English as a second language reading proficiency of the Arabic-

speaking group, while the Nelson-Denny Reading Test served to assess LI reading 

proficiency for the English-speaking group. An English reading text was administered to 

both groups and an Arabic reading text to the Arabic group only. The texts served as the 

basis for examining the English group's LI and the Arabic group's LI and L2 reading 

comprehension strategy use through their recall of the main ideas of these texts. A reader 

assessment questionnaire was employed to assess text difficulty, topic interest and 

familiarity. In addition, semi-structured reading strategy interviews were conducted 

individually with participants from the control and the experimental groups. The 

interviewees were randomly selected from within different reading proficiency 

groupings. 
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Results revealed that reading comprehension strategy awareness had no effect on 

main idea comprehension in both LI and L2 for the native Arabic group. The native 

English group had higher awareness of the three categories of reading strategies (Support, 

Global and Problem-solving) than the native Arabic group. The Problem solving strategy 

category was the most familiar to the native Arabic group. Results indicated that general 

reading proficiency did not affect the recall performance of main ideas for either group. 

Text difficulty and topic interest did not contribute to the comprehension and recall of 

main ideas, while topic familiarity was a factor in the recall performance of the native 

Arabic group. 

Qualitative analysis of the results indicated that the native English group effectively 

used more reading strategies than the native Arabic group, and that the native Arabic 

group did not actually use the strategies which they claimed the highest awareness of. 

Furthermore, they tended to misapply the strategies that they did use. These findings 

indicated that simply knowing about reading strategies does not necessarily result in 

being able to use them appropriately. We concluded that reading strategy awareness alone 

is not sufficient for the comprehension and recall of main ideas and that awareness needs 

to be accompanied by effective strategy use in order to have a positive impact on main 

idea comprehension and recall. 
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INTRODUCTION 

Alexander (2005) states that reading is more important today than it ever was - it is 

crucial to develop this ability in order for students to succeed in their chosen career, 

because so much of information is communicated in written form. Therefore, reading is 

the most fundamental skill a student will ever acquire (Alexander, 2005). Reading is a 

critical key to academic success. At school, most learning is acquired through reading. 

According to Zerhouni (1996), teachers can only provide some guidance, but they cannot 

provide students with all the information they need. Students need to be efficient readers 

in order to do well in their studies. Thus, the best service teachers can provide their 

students is to teach them strategies that will help them to become skilled independent 

readers who are able to access all types of materials on their own (Zerhouni, 1996). 

Because academic reading can be very demanding and concepts are often difficult to 

understand, this requires developing their academic reading skills (Beare, 2005). One of 

the most complex of these skills is reading comprehension. 

Reading comprehension is the process of understanding and constructing meaning 

from a piece of text. It involves extracting the required information from the text as 

efficiently as possible through the application of different reading strategies. Thus, 

according to the York University Counselling and Development Centre (2004), university 

students need to be aware of the whole reading process in order to know how to read their 

academic materials and to understand and relate the information in the text to other 

readings, ideas and themes from lectures, and to the goals of their course. Reading 

difficulties become most apparent when the reader is unable to grasp the meaning from a 

text passage (Beare, 2005). That is why reading comprehension strategy awareness is 
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important to successful course completion. Yet it is more crucial in second or foreign 

language contexts. The capacity to read English as a second or foreign language 

(ESL/EFL) is essential for the academic success of university students. In foreign 

language contexts, exposure to written English texts is generally greater than any 

opportunities to speak or listen to the target language (Khouzam & Amer, 1993; 

Zerhouni, 1996). EFL students rarely speak the target language in their daily lives, but 

they need to read it in order to access the huge amount of academically required 

information available exclusively in the target language (Eskey, 2005). The ability to 

comprehend the main ideas of different texts in the foreign language is indispensable for 

students to achieve sufficient intellectual growth and understanding of their course 

materials to allow them to successfully pass their exams in such contexts. 

Although fluent decoding is the first step for successful reading (Eskey, 2005), the 

readers' capacity to understand the meaning of a text depends on more than decoding. In 

order to fully comprehend the information available in the text, the reader must relate this 

information to some relevant body of knowledge. This implies that the reader must have 

some knowledge of the general content of the text in order to make sense of the text 

information. According to Eskey (2005), the reader's brain is full of knowledge, it is not 

empty. In order to extract meaning from a text, the reader's brain connects the new 

information provided in the text with existing knowledge. Smith (1975) succinctly 

summarizes the role of the reader's existing knowledge when he states that "what the 

brain tells the eyes" is much more salient than "what the eyes tell the brain". 

Eskey (1997) and Aslanian (1985) assume that proficient readers can understand the 

individual sentences and the organizational structure of a piece of writing. They can 
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comprehend ideas, follow arguments, and detect implications. They know most of the 

words in the text already, but they can also determine the meaning of many of the 

unfamiliar words from the context - failing this, they can use their dictionary effectively 

to do so. In summary, good readers can extract from the writing what is important for the 

particular task they are employed in, because they are aware of and able to implement 

reading comprehension strategies. 

From this fact, reading comprehension strategy awareness and use plays a critical role 

in the academic success of first and second language (LI and L2) students, because 

irrespective of the area of study, students are required to read and understand the subjects 

of their reading materials. Consequently, for students to be able to understand what they 

are reading they should be aware of and be able to implement a number of specific 

reading strategies that differ according to their reading purpose. That is why reading 

comprehension strategy awareness and use assessment could be the starting point for 

investigating the students' academic achievement in LI and L2 contexts as they may play 

the most important role. 

Besides that, even where reading skills are well developed, reading comprehension 

may be affected by the difficulty of the text, the reader's interest, and the reader's 

familiarity with the subject matter, among other factors. 

Therefore, this study looked at the effect of reading strategy awareness and use on 

reading comprehension of main ideas in first and second languages. It also investigated 

the relationship between second language (L2) proficiency and second language reading 

strategy awareness and use in a population of Arabic-speaking, Libyan university 

students. This thesis also looked at the effects of topic familiarity, interest and difficulty 



4 

on reading comprehension and recall of main ideas. 

The first chapter of the thesis, which is devoted to a presentation of the problem, 

includes a brief overview of different types of ESL/EFL teaching methods followed by a 

discussion of the Libyan EFL curriculum and teaching methodology. The next subsection 

illustrates the characteristics of the Arabic language, followed by the goal of the research, 

the research questions and the research hypotheses. 

The second chapter is devoted to a review of related literature. It starts with 

introducing the reading process, followed by models of reading. Next, a discussion of 

language learning strategies, followed by a presentation of the development of reading 

strategies and a demonstration of a main ideas identification task. Then, first language 

(LI) reading strategies, including global, problem-solving and support strategies, are 

introduced. This is followed by a discussion of second language reading strategies and 

their similarities to LI strategies. The next subsection presents reading strategy transfer, 

followed by a discussion of the effects of differences between LI and L2 on reading 

strategy use. 

The third chapter provides a presentation of a pilot study that was made to test the 

methodology of the research. The results of this study were also presented and discussed. 

The fourth chapter provides a description of the experiment methodology and subjects. 

It begins with a description of the experimental design, followed by a description of the 

subjects and the material. Next, pre-experimental evaluative measures are discussed, 

followed by an explanation of the dependent measures. The final subsection presents the 

experimental procedures. 

The fifth chapter is devoted to quantitative and qualitative analyses of the research 



5 

results. This chapter answers the research questions quantitatively through statistical 

analyses of the data. This is followed by a qualitative analysis whose aim is to further 

validate the statistical results. 

The sixth chapter includes an in depth discussion of the quantitative and qualitative 

results of this study. 

The seventh, concluding chapter presents a summary of the findings and provides 

suggestions for future research. 



6 

CHAPTER ONE 

The problem 

Today many researchers of LI and L2 reading would concur that there are universal 

reading processes, and that one has to learn to read only once during a lifetime 

(Raymond, 1988; Davis and Bistodeau, 1993; Brisbois, 1995). These processes include 

cognitive processes and metacognitive Strategies that are differentially sensitive to 

various types of text structures.* Although there is generally thought to be transfer of the 

reading processes from LI to L2, this transfer is most often accompanied by several types 

of interference that cause ESL/EFL reading problems. 

Second language learners in EFL contexts often have difficulty understanding and 

locating the main idea of their assigned English texts. This is most likely due to the 

second language learners' lack of awareness of the techniques and strategies that are 

required for comprehending the main idea(s). Whether due to inappropriate teaching 

methods or a simple lack of training on strategy use (Zerhouni, 1996), a failure to use 

strategies for extracting the main idea of a text can have dire consequences for reading 

comprehension. Research has shown a strong correlation between reading comprehension 

and awareness and use of main point recognition strategies (Tomitch, 2000; Van Dijk & 

Kintsch, 1983; Schillings & Van-Hout-Walters, 1995). It is thus important to carefully 

examine the teaching of English and, more specifically, the teaching of reading strategies, 

in the target population of the present study. 

* The effect of text structures will be discussed later in the thesis. 
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1.1. ESL/EFL Teaching Methods 

This section introduces the most familiar teaching methods in ESL/EFL contexts. 

Teaching methods are the combination of language teaching theories and classroom 

practice. Larsen-Freeman (1986) suggests that ESL/EFL teaching methods specify the 

roles of teachers and learners in the classroom, as well as the language teaching 

approaches. One of the oldest teaching methods, the Grammar Translation Method, first 

appeared in the 1800s. Despite a plethora of more recent approaches, the Grammar 

Translation Method is still applied in EFL contexts in many countries, including Libya. 

This method focuses on teaching grammar structure, translating and memorizing 

vocabulary, using LI as a medium of instruction and treating reading texts as 

grammatical exercises while ignoring the comprehension of the content (Prator & Celce-

Murcia, 1979). 

Then, at the turn of the century, the Direct Method purported to solve the Grammar 

Translation method's problems by avoiding translation and LI usage. Charles Berlitz was 

the popular founder of the Direct Method (Brown, 1994 & 2001). This method 

emphasizes correct pronunciation and grammar using the target language for classroom 

instruction (Larsen-Freeman, 1986). 

The Audio-lingual Method, an off-shoot of the direct method, was developed by 

Leonard Bloomfield during the Second World War. This method focuses only on oral 

language skills and is based on the idea of having a native speaker of the target language 

(the teacher) serves as a source of vocabulary and phrases in the classroom (Richards and 

Rodgers, 2001). Brown (1994 & 2001) notes that this method tends to disregard language 

content, focusing on learners' error-free utterances by using mimicry, listening to tapes 
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and memorizing sets of phrases. Materials are presented in a dialog form in this method 

(Brown, 1994 & 2001). 

Later on, in the early seventies, the Community Language Learning Method 

appeared. This method perceived the teacher as an empathetic helping agent in the 

learning process (Brown, 1994 & 2001). This method allows using LI between students 

while working as a group; it focuses on teaching students to communicate in the target 

language and teaching grammar and vocabulary. The teacher is seen as a translator and 

counselor (Brown, 1994 & 2001). It should be noted here that, despite their differences, 

all the above mentioned methods are teacher oriented. 

In the mid-eighties, a more student-oriented approach, known as the Communicative 

Language Teaching Approaches appeared. It encompasses various methods, motivations 

for language learning, types of teachers and the needs of individual classrooms and 

students. Brown (2001) notes that this approach teaches language learners communicative 

skills and language use by virtue of its emphasis on: learning to communicate through 

interacting in the target language, introducing authentic texts into the learning situation, 

focusing on reading comprehension from the very beginning, linking classroom language 

learning with language use and activation outside the classroom (Nunan, 1991). In this 

student oriented approach the teacher is seen as a language facilitator of lifelong language 

learning among students, an activity organizer in the classroom and a materials designer 

(Brown, 1994). This one umbrella approach to language teaching aims at the 

development of the four language skills in a communicative classroom environment (the 

Ontario curriculum policies of 1995-2000). 

However, it is not used in Libyan EFL classes, which are more oriented to the 
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Grammar Translation Method. Libyan EFL teachers are still using one of the oldest 

teaching methods (Grammar Translation Method) whose principles do not match the 

principles of newer methods and approaches that are mentioned above. The following 

section provides a brief description of the typical Libyan EFL methodology and 

curriculum, in which the experimental group participants have had their education. 

1. 2. Libyan EFL Curriculum and Methodology 

The aim of this section is to shed some light on the educational background of the 

experimental group. According to the researcher's experience as an EFL learner and 

teacher, the Libyan education system comprises three stages prior to the university level. 

There is no ESL component during the first stage, which starts at age six in elementary 

school and continues for six years. Students start learning English as a subject at the age 

of thirteen from the first year of junior school until the last year of high school. Thus, 

they learn English for six years before going to the university. 

The series "Living English for Libya" by Gusbi (1979) was used in junior schools. 

This series consists of three parts, each part being taught for a school year. Each book 

contains thirty lessons; each lesson comprises a simple reading part followed by several 

grammatical exercises. The three part series "Further English for Libya" by Gusbi and 

Ronald (1970) was used in High schools. 

Based on the author's experience as a high school teacher in Libya and on the 

classroom observations carried out during the research for her MA degree, the Grammar 

and Translation method was the sole teaching method applied in the teaching of these text 

books. This method focuses on translating the reading texts and introducing the 
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grammatical structure that is included in the reading sections. The main focus of the 

Libyan EFL program was on teaching the grammatical structure of English, which is 

typical of the Grammar Translation method. The textbooks described above were taught 

by using only one teaching method. This suggests that reading strategies were not given 

much attention during the learners' pre university schooling, because their teachers might 

not have been aware of the importance of introducing students to these reading strategies. 

Likewise, the teachers also were not exposed to these reading strategies when they were 

students. That is why learners are always confronted with several reading comprehension 

problems while reading university level assigned texts. Their chief reading problem is 

their inability to recognise the main points or ideas of the text. Another source of their 

reading problems is the dissimilarity in the scripts, structures, phonology and syntax 

between the learners' first language (Arabic) and foreign language (English).1 

1.2.1- Teaching of Arabic as a first language 

Arabic language reading instruction focuses on using the analytical or alphabet 

method. Through this method, at the beginning stages, students learn the Arabic alphabet 

and the vowelization, how to read and use the short vowels (diacritics), how to combine a 

group of letters to form a word and how to read vowelized words (Khater, 1963; Abu-

Rabia et al., 2003). More advanced readers are taught how to read non-vowelized words. 

They are also taught to vowelize the end of words in order to be prepared to make a 

sentence from a group of words, to indicate their grammatical function in the sentence 

and to read them accurately (Abu-Rabia et al., 2003). 

In addition, at the advanced levels of reading, the texts are not vowelized. So students 

' This will be addressed later on. 
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are taught how to deduce the short vowels from the structure of the sentence. These are 

all cognitively demanding tasks. Reading Arabic scripts without short vowels is also a 

difficult task for less proficient and beginning readers because of word and letter 

similarities; for instance, certain letters are discriminated from each other only by a single 

stroke (see Appendix A for Arabic alphabet) (Abu-Rabia et al., 2003). Hence, readers 

must rely on the grammatical structure, their prior linguistic knowledge and the exposure 

to prints and media (Abu-Rabia et al., 2003). In contrast to this focus on the above 

mentioned skills, the teaching of the strategies for main idea comprehension and 

identification is almost entirely disregarded by teachers of Arabic reading to native 

speakers. 

1.2.2- Teaching of English as a Foreign Language 

According to the author's experience as an EFL teacher, at the beginning level, 

students are taught the English Alphabet and lists of simple words such as: car, cat, dog, 

school, ball, flag and house. Students will be required to memorize the spelling of these 

words with their Arabic meanings in order to be able to write them correctly with their 

meanings. In more advanced levels teachers focus more on the grammatical structures, 

the verb tenses, the memorization larger lists of single words (vocabulary) and the 

spelling of longer words. By the end of the high school stage, students would be taught 

the entire English language verb tenses, passive voice, direct and indirect speech, and all 

the types of conditional verbs. Concerning high school reading, teachers focus on 

enriching the vocabulary of their students by extracting lists of the new words in the 

reading lessons and answering the comprehension questions that follow the reading 

passages after translating the whole text into Arabic. 
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At this point it is essential to introduce the English language education systems of the 

control group in order to compare the two different educational systems and LI teaching 

methods for both control and experimental groups and their effects on the participants' 

achievements later in this research. 

1. 3. Ontario, Canada English Teaching and Curriculum 

In the previous section, the Libyan Arabic and English teaching contexts (LI & L2) 

were discussed to give an idea about the experimental group's LI and L2 education and 

the teaching methods that were implemented in their education. In this section, the 

English (LI) teaching methods and curriculum of the control group will be discussed to 

show how the two groups might vary in terms of LI reading comprehension strategy 

instruction and teaching methodology. 

The Canadian participants in the control group may differ in their ability to read and 

comprehend the main idea in their LI because of the different teaching approaches that 

have been applied at different educational levels. Since all the control group participants 

have had their elementary and high school education in Ontario, Canada, the Ontario 

curriculum policies of 1995-2000 were applicable to their ages. The Ontario curriculum 

indicates that communicative teaching that focuses on teaching the four skills was the 

most implemented method in classroom teaching. 

According to the Ontario common curriculum policy for grades 1-8 (1995), the control 

group participants would have learned how to read for particular purposes, how to use a 

range of strategies to understand what they read, such as how to use background 

knowledge and how to identify and restate the main idea, by the end of grade three. In 
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grade five, they would have learned to select appropriate reading strategies such as 

adjusting reading speed according to the purpose of reading and recording key points. By 

the end of grade seven, they would have been able to identify main ideas and explain how 

the details support them, to select appropriate reading strategies such as skimming text 

for specific information and note taking. In grade eight, they would have learned how to 

question and evaluate the ideas in the text and how to scan the text to determine the 

purpose of it. 

The goals set by Ontario Curriculum and Policy for grades 9-10 (1999) are that 

learners can describe a variety of reading strategies in grade nine and select and use them 

effectively before, during and after reading to understand texts. They can also create 

questions, self-question to monitor their comprehension, relate prior knowledge to the 

ideas in texts and locate explicit information and ideas. In grade ten, students can identify 

how readers' different backgrounds might influence the way they understand and 

interpret a text and can analyse information and ideas in texts and synthesize their 

findings. 

According to the Ontario Curriculum and Policy for grades 11-12 (1999), in grades 

eleven and twelve students receive instruction to cope with the more challenging reading 

demands of the senior secondary school curriculum, which require students to consider 

increasingly difficult concepts. Through communicative teaching method, they also learn 

to use vocabulary that is more specialized than in earlier grades. According to the Ontario 

Ministry of Education (2000), in grade twelve, students read and interpret literary texts as 

a university preparation program. Students learn to switch from one genre to another and 

to use a range of reading skills that suit their purpose and the materials they are reading. 
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The materials include a range of informational texts, poetry, novels, essays, plays and 

short stories. Students are also encouraged to read independently for pleasure, 

information, and comprehension. Towards the end of grade twelve, students are expected 

to be able to understand information, ideas, concepts and themes; to be able to realize the 

relationship among facts and ideas, to be able to know the forms of texts, conventions and 

terminologies; to be able to understand the uses of rhetorical elements in literary and 

informational texts; and to be able to apply reading strategies (The Ontario Ministry of 

Education, 2000). 

1. 4. The Problem and the Rationale of the Study 

Reading is especially important for EFL learners, given the fact that they usually have 

little exposure in their own communities to the target language outside the classroom. In 

such contexts, reading materials are usually more available than listening materials 

(Zerhouni, 1996). This is why the main emphasis of EFL programs should be on the skills 

involved in reading written materials. Another reason of the importance of EFL reading 

for learners is that it is the only skill that they can develop and use on their own later on 

in their lives. It has been shown that one way of developing FL is through development of 

the reading skills (Zerhouni, 1996). However, reading in a FL is often a source of 

difficulty for FL learners. One of the main problems facing FL readers is the lack of 

exposure to appropriate reading strategies (Raymond, 1993 and Carrell, 1988) 

The present study arose as a result of the researcher's observation that many EFL 

students have reading deficits that place them at a severe disadvantage in their university 

English courses. These students usually experience difficulty in EFL courses that 



15 

emphasize learning from text materials, where success depends heavily on an individual's 

ability to determine the most important ideas of the reading selections. EFL students may 

not be receiving adequate instruction on how to grasp the important information in LI 

and FL reading texts. Parry (1996) suggests that reading strategies can be viewed as a 

function of culture and the differences in strategy-utility can often be presented in terms 

of how different culture/societies represent, use, and teach language and literacy. 

According to Jacobowitz (1990), in the same way, the inability of LI university students 

to comprehend a text well or the main ideas of texts may stem from the limited effective 

instructional strategies taught in schools and the inadequate or inappropriate educational 

preparation, which is the case of the Libyan students as their LI teaching of reading 

program focuses on learning them how to decode words more than anything else. 

In the present case, we are dealing with university-educated Libyan EFL students who 

have not received instructional strategies in EFL reading during their education because 

the Libyan EFL curriculum focuses on teaching grammar above all else. This lack of 

instruction is problematic in the light of research underscoring the importance of reading 

strategies for optimal reading comprehension. For example, Surber (2001) and Upton and 

Thompson (2001) suggest that readers need some methods for determining which pieces 

of information in a text are more important and should receive the most attention. 

According to Schmitt (1990), skilled readers should be actively involved in the 

comprehension process. The readers select and use appropriate strategies and monitor 

their comprehension as they read to help them understand information and identify the 

main ideas of the reading text. If teachers know how readers identify main ideas 

successfully, then they will be better able to help unskilled readers learn to do so 
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(Schmitt, 1990). Since main idea identification tasks require readers to attend to some 

information more than other information, Cunningham and Moore (1986) argue that 

readers pay attention to certain ideas in a text depending on their purpose for reading, as 

well as the author's presentation of information. Incidentally, LI and FL similarities and 

differences may affect the FL reading skills and strategies in different ways. 

According to my experience as an FL learner, teacher and researcher, the LI plays a 

great role in L2 learning. LI also has different effects on FL learning. Assuming that 

there are several factors responsible for Libyan FL readers' main idea identification 

deficiency in reading comprehension, which includes linguistic differences between LI 

and L2, it is crucial to demonstrate the first language characteristics of the Libyan 

learners in the following subsection. The reason for writing this subsection is to help in 

understanding and diagnosing the Arabic EFL learners' reading problems that are related 

to their LI. The following subsection would also shed some light on the Arabic EFL 

learners' linguistic background in order to understand the nature of their reading 

problems and the role that the characteristics of LI play in L2 reading. 

1. 5. Characteristics of Arabic 

Arabic, a Semitic language, is typologically different from English, an Indo-European 

language. The two languages also have different writing systems. The Arabic script is 

written from right to left; in normal Arabic script the vowels are not marked and readers 

have to supply the correct voweling from an understanding of the context in which the 

word appears; this may make Arabic the only language in which skilled readers must first 

understand the sentence in order to recognize the word (Abu-Rabia, 1998; Abu-Rabia, 
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Share & Mansour, 2003; Taouk & Coltheart, 2004). Arabic words are usually quite short; 

most of them are derived from a trilateral root and are generally less than six characters 

long. These three consonants can be combined with different patterns of vowels to 

produce a whole family of words that share a common meaning. Consequently, Arabic 

speakers are accustomed to a script that places great importance on consonant structures 

and plays down the importance of vowels. Arabic characters are much less redundant 

than Roman letters. In Arabic, the presence or absence of a single dot above or below a 

standard character shape distinguishes between letters (Appendix A for Arabic alphabet). 

These differences require Arabic speakers to learn an entirely new alphabet for English, 

including a capital letter system, which makes English more difficult for them. Moreover, 

Arabic has a very different grammatical structure from English in terms of word order 

(Bengeliel, 2000). Since reading in English is not an easy process for Arabic speakers, 

learning how to use reading comprehension strategies may play a very important role in 

this situation, as it may enhance their reading comprehension achievement. 

The present study investigates Arabic readers' awareness and use of EFL reading 

comprehension strategies in identifying the main ideas in an English text. This study will 

focus on three types of reading strategies that contribute to main idea comprehension and 

identification. These strategies, to be discussed in a later section of the thesis, are: global 

reading strategies, problem-solving strategies and support strategies, as categorised by 

Mokhtari and Sheorey (2002). The following section illustrates the purpose of this study. 
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1. 6. Purpose of the Study 

Arabic EFL learners have been observed to experience certain types of difficulties in 

identifying the main ideas in reading, since finding the main ideas is a complex task. In 

accordance with Vann and Abraham (1990), these difficulties may be rooted in 

inadequate knowledge of the strategies that should be used and their inappropriate use. 

According to the researcher's experience as a teacher and then as a teacher trainer, 

Libyan EFL teachers do not learn about these underlying reading strategies during their 

teacher education and are not trained to teach them. This lack of training is not unique to 

the Libyan context. Carriedo and Alonso-Tapia (1996) found that teachers who do not 

know what kind of strategies should be taught or how to teach them, at least with regard 

to the teaching of main idea comprehension strategies, tend to work on reading 

instruction and not on reading strategy instruction during their reading classes. 

According to Schmitt (1990), EFL learners can be taught metacomprehension 

strategies of how and when to set purposes for reading, activate background knowledge, 

monitor comprehension, draw inferences and attend to main ideas. Therefore, it would be 

useful for teachers to evaluate their students' awareness of these strategies, as they are the 

characteristics of skilled comprehenders. Paris and Winograd (1990) reported that 

students benefit greatly from achieving greater awareness of their own mental processes 

and the purpose of academic learning. They taught their subjects the metacognitive 

processes while reading. Paris and Winograd (1990) also illustrate how students' 

understanding of their own thinking can improve their reading comprehension. They tried 

to make invisible mental reading processes tangible for 10 year old students through the 

use of materials, discussions and metaphors to promote their understanding of reading 
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strategies. Thus the sheep or cattle-herding metaphors "Tracking down the Main Idea" 

and "Rounding up Ideas" provide students with a concrete representation of the mental 

processes of identifying, selecting and knowing when to apply these strategies. Paris and 

Winograd found that performance on such tasks and measurement of metacognition 

awareness and strategy utility revealed significant improvement from pre- to post-tests of 

the experimental group compared to their peers in other classes. Such knowledge could 

be used to design a reading program that includes explicit instruction in 

metacomprehension skills (Baumann, 1986). 

In a further attempt to establish a link between awareness and use of strategies and 

reading comprehension, the present study investigates Arabic readers' awareness and use 

of EFL reading strategies in identifying the main ideas of an English text. This study will 

focus on the above mentioned three types of reading strategies that contribute to main 

idea identification and comprehension as categorized by Mokhtari and Sheorey (2002). 

At this point, it is important to demonstrate the specific objectives of the study. 

1.7. Objectives of the Study 

The present study is aimed at investigating three primary objectives. The first is to 

investigate the effect of strategy awareness and use on the comprehension and 

identification of the main idea in LI texts through recall. The second objective is to 

examine the relationship between strategy awareness and use and the comprehension and 

identification of the main idea in FL texts. Immediate recall protocols were used as a 

measure of the comprehension and identification of main ideas based on the assumption 

that there is a direct relationship between what readers comprehend from a text and what 
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they are able to recall. In other words, those who comprehend better will also recall 

better. The third objective is to compare the amount of recalled ideas from an LI text 

versus an L2 text. 

In addition, there are two secondary objectives for this study. First, the study 

investigates the effect of language reading proficiency level on the comprehension 

and recall of main ideas. Second, the study examines the extent to which text 

difficulty and readers' familiarity with and interest in the topic may affect the amount 

and levels of main idea comprehension and recall. 
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CHAPTER TWO 

Review of the Related Literature 

This chapter will review the major lines of enquiry regarding second language 

reading comprehension strategies. As the research in the present study focuses on main 

idea identification in EFL, this chapter begins with a brief overview of the major issues 

regarding EFL reading strategies for main idea identification. These issues are: the 

reading comprehension process, models of reading, language learning strategies, and 

reading strategies. There will also be a brief review of the development of reading 

strategies. This will be followed by an overview of LI and L2 reading strategies, 

including global, problem-solving and support reading strategies. Both the issues of 

reading strategy transfer and the effects of differences between LI and L2 on reading 

strategy use will be discussed. This will be followed by a discussion of main idea(s) 

identification tasks. The chapter will conclude with a summary of the literature as it 

relates to the research carried out for the present thesis. 

2.1. The Reading Comprehension Process 

"Reading is a psycholinguistic process in that it starts with a linguistic representation 

encoded by a writer and ends with meaning which the reader constructs" (Goodman, 

1971, p.127). Comprehension is the most important component in the reading process 

(Brantmeier, 2004). Consequently, according to Yigiter, Saricoban, & Gurses (2005), 

reading without comprehension would be meaningless and empty. Thus, understanding 

and developing reading strategies is necessary for achieving comprehension. In the more 

narrow sense, Van Den Broek (1990) indicates that the construction of a coherent 
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functional representation of the target text in memory is a critical component of 

successful reading comprehension. This process might be viewed as a problem-solving 

task through which the reader recognises relations between the ideas, events and states 

that are presented in the text. 

The reading processes in L2 involve understanding the basic cognitive, metacognitive 

and linguistic processes used in LI reading. However, there are several features in L2 

reading that are unique. These include the influence of LI literacy, limited L2 linguistic 

knowledge, and cross-linguistic effects (Wade-Woolley, 1999; Koda, 1994). Stott (2001) 

assumes that the reading process involves identification of formal structure, genre and 

topic, all of which activate schemata (see below) and allow readers to comprehend the 

text. 

The level of reader comprehension of the text is determined by how well the reader 

variables (interest level in the text, purpose for reading the text, knowledge of the topic, 

foreign language abilities, awareness of the reading process, and level of willingness to 

take risks) interact with the text variables (text type, structure, syntax, and vocabulary) 

(Parnett, 1988). One important part of interactive process theory emphasizes "schemata," 

the reader's preexisting concepts about the world and about the text to be read. Into this 

framework, the reader fits what he or she finds in any passage. If new textual information 

does not fit into a reader's schemata, the reader misunderstands the new material, ignores 

the new material, or revises the schemata to match the facts within the passage (Parnett, 

1988). 

Vann and Abraham (1990) discuss three types of knowledge that are required for 

understanding any reading text. These are: the language knowledge of grammatical 
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structures and rhetorical convention; background knowledge, which enables readers to fit 

the new information presented in the text into their already established framework of 

knowledge; procedural knowledge that enables readers to proceed with the reading task. 

In other words, procedural knowledge is the awareness of the purpose, the demands and 

the steps of performing the task and knowing how to proceed on a task. 

2.1.1. Differences and Similarities between Reading in LI, L2 and FL 

Reading in a second language is not a monolingual event. Because L2 readers have 

access to their LI as they read, many of them use it as a strategy and rely on it to help 

comprehend an L2 text. This includes the implementation of LI as the language of 

thought during L2 reading processes, such as mental translation and inner speech or 

internalized language that is for oneself. Readers may utilize such strategies when they 

come across difficult points in the L2 text to fill in their comprehension gaps (Upton and 

Thompson, 2001). According to Hudson (1998), L2 reading involves the interaction of 

reading processes and knowledge. It involves basic decoding skills, higher level cognitive 

skills and interactional skills (with the author of the text). In addition, L2 reading 

involves LI and L2 interaction (Hudson, 1998). 

Most FL reading specialists view LI and L2 reading processes as interactive. The 

reader interacts with the text to create meaning as the reader's mental processes work 

together at different cognitive levels (Bernhardt and Kamil, 1995; Rumelhart, 1977). This 

point of view is based on Goodman's (1988) assumption that reading procedures are 

universal across languages and can be transferred from one language to another because 

they are similar or almost the same processes for all languages. 

From this point of view, LI and L2 are related to each other and share several similar 
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processes. L2 readers have to learn to read only once in their lives because they transfer 

their LI reading strategies into their L2 reading (Raymond, 1988; Brisbois, 1995). 

Furthermore, most of the elements of the reading comprehension process featured in LI 

reading models, such as prior knowledge, metacognitive strategies and cognitive 

strategies are applicable to the L2 reading comprehension process (Brisbois, 1995). 

On the other hand, Barnett (1989) argues that it is important to recognize several 

factors that distinguish the L2 reader from the LI reader. First, L2 readers already have a 

level of literacy in their LI that might be used simultaneously with the L2. Second, 

Barnett (1989) indicates that different languages may initiate different sorts of 

processing. For instance, L2 readers decode more than they interact with the text. Third, 

different LI orthographies, literacy practice, and background knowledge may affect L2 

reading ability and strategies. 

Block (1986) assumes that when people first learn to read, they should learn both how 

to read language in print and the appropriate strategies to use for comprehension. 

However, when L2 learners learn to read in a second language, they need only to be 

concerned with understanding specific language features in print. Moreover, Koda (1994) 

asserts that there are three fundamental differences that separate LI from L2: 

1 - The L2 reader has prior reading experience. 

2- L2 reading is cross-linguistic. 

3- Reading ability develops before adequate fluency in the target language is achieved. 

Similarly, Grabe (1991) notes that LI learners have already learned a huge amount of 

vocabulary before they begin reading. They also have a good sense of the grammar of the 

language. L2 learners typically have not learned a large amount of oral language 
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vocabulary; nor do they have fairly complete sense of the grammar of the L2 (Grabe, 

1991). 

Concerning FL reading comprehension, Koda (1994) argues that interletter 

(internalized orthographic association of words) connection ability is usually weaker 

among FL than among LI readers, as their exposure to the FL orthography is more 

limited. Normally, FL readers have been exposed to a very limited amount of reading 

material (Sarig, 1987), as everything in their living context is written in their LI, such as 

the signs, newspapers, magazines and etc. Thus, word recognition by FL readers would 

be slower and less accurate. Vocabulary knowledge is another factor that affects word 

recognition and reading comprehension in FL readers. This complex relationship is 

discussed in the following subsection. 

2.1.2. Vocabulary and the Reading Process 

Ulijn and Salager-Meyer (1998) state that vocabulary knowledge is a critical 

component in reading comprehension. Readers with better vocabulary knowledge are 

usually believed to be better comprehenders (Coady, 1993). Most current L2 reading 

theories maintain that processing at the word level is essential for successful reading and 

that the lack of word recognition skills is often a cause of difficulties in developing L2 

reading comprehension (Coady, 1993). Brisbois (1995) argues that L2 vocabulary 

knowledge contributes more to the reading process than does grammatical skill. Thus, it 

is important for L2 readers to develop the automaticity of word recognition, which allows 

them to use higher level processing skills and strategies such as using LI reading strategy 

knowledge or experience to make sense of the L2 reading text (Brisbois, 1995). Anderson 

(1999) suggests that vocabulary is the fuel that ignites the fire of reading and facilitates 
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the comprehension of what one reads. 

According to Horst (2005), in LI as in L2 reading, practice is important; to be 

precise, the more frequently the word is seen, the faster the lexical access and the shorter 

the recognition time. For LI and L2 learner alike, the acquisition of a large mental 

lexicon involves exposure to a great deal of written text. L2 readers who have been 

reading and building vocabulary knowledge would have a huge amount of vocabulary 

(Horst, 2005). In contrast, the lack of L2 vocabulary would hinder the ability to 

"automatize" word encoding that would result in a slow reading rate, which in turn would 

affect the comprehension process (Ulijn and Salager-Meyer, 1998). 

The following section focuses on research-based models and theories of reading that are 

applicable to both LI and L2 reading. 

2.2. Models of Reading 

This section illustrates the reading theories and the theoretical views of the 

background knowledge or schema. Reading theorists generally classify reading models 

into three categories: bottom-up, top-down, and interactive (e.g. Barnett, 1989; Rayner & 

Pollatsek, 1989; Raymond, 1992; Hudson, 1998; Campbell & Malicky, 2002). Each 

model focuses on particular aspects assumed by its proponents to play the key role in the 

reading process. 

Bottom-up models put more focus on the one-way flow of information from the lower 

level perceptual analysing systems, which proceeds through a linear hierarchy moving 

from letter recognition to decoding at the phoneme level to word recognition, to higher 

level semantic mechanisms, such as the recognition of syntactic and semantic 
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relationships and the integration of text material (Gough, 1972; Raymond, 1992, Hudson, 

1998). Bottom-up processing would introduce reading as a matter of decoding a series of 

written symbols. As studies showed that students sometimes could not comprehend the 

text they read in this way, bottom-up processing was seen to be inadequate for clarifying 

the reading process (Yigiter, Saricoban & Gurses, 2005). 

The top-down models of reading, on the other hand, (e.g. Goodman, 1988; Smith, 

1973; Coady 1979; Campbell & Malicky, 2002) emphasize the flow of information from 

higher levels, such as anticipation of semantic cues, prediction, and hypothesis formation, 

to lower level perceptual analyzing systems, such as decoding at the grapheme-phoneme 

level to word recognition and pattern recognition routines. Yigiter, Saricoban & Gurses 

(2005) assume that readers bring to this process their prior knowledge, their expectation 

of how the language works, and their interest, motivation and attitudes towards the text 

and the content it contains. Hence, according to Campbell & Malicky (2002), the bottom-

up theory places the emphasis on the text, while top-down and interactive theories place 

the emphasis on the reader. 

The interactive models of reading attempt to combine the crucial insights of bottom-

up and top-down models. Such reading models operate in both a top-down and a bottom-

up fashion simultaneously. They are bidirectional in nature (Rumelhart, 1977; Campbell 

& Malicky, 2002). Interactive models can be divided into two types. The first type is 

based on the interaction of componential cognitive processes of reading, while in the 

second the interaction focus is on the product of the interaction of readers' background 

knowledge (schema) with the text information in the process of comprehension 

(Stanovich, 1995; Carrell, 1983; Grabe, 1991, as cited in Hudson, 1998). Schema theory, 
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as it will be defined below, is based on the process of combining textual information with 

the background information that readers bring to the text (Stott, 2001). Thus, the 

interactive reading theory incorporates the reader's background knowledge or schema, 

the textual information and the interaction process between them that causes the active 

construction of meaning (Campbell & Malicky, 2002; Yigiter, Saricoban & Gurses, 

2005). 

2.2.1. The Role of Background Knowledge 

Schemata or schema (singular form of schemata), as they are often known, have been 

described as cognitive constructs that allow for the organization of information in long-

term memory (Singhal, 1998). This includes knowledge of the world, from everyday 

knowledge to very specialized knowledge, knowledge of language structures, and 

knowledge of texts and forms they take in terms of genre and organization (Singhal, 

1998). Research on schema theory has had a great impact on theories of reading 

comprehension. Researchers have identified several types of schemata. Content schema, 

which is relevant to the content domain of the text, refers to a reader's background or 

world knowledge, and provides readers with a foundation or a basis for comparison 

(Carrell & Eisterhold, 1983; Carrell, 1987; Carroll, Pharis, & Liberto, 1989). Formal 

schema, usually known as textual schema, refers to the organizational forms and 

rhetorical structures of written texts. This can include knowledge of different text types 

and genres (Carrell, 1987; Singhal, 1998). 

Whereas formal schemata include discourse level items, linguistic or language 

schemata comprise the decoding features needed to recognize words and how they 

function in a sentence. LI readers might be able to guess the meaning of a word using the 



29 

grammatical structure of the sentence in which the word appears, which may not have 

initially been part of their linguistic prior knowledge. The building of linguistic schema in 

a second language can proceed in the same way (Singhal, 1998). 

Raymond (1992) considered her "schema-theoretic" model to be an interactive model, 

as it attempts to incorporate the reader's background knowledge of both content and form 

into an interactive view of reading. Schema also provides a way of integrating the 

readers' understanding of texts with their comprehension of the world in general (Stott, 

2001). They provide a structure that supports the interactions among different levels of 

processing in reading (Raymond, 1992). If schemata play an essential role in text 

comprehension, it is reasonable to assume that this occurs in both LI and L2 contexts. 

For instance, one can assume that both LI and L2 readers will understand more of a text 

when they are familiar with content, formal, and linguistic schema. As L2 readers' likely 

possess less of this knowledge, they are more likely to experience greater comprehension 

difficulties than LI readers (Singhal, 1998).' 

The following paragraphs are more devoted to reporting research validating the 

theories just discussed. 

Carrell and Eisterhold (1983) point out that "a reader's failure to activate appropriate 

schema.... during reading results in various degrees of non-comprehension" (p.560), as 

schemata that readers utilize play important roles in constructing meaning from texts 

(Taguchi, Maas & Gorsuch, 2004). Schemata include all experiences that a reader brings 

to a text, such as life experience; educational experience, knowledge of how texts can be 

organized; knowledge of how one's LI works; knowledge of how the L2 works; and 

cultural background knowledge. In the same vein, Dubin, Eskey, and Grabe (1986) 



30 

explain that comprehension always depends on individual background knowledge and is 

directed and controlled by the purpose of reading. As a result, comprehension is not only 

based on learning the vocabulary and the grammar of the content area of a text, but also 

on many cognitively demanding activities that include activating prior knowledge 

(O'Malley & Chamot, 1990). However, Carrell (1988) insists that students should be 

aware of linguistic devices, such as conjunctions and lexical cohesion, and their functions 

in sentences and paragraphs in order to be aware of how ideas are incorporated 

throughout a text. It is important to recognize these elements in an FL so as to 

comprehend a text. 

The findings of Chen and Graves's (1995) study affirm that background knowledge 

plays a major role in comprehending and remembering L2 text information. This study 

provides solid evidence that utilizing prior knowledge while reading in L2 helps readers 

to understand a text, especially texts containing culture-specific elements that cannot be 

accessed without prior cultural knowledge. Therefore, the use of background knowledge 

is one of the most important global strategies for main idea comprehension. 

Similarly, Bensoussan (1998) examined the effects of "faulty schemata" on reading 

comprehension. She found that when readers activate an inappropriate schema; they miss 

the main idea of the text. When readers encounter difficult terms, they predict the general 

meaning according to assumptions derived from their schema. Readers also compare the 

ideas in the text with their schemata. Therefore, comprehension occurs as a result of 

activating background knowledge that includes the process of interrelating new 

information in the text with old information in the readers' minds. 

By the same token, Anderson (1999) demonstrates that activating background 
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knowledge or schema is one of the cognitive strategies that influences reading 

comprehension. Anderson argues that meaning does not emerge entirely from the printed 

words, but that readers bring certain knowledge to reading which affects their 

comprehension. Therefore, Anderson states that activation of background knowledge 

facilitates comprehension of the main ideas of a text because it enhances readers' 

understanding of the meaning of words and the organization of texts, thereby facilitating 

their comprehension and enhancing their reading skills in both LI and L2. 

Similarly, Lin (2002) discusses the role of prior knowledge in L2 reading, including 

the types of prior knowledge that L2 readers need to comprehend L2 texts. He also 

discusses FL learners' perception of prior knowledge as one of the global reading 

strategies. The results of Lin's research demonstrate that EFL readers' prior linguistic 

knowledge is the most important factor for EFL reading comprehension at the beginning 

stages of FL learning, while readers' prior socio-cultural knowledge is considered the 

most important factor for FL comprehension at higher levels of learning. Lin argues that 

replacement of linguistic knowledge by socio-cultural knowledge takes place as FL 

readers improve their target language and attain advanced levels. In other words, 

"becoming a fluent reader involves finding connections to one's own life and making 

new information part of one's own knowledge" (Landry, 2002, p. 8). Therefore, it is 

important to provide readers with familiar topics in order to help them find such 

connections. 

Carrell (1987), Steffensen (1988) and Kozminsky & Kozminsky (2001) assume that 

readers will comprehend and recall more ideas if texts comprise a familiar topic for 

which readers have enough background knowledge. Also, a study by Johnson cited in 
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Carrell and Eisterhold (1983) suggests that a text on a familiar topic is better recalled than 

a similar text on an unfamiliar topic. Likewise, Wade and Adams (1990) assert that 

information rated as interesting was recalled better by both skilled and unskilled readers. 

Furthermore, as a result of Salataci and Akyel's (2002) discussions with their students, 

they found that the selection of texts should be based on the readers' interests and 

background knowledge. Given the key role played by familiarity and interest in reading 

comprehension, these variables that can no longer be neglected by reading researchers 

and teachers when they select reading texts to assess their students' reading strategies and 

abilities to comprehend what they read. 

Furthermore, Campbell & Malicky (2002) assume that readers may use several 

strategies during the process of comprehension in order to learn something from the text 

they are reading. These reading strategies, which are at the core of the present study, can 

be viewed as a type of language learning strategy. Therefore, before discussing reading 

strategies, it is first necessary to embark on a more general discussion of language 

learning strategies. 

2.3. Language Learning Strategies (LLS) 

The concept that language learners may adopt strategies to facilitate their task has 

been around for sometime. Oxford (1990) suggests that language learning strategies are 

steps taken by learners to improve their language training and to develop language 

competence. Furthermore, Anderson (2005) claims that L2 learning strategies are the 

conscious actions that learners take to improve their language learning. He also assumes 

that strategies may be observable, like observing someone taking notes during an 
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academic lecture, or mental, such as translating and activating prior knowledge. Research 

has indicated that more proficient learners employ a variety of strategies in different 

situations than do less proficient learners (Oxford, 1990; O'Malley and Chamot, 1990). 

According to Rubin (1987), language learning strategies are the particular cognitive and 

metacognitive processes and behaviours that learners engage in during the learning 

process to facilitate the obtaining and use of information and to enable learners to learn 

successfully. 

2.3.1. Learning Strategy Taxonomies 

Rubin (1975, 1981) classified language learning strategies in terms of processes 

contributing directly or indirectly to language learning. According to Rubin, there are 

three types of strategies. First, learning strategies include cognitive and metacognitive 

learning strategies that contribute directly to the development of the language system 

constructed by the learner. Cognitive strategies are those needed to perform a task, 

whereas metacognitive strategies are necessary for understanding how it was performed 

(Imel, 2002). Cognitive strategies are the specific actions that contribute directly to the 

learning process in general (Rubin, 1981). They include clarification, verification, 

guessing, practice, skimming, memorization, summarizing, paraphrasing, note-taking, 

and self-questioning as one reads to learn from the text (Paris & Winograd, 1990). 

Metacognitive strategies enable learners to be aware of and monitor their learning process 

(Imel, 2002). They include planning, setting goals, and self-management. Second, 

communicative strategies that are less directly related to language learning include 

participating in conversation, getting meaning across, and asking for clarifications. Third, 

social strategy activities are used to enable learners to practice their knowledge with other 
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indirectly to the language learning process. 

Rubin's (1981) taxonomy of direct and indirect strategies led to Oxford's (1990) 

classification of language learning strategies into direct and indirect strategies, although 

with some major differences. Direct strategies include memory, cognitive and 

compensation strategies. Indirect strategies include metacognitive, affective and social 

strategies. 

In another way of categorizing language learning strategies, O'Malley and Chamot 

(1990) divided them into three main categories: metacognitive, cognitive, and socio-

affective strategies. They stressed that successful learners use a variety of different 

strategies and techniques in order to solve problems that they face while learning or 

producing the language. O'Malley and Chamot (1990) agreed that language learning 

strategy use is positively associated with language proficiency. In a different way, Stern 

(1992) classified language learning strategies into five types that include management 

and planning, cognitive, communicative-experiential, interpersonal, and affective 

strategies. Unlike all the above mentioned classifications, Cohen (1998) distinguishes 

between language learning strategies and language use strategies. Language learning 

strategies refer to the processes that are consciously selected by learners and which may 

result in actions taken to enhance language learning. Language use strategies help 

learners to use the target language properly. Hsiao and Oxford (2002) suggest that direct 

and indirect strategies benefit one another. This finding is consistent with O'Malley and 

Chamot's classification of strategies into cognitive, metacognitive and affective 

strategies. Also, it is consistent with that of cognitive strategy instruction, which is more 
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effective when it is supplemented with metacognitive strategy instruction. Therefore, 

when teaching students to use strategies to enhance L2 performance, teachers should bear 

in mind the explicit integration of different strategies concurrently. Hsiao and Oxford 

(2002) conclude that O'Malley and Chamot's classification is more consistent with the 

learners' use of strategies. 

2.3.2. Research on Learning Strategies 

By using Oxford's (1990) strategy inventory for language learning, Griffiths and Parr 

(2001) conducted a study of 569 ESL students from various ESL schools in New 

Zealand. These students, who were between 14 to 64 years of age, came from 31 different 

nations and ranged in proficiency from beginner to advanced. They completed the 

ESL/EFL version of the Oxford Strategy Inventory for Language Learning (1990), which 

comprises 50 items divided into six categories: 

- Memory that relates to how students remember language, such as using flash 

cards; 

- Cognitive that is concerned with how students think about their learning, such as 

finding patterns in English; 

- Metacognitive strategies relate to how students manage their own learning, such 

as planning schedules to have enough time for studying English; 

- Compensation enables students with limited knowledge of the target language to 

comprehend it. Compensation can include guessing the meaning of new words 

and using social strategies that permit learning through interaction with others, 

such as asking native speakers for corrections; 

- Affective strategies that relate to students' feelings, such as trying to relax 
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whenever they feel afraid of using English (Griffiths and Parr, 2001). 

The results of this study indicate that students' most frequently reported strategy 

types are ordered as follows: social, metacognitive, compensation, cognitive, affective, 

and memory. However, this study did not take into account possible influences of 

language proficiency. Language proficiency might influence the selection and use of the 

different types of strategies, as beginners may use different strategies from advanced 

students. 

A study which does take these factors into account was conducted by Abu Shmais 

(2003). She used the same version of the Oxford language learning inventory as Griffiths 

and Parr (2001) to study 99 Arabic-speaking English majors at a Palestinian university. 

Abu Shmais's study investigated the frequency of language learning strategy use by those 

students according to their gender and language proficiency level, as these variables may 

affect the way in which language learners learn the target language. The results of this 

study illustrate that metacognitive strategies, which include techniques used for 

evaluating one's own learning, such as self monitoring, have the highest frequency of 

usage, followed by affective strategies used for handling feelings, attitudes and 

motivation, followed by social, cognitive and memory strategies. 

In contrast, Abu Shmais (2003) results indicate that metacognitive strategies had the 

highest means of usage, while compensation strategies had the lowest. While language 

proficiency had no apparent effect on the use of compensation, metacognitive and 

affective strategies, there were significant effects of proficiency on the use of cognitive, 

social and memory strategies. Given her finding that more proficient L2 learners 

employed a greater variety of strategies in many situations than did less proficient 



37 

learners, Abu Shmais (2003) recommends that less proficient learners be given more 

training in using the strategies preferred by more proficient learners. 

Along similar lines, Peacock and Ho (2003) used Oxford's (1990) inventory of 

language learning strategies to reveal a number of important findings regarding second 

language learning strategies. Peacock and Ho studied 1006 adults, Hong Kong Chinese 

learners from different disciplines in 55 university EAP classes. Peacock and Ho (2003) 

found that the most frequently used strategies were in the compensation category, 

followed by cognitive and metacognitive, then social, memory and affective strategies. 

Researchers also perceived that the most obvious differences were that students who were 

majoring in the English language reported a much higher use of three specific strategy 

types (cognitive, metacognitive and social) than students with other majors. This result 

mirrors part of Griffiths and Parr (2001) results of the most frequently used strategy 

categories. Contrastively, computer studies students reported the lowest use of 

metacognitive strategies for studying English. Peacock and Ho (2003) concluded that 

there is often a positive correlation between strategy use and language proficiency. 

Until this point, we have looked at strategies from a general language learning 

perspective. However, each of the four language skills of listening, speaking, writing, and 

reading relies on specific learning processes, which are in turn more susceptible to 

specific learning strategies.. The following subsection discusses strategies specific to the 

acquisition of reading, which is the research focus for the present thesis. 
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2.4. Reading Strategies 

There are various definitions of reading strategies. Based on first language reading 

research (VanDuzer, 1999), reading strategies are defined as the steps readers use to 

process reading. According to Cook and Mayer (1983), an L2 reading strategy is a 

behaviour that readers adopt when they are reading. Such strategies are dependent upon 

the purpose of reading, which varies according to each reader. Given the extent of 

variation in purpose across readers, we prefer to consider a broad definition of a reading 

strategy as something that the reader does while reading (Mayer, 1983). Similarly, Vann 

and Abraham (1990) and Brown (1994) state that reading strategies are behaviours that 

readers engage in to read foreign or second language texts. In other words, reading 

strategies are the specific actions that readers employ when faced with a problem. 

However, Barnett (1988) suggests that reading strategies are the mental operations 

incorporated when readers approach a text and make sense of what they read. These 

mental operations can include skimming, scanning, reading for meaning, and separating 

main ideas from supporting details. 

Likewise, Feng and Mokhtari (1998) noticed that readers resort to several strategies in 

their attempts to make sense of what they read. These are conscious and deliberate plans 

readers carry out when processing textual information. Such strategies include re-reading, 

evaluating comprehension, previewing texts, and so on. These plans or strategies prepare 

them to interpret printed information effectively. However, these plans alone, without the 

implementation of some cognitive strategies such as schema activation, may not be 

helpful. In fact, neither background knowledge activation alone as one of the global 

strategies nor all global strategies together are sufficient for achieving comprehension. 
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Achieving reading comprehension involves a number of other cognitive strategies. 

Readers use these additional cognitive strategies, in addition to global ones, to make 

sense of what they read (Brantmeir, 2002). They may involve reading for meaning, 

recognition of cognates and word families, skimming, scanning, activating general 

knowledge, and separating main ideas from supporting ideas (Brantmeier, 2002). As well, 

the process of reading involves the use of higher-level comprehension strategies, such as 

inferencing, predicting, and problem-solving. By the same token, according to Marefat 

and Shirazi (2003), strategies are plans, tactics, actions or behaviours that readers 

implement to facilitate comprehension. This implementation is usually goal-oriented and, 

to reach this goal, it is important for readers to develop a range of strategies which they 

are able to select from appropriately and employ flexibly to meet the needs of reading a 

specific text. Such goal-oriented reading comprehension strategies include strategies of 

separating main idea from supporting details and problem-solving strategies (Barnett 

1988; Brantmeier, 2002, and Marefat and Shirazi 2003). 

2.5. Development of Reading Strategies 

Gough (1972) notes that in the 1950s and 1960s the predominant reading strategies 

were thought to be "bottom up", based on the smallest meaningful unit of sound 

(phoneme). Meaning was derived in a linear manner. First readers decoded letters, then 

words, phrases and sentences to make sense of the printed symbols. These decoding 

strategies were carried out automatically and unconsciously. Theorists considered these 

"bottom up" based strategies to play a great role in comprehending the reading text. 

Through the 1970s, prominence was given to "top down" models, where the meaning 
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precedes the structure. Readers rely on their background knowledge (schema) and their 

previous experience to comprehend the meaning of the text and to confirm or correct 

their understanding (Smith, 1971; Campbell & Malicky, 2002). 

The 1980s and 1990s gave rise to interactive models, where readers use both their 

background knowledge and information from the text to derive meaning. These strategies 

include taking clues from the page and transmitting them to the brain. Then, the brain 

matches the existing knowledge to the data to facilitate processing of new information. 

Interactive strategies take into account interaction between bottom-up and top-down 

skills that readers use while reading (Hood et al., 1996; Taguchi, Maass, & Gorsuch, 

2004; Saricoban & Gurses, 2005). Local linguistic strategies deal with the reader's 

attempt to understand a specific linguistic unit, such as the comprehension of words and 

sentences at the linguistic level (Carrell, 1989). These are considered bottom-up or text-

centered strategies (Upton, 1997). 

Recently, Mokhtari and Sheorey (2002) proposed the following taxonomy of second 

language reading comprehension strategies: 
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Table 1: Mokhtari and Sheorey Reading Comprehension Strategy Taxonomy for L2 

reading 

Strategy 

taxonomy 

Global 

Problem-

solving 

Support 

Strategy List 

1-I have a purpose in mind when I read. 

2-1 think about what I know to help me understand what I read. 

3-1 take an overall view of the text to see what it is about before reading it. 

4-1 think about whether the content of the text fits my reading purpose. 

5-1 review the text first by noting its characteristics like length and organization. 

6- When reading, I decide what to read closely and what to ignore. 

7-1 use tables, figures, and pictures in the text to increase my understanding. 

8-1 use context clues to help me better understand what I am reading. 

9-1 use typographical features like bold and italics to identify key information. 

10-1 critically analyze and evaluate the information presented in the text. 

11-1 check my understanding when I come across new information. 

12-1 try to guess what the content of the text is about when I read. 

13-1 check to see if my guesses about the text are right or wrong. 

1-1 read slowly and carefully to make sure I understand what I am reading. 

2-1 try to get back on track when I lose concentration. 

3-1 adjust my reading speed according to what I am reading. 

4- When a text becomes difficult, I pay closer attention to what I am reading. 

5-1 stop from time to time and think about what I am reading. 

6-1 try to picture or visualize information to help remember what I read. 

7- When a text becomes difficult, I re-read it to increase my understanding. 

8- When I read, I guess the meaning of unknown words or phrases. 

1-1 take notes while reading to help me understand what I read. 

2- When a text becomes difficult, I read aloud to help me understand what I read. 

3-1 underline or circle information in the text to help me remember it. 

4-1 use reference materials (e.g. a dictionary) to help me understand what I read. 

5-1 paraphrase (restate ideas in my own words) to better understand what I am reading. 

6-1 go back and forth in the text to find relationships among ideas in it. 

7-1 ask myself questions I like to have answered in the text. 

8- When reading, I translate from English into my native language. 

9- When reading, I think about information in both English and Arabic. 
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Mokhtari and Sheorey (2002) divided these interactive strategies into three 

categories: global reading strategies, problem solving reading strategies, and support 

reading strategies. Global reading strategies are employed by readers to monitor and 

manage their reading and to differentiate between main ideas and supporting details. 

Global strategies include having a purpose in mind, previewing the text and activating 

prior knowledge As text familiarity is one basis for prior knowledge activation, it is 

looked at as a sub-factor, along with topic interest and text difficulty, both of which have 

been shown to affect recall. 

Problem-solving strategies are the actions or procedures that readers use while 

reading when encountering problems in understanding textual information. For example, 

they might adjust their reading speed according to the text difficulty or re-read the text to 

improve comprehension. 

Support strategies include basic mechanisms intended to aid readers' text 

comprehension. They include taking notes and underlining or highlighting textual 

information (Mokhtari & Sheorey, 2002). 

Since using appropriate strategies for different reading contexts increases 

comprehension (Grabe, 1991; Koda, 1994; Wade-Woolley, 1999), some of the second 

language reading strategies are also applicable to first language reading. Other strategies 

are used exclusively in L2 reading, and some of them can be transferred from LI to L2 

reading (Grabe, 1991; Hudson, 1998; Upton & Thmpson, 2001). Thus the amount of 

overlap in any individual's strategies for LI and L2 reading may vary considerably and 

may be partially dependent on structural similarities between the two languages (Randall 

& Meara, 1988; Ryan & Meara, 1991; Abu-Rabia, Share & Mansour, 2003; Taouk & 



43 

\ 
Coltheart, 2004). When LI and L2 differ greatly in structure, as do Arabic and English, 

Arabic speakers may be inclined to draw on different types and proportions of reading 

strategies in the process of reading comprehension of English texts, which may influence 

their reading comprehension (Bengeliel, 2000). For instance, Randall and Meara (1988) 

found that native Arabic speakers react to Roman letters in the same way as they react to 

Arabic letters. Of course they argue that it is different from the way native English 

speakers react to Roman letters, but they do not explain how or why such differences 

exist. Kern (1994) also suggests that mental translation is a common strategy for adult L2 

language learners attempting to process L2 reading texts. Furthermore, Upton and 

Thompson (2001) assume that many L2 readers use LI for more than mental translation. 

It seems that they use LI to process and think about information that is being read in L2. 

The specific goal of this study is to measure EFL students' awareness and use of 

reading strategies of main idea identification. Since most of second language research is 

grounded in first language research concerning the processes of finding main ideas 

(Upton and Thompson, 2001), the following subsection discusses these processes with 

respect to first language strategies followed by second language strategies and the 

strategy transfer between both languages. The present research will measure the 

awareness and use of these specific three types of L2 reading strategies and assess their 

effects on EFL readers' main idea comprehension and identification. More specifically, 

the present study looks at the degree to which Arabic-speaking learners of English use 

strategies of separating main idea from supporting details and problem-solving strategies 

in comprehending English texts. 
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2.6. First and Second Language Reading Strategies 

This section will start with a discussion of LI and L2 global reading strategies. The 

section on L2 global strategies includes subheadings of strategy awareness and reading 

proficiency, comprehension monitoring, role of background knowledge and combined 

strategies utilization. Problem-solving strategies and support reading strategies in LI and 

L2 will be discussed in the following subsections. 

2.6.1- LI Global Reading Strategies 

Global strategies complement local strategies. According to current theories, a reader 

cannot depend on the text only, but must use several sources of information in the process 

of main idea comprehension (Jacobowitz, 1990). These sources include the reader's 

purpose and background knowledge as well as the author's purpose and the organisation 

of the text. Readers who are aware of and able to use these strategies can be defined as 

skilled readers (Jacobowitz, 1990). 

Afflerbach (1990) demonstrated that prior knowledge had a significant influence on 

readers' use of cognitive strategies to comprehend the main idea of the reading text. 

However, for Cook and Mayer (1985), having only background knowledge is not 

sufficient for understanding. Rather, what is important is that prior knowledge should be 

active during reading. When prior knowledge is absent or inactive, the text appears to be 

nothing more than a series of unrelated facts. Therefore, making generalizations and 

elaborations requires readers to realize the cognitive relations with the new knowledge 

and to relate it to their background knowledge (Stevens, Slavin & Famish, 1991). More 

specifically, skilled readers use three different sources to determine importance while 

reading: their general knowledge of world-specific knowledge; their knowledge of biases, 
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intentions and goals of the author; and their knowledge of text structure (Afflerbach, 

1986). In the same vein, Hennings (1991) suggests that each reader brings to the text a 

personal network of knowledge, ideas, and values, using them as the basis for identifying 

anticipated main ideas. These values, knowledge, and ideas provide readers with a 

framework for interpreting what they read and for expanding main ideas. Readers 

develop their own ideas relative to the author's points. 

Moreover, Afflerbach (1987) and Jacobowitz (1990) found that skilled readers 

employ certain strategies that can be labelled as metacognitive in nature, as readers ask 

themselves questions before, during, and after reading. In keeping with strategies of main 

idea comprehension, Hennings's (1991) study of thinking about the main idea 

demonstrated that readers interact with the main idea by asking themselves questions 

such as: What is the author trying to say? And is my anticipated main idea the actual 

point? Readers use their evolving ideas to make decisions about which facts to 

concentrate on, and which sentences and paragraphs to skip. Similarly, Nolan's (1991) 

study looked at the effectiveness of combining cognitive strategies such as self-

questioning and making predictions while reading. Results of this study indicated that 

readers who used self-questioning together with making predictions scored higher on a 

measure of reading comprehension than those who used only prediction strategies. 

Concerning cognitive strategies, Collins (1994) notes that readers can recognise how 

authors arrange ideas and determine which types of structures are used to interrelate ideas 

by detecting the organisational patterns of texts. Therefore, an inconsistent sentence or a 

vague word in the text affects cognitive processing because readers will adjust their 

reading rate and may return to that word or sentence several times. Furthermore, Collins 
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(1994) insists that readers must first become aware of the structure of the text and must 

be aware that the purpose of reading is to construct meaning; then they can use and 

control different reading comprehension strategies that lead to a thorough processing of 

the text. 

In agreement with the harmonized findings of the above studies, Chen and Graves 

(1995) assert that research on schema theory (background knowledge) has provided 

evidence of the tremendous importance of background knowledge in LI and L2 reading 

comprehension. Efficient comprehension requires readers to rely appropriately on their 

prior knowledge in order to relate it to the text to comprehend the main ideas. 

In addition to the above mentioned studies, Rupley and Willson (1996) investigated 

the contribution of background knowledge and strategy use to the comprehension of 

expository and narrative texts in an LI reading context. Background knowledge is 

defined as specific text knowledge, text organisation knowledge, and general world 

knowledge. Rupley and Willson assume that there are two other forms of knowledge that 

help readers understand the text, discourse knowledge (knowledge of language use) and 

strategy knowledge. In theory, these two types of knowledge are supposed to promote or 

develop reading comprehension. There is also prior domain knowledge, which increases 

the ability to discriminate between information of high and low importance (Surber, 

2001). 

2.6.2- L2 Global Reading Strategies 

Global reading strategies may include comprehension monitoring, recognition of text 

structure, and background knowledge activation (schemata) (Mokhtari and Sheorey, 

2002). The point here is to describe previous research on strategies that predates and sets 
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the stage for the present study. This section starts with previewing studies that examined 

reading strategy awareness and reading proficiency followed by comprehension 

monitoring strategy. After that, the role of background knowledge activation will be 

deliberated, followed by a description of the role of the utilization of combined strategies 

in reading comprehension and main idea identification. The main focus of this review 

will be on prior studies that are most pertinent to the present research. 

Strategy Awareness and Reading Proficiency 

The results of a study by Block (1986) reveal that adult skilled readers are more 

aware of the strategies they use than unskilled readers. Also, they use strategies with 

more flexibility. Further, skilled readers are more able to monitor their comprehension 

than unskilled readers. They also moderate their strategies according to the type of text 

they are reading and the purpose for which they are reading. Skilled readers are also able 

to distinguish between main ideas and details as they read; they are able to relate new 

information with information that appeared earlier in the text and combine it with their 

prior knowledge. Block's study showed that L2 readers do not appear to use different 

strategies from those of LI readers. Readers of an L2 seem to bring with them their LI 

reading strategies to process and approach the L2 text with its specific language features. 

Block's study supported the notion that the implementation of cognitive strategies does 

not depend on the language proficiency of the reader. 

A study by Carrell (1989) tested two groups of subjects. The first group were native 

speakers of Spanish studying intermediate level English as a second language at a 

university level institute and the second group consisted of native speakers of English 

learning Spanish as a foreign language. Subjects were asked to read two texts, one in LI 
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and one in L2. Carrell controlled schemata or background knowledge, as both texts were 

on the general topic of "language". Next, the subjects answered multiple choice 

comprehension questions about the text, followed by a strategy use questionnaire. 

Broadly Carrell (1989) stated that teaching L2 readers to use various global reading 

strategies helps them to improve their reading comprehension skills. These global reading 

strategies allowed subjects to differentiate between main ideas and supporting details. 

More specifically, Carrell (1989) discovered that subjects who could differentiate 

between main ideas and supporting details comprehended EFL reading texts much better 

than others who were not aware of, and did not use, the required strategies for doing so. 

Carrell's (1989) study of metacognitive awareness of L2 readers' strategies, in both their 

LI and L2, and the relationship between this awareness and their comprehension, reveals 

that ESL readers with high L2 competency preferred using global strategies that focus on 

comprehension monitoring and recognition of the text structure, whereas less proficient 

L2 readers preferred using bottom-up, or local strategies, that deal with the 

comprehension of words and sentences at the linguistic level. Similarly, LI readers 

showed a preference for global strategies and their performance correlated negatively 

with the use of local strategies. Carrell (1989) correlated strategy use with comprehension 

achievement. She concluded that successful L2 comprehenders use top-down and 

meaning-based approaches similar to those of LI readers. 

Furthermore, Vann and Abraham (1990) divide knowledge into three types: 

procedural knowledge or knowing how to work on a task; background knowledge or 

schemata, which would enable learners to match the new information represented in the 

task with their existing framework of knowledge; and linguistic knowledge or knowledge 
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of the language itself, which could be either a conscious awareness of language functions 

and features or unconscious knowledge. They argue that FL tasks demand various levels 

of cognitive control that manage the selection of appropriate knowledge and strategy with 

which problems of meaning and form in the text are solved. Thus, insufficient knowledge 

of the required strategies for a task might weaken the learner's engagement. Vann and 

Abraham (1990) conducted a study on Arabic EFL learners with the aim of determining 

how successful and unsuccessful learners might differ in the quantity and quality of 

reading strategies they used in different tasks. This study provides counter-evidence for 

the claim that unsuccessful learners are inactive strategy users. Two unsuccessful learners 

in this study were found to be remarkably similar to successful EFL learners in their use 

of strategies (as they appear to be active strategy users). However, they usually failed to 

apply the appropriate strategy for a particular task due to their lack of training on the 

appropriate use of these strategies. 

Studies by Anderson (1991) and Kozminsky & Kozminsky ( 2001) demonstrate that 

knowledge of reading strategies includes various factors that affect the reading process, 

such as what reading strategies to apply, how to apply them efficiently, when each 

strategy should be applied and why. Such knowledge enables readers to identify, select 

and use appropriate strategies (Anderson, 1991; and Kozminsky, & Kozminsky, 2001). 

Anderson (1991) investigated individual differences in strategy use on two types of 

reading tasks: standardized reading comprehension tests and academic texts. Subjects 

were 28 Spanish speaking adult students. Pritchard's inventory of reading processing 

strategies was used as a starting point in classifying the reading strategy data and a 

multiple-choice strategy checklist was used for classifying the test-taking strategy data 
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reported. Subjects took a reading comprehension test consisting of fifteen English reading 

passages each followed by two to four multiple choice questions. The questions were 

categorized according to three types of reading skills, including identifying main ideas. 

The qualitative and quantitative results of this study demonstrate that participants who 

used more strategies comprehended better in all the tasks of the experiment. From the 

frequency of the reported strategies used, Anderson (1991) noted that unskilled readers 

seem to be aware of the correct strategies to use, as they appear to be using the same 

kinds of strategies used by skilled readers while reading and answering the 

comprehension questions. However, unskilled readers may not know how to determine if 

they are successful in their application of these strategies. 

Along similar lines, Feng and Mokhtari (1998) examined the strategies used by native 

speakers of Chinese while reading expository texts in English and Chinese. Twenty adult 

native speakers of Chinese read and verbally reported their thinking process while 

reading the text. Each subject read a total of four passages varying in difficulty levels 

(easy/difficult) in both English and Chinese. Researchers controlled the effect of prior 

knowledge by selecting passages whose topics were generally familiar to the subjects. 

The purpose of this study was to investigate whether differences in strategy use exist 

among the 20 subjects when reading English and Chinese, and whether text difficulty 

affects strategy use. The results showed that subjects demonstrate awareness and use of 

various reading strategies while reading English and Chinese. Strategy use in their verbal 

reports suggested that reading strategies were used more frequently in English than in 

Chinese, and more frequently for difficult texts than for easy ones. Furthermore, the 

number of strategies used for the Chinese texts did not change between easy and difficult 
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texts, while for English, strategy use increased when going from easy to difficult. Feng 

and Mokhtari (1998) concluded that skilled readers are more aware of the strategies they 

use than unskilled readers. Skilled readers flexibly use strategies; they adjust strategy use 

to text type and purpose of reading. Furthermore, on the basis of think-aloud protocols 

and strategy questionnaires applied to capture reading strategies of adult EFL subjects, 

Levine and Reves (1998) assume that readers who are aware of the strategies they use are 

also able to differentiate between appropriate and inappropriate strategies for specific 

reading situations. Consequently, they are able to monitor their reading comprehension 

process. 

Comprehension Monitoring 

Block (1992) compared the comprehension monitoring process used by first and 

second language readers of English. The subjects were 25 proficient and non-proficient 

readers of English. The results revealed that to solve a vocabulary problem, proficient 

readers used background knowledge, decided on whether the word contributed to the 

overall meaning, used syntactic clues, and reread the sentence. These meaning based 

strategies are categorized as global strategies. In contrast, non-proficient ESL readers 

utilized fewer strategies to figure out the word meaning and focused mora on simply 

identifying lexical problems. Block (1992) concludes that differences that exist in 

comprehension monitoring strategies between LI and L2 readers seem to be due more to 

reading proficiency than to the language background of the readers, because skilled L2 

readers are as proficient as skilled LI readers in recognizing and solving problems of a 

reading text. 
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Knowledge of The Text Structure 

Raymond (1993) specifically investigated the effect of structure strategy (strategies of 

recognizing the organizational structure and how ideas are arranged in a text) on the 

comprehension of expository texts. The subjects were native speakers of English learning 

French as a second language. Raymond compared two groups of participants: one group 

received training in strategy use and the other group did not. The findings indicated that 

the experimental group outperformed the control group by recalling more idea units. Thus 

Raymond's study supports the notion that knowledge of the text structure is crucial for 

reading comprehension. Readers must first become aware of text structures. By 

recognizing the organizational structures of texts, readers can perceive how authors 

arrange ideas and can determine which types of structures are utilised to interrelate ideas 

to each other (Decker, 1994). 

Carrell (1989) suggests that local strategies alone are usually used by non-proficient 

readers, but a combination of local and global strategies are used by proficient LI and L2 

readers. Hence, readers need to use global strategies combined with other types of 

strategies, such as local strategies, in order to comprehend a reading text. The utility of 

combined reading strategies in L2 will be discussed in the following section. 

Combined Strategies 

In an attempt to assess the effects of using both local and global strategies together, 

Liontas (1999) assessed the comprehension of vivid phrasal idioms and the 

comprehension of authentic texts in university-level L2 learners of Spanish, French and 

German. Liontas utilized a number of tasks that includes text reading, international 

reading tasks, idiom detection tasks, think-aloud reading tasks and retellings. Strategies 
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used by the learners included: word recognition, contextual support, and background and 

world knowledge. These processes cannot be categorized separately as local and global 

strategies because the successful comprehenders used a combination of both local and 

global strategies. These findings suggest that if both types of strategies are used together 

at the same time, the L2 readers will comprehend better. 

Moreover, Eskey (2005) suggests that successful reading begins with fluent decoding, 

but this must be accompanied by the reader's construction of a meaning for the text, 

which goes beyond decoding. Although every text provides information for the reader, 

the meaning of the text is ultimately determined by readers who can relate that 

information to their prior knowledge. Therefore, decoding, which is one of the local 

strategies, is not sufficient for comprehending the text; it must be accompanied by a prior 

knowledge activation strategy , which is one of the global strategies (Eskey, 2005).These 

results mirror Sarig's (1987) findings, where global strategies used without local 

strategies did not prompt comprehension. However, these results stand in contrast to 

Block's (1986) results, in which the use of global strategies alone without local strategies 

led to successful reading comprehension. 

According to Sarig's (1987), Liontas's (1999) and Eskey's (2005) point of view, in 

order to comprehend the whole text, a combination of both local and global strategies is 

important, since the utility of global strategies alone, such as world knowledge, would not 

lead to an understanding of a text without using local strategies of word recognition and 

sentence comprehension. Besides these two types of global and local strategies there are 

also problem-solving strategies, which contribute to the comprehension process. The role 

of LI and L2 problem-solving strategies will be considered in the next sections. 
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2.6.3- LI Problem-Solving Reading Strategies 

The reading process can be seen as a problem solving process. Olshavsky (1976) 

assumes that a reader with a goal of comprehending identifies problems and applies 

strategies to solve these problems. Thus, problem solving strategies serve to solve 

problems encountered in reading comprehension. Olshavsky (1976) noticed that re­

reading and inferencing were used by the subjects to solve the problem of failure to 

understand words and clauses. 

In addition, Hare (1981) studied undergraduate students' use of problem solving 

strategies while reading high and low knowledge articles. She found that good readers 

described twice as many problem solving strategies as poor readers in the high 

knowledge article. Types of problem solving strategies also varied as a function of the 

passage and of the readers' ability. Re-reading was the most frequently mentioned 

strategy for good and poor readers on both passages. However, reading selectively, which 

means selecting and reading the important parts of the text where the main points are 

expected to be, as well as adjusting reading speed strategies, differentiated between good 

and poor readers, as reading selectively was positively associated with reading 

achievement. 

Furthermore, Hare and Smith (1982) found that good readers reported the use of re­

reading, selectively reading, imaging, changing speed, summarizing and concentrating on 

important information. Hare and Smith (1982) noticed that re-reading and imaging were 

the most frequently cited problem solving strategies for reading narrative passages, and 

re-reading and changing speeds were the most frequently cited strategies for reading 

expository texts. Therefore, readers need to be aware of and able to use problem solving 
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strategies as they play a central role in the reading process. Moreover, recognizing 

reading comprehension problems and being able to solve them by using the required 

strategies is an important aspect of being a good reader (Olshavsky, 1976). 

2.6.4- L2 Problem-Solving Reading Strategies 

L2 problem-solving strategies that are listed in Table 1 above were found to solve L2 

reading comprehension problems that include: lack of comprehension monitoring, lack of 

awareness of rhetorical structure of L2, vocabulary difficulties, lack of prior knowledge 

(Kim, 1995). These problem-solving strategies include guessing the meaning of unknown 

vocabulary, rereading to increase understanding, and adjusting the reading speed to 

comprehend the text information. Kim's (1995) study of Korean high school EFL 

students concludes that using problem-solving strategies diminishes problems of both 

language and reading because learning the language takes place through using the 

appropriate strategies in reading it. 

Barnett (1988) investigated real and perceived strategy use among university level 

students and its effect on reading comprehension. Subjects answered a background 

knowledge questionnaire, read an unfamiliar text in French and then recalled it in 

English. Results of this experiment suggest that as strategy use increases, L2 students' 

perception of strategy use also increases, and the increase of these two variables 

contributes to the increase of comprehension. Barnett (1988) concluded that there is a 

significant interaction between strategy use and perception of strategy use, and L2 

reading comprehension, since readers who use certain problem-solving strategies 

understand more of what they read than readers who do not use such reading strategies. 

Similarly, readers who perceive or think that they use reading strategies generally 
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understand more of what they read than those who do not perceive themselves as using 

such strategies^ 

Along the same lines, Najar (1998) conducted a study of the effects of using cognitive 

reading strategies (that include problem-solving ones) on reading tasks in the L2 

classroom. Najar found that not all reading strategies have equal effects on helping L2 

readers to identify main ideas and comprehend a text. Data from this study indicates that 

problem-solving reading strategies, such as vocabulary identification and guessing 

meaning lead to more successful task performance because they encourage L2 readers to 

work with the text in order to comprehend it. In addition, readers indicate an awareness of 

their lack of comprehension when they perceive a reading comprehension problem and 

try to solve it (Stromso, Braten & Samuelstuen, 2003). As a result, they might attempt to 

repair comprehension by using the appropriate problem-solving strategy (Stromso, Braten 

& Samuelstuen, 2003). Besides global strategies and problem-solving strategies there are 

also support reading strategies, which play a role in the comprehension process. The next 

section discusses the role of LI support reading strategies in L2 reading comprehension 

and main idea identification. 

2.6.5-LI Support Reading Strategies 

Support reading strategies can be used by readers to help process and comprehend 

texts. Researchers discuss a number of support strategies such as self-questioning, 

underlining, note-taking, summarising, and highlighting words or phrases (e.g. Andre & 

Anderson, 1978; Poostay, 1984; Mayer, 1985; Schellings & Van Hout-Wolters, 1995; 

Bailey, 2002). 

Brown (1985) points out that in many LI reading workbooks, instruction regarding 
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main ideas tends to focus on testing and practice using paragraphs followed by lists of 

questions. The focus is on finding the right answer. Little attention is paid to the thinking 

or metacognitive processes involved in arriving at answers; such metacognitive processes 

are effective in main idea comprehension as well as in text comprehension. 

Andre and Anderson (1978) point out that a self-questioning strategy is more 

effective than a passive support reading strategy of rereading because it incorporates 

several metacognitive components/That is, it encourages readers to set purposes for 

reading, to identify or underline important points of the text, to generate questions that 

require comprehension of the text in order to be correctly answered, and to think of 

possible answers to these questions. Thus, the self-questioning strategy leads readers to 

an active monitoring of the comprehension process and to the engagement of strategic 

actions. Correspondingly, Anderson (1980) found that written self-questioning as a 

cognitive strategy helps in identifying the main idea of the text. Although it is similar to 

note-taking, in that a written record incorporates an idea, in an important sense it is 

different, because the written idea is in the form of a question. Anderson (1980) assumes 

that readers generate a question about every important idea in the text. However, 

Anderson points out that reading text materials from the curriculum is normally different 

from other forms of reading in that it is strongly criterion oriented, which would require 

more use of a questioning strategy on the part of the reader. 

Anderson (1980) assumes that students process texts with the expectation of learning 

something specific from them. Consequently, explicitness of their purpose for reading 

affects how students read and how much they learn. For instance, in an academic reading 

context, when students read a chapter of a text book, they probably read to determine the 
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author's main ideas and how they relate to each other. Students in such cases often 

generate their own support-reading strategies such as note taking, which refers to writing 

information about the text in one's own words at the time of reading. Furthermore, they 

underline information in the text or highlight portions of the text during reading. 

Outlining or summarising refers to writing information about the text in one's own words 

after reading a portion of the text. 

A number of studies have explored the effects of using support strategies on reading 

outcomes. Anderson's (1980) and Cook and Mayer's,(1985) experiments on LI reading 

showed that the underlining strategy, as a search and select process, causes readers to 

score higher on a recall test than in a reading only condition. Likewise, Poostay (1984) 

studied the effects of underlining as an organizational strategy on reading comprehension. 

He assumed that underlining presents important words and phrases in their original 

context, highlights key concepts in sequence, and teaches selective comprehension, which 

means that readers learn to select important and meaningful ideas. Schellings & Van 

Hout-Wolters (1995) stress that the positive effect of underlining of text fragments on the 

recall of these elements is due to the extra reading time and cognitive efforts that readers 

spend on the fragments they underline. Furthermore, Bailey (2002) argues that 

highlighting words or phrases in a reading passage increases the recall of those words. 

In a similar vein, Brown (1985) and Schellings and Van Hout-Wolters (1994) 

examined and compared the effects of note-taking and underlining strategies on LI 

reading and stated that these strategies have positive effects on identifying main ideas. In 

addition, Brown studied engagement in self-questioning as a way to facilitate learning 

from text. The high school students who participated in this study were taught to locate 
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sections of text containing important points and to generate questions about them. She 

found that generating such questions facilitated learning better than simply reading text or 

making up questions without regard to main ideas. In addition, in two experimental 

studies on students' abilities to read for the main idea, Taylor, Olson, Prenn, Rybczynski 

and Zakaluk (1985) revealed a number of support strategies that can be effective in terms 

of LI reading for the main idea in content areas. They noted that both mapping 

techniques, in which readers write down the key ideas of content material, and 

summarising procedures have positive effects on readers' main idea recall, as well as on 

their recall in general. 

2.6.6- L2 Support Reading Strategies 

The literature on second language reading contains relatively few studies of support 

reading strategies. The studies indicate that this type of strategy plays an important role in 

L2 reading comprehension as it includes note-taking, highlighting, underlining, and 

translating strategies. These strategies support the comprehension of main ideas because 

their utility helps readers to locate and focus on the important information in the text 

(Najar, 1998). 

Mokhtari and Sheorey (2002) found that ESL learners' reading ability is related to 

their awareness and use of reading strategies while reading. They assumed that skilled L2 

readers can compensate for a lack of English proficiency by increasing awareness of 

reading strategies and using these strategies, including support strategies, to develop their 

comprehension. Further, Mokhtari and Reichard (2002) recommend providing L2 readers 

with the knowledge and confidence that enable them to monitor their comprehension and 

inspire them to pursue their reading through the use of support reading strategies. 
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More specifically, Najar (1998) argues that support strategies, such as full translation, 

note taking, underlining and highlighting key ideas, contribute to main idea recognition 

and to organizing information into levels of importance. Note taking also directs readers' 

attention toward certain information, such as important points, and consequently, this 

increases their recall of information related to the main ideas. These strategies might be 

included in the utility of separating main idea from supporting details strategies that help 

readers to identify the main idea of a text. 

A key point here is that L2 readers may transfer all the above mentioned strategy 

types from their first language to their second or foreign language. Of course, a 

prerequisite to this transfer is that they must be aware of and using reading strategies in 

their LI. The next section examines evidence of strategy transfer between LI and L2. 

2.7. Reading Strategy Transfer 

This section discusses previous research on the transfer of reading strategies from LI 

to L2, even when the languages use different scripts and structures. Second language 

readers have to learn to read only once in their lives, since they transfer their LI reading 

strategies into their L2 reading. There is evidence that first language strategies do 

transfer, allowing readers to capitalize upon their LI reading strategies in order to make 

sense of the L2 (Raymond, 1988; Brisbois, 1995). Since "L2 reading is not a monolingual 

event, L2 readers have access to their LI as they read, and many use it as a strategy to 

help comprehend an L2 text" (Upton and Thompson, 2001, p. 469). Research has 

confirmed that readers' processing procedures and various aspects of cognitive and 

metacognitive reading strategies are transferred from LI into both oral and written forms 
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of L2 production and comprehension (Sarig, 1987; Koda, 1987; Afflerbach, 1990; 

Carrell, 1991; Jimenez, Garcia & Pearson, 1996; Eskey, 1997; Feng and Mokhtari, 1998; 

VanDuzer, 1999; Salataci & Akyel, 2002). Thus Dekeyser and Juffs (2005) assume that 

the LI processing strategy is a source of L2 performance. 

Koda's (1987) investigation of Japanese FL learners indicates that strategies 

developed in LI reading are transferred to L2 reading even when the scripts of LI and L2 

are different. Transfer phenomena are more obvious among beginning L2 readers, 

especially FL learners who learn L2 as a foreign language in a context where the target 

language is not used. In addition, L2 readers might bring their LI orthographic 

knowledge and corresponding strategies to the process (Koda et al., 1998). 

Sarig (1987) claims that there is a strong relation between LI reading strategies and 

L2 reading proficiency and that the reading processes in LI and in L2 are related to each 

other. Consequently, the process of reading in a foreign language is viewed as the 

interlingual transfer of reading skills from the reader's native language. Furthermore, 

success in L2 reading comprehension is viewed as dependent on the success of LI 

reading comprehension. 

Correspondingly, Carrell's (1991) study demonstrates that "both first language 

reading ability and second language reading proficiency have significant effects on 

second language reading ability" (p. 167). FL readers transfer their good LI reading 

strategies and skills to their L2 reading tasks. This concurred with the results of Koda 

(1988), Koda (1993), Davis and Bistodeau (1993), Upton (1997), Upton and Thompson 

(2001), and Afflerbach (1990), all of whom found that the strategies which readers use 

when they interact with printed information play an important role in both first and 
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second language reading. 

Accordingly, Bernhardt and Kamil (1994) suggest that reading performance in L2 is 

largely shared with reading ability in LI. First language acquired strategies and 

operations are transferable and available within a second language context (Jimenez, 

Garcia &Pearson, 1996). However, Brisbois (1995), and Ulijn and Meyer (1998) assert 

that L2 readers can use LI strategies only once they achieve a certain threshold 

vocabulary base in L2. Brisbois (1995) asserts that the relationship between LI and L2 

reading may vary according to the L2 proficiency level. Hence, Alderson (2000) and 

Heinz (2004) posited that reaching the necessary language threshold, which is located 

somewhere at intermediate levels of L2 reading proficiency, allows students to capitalize 

upon their LI skills in order to make sense of their L2. 

The transfer phenomenon includes several processes such as mental translation, word 

recognition, LI background knowledge utility and thinking in LI while reading L2 texts. 

The following paragraphs will shed some light on these issues. 

Research has demonstrated that mental translation is a common cognitive strategy for 

adult L2 readers. When EFL readers attempt to process L2 texts, they rely on mental 

translation in which they process L2 words, phrases or sentences in LI forms while 

reading L2 texts (Kern, 1994). Cohen (1995), Upton (1997), and Upton and Thompson 

(2001) suggest that L2 readers usually use their LI for more than mental translation. It 

seems that they use their LI to think about and process information that is being read in 

the L2. For instance, L2 readers usually shift into their LI to translate a word or a phrase 

or to confirm their comprehension of a sentence. They also use their LI background 

knowledge, their LI word recognition strategies, and their LI decoding skills in order to 
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help them to follow the overall meaning of the text. 

By the same token, Jimenez, Garcia & Pearson (1996) and Eskey (1997) argue that 

the more students read in their native language, the more likely they are to become 

proficient readers in their FLs, because good reading strategies transfer across languages, 

especially when languages are similar to each other. Concerning the same issue, 

VanDuzer (1999) points out that adult ESL learners come with different reading 

backgrounds and experiences. Some of them are fluent readers in their first language, 

while others are not. Also, their view of the reading process and literacy is influenced by 

their LI reading practice and their culture. Consequently, they will approach reading in 

different ways from native speakers because they bring all the above-mentioned factors 

and effects to the L2 reading process. Feng and Mokhtari (1998) agree that level of 

language proficiency, level of reading ability, and type of language used (LI or L2) all 

play a critical role in determining the type and amount of strategy transfer from one 

language to another. In addition, Feng and Mokhtari contend that, in spite of the 

differences that exist between first and second languages, reading strategies developed in 

the first language tend to be transferred to a second language. In contrast, Feng and 

Mokhtari speculate that students who had not developed any helpful reading strategies in 

their LI and later on developed some useful L2 reading strategies might transfer their L2 

reading strategies to enhance their LI reading. The next paragraph considers studies 

examining such situations. 

Salataci and Akyel (2002) investigated the reading strategies of Turkish EFL readers 

in Turkish and English and the possible effect of reading instruction on reading in both 

languages. The data came from semi-structured interviews, observation, a background 
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questionnaire, and think-aloud protocols. The results of this study indicate that the target 

group, who had been taught EFL reading strategies, transferred them to their LI reading, 

thereby improving their reading in both languages. In fact, after instruction, there were 

significant increases in frequency of use of strategies in both LI (Turkish) and L2 

(English) reading. Thus the results of this study suggest that reading strategies transfer 

back and forth between LI and L2 and that strategy instruction for L2 reading can have a 

positive effect on reading strategy use and reading comprehension in both LI and L2. 

Taking the reverse perspective, Birch (2002) investigates the positive and negative 

transfer of LI strategies to English reading. The subjects were four readers of ESL with 

Arabic, Spanish, Greek, and Chinese as their respective native languages. Birch found 

that in cases where LI and L2 have different writing.systems (e.g. logographic, syllabic, 

and alphabetic), there may be a negative impact on L2 reading strategy use. However, 

where the writing systems are similar between the LI and L2, there may be a positive 

impact on L2 reading comprehension strategy development and use such that those 

readers may positively transfer their LI strategies to help them comprehend L2. Birch 

found that different LI and L2 writing systems lead to negative strategy transfer, which 

could be the main cause of misinterpretations of the main idea(s) of texts. Since LI 

strategy transfer plays an important role in main idea comprehension, it is crucial to 

discuss in more detail the effects of different LI strategies on L2 reading strategy use and 

comprehension. 

2.7.1. Effects of Differences between LI andL2 on Reading Strategy Use 

The relationship between the LI and L2 is one of the central issues in L2 reading 

comprehension, since LI transfer plays a fundamental role and greatly affects L2 reading 
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strategy use. Thus, when the LI is completely different in its structure and orthography 

from the L2, it might have a negative impact on L2 reading strategy use and consequently 

on reading comprehension. For instance, in spite of the considerable evidence that 

readers' sets of linguistic knowledge and processing skills and strategies interact during 

L2 comprehension (Koda, 1993), prior orthographic experience also has a strong effect 

on the development of word processing skills and reading comprehension strategies 

(Randall & Meara, 1988; Koda, 1988; Koda, 1996; Jimenez, Garcia &Pearson, 1996; 

Koda, Muljani & Moates, 1998; Bengeleil & Paribakht, 2004). For example, Chinese and 

Arabic speakers would find it relatively more difficult than French or Spanish speakers to 

find cognates or to guess the meaning of unknown words when reading English texts, 

simply because Arabic and Chinese have different orthographic systems and different 

directions of scripts (and fewer cognates with English). Koda et al. (1998) suggest that 

even when processing skills and reading strategies are well developed, they are not 

readily available during L2 processing without substantial adjustments among L2 readers 

from a structurally different LI orthographic background. In fact, LI writing systems 

have a deep and long lasting impact on the visual processing procedures and strategies of 

L2 reading comprehension (Koda, 1996; Rivera, 1999). 

In the same vein, Randall and Meara (1988) investigated native Arabic speakers' 

orthographic search strategies involving Arabic or Roman letters. They found that Arabic 

speakers react to Roman letters in the same way as they react to the recognition and the 

reading of Arabic letters. Although they argue that the strategy of Arabic learners faced 

with English words is very different from that of native English speakers, the researchers 

do not show exactly how or why such differences exist. They simply assert that "when LI 
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and L2 are very different, two separate attack strategies for reading will develop" (Cowan 

& Sarmad, 1976, cited in Kern, 1994, p. 455). 

Similarly, Tomitch (2000) and Ryan and Meara (1991) point out that Arabic-speaking 

English readers may be faced with word processing difficulties that are rather different 

from those faced by other readers of English. These difficulties may be related to the 

lexical structure and orthography of Arabic, since Arabic words are very different from 

words in Indo-European languages, where words tend to be made up of relatively stable 

roots and a system of affixes that are added on to these roots. Arabic-speaking readers 

may have different English reading problems from other readers of English, since they 

would need to rely on text structure and lexical structure that differ from their LI in order 

to determine the main ideas in texts. As main idea identification is one of the most 

important skills underlying text comprehension and also is the focus of the present study, 

the following section will be devoted to it. 

2.8. Main Idea Identification Skill 

According to Isakson, Miller, & O'Harra, (1979), the main idea of a text is a 

statement accompanied by all the pertinent details assigned to it. The details and the main 

idea are identified by "a part-whole" relationship, which means that the main idea is the 

whole of which each element is a part. The main idea is treated by Isakson, Miller, & 

O'Harra, (1979) as if it was a fact to be remembered or recognized. Similarly, according 

to Baumann and Serra (1984), the main idea of a text signals to the reader the most 

important statement the author is presenting to explain the topic. The main idea can 

sometimes be hiding somewhere behind all the details in the text, it can be at the 
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beginning or end, or it may be stated in only some of the paragraphs. Hence, the main 

idea can be stated explicitly or implicitly in texts (Phillips & Sotiriou, 1992). 

The identification of main points is considered to be one of the basic skills in reading 

comprehension. It is also a critical component in the understanding of a text. According 

to Taylor, Olsol, Prenn, Rybczynski, & Zakaluk (1985), the ability to read for the main 

idea is the ability to form a gist of whatever was read, comprising the most important 

points in the reading material. Furthermore, in most academic reading situations, we read 

for the writer's main points (Tomitch, 2000). Therefore, when studying a text, a reader 

must be able to distinguish between main points and subsidiary points. Similarly, Broek 

et al. (2003) state that detecting the main idea of most texts is not a simple task, because 

it involves recognising the connections between the different elements of the text, 

distinguishing the whole structure of the text, and then extracting the most principal 

statement from this structure. Broek et al. (2003) insist that the recognition of the 

connections among the elements and between the larger units of the text is crucial in 

forming a coherent representation of the text. Therefore, this is fundamental for 

identifying the main idea of the text. As well, understanding these connections is the 

major factor in the development of readers' main idea comprehension skills. In a similar 

vein, Stevens et. al (1991), Hennings (1991) and Eskey (1997) assume that main idea 

identification requires the readers to realise the connections between the new knowledge 

and their prior knowledge about the topic, and to associate them in order to make 

generalizations and elaborations from this information. 

Despite the importance of main idea identification, several studies (Van Dijk & 

Kintsch, 1983; Schellings & Van Hout-Wolters, 1995; and Brown & Day, 1983) show 
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that many students lack proficiency in identifying these main points in their first language 

(LI). This is because main idea identification requires full engagement in relatively 

complex cognitive processing of the text, which is essential in reading comprehension 

(Broek et al., 2003). 

2.8.1. Definitions of Main Idea and Main Idea Identification Task 

Main idea comprehension research is based on the propositional analysis of Kintsch, 

W., Kozminsky, E., Streby, W., McKoon, G., and Keenan, J. (1975) and Kintsch (1988), 

in which they analysed the reading text into idea unit levels. Kintsch and Keenan (1973) 

suggest that sentences have a base structure consisting of propositions which represent 

their semantic content. They numbered the propositions for the purpose of identification, 

showing the hierarchical relations among them. Kintsch and Keenan (1973) indicated that 

first level propositions comprise the most important ideas in the text. Then, all 

propositions directly related to the propositions at the first level can be added to form a 

second level. Second level propositions are followed by the idea units that support or 

explain the second level propositions to form third level propositions and so on. This type 

of analysis was validated by Kintsch and Van Dijk (1978) and used by Zerhouni (1996), 

Schellings, Van Hout-Wolter, and Vermunt (1996) and Roloff (1999) to assess L2 

reading comprehension. The following table summarizes the differences between various 

authors' definitions of main idea and, where applicable, tasks involved in main idea 

identification. In this thesis we are adopting Baumann and Sena's (1984) definition of 

main idea, because their definition of the term main idea perfectly matches the intended 

definition of main idea or what we mean by main idea in this study. They also located it 

in the same locations of main idea in the reading texts used in this study. The means of 
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main idea identification mentioned by Tomitch (2000) and Broek et al. (2003) are also 

adopted in this thesis because these are the exact tasks that the present study aims to 

determine. 
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Table 2: Definitions of Main Idea and Main Idea Identification Task 

Author 

Isakson, Miller, 
&0'Harra 
(1979) 

Baumann and 
Serra(1984) 

Taylor, Olsol, 
Prenn, 
Rybczynski & 
Zakaluk(1985) 

Stevens et. al 
(1991), 
Hennings(1991) 

Phillips & 
Sotiriou, (1992) 

Eskey(1997) 

Tomitch (2000). 

Broek et al. 
(2003) 

O'Hear and 
Ashton (2003) 

Main idea definitions 

-a fact to be remembered or 
recognized. 
-a statement accompanied by all 
the pertinent details assigned to it. 

-the most important statement the 
author is presenting to explain the 
topic. -It can sometimes be hiding 
somewhere behind all the details 
in the text, it can be at the 
beginning or end, or it may be 
stated in only some of the 
paragraphs. 

-main idea can be stated explicitly 
or implicitly in texts. 

Means to Main idea identification 

-Forming a gist of whatever was read 
comprising the most important points in 
the material. 

-The ability to relate the text's new 
information and background knowledge 
in order to comprehend the main points. 

-The ability to relate textual information 
and the reader's prior knowledge to 
comprehend the main idea of the text. 

-distinction between main points and 
subsidiary points. 

-Recognition of the connections between 
the different elements of the text, 
-distinguishing the whole structure of the 
text, and then extracting the most 
principal statement from this structure, 
-a full engagement in relatively complex 
cognitive processing of the text. 

Main ideas would be located up front where 
they will be easily seen. Also, main idea 
clues usually used to help readers identify 
the main idea of individual paragraphs. 
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Little is known about how learners of English as a foreign language (EFL) identify 

main points in reading texts. Most of the research on main idea comprehension of texts to 

date has looked primarily at the process of finding main ideas in LI reading (e.g. Brown, 

1985; Meyer, 1985; Collins, 1994; Chen & Graves, 1995; Schellings & Van Hout-

Wolters, 1995; Surber, 2001; Bailey, 2002; and Broek et al., 2003). The focus in much of 

this literature is on school-age children in terms of how they learn to read in their LI and 

how they develop their reading proficiency. 

Although some research has also provided us with important information about LI 

adult readers such as (Rinehart & Piatt 2003), it has not gone very far in terms of 

analyzing the factors underlying their main idea identification skills. Researchers have 

paid even less attention to foreign language (FL) readers' metacognitive knowledge of 

how they conceptualize their reading processes for main idea identification and meaning-

making. Furthermore, many researchers also essentially equated strategy knowledge with 

the strategy use. 

Thus researchers measure either one or the other independently and correlate the 

results with text recall. But to our knowledge, no one has looked at reading 

comprehension strategy awareness and their effective use in the same population by 

additionally debriefing subjects regarding their actual strategy use during a reading task. 

One of the principle aims of the present study is to determine whether there is a 

facilitatory relationship between strategy awareness and use and whether either of these 

has any effect on the comprehension and recall of main ideas. The present study attempts 

to address these issues in L2 adult readers, thereby adding to our understanding of the 

reading comprehension process in these less studied populations. 
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2.9- Summary 

In recent years, researchers have paid a great deal of attention to reading strategies in 

LI and L2 contexts and have particularly focussed on the types of reading strategies that 

L2 readers develop to enhance their reading comprehension. More specifically, they have 

investigated the effect of strategy awareness and use on reading comprehension. Carrell 

(1989) found that global reading strategy awareness enables FL readers to differentiate 

between main ideas and supporting details. She concluded that L2 reading 

comprehension is correlated with strategy awareness and use. Also, Levine and Reves 

(1998) found that readers who are aware of the strategies they use are also able to 

differentiate between appropriate and inappropriate strategies for specific reading 

situations. 

Concerning the effect of using specific types of reading strategies, Chen and Graves 

(1995), Bensoussan (1998), Anderson (1999) and Lin (2002) agree that background 

knowledge activation is one of the global strategies that facilitates main idea 

comprehension. Furthermore, Barnett (1988), Najar (1998), Stromso et al. (2003) and 

Samuelstuen (2003) confirmed that using problem-solving strategies enhances reading 

comprehension. Additionally, Najar (1998) found that using support strategies of 

underlining, note taking and highlighting key ideas is incorporated in main idea 

recognition and organization. Referring to the effect of L2 reading proficiency level on 

strategy awareness and use, Block (1986) and Feng and Mokhtari (1998) revealed that 

skilled readers are more aware of the strategies they use than unskilled readers. 

Therefore, Mokhtari and Reichard (2002) recommend providing L2 readers with strategy 

knowledge that inspires them to pursue their reading. 
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In the matter of the effect of strategy transfer from LI to L2, Koda (1988, 1993), 

Davis and Bistodeau (1993), Upton (1997), Upton and Thompson (2001), Afflerbach 

(1990), Cohen (1995), Salataci & Akyel (2002) and Birch (2002) confirmed that readers 

learn to read only once in their lives, so LI reading strategies transfer to L2 reading even 

when the languages' structures and scripts are different from each other. 

Relevant to the effect of different LI reading experience on L2 reading strategy use 

and L2 reading comprehension, Randall and Meara (1988), Tomitch (2000) and Ryan & 

Meara (1991) revealed that Arabic speaking English readers are faced with several 

difficulties. These difficulties are related to the different lexical structure and orthography 

of Arabic when they read English, as their LI strategies did not help them in their L2 

reading. According to Rnadall and Meara (1988), there are a number of reasons why 

native Arabic speakers develop reading strategies which are systematically different from 

the strategies that are characteristic of native speakers of English. First, Arabic script is 

written from right to left (Abu-Rabia, 1998; Rnadall and Meara, 1988). This is expected 

to produce right-to-left reading strategy and eye movement, which is the opposite 

movement for English reading (Rnadall and Meara, 1988). Second Arabic is a 

consonantal language. In normal Arabic script the vowels are not marked and the reader 

has to supply the correct voweling from an understanding of the context in which the 

word appears. This fact might cause the sentence to be read differently than an English 

one (Abu-Rabia, 1998). Third, Arabic words are usually short; most of them are derived 

from a trilateral root with the. addition of prefixes, suffixes and infixes. This may also 

produce different reading strategies from English (Abu-Rabia, 1998). Finally, Arabic 

characters are much less redundant than Roman letters. In some cases only the presence 
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or absence of a single dot above or below a standard character shape distinguishes 

between letters (Rnadall and Meara, 1988). This could lead to the adoption of quite 

different reading strategies in native Arabic speakers who are looking for small 

differences between letters. This may also lead them to read for details and to focus on 

reading word by word, which in turn leads to loss of the meaning of the text as a whole. 

Consequently, the utility of these LI reading strategies of focusing on the very small 

details in each word could be one of the main reasons that hinder the native Arabic 

speakers from comprehending and identifying the main idea of the L2 text. 

According to Tomitch (2000), who examined twelve EFL reading text books, none of 

them contain clear and established criteria for main idea identification. Also, none of 

them explicitly told students about EFL reading strategies that differ from their LI 

reading strategies in order to help them comprehend the reading texts, such as using text 

structure in order to determine the main ideas in the text. Thus, there is little reason to 

assume that L2 readers know how to approach a text to understand the main idea(s) in 

terms of strategy awareness and use is necessary. As yet, relatively little work has been 

done on the role of the readers' LI on L2 strategy use for main idea identification, 

particularly in the cases where readers' LI (e.g. Arabic) is typologically different from 

the target language. Therefore, the following questions inspired the author to conduct a 

pilot study to at least partially explore these issues. 

1- Are EFL readers aware of reading strategies of main ideas identification? 

2- Do EFL readers use Global, Problem-solving and Support reading strategies in EFL 

academic reading? 

3- Which of the above mentioned strategies help Arabic speaking EFL readers to identify 
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the main idea when reading? 

The following chapter briefly discusses a pilot study designed to address these issues. 
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CHAPTER THREE 

The Pilot Study 

3.1. Introduction 

This pilot study was done to assure that the experimental design and the methodology 

were accurately developed and appropriate to addressing the research questions of the 

main study. Any limitations and deficiencies in the pilot study could thus be avoided or 

corrected in the design of the main research study, thereby assuring more accurate results. 

As was noted in earlier chapters, the identification of main points is considered to be 

one of the basic skills in reading a text (Tomitch, 2000). It is also a critical component in 

the understanding of a text. When studying a text, a reader must be able to distinguish 

between main points and subsidiary points. Several studies (Van Dijk & Kintsch, 1983, 

Schellings & Van Hout-Wolters, 1995, Brown & Day 1983) show that many students 

lack proficiency in identifying these main points in their first language (LI). However, 

little is known about how learners of English as a foreign language (EFL) identify main 

points in reading texts. 

The subjects in this study were EFL Libyan university graduate students. They had 

not received instructional strategies in EFL reading during their education, because the 

Libyan curriculum and the EFL education system emphasize the teaching of grammar 

above all else. Moreover, Libyan EFL teachers, who also experienced the Libyan 

curriculum during their own education, received no training in reading strategies and are 

thus not equipped to teach them. 

The pilot study reported on here investigated native Arabic speaking readers' 

awareness and use of EFL reading strategies, including the identification of the main 
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ideas of a text. It is concerned with Libyan Arabic-speaking readers' ability to interact 

with written English and the types of reading strategies that they might use to identify the 

main idea of the reading text. This study focused on three types of reading strategies: 

Global reading strategies, problem-solving strategies and support strategies, as 

categorized by Mokhtari and Sheorey (2002). According to these authors, Global 

strategies include using background knowledge, identifying the purpose for reading, and 

self questioning. Problem-solving strategies include deciding what to focus on, getting 

back on track when concentration weakens, and monitoring comprehension. Support 

reading strategies include note taking, underlining key ideas or words, and listing major 

ideas. 

The pilot study examined four Libyan Arabic speaking EFL readers' awareness of the 

above mentioned strategies, their ability to use them during reading, and the usefulness of 

these strategies for main idea comprehension and identification. 

The research questions were: 

1- Are EFL readers aware of reading strategies of main idea identification? 

2- Do EFL readers use Global, Problem-solving, and Support reading strategies in 

EFL academic reading? 

3- Which of the above mentioned strategies help EFL readers to identify the main 

idea when reading? 

It was hypothesized that these participants might not use these types of reading strategies 

or they might use them inappropriately. It was also expected that the subjects would 

experience certain types of difficulties in identifying the main ideas in reading. Following 

Vann and Abraham (1990), these difficulties may be rooted in both inadequate 
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knowledge of the appropriate strategies that should be used and their inappropriate use. 

The following sections provide a description of the experiment, methodology and 

subjects. The results section provides both qualitative and quantitative analyses of the 

results of the experiment. Finally, the results are discussed, along with questions and 

hypotheses for the main research study. 

3.2. Methodology 

In addition to providing information on the design of the study, this section explains 

the scoring of the Reading Strategy Survey as per Mokhtari and Sheorey (2002) and the 

scoring of the recall protocols. 

3.2.1. Subjects 

As this was a pilot study, there were only four native Libyan-Arabic speaking female 

subjects between the ages of 27 and 34. Since the task of this experiment required 

subjects to recognize the vocabulary for the topic and to know enough about grammatical 

structure and rhetorical conventions to be able to understand the text content, the selected 

subjects were recent university graduates in science, law or engineering. Two are science 

teachers, one is a lawyer and one is an engineer. These four subjects all studied English 

as a foreign language in Libya for about six years, four hours per week. At the time of 

this study, they were living in Canada as temporary residents, but had not yet taken any 

ESL courses in Canada. In this paper, each subject will be referred to by a first name. 

Names have been changed to protect subjects' anonymity. 

The selection criteria for the subjects, including university education, age, gender and 

cultural and educational background knowledge, are based on Vann and Abraham's 
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(1990) discussion of the three types of knowledge that are required for understanding any 

reading text. Not respecting these selection criteria could affect subjects' test 

performance and text comprehension in ways that are totally unpredictable. Materials that 

were used in this study will be introduced in the following section. 

3.2.2. Materials 

EFL reading strategy awareness of main idea identification was measured by 

providing each subject with an envelope containing three items. The first was a copy of 

Mokhtari and Sheorey's (2002) Reading Strategy Survey, translated into the first 

language (LI) of the subjects (Arabic) (see appendix B). In this survey, reading strategies 

were divided into three categories: Global reading strategies, problem-solving strategies, 

and support reading strategies. The second item was a reading passage of 719 words that 

contained pre-reading instructions written in both Arabic and English. The third item 

consisted of two blank pages upon which the subjects were directed to write in either 

language as much as they could recall from the text without looking back at it. 

The Reading Strategy Survey was used as a starting point in measuring the 

participants' awareness of FL reading strategies. The first 13 items of this survey focus 

on Global reading strategies. These strategies can be considered as general reading 

strategies focusing on a Global analysis of a reading text, and as generalized reading 

strategies (Mokhtari and Sheorey's, 2002). The next 8 items look at strategies which are 

employed to solve problems when a text becomes difficult to read. These Problem-

solving strategies provide readers with action plans to go through texts skilfully and to 

develop solutions for problems in understanding textual information. The last 9 items 

focus on Support reading strategies, which involve the use of outside reference materials 
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and provide the support mechanisms that serve a useful function for readers who 

implement them as needed. According to the literature, these three categories of strategies 

interact with each other and influence main idea comprehension. 

The target English-language reading text was on "functional foods" or foods that have 

medical functions (see appendix C). The text content can be considered authentic, 

interesting and non-technical, as it was written by a native speaker and addresses native 

English readers of a life style magazine. The text was selected from the Internet and was 

used without modification. All subjects indicated to the researcher that this was a familiar 

topic about which they had sufficient knowledge and interest to inspire them to read 

carefully. All of them are mothers who are concerned about the health and nutrition of 

their children. Steffensen (1988) assumes that readers will comprehend and recall more 

ideas if texts comprise a familiar topic for which readers have enough background 

knowledge. The text was printed out directly as it appeared on the internet and used in its 

photocopied form. 

3.2.3. Procedures 

There was no time limit either for reading or recalling the text. All the subjects 

performed the task at the researcher's home in her presence. The researcher observed the 

subjects while they were reading and recalling the text. She observed their way of 

reading, their use of support reading strategies and their use of a translation strategy. 

Upon their completion of the task, the researcher interviewed the subjects individually to 

discuss their task performance with them in order to confirm what she observed and to 

obtain some information about the strategies that they thought they had used. The 

observation and the interview reports clarified and confirmed several issues while the 
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researcher was analyzing the text and the recalls of the subjects. The data collected from 

these three sources (text analyses, recalls and interviews) are addressed in the discussion 

section. This data also gave a good indication of the subjects' comprehension, which in 

turn enabled the researcher to correlate the recall with the comprehension. 

Insufficient knowledge for a task may cause a reader not to engage seriously, which 

consequently affects the study's results (Vann and Abraham, 1990). Therefore, it was 

important to link strategies with task demands to pinpoint discrepancies between what a 

given task requires and what the subjects actually do. Lee (1986) found significant 

differences in the quantity of idea units recalled depending on the recall language, which 

can affect the results of a study. Thus, subjects were instructed to write in either language 

to avoid the problem of limited L2 production abilities. This did not pose any problems, 

as the subjects all share the same native language background with the researcher. By 

allowing the subjects to write in Arabic, we were able to obtain maximum insight into the 

strategies used by these EFL readers to identify the main idea of a reading text. The 

scoring of the reading strategy survey is discussed in the following section. 

3.2.4. Scoring of the Reading Strategy Survey 

The administration and interpretation of information stemming from this survey was 

inspired by interpretation systems used by Oxford (1990) and Mokhtari and Reichard 

(2002). Subjects were directed to read each statement and indicate how often they use the 

strategy described in that statement, using the 5-point Likert scale provided after each 

statement (ranging from 1 'I never do this' to 5 T always do this'). Participants were 

reminded that their responses should refer only to the strategies that they think they use 

during their reading of school-related materials. In accordance with Mokhtari and 
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Reichard (2002), subjects' scale responses were divided into three levels of utilization of 

reading strategies: high level (mean of 3.5 or higher), medium level (mean of 2.5 to 3.4), 

and low level (mean of 2.4 or less). 

3.2.5. Scoring of the Recalls 

The propositions were identified following the guidelines developed by Zerhouni 

(1996), Schellings, Van Hout-Wolter, and Vermunt (1996) and Roloff (1999). These 

researchers based their analyses on Kintsch's (1988) model. An idea unit analysis was 

carried out on the target text resulting in its division into 79 semantic propositions. (The 

propositional analysis is included in Appendix D). This propositional structure is a set of 

propositions organized into a hierarchy that reflects their relative importance in the text. 

Five hierarchical levels were assigned to the reading text: a Macro propositional level 

(MP), which is the highest in the hierarchy, presents the topic of the text; a primary 

propositional level (PI) represents the main ideas; a secondary propositional level (PIT) 

corresponds with the ideas of comparable importance, which clarify and/or expand the 

main ideas; a tertiary propositional level (PHI) represents ideas of lesser importance, 

which provide further details regarding secondary propositions; a quaternary 

propositional level (PIV) presents the details within the text that are related to names of 

substances and organizations, as well as those that provide clarification for tertiary 

propositions. In other words, propositions that are not important for main idea 

comprehension are positioned at this lowest level (PIV). This analysis was validated by 

both a colleague who was doing his Ph. D in the same area and by the research supervisor 

at that time.2 Table 3 displays these five levels and the number of propositions within the 

2 - The first research supervisor subsequently took retirement and was replaced by the current supervisors. 
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text. 

Table 3: Numbers and Levels of Propositions 

Text components 

No. of words 

No. of MP 

No. of PI 

No. of PII 

No. of Pin 

No. ofPIV 

Total no. of propositions 

Number of propositions 

719 

1 

11 

15 

40 

12 

79 

The amount recalled was measured by the type and the number of propositions in the 

text. Following the weighting of the propositions suggested in Zerhouni (1996) and 

Roloff (1999), scoring was assigned as follows: The macro propositional level (MP) 

received the highest score of 16 marks. Level I propositions (PI) received 8 marks each; 

level II propositions (PII) 4 marks each, level III propositions (PHI) 2 marks each, and 

level IV propositions (PIV) 1 mark each. The differences between these values were 

meant to reflect the different hierarchical levels of the propositions. The scoring of 

propositions was calculated based on the weighted values shown in Table 4 below: 

Table 4: the Maximum Possible Scores for Each Level of the Text 

Propositions as well as for the Total Textbase Recall 

Prop. Level 

MP 

PI 

PII 

PIII 

PIV 

Total 

No. of Props 

1 

11 

15 

40 

12 

79 

Points for each 

proposition 

X16 

X8 

X4 

X2 

X I 

Total points 

for each level 

16 

88 

60 

80 

12 

256 
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3.3. Results 

3,3.1. Strategies 

Figure 1: Participants' Mean of Reported Use of Each Strategy Type from the 

Reading Strategy List 

00 

CO 

"-< 

CO 

• Problem-solving 

• Global 

B Support 

Asia Wala Amal Nadia 

Participants' Names 

There seems to be some variations across subjects in self-reported use of the Global 

strategy and Support strategy categories, with their means ranging from high to medium 

levels (See Figure 1). Conversely, there was no apparent difference in the self-reported 

use of the Problem-solving strategies across the four subjects, as all of them were at a 

high level and their means ranged from 5.0 to 4.1. In addition, their total means of these 

three types of strategies were: 4.5 for Asia, 3.8 for Amal, 3.5 for Nadia and 3.2 for Wala. 

Table 5 shows the self reported use for each Global strategy (see Table 2 for Global 

strategy list). The highest average in this category was obtained by Asia (4.4). Amal 

scored 3.6, which is in the high level. However, Wala scored 2.6 and Nadia scored 3.2; 

both of these averages are at the medium level. These overall averages indicate how often 

subjects report using global strategies during their academic readings. 
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Table 5: Participants' Averages of Global Strategies Use 

Category of 

strategy 

Global 

Reading 

Strategies 

Total 

Global mean 

Serial number 

of strategy * 

1 

3 

4 

6 

8 

12 

15 

17 

20 

21 

23 

24 

27 

13 

Subjects' scores 

Asia 

5 

4 

5 

4 

4 

4 

5 

5 

3 

4 

5 

5 

5 

58 

4.4 

Wala 

5 

4 

1 

2 

1 

3 

4 

4 

1 

1 

4 

3 

1 

34 

2.6 

Amal 

4 

4 

4 

2 

4 

4 

3 

4 

3 

3 

4 

4 

3 

47 

3.6 

Nadia 

4 

3 

3 

3 

4 

4 

3 

1 

4 

1 

4 

5 

3 

42 

3.2 

* See Table 1 for the list of strategies 

According to Mokhtari and Reichard (2002), it is insufficient for students to simply 

be aware of the appropriate reading strategies; students should also be capable of 

implementing and monitoring their use of these strategies in order to be able to identify 

main ideas and improve their reading comprehension. However, the best possible 

optimum use of such strategies heavily depends on the students' age and reading ability, 

and also on the type of reading material, text difficulty, text familiarity, and other related 

factors. 
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Table 6: Participants' Averages of Problem-Solving Strategies Use 

Category of 
strategy 

Problem-
solving 
Reading 
Strategies 

Total 
Prob. mean 

Serial number 
of strategy * 

7 
9 
11 
14 
16 
19 
25 
28 
8 

Subjects' scores 
Asia 

5 
5 
5 
5 
5 
5 
5 
5 

40 

IHL_I1 5-° 

Wala 
5 
4 
3 
5 
4 
4 
4 
5 
34 
4.2 

Amal 
4 
5 
5 
4 
4 
4 
4 
4 
34 
4.2 

Nadia 
5 
5 
4 
4 
3 
2 
5 
5 
33 
4.1 

* See Table 1 for the list of strategies 

Table 6 shows that Asia scored 5.0, Wala and Amal scored 4.2 and Nadia scored 4.1. 

This indicates that subjects report using problem-solving strategies more than they use 

Global strategies, as all of them were placed in the high usage level. 

Table 7: Participants' Averages of Support Strategies Use. 

Category 
of strategy 

Support 
Reading 

Strategies 

Total 
Supp. mean 

Serial 
number of 
strategy * 

2 
5 
10 
13 
18 
22 
26 
29 
30 
9 

Subjects' scores 
Asia 

4 
4 
5 
3 
5 
4 
4 
4 
5 
38 

N H N H 4.2 

Wala 

5 
5 
5 
1 
2 
4 
2 
2 
3 
29 
3.2 

Amal 

4 
3 
5 
3 
4 
3 . 
4 
4 
4 
34 
3.7 

Nadia 

5 
5 
2 
4 
2 
3 
1 
4 
4 
30 
3.3 

* See Table 1 for the list of strategies 

Table 7 shows that subjects' self-reported different categories of use of the Support 

strategies, with Asia (4.2) and Amal (3.7) in the high range. However, Wala (3.2) and 



87 

Nadia (3.3) were in the medium range. The following section displays the scoring of the 

recalls: 

3.3.2. Recalls 

The scores for recalled propositions indicate that all the participants recalled the 

major point (MP) or the title of the text. The range of the first level idea units (PI) is 6-3 

out of 11 units in total. The second level (PII) recalls ranged from 12-3 out of 15 idea 

units in total. Within the third level idea units (PHI), the recalls ranged from 20-12 out of 

40 in total. For the fourth level idea units (PIV), recalls ranged from 5-1 out of 12 units in 

total. 

Table 8: Number of Recalled Propositions and Total Weighted Scores3 

Subjects 

Asia 

Wala 

Amal 

Nadia 

Number of recalled props, from 

each level 

MP 

(1) 
1 

1 

1 

1 

PI 

(ID 
6 

4 

3 

6 

PII 

(15) 

12 

5 

3 

.7 

PHI 

(40) 

20 

13 

13 

12 

prv 
(12) 

5 

2 

2 

1 

Total 

recalled 

props. 

(79) 

44 

25 

22 

27 

Total 

weighted 

score 

(256) 

157 

96 

80 

117 

Total recall 

percentage 

61% 

37.5% 

31% 

45.7% 

Regarding the total number of recalled propositions, Asia recalled the highest number 

(44 idea units out of 79 idea units in total). Nadia recalled 27 propositions out of 79; 

Wala recalled 25 idea units out of 79 idea units; Amal recalled the lowest number which 

was 22 propositions out of 79. Regarding the subjects' total scores, Table 9 shows that 

they ranged from 157 to 80 out of 256, which is the maximum possible score for the total 

number of propositions of the reading text (see Table 4 for weighting system). 

3 For weighting see Table 4 
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Table 8 also indicates that Asia scored 61%, which is the highest total mean weighted 

score. Nadia obtained the second highest score of 45.7%, followed by Wala who scored 

37.5%, and lastly Amal, who scored 31%. 

Regarding the total number of recalled propositions, Asia recalled the highest 

number (44 idea units out of 79 idea units in total). Nadia recalled 27 propositions out of 

79; Wala recalled 25 idea units out of 79 idea units; Amal recalled the lowest number 

which was 22 propositions out of 79. Regarding the subjects' total scores, Table 9 shows 

that they ranged from 157 to 80 out of 256, which is the maximum possible score for the 

total number of propositions of the reading text (see Table 4 for weighting system). 

Table 8 also indicates that Asia scored 61%, which is the highest total mean weighted 

score. Nadia obtained the second highest score of 45.7%, followed by Wala who scored 

37.5%, and lastly Amal, who scored 31%. 

The main idea comprehension percentages in Table 9 indicate that the participants 

differed considerably in their recall of each propositional level except the title of the text, 

which all of them recalled successfully. 

Table 9: Percentages of Recalled Propositions 

Subjects 

Asia 

Wala 

Amal 

Nadia 

Percentage of recalled props, from 

each level 
MP 

100% 

100% 

100% 

100% 

PI 

54% 

36% 

27% 

54% 

pn 

80% 

33% 

20% 

46% 

PHI 

50% 

32% 

32% 

30% 

prv 
41% 

16% 

16% 

8% 

Total 

recalled 

Percentage 

55% 

31% 

27% 

34% 
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Table 9 also shows that Asia recalled 54% of level 1 propositions; 80% from level 2 

propositions; 50% from level 3 propositions; and 41% from level 4 propositions. Asia 

had the highest recall overall except for PI, where she tied with Nadia. But Asia was 

more successful on the second level propositions than on the first level propositions. She 

identified more from PII than from PI, which could mean that she had difficulty with 

higher-level propositions or that she focussed more on the second level ones than on 

those from the first level. Nadia evidenced the same recall percentage as Asia from level 

1 (54%), but in level 2 she recalled 46%. Moreover, Nadia recalled 30% of the 

propositions in level 3 and only 8% in level 4, which is the lowest recalled percentage of 

all four subjects. Wala recalled 36% from level 1 propositions, 33% from level 2 

propositions; 32% from level 3 propositions; and 16% from level 4 propositions. Both 

Nadia's and Wala's recall percentages ranged from high to low in the same order as the 

proposition levels. This indicates that they focused more on high level ideas than on low 

level ideas, which could mean that they used some effective reading strategies for 

identifying the main idea of the text, although their overall averages are lower than 

Asia's. Lastly, Amal recalled 27% from level 1 propositions, 20% from level 2 

propositions, 32% from level 3 propositions, and 16% from level 4 propositions. This 

indicates that she may have focused on level 3 propositions more than on level 1 and 

level 2 propositions. This could mean that she had a problem, like Asia, in identifying the 

main ideas of the text. 

The percentages of the total recalled propositions in Table 9 indicate that Asia 

recalled 55%, which is the highest recalled percentage. Nadia recalled 34% of the text 

propositions, with Wala following at 31% and Amal at 27%. 
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Concerning the comprehension of main ideas, results indicate that Asia and Amal 

focused more on lower level propositions than on higher level ones. For instance, Asia 

recalled 80% of level 2 propositions, which was the highest percentage in her recalls, but 

she recalled 54% from level l.This shows that she could not identify the most important 

ideas of the text, since she recalled only 54% of them, which amounts to half of the 

important points of the text. However, she recalled most of the supporting points of the 

main idea (80%). Also, Amal focused more on level 3 propositions, since she recalled 

32%, which was the highest percentage of her various level recalls, whereas she recalled 

27% from level 1. This indicates that she also had a problem with identifying the main 

idea of the text, since she focused on the supporting details more than on the main ideas 

and the second level ideas. In contrast, Nadia's and Wala's recalls indicate that they 

focused more on level 1 propositions, as they recalled 54% and 36% respectively and 

their percentages of recalls for the lowest level decreased to 8% and 16% respectively. 

For main idea comprehension, a simple analysis revealed noticeable variability across 

the subjects' with respect to their recall of the main ideas of the text (see Figure 2). Asia 

considered the second level ideas as the most important ideas in the text, as she recalled 

80% of them, which was her highest recall percentage in her chart. Amal focused on the 

third level propositions of the text, since she recalled 32% of them-her highest recall 

percentage in her chart. On the other hand, Wala's close percentages of recalls from 

levels 1, 2, and 3 (36%, 33% 32% respectively) illustrate her inability to differentiate 

between main ideas and supporting details, as she appears to have paid almost the same 

amount of attention to these three different levels of ideas. The subjects' comprehension 

of the major point, or the title of the text, will be disregarded because all of them recalled 
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Figure 2: The Percentage of Recall from Each Propositional Level 
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In conclusion, the number and the type of the recalled idea units point out the 

participants' inabilities to differentiate between the main idea and the supporting ideas. In 

addition, the low overall averages of the recalled propositions, ranging from 55% to 27%, 

reveal the subjects' deficiency in recognizing the main idea of the text. Nonetheless, the 

descriptive data for the main idea comprehension strategies showed that there were some 

variations among the four individual participants' performance that indicates differences 

in their approaches. In the discussion, we will examine recall scores in the light of self-

reported comprehension strategies. 
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3.4. Discussion 

Table 10: Scores of Recall and Self-Reported Comprehension Strategies 

Subjects 

Asia 

Wala 

Amal 

Nadia 

Recall score 

55% 

31% 

27% 

34% 

Strategy use 

4.5 

3.2 

3.8 

3.5 

Table 10 shows that the subjects' total averages of the L2 Reading Strategy Inventory 

coincide with their propositional recall results. Subjects who thought they used more 

main idea comprehension strategies recalled more idea units from the text. This is an 

indication that successful performance in propositional recall was related to the subjects' 

reported use of reading strategies. For example, Asia scored 4.5 in the strategy survey and 

recalled 55% of the propositions of the text, which represent the highest scores in both 

cases. These findings are consistent with the results of Najar's (1998) research on L2 

reading strategy use. The researcher also found that skilled FL readers would use 

strategies more frequently; in particular the readers more proficient in finding and 

comprehending main ideas would use Global and Problem-solving Strategies more 

frequently than the readers who were not as highly skilled. Lower scores in a part of the 

survey indicate that there might be some strategies in this part that subjects are less 

familiar with. In such cases, subjects need to be introduced to these strategies, so that 

they may consider using them during their readings. 

Another remarkable finding was that conscious application of global reading 

strategies correlated positively with reading performance and comprehension, which is 

consistent with the conclusions of Feng & Mokhtari (1998) and Block (1986). Asia, for 
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example, scored 4.4 in self-reported Global strategy usage, and she recalled 61% of the 

text. This finding agrees also with the results of Swaffar, Arens, & Byrnes (1991) and 

Carrell (1989), whose research on EFL and ESL reading for meaning indicated that users 

of global reading strategies focus primarily on textual propositions. Likewise, it appears 

from the observation and the data of this study that support reading strategies such as note 

taking, translation, underlining of key words, and strategies which utilize some form of 

main idea recognition led to more effective comprehension of the reading text than cases 

where there was no evidence of support strategy use. Furthermore, strategies that include 

main idea recognition and the organization of information into levels of importance lead 

to more interpretation and analysis of the text owing to the fact that they involve the 

reader in working with the text to understand it and committing time to the task. Effective 

strategies require readers to spend time on the task, to interact with the text in an effort to 

understand it, and to identify the levels of information. According to Najar (1998), this 

interaction leads to a better understanding of the text content. Hence, using this reading 

strategy improves FL reading comprehension. 

Conversely, lack of FL reading strategies causes most of the problems of 

misinterpreting the paragraphs of the reading text. In explaining why students could not 

recall the main idea of the reading text, it is crucial to emphasize that the most important 

aspect of getting the author's main idea is to understand what s/he is saying in each 

paragraph by using the required strategies. This is in accord with Jacobowitz (1990). 

However, according to the researcher's teaching experience, most of EFL readers' 

problems in paragraph interpretation are: getting a vague general notion of the text 

without comprehending the main point of the author; failure to realize the relationship 
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between the main idea and the supporting details of the text and to differentiate between 

them; or introducing irrelevant concepts that the author never intended. Concerning 

obtaining a vague general notion of the text without understanding the main point of the 

author and introducing irrelevant concepts that the author never intended, it is important 

to mention that these two issues were the main reasons for excluding one of the 

participants from this study and replacing her with another subject. During the data 

analyses, the researcher could not find any relevant proposition in the subject's recall of 

the text. The subject did not even get the major point-the title of the text. The subject 

wrote about cutting off fat from everyday food and how fat negatively affects health: she 

conceptualized from her background knowledge without understanding the author's main 

point. So, the researcher could not relate the subject's data to the objectives of this study 

because the subject did not fulfill the criteria of this study. The data showed that this 

participant translated several words in the text into Arabic. Thus, using strategies for the 

main idea identification is crucial for understanding the main idea of any text. This was a 

result of her low awareness and use of reading strategies as her total mean of recall was 

as low as 2.5, which is the lowest compared with the other participants' total means 

shown in Table 10. 

Another explanation of this study's EFL readers' failure to get the main idea of the 

text was their inability to locate the main idea of the text because they lacked the 

following reading strategies: reading the introduction and the conclusion; focusing on the 

topic sentences of the paragraphs; and using appropriate macrostructure formation 

(Mannes and Kintsch, 1987). The analysis of the subjects' recalls, researcher's 

observations and their statements during the discussion with the researcher supported this 
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notion, since they revealed that they read the text word by word, from the first word to 

the last word, paying the same amount of attention to every word. According to the 

researcher's observation, some of the participants did not realize where one sentence 

began and another ended since they read the paragraph as if it were one sentence. They 

dealt with the text in terms of words, not sentences or paragraphs. They did not pay 

attention to the introduction or to the conclusion, since they were not aware of the text 

structure or organization. This was noted by the researcher during the experimental 

session and also stated by the participants. They read all the words and tried to 

understand the meaning of each word; they were intent on not missing a word. This 

explanation agrees with Swaffer, Arens and Byrnes's (1991) discussion that readers with 

low proficiency are more likely to use bottom-up strategies, such as paying the most 

attention to the meaning of individual words. 

Also, one of the most important reasons that some of the subjects missed some main 

ideas was that they could not decide on their importance. For instance, Amal stated that 

she focused on every word and paid the same amount of attention to every word. On the 

other hand, Nadia used the opposite strategy to Amal's. Nadia neglected some important 

ideas or key-words completely and did not make an effort to understand their meaning. 

Block (1992) called this strategy "omitting" (when readers did not recall a component 

that was in the text). Some words that Nadia failed to understand and later could not 

recall were examples of omission. This omission of important ideas or words shows that 

Nadia could not decide on their relative importance. 

Nadia also had a problem with connecting words to each other in a sentence, and with 

connecting different sentences with each other in a paragraph to understand the idea. By 
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not paying attention to the beginning and the end of the sentences to comprehend their 

ideas, she merged a part of one sentence with another part of another sentence in the text 

in her written recall. For example, she wrote "green tea reduces cholesterol and prostate 

cancer." However, the text says "green tea reduced cancer risk, lycopene in tomatoes and 

tomato products reduced risk of some types of cancer, especially prostate cancer." So 

Nadia brought "cholesterol" from the last sentence in the previous paragraph that says: 

"organosulfur compounds in garlic lowered cholesterol levels". From this example, it was 

obvious that Nadia merged the first two sentences from one paragraph with the last 

sentence of the previous paragraph. 

Moreover, according to the researcher's observation of two of the subjects during the 

experimental session, vocabulary difficulty was one of the most serious problems, which 

resulted from the fact that subjects simply did not know the simple non-technical words. 

This is in agreement with Coady (1993), who assumes that the lack of word recognition 

skills is often a cause of difficulties in developing L2 reading comprehension. 

In contrast, all the subjects brought their background knowledge to bear on 

understanding the main idea of the text by remembering and recalling what they had 

heard elsewhere about functional foods and their health benefits. For example, they 

recalled types of foods not mentioned in the text. Also Amal used the base form of some 

words as a strategy to understand the new words. For instance, Amal returned the word 

"convincingly" to "convinced" as she was thinking aloud while reading the text. 
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3.5. Conclusion 

The findings of the pilot study indicate that FL reading strategy awareness and use 

affected the main idea identification and comprehension of these participants. The 

purpose of this pilot study was to discuss Libyan Arabic-speaking university graduate 

readers' awareness and use of EFL reading strategies for identifying the main idea of a 

reading text, and to reveal the importance of using these strategies for comprehending the 

main idea of a text. This study examined four female subjects' metacognitive awareness 

and use of three categories of reading strategies that include: Global reading strategies, 

Problem-solving reading strategies and Support reading strategies. The researcher used 

written recalls to reveal the subjects' comprehension of the main ideas of the reading text. 

In addition, a reading strategy inventory was used to measure the subjects' reported 

awareness and use of reading strategies. A low score on this inventory indicated that there 

were some strategies that subjects need to learn about and consider using when reading. 

So, according to Zhang (2001), it is not enough to simply know the appropriate reading 

strategies. EFL readers must also be able to regulate and monitor the use of these 

strategies in order to comprehend reading texts. Helping EFL readers to think about their 

reading processes and encouraging them to build up their confidence to use their reported 

strategic knowledge may enhance their reading comprehension. This metacognitive 

knowledge might also help EFL readers to understand that linguistic proficiency in a FL 

is not the only factor in assisting their reading comprehension (Mokhtari & Reichard, 

2002). Such knowledge could help them to realize that reading strategies play an obvious 

role in comprehending the main idea of any reading text. 

The results of this pilot study illustrated the correlation between reading strategy 
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awareness (as measured by the Reading Strategy Survey of Mokhtari & Reichard, (2002)) 

and use (as observed by the experimenter) and main idea comprehension. Subjects who 

used more main idea comprehension strategies recalled more idea units from the text. 

This notion is supported by the fact that those subjects who believe that they implement 

L2 reading strategies and actually use them were more successful performers in the 

prepositional recall task. For instance, Asia scored 4.5 in the Reading Strategy Survey, 

which was the highest and she recalled 55% of the text, which was the highest recalled 

amount. Her data also demonstrated that she used underlining and note-taking. 

The results suggested that not all support reading strategies were equally effective in 

helping the readers to identify the main idea and to understand the content of the text. It 

appears from the data that strategies such as vocabulary identification and translation are 

useful only when applied in conjunction with strategies which encourage the utilization 

of some form of main idea recognition. On the other hand, the data shows that support 

strategies such as note-taking and underlining key-words or ideas that involve organizing 

the information of the text into levels of importance and main idea identification lead to 

more successful task performance. Therefore, EFL readers who used FL reading 

strategies of main idea identification were more capable of comprehending and 

identifying the main idea of the text. 

One issue that was not addressed in the pilot study was LI reading strategy awareness 

and use. Results of the pilot study indicated that it is crucial to know how LI readers 

perform when reading LI texts, including which strategies are more or less effective. 

Hence we decided to include an LI reading comprehension component in the main study. 

In addition, the researcher noticed from the pilot study that the issues of general reading 
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proficiency, topic interest and familiarity and text difficulty may interfere in the reading 

comprehension process and affect main idea comprehension and recall. Furthermore, as 

one of the principle aims of the present study is to determine whether there is a 

facilitatory relationship between strategy awareness and use, we included the sixth 

question. Accounting for these factors required altering the research methodology of the 

pilot study in order to answer the following research questions in the main study. 

3.6. Research Questions 

1- What is the relationship between explicit classroom training and strategy awareness? 

2- To what degree does reading strategy awareness affect the comprehension of main ideas in 

LI reading? 

3- To what degree does reading strategy awareness affect the comprehension of main ideas in 

L2 reading? 

4- What is the relationship between general reading proficiency level and reading 

comprehension strategy awareness or use? 

5- What are the effects of text difficulty, topic familiarity and topic interest on main idea 

comprehension and recall? 

6- Is there a facilitatory relationship between reading comprehension strategy awareness 

and use that leads to more effective recall of main ideas? 



100 

3.7. Research Hypotheses 

The research hypotheses for the present study are as follows: 

1- Concerning research question 1, we predict that readers who have received explicit 

training in reading strategies for main idea comprehension will have better knowledge of 

these strategies than readers who have not had such training. English-speaking readers 

will have better knowledge of reading comprehension strategies than Arabic-speaking 

readers. 

2- With respect to research question 2, readers who have greater strategy awareness will 

perform better on the recall tasks in their first language. 

3- Regarding research question 3, readers with greater strategy awareness will do better 

in recalling their L2 text. 

Within the context of previous research (pilot study), other considerations came to 

light such as the reading proficiency level, reading strategy types, and topic familiarity, 

difficulty and interest. All these issues affect reading comprehension and main idea(s) 

identification. Thus we hypothesize: 

4- In response to research question 4, we predict that FL and LI general reading 

proficiencies alone do not necessarily correlate positively to the reading comprehension 

and recall of main idea(s) as much as when they are combined with strategy awareness 

and use. Thus we predict that readers with high reading strategy awareness who are also 

capable of using these strategies accurately comprehend and identify main ideas better 

than readers with high general reading proficiency alone. 

5- Concerning research question 5, text difficulty, topic familiarity and interest may 

affect reading comprehension and main idea identification. If the participants' assessment 
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of the text show that the text is difficult, not interesting and unfamiliar, readers will not 

be able to comprehend it or recall it properly. 

6- Regarding research question 6, knowing reading comprehension strategies does not 

indicate that you are able to use them effectively; we predict that readers who actively use 

these strategies effectively will perform better on the recall tasks than those who simply 

purport awareness of them. 



CHAPTER FOUR 

Methodology 

This chapter explains the research methodology adopted to address the research 

questions elaborated in the previous chapter. This methodology chapter begins with a 

description of the overall experimental design, followed by a description of the 

participants, the pre-experimental evaluative measures, experimental tasks and 

experimental procedures. The chapter concludes with a description of the scoring rubric 

to be adopted. 

4.1. Experimental Design 

Researchers recommend the utilization of multiple methods and instruments, such as 

interview questions, questionnaires, and data from observations and recall protocols, to 

assess awareness and use of strategies (Singhal 2001; Schmitt 1990). Consequently, this 

study was composed of pre-experimental tests for both the control and the experimental 

groups to measure their English language reading levels in LI and FL, respectively. 

These pre-experimental evaluative measures are followed by the experimental tasks that 

included two reading texts, one in English that served as an LI text for the control group 

and as a FL text for the experimental group and an Arabic text that served as an LI text 

for the experimental group. Besides these reading texts, multiple dependent measures 

were used in the present study. These include: 

A- A reading strategy survey that measures the participants' awareness of reading 

strategies. 

B- The number of idea units recalled in immediate free recall designed to measure the 
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effectiveness of the strategy usage of the participants. 

C- A reader assessment task that measures the text difficulty, topic interest and 

familiarity for the participants. 

D- Retrospective semi-structured interviews that shed some light on the reading 

strategies used by the participants to comprehend the reading texts. 

The following section describes the participants of this study. 

4.1.1. Subjects 

The participants in this study were 112 male and female Libyan-Arabic native 

speakers between the ages of 18 and 25 from three different Libyan governmental 

universities: Naser University in Tripoli (the capital city), Yefren University in Yefren (a 

small town on the Libyan western mountain), and The 7th of April University in Zawia 

(the third biggest city in Libya). Participants from these three different universities 

formed three different EFL teaching and learning contexts that may vary according to 

location and life style. Experimental group participants had all studied EFL for about six 

years (see section 1.2). They were all native speakers of the same LI (Libyan Arabic), 

were entirely educated in Libya, and had no additional English courses in or out of Libya. 

The control group was composed of 16 English native speakers between the ages of 19 

and 25 from the University of Ottawa in Ottawa, Ontario, Canada; all were university 

students with similar proficiency levels of reading in their first language based on their 

scores on English as a first language reading test (Nelson-Denny Test, 2004). The Arabic 

speakers' EFL reading proficiency levels were based on their CanTEST (2004) scores. 

The criteria used in selecting the native English-speaking participants included their 

willingness to participate in the study, which required them to commit one and a half 
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hours to participating in all of its phases. All of the experimental group subjects were 

third-year students and the control group subjects were all second-year students majoring 

in ESL/EFL teaching. The two main differences between both groups were, first, that 

English is the L2 for the experimental group and the LI for the control group and second, 

that the control group were taught explicit reading strategies through their primary school 

education while the experimental group were not. This second difference was the main 

reason for selecting these groups, as the aim of this study was to investigate the effect of 

reading strategy awareness and use on reading comprehension of main ideas of texts. 

Participants will not be referred to in here by their names, but will be assigned 

numbers. The criteria for the selection of the participants in the experimental and the 

control groups include EFL training (for the experimental group), university education, 

age, and cultural and educational background knowledge. These criteria are in agreement 

with Vann and Abraham's (1990) discussion of the three types of knowledge that are 

required for understanding any reading text. Taking these issues into consideration helped 

to avoid any related problems that may have affected the subject's comprehension and 

consequently have affected the results of the study. 
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4.2. Pre-Experimental Evaluative Measures 

4.2.1. Nelson-Denny Reading Test 

All the control subjects took the Nelson-Denny Reading Test (Brown, Fishco & 

Hanna, 1993). The purpose of this test was to establish the reading level and ability of the 

participants in this group and to ensure that there were no major language level 

differences between them. This test is a popular measure of reading achievement that has 

been used with college students for over fifty years (Heerman & Seltzer, 1983). The test 

is routinely used for assessment purposes and for screening reading problems; it is also 

frequently used by researchers in the USA and Canada (Masterson & Hayes, 2004). 

The Nelson Denny Reading Test (Brown, Fishco & Hanna, 1993) provides measures 

of comprehension, reading rate and vocabulary. In this study, only the reading 

comprehension section of form G of the Nelson Denny Reading Test was given to the 

control group, since only this section was pertinent for the present research. The reading 

comprehension section of the Nelson-Denny Reading Test (form G) contains seven 

reading passages and a total of 38 questions, each with five answer choices. The time 

limit for this section is twenty minutes; an extended-time administration of up to thirty-

two minutes is available for first time performers. Subjects were given twenty-five 

minutes to finish the test by recording their answers on machine-scorable sheets. Scores 

were based on the number of correct responses. Since there was no penalty for incorrect 

answers, subjects were instructed that it was to their advantage to answer every question 

they read. The total score for the reading comprehension section is 38, since one mark is 

assigned to each correct answer. 
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4.2.2. Second Language Reading Test (CanTEST) 

The Canadian Test of English for Scholars and Trainees (CanTEST) (2004) was 

given to the participants in the experimental group. Only the reading comprehension 

section (the second test) was used in this study to measure and categorize the EFL 

reading comprehension levels and abilities of the participants. All participants in the 

experimental group took the reading comprehension section of the CanTEST (2004) one 

day before the experiment began. The CanTEST is a standardized English proficiency 

test developed and validated by the Second Language Institute at the University of 

Ottawa. It is used to determine the abilities of candidates who are non-native English 

speakers to meet the admission requirements of Canadian post-secondary institutions. 

Reading is measured via two tests. The first test was not used in this study because it 

measures different reading skills from the ones of interest here. 

The second reading test focuses exclusively on reading comprehension; it is not a test 

of grammatical knowledge or structure. The test consists of three passages ranging from 

400-700 words. Each passage is followed by a number of multiple-choice questions with 

four answer choices, as well as short-answer questions based on the whole passage. There 

is a total of twenty questions for all three passages. The total possible score of this section 

is twenty, since each correct answer is assigned one mark, and there is no penalty for 

incorrect answers. Questions are always based on an entire passage and never on a single 

sentence. 

The EFL reading comprehension levels of the participants would later be correlated 

with subjects' reading strategy awareness and self-reported and observed strategy use in 

order to determine both how reading level relates to strategy use and how strategy use 
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relates to the amount of recalled idea units. The scores of the participants were 

categorized into three levels. As the highest score was eleven out of twenty, the scores 

from eight to eleven were considered high intermediate, the scores from five to seven 

were considered medium, and the scores from one to four were considered low. This 

categorization was discussed with and validated by Professor Hope, the coordinator of 

the CanTEST centre at the University of Ottawa (personal communication, January, 

2005). 

4.3. Experimental Tasks 

This section includes a description of the reading texts, the reading strategy survey, 

the recall protocols, the reading assessment task and the retrospective semi-structured 

interviews used in this study. 

4.3.1. Reading Texts 

Raymond (1988) recommends that there should be careful consideration of 

participants' background knowledge in text selection. The choice of texts affects the 

participants' motivation and potential for understanding, as well as the validity and 

reliability of the experiment (Bensoussan, 1998). In like manner, Eskey (2005) also 

recommends considering the issues of linguistic level, interest, familiarity and relevancy 

to the readers needs. Accordingly, a familiar topic, that of juggling work and studies was 

selected for the reading task. As subjects had previously indicated high interest in this 

topic, we expected that their knowledge and interest would inspire them to read carefully. 

There were two texts used in this study. The first text, "How to Juggle Study and 

Work" from The Guardian Newspaper (2004), was selected from the Internet without 
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modifications. The text is 714 words long. The content of the text discusses the topic in a 

manner that is strongly related to the university student's life, thus making the text not 

only familiar and interesting, but also relevant to their everyday lives (Eskey, 2005). The 

text is also authentic and non-technical, because it was written by a native speaker for 

publication in a mass circulation newspaper and addresses native speakers of English. 

Photocopied versions of the text were distributed to participants. 

A comparable Arabic text of 542 words, "University Students Work in 

Construction and House Cleaning", published in Dar Alhayat newspaper (2004), was 

also employed in the study. The English and Arabic texts are similar in organization, 

structure and topic. The Arabic text was also selected from the Internet. It was 

reformatted into a printable form and photocopied versions were distributed. The 

English and Arabic texts are included in appendix E. 

4.3.2. The Survey of Reading Strategy 

The Reading Strategy Survey of Mokhtari and Sheorey (2002) is intended to measure 

adult ESL university students' metacognitive awareness of and use of reading strategies. 

It has been field-tested and has demonstrated high reliability and validity (Mokhtari and, 

Reichard 2002). The survey comprises 30 statements on EFL reading strategies (see 

Appendix B for English and Arabic versions). 

The Arabic version of the reading strategy awareness was translated from the 

Mokhtari and Sheorey (2002) Survey of Reading Strategies. Participants completed this 

task before the reading comprehension task. They were reminded that their responses 

should refer only to the strategies that they think they use during their reading of school-

related materials. The act of completing the survey can help participants to incorporate 
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strategies that will improve their metacognition awareness when reading the target text 

(Mokhtari and Sheorey, 2002). In addition, the information obtained from this instrument 

can be used to quantitatively interpret the types of strategies participants consider to be 

more important. It can also be used to identify and evaluate their levels of awareness of 

utilising the appropriate strategies (Schmitt, 1990). The three different strategy categories 

of this survey were fully described in chapter three of the pilot study. Despite the 

reliability and validity of this instrument as a self-report instrument, it does not tell us 

whether or not participants really use the reading strategies that they reported being 

familiar with. Therefore, semi-structured interviews were conducted to verify the 

consistency and accuracy of the information provided in the survey. 

4.3.3. Retrospective Semi-Structured Interviews 

The purpose of these interviews was fourfold: to elicit information from the 

participants that clarified their ways of reading the text and the order in which they read 

it; to explain what they did to understand and remember the text; to describe the strategies 

they used to make sure they understood the text; and to find out if they used any 

strategies other than those included in the strategy survey to help them comprehend the 

text. The interview data served a supplementary role, providing background against 

which to understand and interpret the statistical quantitative data yielded from the various 

experimental tasks. According to Wenden and Rubin (1987), reader interviews are 

generally extremely productive concerning strategy use. The best way to know what 

strategies participants actually use as they read is to ask them. Therefore, the most 

valuable data in a descriptive study is the data that are gathered through participant 

interviews. 
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Semi-structured interviews were conducted individually with twelve students from the 

experimental group and three from the control group. The sub-group of interviewees from 

the experimental group were selected to represent each of three reading comprehension 

proficiency levels, based on their results on the CanTEST and on the selected 

participants' willingness to discuss the reading strategies they used to comprehend the 

text and to identify the main ideas. Four subjects were randomly selected from the high 

level, four subjects from the medium level and four from the low level. Based on Nelson-

Denny test results for the control group, one control subject from each level was 

randomly selected to be interviewed. All those selected agreed to be interviewed. 

The interviews were carried out after the experimental tasks were completed. Some 

were conducted on the same day as the experiment and others took place on the following 

day. Arabic speaking interviewees were addressed in Arabic to permit them to discuss 

their reading strategies fluently regardless of their L2 proficiency. 

All interviews were tape-recorded to be transcribed and analysed at a later time. The 

analysis would serve as qualitative verification and clarification of the results of the 

strategy survey, as well as of the recall portion of the study, which is discussed in the 

following section. The interviews consisted of seven questions carefully formulated by 

the researcher to elicit pertinent information from the subjects regarding their approach to 

reading and recalling the passages (see Appendix J for the interview questions). 

4.3.4. Number of Idea Units Recalled in Immediate Free Recall 

Barnett (1988) suggests examining students' written recall protocols to learn more 

about how they process texts. Also, the recall protocol procedure is seen as a highly valid 

and effective L2 reading comprehension assessment that provides both qualitative and 
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quantitative information (Barnett, 1988). Unlike other methods of evaluation, this 

procedure allows misunderstandings and gaps in comprehension to surface (Heinz, 2004). 

Kintsch and Keenan (1973) state that sentences have a base structure consisting of 

propositions, which represent their semantic content. The texts used in this study were 

therefore analysed into propositional bases following the approach used by Carrell 

(1987), Zerhouni (1996), Schellings, Van Hout-Wolter, and Vermunt (1996) and Roloff 

(1999), which simulates text comprehension according to the Kintsch and Van Dijk 

(1978) model. 

4.3.4.1. English Text Analysis 

An idea unit analysis was carried out on the English text resulting in the division of 

the text into 63 semantic propositions. The English text analysis was approved by 

Professor Patricia Raymond4 who is an expert in this area. (See Appendix F for the 

complete propositional analysis and hierarchical levels of the English text). 

The analysis also yielded a hierarchy of propositions that reflects their relative 

importance in the text (Mannes & Kintsch, 1987). Six hierarchical levels were assigned to 

the reading text: a Macro propositional level (MP), which is at the top of the hierarchy 

and corresponds to the title of the text, reflects global comprehension processes. The 

primary propositional level (PI) represents the main ideas. A secondary propositional 

level (PII) corresponds to ideas of comparable importance to the PI propositions and 

serves to clarify and/or expand the main ideas. A tertiary propositional level (PHI) 

represents ideas of lesser importance, which provide further details regarding secondary 

propositions. A quaternary propositional level (PIV) represents the details within the text 

4 -At the time of the study Professor Raymond was a faculty member in The Second Language Institute at 

the University of Ottawa 
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that are related to names of institutions and organizations, as well as those that provide 

clarification for tertiary propositions. A fifth propositional level (PV) represents names of 

people such as, scientists, researchers and professors, and names of places such as, cities 

and countries. The PV level represents the micro-level that reflects local comprehension 

processes (see Appendix F). Table 11 displays these six levels and the number of 

propositions within the English text. 

Table 11: English Text: Levels and Numbers of Propositions 

Text components 

No. of MP 

No. of PI 

No. ofPII 

No. of PHI 

No. ofPIV 

No. ofPV 

Total no. of propositions 

Number of propositions 

1 

10 

16 

24 

5 

7 

63 

MP: Macro point (the title of the text), PI: first level propositions, PII: second level 

propositions, PHI: third level propositions, PIV: fourth level propositions, PV: fifth level 

propositions. 

4.3.4.2. Arabic Text Analysis 

The Arabic text analysis was carried out in a similar manner to that of the English 

text. The Arabic text analysis was cross-validated by a colleague (A. Mahfoudi)5 who 

was a native Arabic-speaker and sufficiently familiar with the Kintsch and Van Dijk 

(1978) model to use it for recoding and revising the analyses. An agreement between his 

analyses and the researcher's was reached after a discussion of their various viewpoints. 

5 A. Mahfoudi is presently a Professor at the University of King Abdul-Aziz in Saudi Arabia 
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Table 12 illustrates six levels and numbers of propositions for each level of the Arabic 

text. (See Appendix G for the complete prepositional analysis and hierarchical levels of 

the Arabic text). 

Table 12: Arabic Text: Levels and Numbers of Propositions 

Text components 

No. of MP 

No. of PI 

No.ofPII 

No. of PHI 

No. ofPIV 

No.ofPV 

Total no. of propositions 

Number of Propositions 

1 

8 

12 

19 

7 

4 

51 

MP: Macro point (the title of the text), PI: first level propositions, PII: second level 

propositions, PHI: third level propositions, PIV: fourth level propositions, PV: fifth level 

propositions. 

4.3.5 Reader Assessment Task 

The Reader Assessment task adapted from both Carrell (1989) and Raymond (1993) 

was designed to elicit subjects' judgements of each reading text in terms of its difficulty, 

interest, background knowledge, affect, clarity, organization and content. As well, this 

task was used as a buffer between reading and recalling the text to minimize the effects of 

short-term memory. Thus, subjects and controls were asked to fill out a reader assessment 

questionnaire after reading each text. The questionnaire consisted of ten questions to be 

answered on five point Likert scales from negative (1) to positive (5) (see Appendix H). 

The questionnaire was translated into Arabic for the experimental group and the Arabic 

version was administered to them following both English and Arabic texts. 

Arabic-speaking subjects completed the task twice, once for the English and once for 
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the Arabic texts, while control subjects completed it only once, for the English text. After 

the completion of each Reader Assessment task, subjects recalled the text that they had 

just read by writing down all that they could remember from it. Only responses to 

questions 1, 4 and 5 were considered for the present research.6 

4.4. Experimental Procedures 

Most parts of the present study were conducted in group sessions. This included the 

reading strategy survey, the Arabic reading text, the Reader Assessment questionnaire 

and the recall tasks. The semi-structured interviews were conducted individually. Prior to 

the first group session, the researcher gave a brief presentation regarding the project and 

the purpose of the study. Subjects of the experimental group received envelopes and were 

instructed to take out only the materials specific to the tasks that they were being asked to 

perform. The materials were ordered in the envelopes in the same sequence as the tasks. 

The participants were instructed to return the related materials to the envelope after 

completing each task. 

The experiment was conducted in two sessions. The first session lasted thirty minutes 

and consisted of three tasks. The first task was answering the Arabic version of The 

Reading Strategy Survey. Next, the Arabic Reading Text was introduced and participants 

were asked first to read it and then to immediately answer the Reader Assessment 

questionnaire. They were then asked to recall the Arabic Reading Text in written form. 

6 Information gleaned from this instrument was used to investigate only the effects of text difficulty, topic 

familiarity, and interest on main idea identification. Responses to the remainder questions were 

disregarded, as they are asking about issues that are beyond the scope of this research. 
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Thus, the translated version of the reader assessment questionnaire served as a "buffer" 

between the reading of the text and the recall protocol task. There was a fifteen minute 

break before the beginning of the second session. 

At the beginning of the second session, the participants were asked to read the 

English reading text carefully, as they would be asked to recall it later in written form. 

Upon completing the reading text, each participant completed the Reader Assessment 

Task. Then, they were asked to recall as much of the text as possible and write it down. 

There was no time limit either for reading or recalling the texts. The second session lasted 

60 minutes with most participants completing the task within 45 minutes. The 

retrospective semi-structured interviews were scheduled with the interviewees for a later 

date. 

4.4.1. Instructions to Subjects 

Insufficient knowledge about an experimental task may cause a reader not to engage 

seriously, which consequently affects study results (Vann and Abraham, 1990).Thus, it 

was important for the subjects to link the required strategies with task demands to 

pinpoint discrepancies between what a given task requires and what the subjects do. 

Therefore, the subjects' envelopes included written Arabic directives instructing them to 

read at their own rate, to take notes and to feel free to underline important words or 

sentences if they wished. In order to orient the subjects to read for the purpose of a 

written recall of the text (see appendix C), the pre-reading instructions told them that they 

would be asked to recall as much of the text as possible and to write it down using their 

own words or those of the author, without consulting the text or their notes. All recalls 

were written on paper provided to the subjects, with instructions not to look back at the 
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passage. 

All experimental subjects shared the same native language background with the 

researcher. They were instructed that they would be able to write their recalls in either 

Arabic or English or in both languages if they found this easier. This freedom of language 

of response was designed to avoid the problem of limited L2 production abilities, which 

could affect the results of the study. For example, Lee (1986) found significant 

differences in the quantity of idea units recalled depending on the recall language, 

suggesting that recall language can affect the results of a study. The inability to produce 

L2 was also considered to be a disadvantage of the recall protocol procedure by Heinz 

(2004). A discussion of the scoring of the reading strategy survey and the recalls follows 

in the next subsection. 

4. 5. Scoring of Tasks 

This section explains how the Reading Strategy Survey and the Recall Task were 

scored. 

4.5.1. Scoring of Reading Strategy Survey 

Subjects' self reported reading strategy utilization was assessed via their responses on 

a 5-point Likert scale provided after each statement (ranging from ' 1', I never do this to 

'5 ' , I always do this). Three levels of self reported reading strategy usage were identified 

following Mokhtari and Reichard (2002). They are: high level (mean of 3.5 or higher), 

medium level (mean of 2.5 to 3.4), and low level (mean of 2.4 or less). 

4.5.2. Scoring of Recall Protocols 

The recall protocols were analysed for both the quantity and quality of idea units 
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recalled from the texts. The quantity refers to the number of recalled ideas. The quality of 

the idea units refers to whether the ideas recalled were top-level or main ideas, low level 

ideas, or details. Different weights were assigned to recalled items, according to the type 

and the number of the 63 propositions or idea units contained in the original text. This 

numerical weighting was previously used by Zerhouni (1996) and Rolof (1999) and is 

meant to reflect the different hierarchical levels of the propositions. Such weighting also 

facilitates the various statistical comparisons between scores. The macro propositional 

level (MP) received 16 points, the highest score allocated. Level I propositions (PI) 

received 8 points; Level II propositions (PIT) received 4 points, Level III propositions 

(PHI) received 2 points, Level IV propositions (PIV) received 1 point, and Level V 

propositions (PV) received 0.5 point. The weighted values and the total possible score for 

each propositional level are shown in Table 13 below: 

Table 13: Maximum Possible Scores for Each Level of the Text Propositions 

and for the Total Textbase Recall 

Prop. Level 

MP 

PI 

PII 

PHI 

PIV 

PV 

Total 

No. of Props 

1 

10 

16 

24 

5 

7 

Points for each 

proposition 

16 

8 

4 

2 

1 

0.5 

Total points for each 

level 

16 

80 

64 

48 

5 

3.5 

63 | - , 216.5 

The text contains one macro proposition with a maximum score of 16 points; ten first 

level propositions with a maximum score of 80 points; sixteen second level propositions 

with a maximum score of 64 points; twenty-four third level propositions with a maximum 
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score of 48 points; five fourth level propositions with a maximum score of 5 points; and 

seven fifth level propositions with a maximum score of 3.5 points. In total, the text 

contains 63 propositions with a total possible score of 216.5. 

4.5.3. Interrater Reliability 

To ensure inter-rater reliability, raters scored protocols from each text separately. 

Each rater read each protocol twice and compared it to the propositional structure 

established for the text before assigning it a score. Sometimes, it was necessary to 

compare recalls across subjects to avoid any inconsistencies. When all of the recall 

protocols had been scored, 15 excerpts from each text were selected randomly and given 

to another colleague to be scored again to ensure reliability and consistency. 

4.5.4. Scoring the Retrospective Interviews 

Since the purpose of these interviews was to identify the range and types of strategies 

actually used by the participants, strategies were categorized according to a 

predetermined classification scheme proposed by Mokhtary and Sheorey (2002). Each 

identified reading comprehension strategy was listed and counted only once for each 

participant, even if it was reported a number of times. 
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CHAPTER FIVE 

Results (Quantitative and Qualitative Analyses) 

Introduction 

Brantmeier (2004) assumes that selection of statistical procedures is an integral part 

of the research process and that this choice is motivated by research questions and 

validated through a discussion of results. The variables for the present study and their 

treatment are discussed in the following section. Next, the research Hypotheses are 

addressed via the selected statistical measures, which include the T test, the regression 

test, the F test and ANOVA. Then, variation in main idea comprehension and recall 

between groups and languages will be discussed. This chapter will conclude with a 

summary of the main results of the study. 

5.1. Research Variables 

The research variables for the study were: 

• The subjects' awareness of reading strategies for identifying the main ideas of the 

reading text as measured by the Survey of Reading Strategies 

• The subjects' use of the necessary strategies for understanding the main idea of 

the text as measured via post-test interviews and recall analyses 

• The NA subjects' second/foreign language reading proficiency level (Can TEST) 

• The NE controls' LI (English) reading proficiency level (Nelson-Denny) 

• Reader assessment of text scores with respect to text difficulty, familiarity and 



120 

topic interest 

• Subjects' recall of the texts, English and Arabic measured by the number and types of 

propositions recalled in the recall protocol 

• Subjects' identification of the main ideas of the reading text, with respect to the text 

recall, the raw frequencies for each propositional level (PI to PV) 

The effect of two last variables was analyzed as follows: condition (group) and Prop 

(level of propositions). Condition has two categories (LI and L2) and proposition has five 

categories (PI to PV). In this case, we have a 2x5 factorial ANOVA where condition is a 

between subject factor and where proposition is a within-subject factor. Proposition 

recall is the proportion of total propositions recalled for each level (PI to PV). In this 

case, we have a 2 x 5 mixed design ANOVA with Proposition level repeated. MP (macro-

point - text title) was not included because it is scaled differently (dichotomously). It 

was analyzed separately and a T test was used to compare the MP recall and the overall 

recall performance of the performance of the native English speaking group to that of the 

Arabic speaking group in LI and L2. 

5.2. Hypothesis 1 states that NE readers, who have received explicit training in reading 

strategies for main idea comprehension, will have better knowledge of these strategies 

than NA readers, who have not had such training. Knowledge of reading strategies was 

measured via the Survey of Reading Strategy Awareness. Overall strategy awareness 

means for both groups are shown in Table 14. 
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Table 14: LI Reading Strategy Awareness Means for Both Groups 

Strategy 
type 

1- Global 

2- Support 

3- Problem-

solving 

Means of 
English group 

N=16 

6.5 

5.5 

7.4 

Std. 
Dev. 

1.8 

2.1 

1.7 

Std. 
Error 

* 

* 

* 

Means 
of Arabic 

group N= 112 

3.7 

3.9 

4.3 

Std. 
Dev. 

.54 

.58 

.53 

Std. 
Error 

.052 

.056 

.050 

= The small sample size precluded the calculation of Standard Error 

Due to the small number of participants in the NE control group (16) compared to the 

NA experimental group (112), a statistical comparison could not be performed across the 

two groups. A comparison of the group means indicates however, that the native English 

speaking group is much more aware of all three types of strategies than the NA group. 

This is suggestive of support for Hypothesis 1. 

5.3. Hypothesis 2 states that readers who have greater strategy awareness will perform 

better on the recall tasks in their first language. 

The results, illustrated in Table 15 and Figure 3, indicate the NE group's propositional 

pattern for the English text. 

Table 15: LI Propositional Recall Means for English Speaking Controls 

Group 

English 
speakers' 

LI 

Proposition 
1 
2 
3 
4 
5 

Mean 
.36 
.28 
.16 
.10 
.01 

Std. Error 
.40 
.23 
.21 
.18 
.18 



Figure 3: LI Recall Pattern for English Speaking Group 
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The NE group recall pattern goes down systematically from the highest proposition 

(PI), which contains the most important idea units to the lowest proposition (PV), which 

contains the least important idea units. 

Table 16: Propositional Recall Means of LI 

For Arabic speaking group 

Group 

Arabic 

speakers' 

LI 

Proposition 

1 

2 

3 

4 

5 

Mean 

.28 

.32 

.34 

.17 

.30 

Std. Error 

.19 

.20 

.19 

.18 

.27 
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Figure 4: LI Recall Pattern for Arabic Speaking Group 
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The NA group's LI recall performance is shown in Table 16 and Figure 4. 

Note that the native Arabic group paid more attention to the third level propositions than 

the first and second level idea units. Also they focused more on the fifth level 

propositions than on the first level ones. These differing patterns of recall of the two 

groups indicate a greater awareness of the hierarchical structure of the text on the part of 

the NE group. This suggests some support for Hypothesis 2. 

Both within and cross group analyses were conducted to further test Hypothesis 2. 

Despite the fact that the NA group had low strategy awareness means with little 

variability for all the three strategy categories (see Table 17), we were still able to 

demonstrate some effects of strategy awareness on propositional recall. 

Table 17: Reading Strategy Awareness Means of Arabic Group Arranged by Means 

Global 

Student N= 

34 

65 

13 

Total=112 

M 

4 

3 

2 

3.7 

Support 

Student 

N= 

54 

49 

9 

Total=112 

M 

4 

3 

2 

3.9 

Problem-solving 

Student N= 

70 

41 

1 

Total=112 

M 

4 

3 

2 

4.3 

All strategies 

Student 

N= 

57 

48 

7 

Total=112 

M 

3 

4 

2 
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Regression tests indicate that there is a significant effect of support and global 

strategies awareness on the recall of PI in the LI of the Arabic-speaking group [F (2, 108) 

= 3.469, P = .035]. In addition, Problem-solving strategies also have a significant effect 

on the recall of PII of the LI of the Arabic-speakers [F (1,111) = 4.364, P = .039]. 

However, there was no significant effect of strategy awareness on the overall recall 

pattern of main ideas in Arabic [F (3, 108) = 1.078, P = .362]. These results only partially 

support Hypothesis 2. 

Unfortunately, the small size of the NE group precluded our carrying out of a similar 

regression analysis comparing their strategy awareness to their overall pattern. Although 

the native English-speaking group outperformed the experimental group in the amount of 

recall of PI, in which the most important ideas were located (see Table 18 and Figure 5), 

it is also worth noting that the Arabic speaking group significantly outperformed the 

English speaking group in the number of ideas recalled from levels two to five. Thus, a 

significant difference in the recall of LI between the two groups was obtained [F (1, 126) 

= 5.77, P = .02]. This further supports Hypothesis 2. The results for LI propositional 

recall for English and Arabic speakers are given in Table 18 and Figure 5. 

Tablel8: Propositional Recall Means of LI for Both Groups 

Arabic speakers' LI 

Proposition 

1 

2 

3 

4 

5 

Mean (Std. Error) 

.28 (.19) 

.32 (.20) 

.34 (.19) 

.17 (.18) 

.30 (.27) 

English speakers' LI 

Mean (Std. Error) 

.36 (.40) 

.28 (.23) 

.16 (.21) 

.10 (.18) 

.01 (.18) 
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Figure 5: Prepositional Recall for English and Arabic Speaking Groups in LI 

A statistical analysis demonstrates that there is a significant effect of proposition level 

on the recall of LI text [F (4, 504) = 16.90, p < .001] for both groups. We can infer from 

these results that strategy awareness of main idea comprehension has affected recall in 

the first language. This is nicely illustrated in Table 18, in which the means of 

proposition recall descend systematically for the NE control group. However, the means 

of proposition recall for the LI Arabic text by NA subjects show unsystematic amounts 

of recall from different proposition levels. These findings add additional support for 

Hypothesis 2. 

5.4. Hypothesis 3 as Hypothesis 3 predicted that readers with greater strategy awareness 

will do better in recalling their L2 text, the analysis will be restricted to the native Arabic 

speaking group's results for the English text compared to the strategy awareness scores. 

L2 propositional recalls for English (L2) are shown in Table 19. 



126 

Table 19: Means of English Recalls for each Idea Level by Arabic Group 

Proposition levels 

English-PI 

English -PII 

English-PHI 

English -PIV 

English-PV 

Mean 

17 

7.4 

9 

1 

2.4 

Std. Deviation 

15.6 

7.4 

8.1 

4.5 

7.3 

No. of subjects 

112 

112 

112 

112 

112 

As illustrated in Table 14, the most familiar strategies for the L2 group were problem-

solving, followed by support, followed by global strategies. In fact, a repeated measures 

ANOVA of the three strategy types indicates that their means are significantly different 

from one another [F (2, 216) = 53.577, P = < 001]. Nonetheless, the very small standard 

error means (Table 14) indicate that all our EFL subjects have similar low levels of 

strategy awareness ranging from 3 to 4 (see Table 17). Consequently, it is not surprising 

that a regression analysis indicated that there is no clear statistical correlation between 

EFL subjects' recall shown in Table 19, and L2 reading strategy awareness [F (3,108) = 

1.27, P = .287]. However, regression analyses indicated that there is a significant effect of 

Problem-Solving strategies solely on the recall of PI in the second language [F (1,111) = 

4.387, P = .039]. As was previously noted in Table 14, Problem-solving strategies were 

the most familiar to the NA subjects. These results suggest only partial support for 

Hypothesis 3. 
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Figure 6: Pattern of Proposition Recall of L2 for Arabic Speakers. 
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The recall results by the NA subjects for the L2 English text are also graphed in 

Figure 6. 

Note in Figure 6 how recalls for PII are lower than for PIII. Similarly, the recalls for 

PIY are lower than those for PV. The consequent zigzag pattern of recalls suggests 

support for Hypothesis3, in that the NA subjects' low level of main idea comprehension 

may have contributed to their poor recall performance. 

5.5. Hypothesis 4 states that FL and LI general reading proficiencies do not necessarily 

contribute to the recall of main idea(s). Thus we predict that readers with high reading 

strategy awareness who are also capable of using these strategies accurately comprehend 

and identify main ideas better than readers with high general reading proficiency alone. 

The first step in addressing research hypothesis 4 was to assess the participants reading 

levels, using the Nelson-Denny (N-D) reading test for the NE controls and the CanTEST 

for the NA experimental subjects. The scores of the control and experimental groups are 

presented below in Tables 20 and 21, respectively. 



Table 20: Reading Ability Levels of the NE Control Group 

Individual Subjects' # 

2 

6 

5,7,10,16 

12 

14 

4 

3 

1,15 

13 

8 

9 

11 

N-D Test score out of 38 

37 

36 

35 

34 

33 

32 

28 

24 

22 

21 

18 

16 

Score Percentage 

97% 

94% 

92% 

89% 

86% 

84% 

73% 

63% 

57% 

55% 

47% 

42% 

Level 

High 

High 

High 

High 

High 

High 

Med 

Med 

Low 

Low 

Low 

Low 

Table 21: Reading Ability Levels of the NA Experimental Group 

Number of Subjects 

3 

3 

12 

10 

15 

21 

17 

14 

12 

3 

2 

CanTEST Scores 

11 

10 

9 

8 

7 

6 

5 

4 

3 

2 

1 

Score Percentage 

55% 

50% 

45% 

40% 

35% 

30% 

25% 

20% 

15% 

10% 

5% 

Level 

High intermediate 

High intermediate 

High intermediate 

High intermediate 

Med intermediate 

Med intermediate 

Med intermediate 

Low intermediate 

Low intermediate 

Low intermediate 

Low intermediate 

The highest CanTEST scored score was 11 out of 20 and the lowest was lout of 20. 

As all of the experimental subject's scores ranged within the intermediate level, they 
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were further divided into three levels by grouping those with scores between 1 to 4 at the 

low intermediate level, those with scores between 5 and 7 at the mid intermediate level, 

and those with scores between 8 and 11 at the high intermediate level. This categorization 

was approved by Professor Hope, the coordinator of the CanTEST center at the 

University of Ottawa (personal communication (March 20, 2005)). 

Covariance analysis and regression tests indicated that the effect of L2 reading 

proficiency, as measured by the CanTEST, was not significant [F (10,101) = 1.43, p = 

.179]. This indicates that L2 reading proficiency is not a useful predictor of main idea 

comprehension and recall or of other propositional level recalls. In other words, L2 

reading proficiency did not reveal any correlation with or any effect on the propositional 

recall patterns and scores of English text for Arabic speakers. This is illustrated by the 

performance of the highest scorers on the CanTEST, with scores of 11, who scored only 

18% and 20% in their recall of main ideas. In contrast, the low CanTEST scorers, with 

scores of 3 and 4, scored 27% and 28% respectively in their main idea recall. 

Accordingly, these results support Hypothesis 4, which suggests that general reading 

proficiency alone does not affect L2 reading comprehension. 

This disassociation of general reading proficiency and main idea identification also 

held for the NE control group. Although the NE group was too small to permit a 

statistical analysis, if we examine their Nelson-Denny reading test scores (see Table 20) 

we note that they do not appear to be correlated with their propositional recall scores. For 

instance, highly proficient readers, whose percentage scores were 92% and 86% on the 

Nelson-Denny test, had percentage scores for main idea recall as low as 17% and 24% 

respectively. However, low proficiency readers in this group, who scored only 55% and 
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57% on the Nelson-Denny test, scored higher than highly proficient readers in the recall 

of main ideas, at 27% and 33% respectively. This general reading proficiency does not 

appear to affect the LI reading comprehension of main ideas, suggesting additional 

support for Hypothesis 4. 

Although we did not have a formal test of Arabic reading proficiency for the NA 

group, it is safe to assume that their reading proficiency levels are higher for Arabic than 

for English. If reading proficiency contributes to main idea identification and hierarchical 

propositional recall, then we should see this, reflected in the NA group's superior recall 

of the Arabic over the English text. Of course such a comparison assumes strategy 

awareness and text organization as constants. 

Table 22: LI and L2 Propositional Recalls of the Native Arabic Group 

Prop. Level 
PI 
PII 
PHI 
PIV 
PV 

LI Arabic Text 
Mean (Std.D) 

.28 (.19) 

.32 (.20) 

.34 (.19) 

.17 (.18) 

.30 (.27) 

L2 English Text 
Mean (Std.D.) 

.17 (.15) 

.07 (.07) 

.09 (.08) 

.01 (.04) 
.02 (.07) 

N = 
112 
112 
112 
112 
112 

Figure 7: Pattern of Proposition Recall of Arabic and English Languages 

(LI & L2) for Native Arabic Group 

—•— Arabic 
L1 

—•— Arabic 
I ? 

group-

group-

1 1 1 — - — I — ' — I 

PI PII Pill PIV PV 

Proposition Levels 
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The NA subjects' recall means and patterns for the Arabic and English language texts are 

shown in Table 22 and Figure 7. A 2 x 5 within-subjects ANOVA indicated that overall 

the language used had an effect, with superior recall for the Arabic one [F (1,111) 

=224.77, P = <.001] and proposition level had a non-linear effect from PI to PV in both 

languages [F (4, 444) = 37.54, P = < .001]. Thus, the interaction between these two 

independent variables of language and proposition level is significant [F (4, 444) =19.68, 

p = <.001]. We can see the erratic manner of propositional recall on Figure 7. For the 

Arabic text, recall increased from PI to PIII, dropped off sharply on PIV, and then sharply 

increased on PV to be higher than PI. The pattern is different, and somewhat less erratic, 

for the English text, here we observe a drop in recall from PI to PII, an increase from PII 

to PIII, a drop from PIII to PIV. PIV and PV are almost equivalent in English (see Table 

22 and Figure 7). Thus, reading proficiency affects overall amounts of recall, favoring LI 

over L2. 

Furthermore, The NA subjects' recall for the English L2 text shows a more accurate 

descending order than their recall performance in their LI. This is an additional piece of 

evidence that general reading proficiency alone has no effect on recall performance given 

that these university level students are proficient readers in their LI, as they are students 

and all their education was in their LI. Thus results for both groups appear to support 

Hypothesis 4. 

5.6. Hypothesis 5 predicted that text difficulty, topic familiarity and interest may affect 

reading comprehension and main idea identification. If the participants' assessment of the 

text show that the text is difficult, not interesting and unfamiliar, readers will not be able 
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to comprehend it or recall it properly. 

Responses to questions regarding text ease, topic familiarity and interest on the reader 

assessment questionnaire (see Appendix H) are shown in Table 23 with respect to both 

the English and Arabic texts for NA group and with respect to the English text for the NE 

Table 23: Scores of Text Ease, Topic Interest and Familiarity of English and Arabic 

Texts for NA Group and NE Group 

Scores 

Text Ease 

Topic Interest 

Topic 

Familiarity 

Arabic Text 

Native Arabic Student 

N=112 

1 

0 

2 

29 

2 

4 

28 

22 

3 

9 

30 

22 

4 

38 

29 

28 

5 

61 

23 

9 

English text 

Native Arabic Student 

N=112 

1 

7 

10 

27 

2 

37 

47 

18 

3 

43 

29 

26 

4 

13 

13 

27 

5 

6 

6 

8 

Native English 

Student N= 16 

1 

0 

0 

0 

2 

0 

3 

0 

3 

0 

5 

3 

4 

4 

6 

6 

5 

12 

2 

7 

group. Most of the NA group (80 of 106) rated themselves at 2 and 3 on the ease of text 

question for the English text. For topic interest, the majority of NA group, 76 of 100, also 

rated themselves at 2 and 3. However, participant numbers were equally distributed 

between the rates of 1, 3 and 4 for the familiarity variable for the English text. In contrast, 

for the Arabic ease of text variable, almost all of the students in NA group (99 of 112) 

rated themselves at 4 and 5. For the Arabic text topic interest variable, answers were 

evenly distributed between 2, 3 and 4. For topic familiarity of the Arabic text, equal 

numbers of students rated themselves at 2 and 3, and almost the same number of students 

rated themselves at 1 and 4. On the other hand, all 16 students in the native English-

speaking (NE) group rated themselves at 4 and 5 for text ease. For topic interest, English 

speaking student numbers were distributed from 2 to 5. For the topic familiarity, most of 
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the English-speaking students rated themselves at 4 and 5, and only 3 of them rated 

themselves at 3. 

Regression analyses were performed on the NA group results to try to predict main 

idea recall in both English and Arabic on the basis of text difficulty, familiarity and topic 

interest. The results indicate that only familiarity was a useful predictor of the macro-

point (title) recall of the English text by the NA group [F (1, 106) = 5.838, P = .017]. 

Moreover, the regression analysis indicated that none of the three variables were useful 

for predicting idea level recalls in English for the native Arabic speaking group [F (3, 

105) = 2.467, P = .066]. In addition, a regression analysis indicated that there was no 

correlation between these three variables and main idea recall in Arabic for the native 

Arabic speaking group [F (3, 109) = .120, P = .948]. Thus, the results for the NA 

speakers do not support Hypothesis 5. 

Table 24: Percentages of Texts' Ease, Interest and 

Familiarity for Both Groups 

Group 

Native Arabic-L2 

Native Arabic-Ll 

Native English-Ll 

Ease 

percentage 

55% 

87% 

95% 

Interest 

percentage 

51% 

69% 

68% 

Familiarity 

percentage 

54% 

53% 

85% 

A statistical analysis could not be performed for the NE control group due to the 

small number of participants. As shown in Table 24, the NE group has higher scores for 

ease of text (95%) and familiarity (85%) on the English text than the NA group does for 

their LI Arabic text (87% and 53% respectively). However, the scores of both groups for 

the interest variable in their LI text were very similar (68% for the NE group and 69% 
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for the NA group). The NA group had almost identical scores for the three variables in 

their L2 (55%, 51% and 54% respectively). Furthermore, they had the same score for text 

familiarity in both languages (54% in the L2 and 53% in the LI text). In the light of these 

similar scores for the two groups, it is unlikely that these factors could have accounted for 

the different performances of the two groups on text recall and hierarchy of propositions. 

5.7. Hypothesis 6 states that knowing reading comprehension strategies does not 

necessarily indicate that you are able to use them effectively; we predict that readers who 

actively use these strategies effectively will perform better on the recall tasks than those 

who simply purport awareness of them. 

This Hypothesis is partially supported by the analysis reported above showing that 

strategy awareness alone is generally not a good predictor of propositional recall. In 

addition, we conducted qualitative analyses of the interviewees' reports of strategy use in 

relation to their recall performance. 

The three interviewees from the control group were selected according to their 

Nelson-Denny test scores. One from each linguistic level was selected. They were 

participants 1, 2 and 8. The eleven interviewees from the experimental group were 

selected according to their CanTEST scores. There were three from the high level, 5 from 

the mid level and three from the low level. The interview questions appear in Appendix I. 
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Table 25: Reported Strategy Usage by the NA and NE Group Interviewees 

Strategy 

Category 

Support 

Support 

Support 

Support 

Total 

Global 

Global 

Global 

Total 

Problem-solving 

Problem-solving 

Problem-solving 

Problem-solving 

Total 

Strategy 

- Note taking 

- Underlining 

- Paraphrasing 

- Translation 

4 

-Schemata activation 

-important parts selection 

-Context clues application 

3 

-Careful and slow reading 

-Speed adjustment 

-Re-reading 

-Guessing 

4 

NA students 

N=11(TPS)* 

0 

2 

1 

5 

8(44) 

1 

4 

1 

6(33) 

1 

11 

7 

2 

21 (44) 

% of 

TPS 

.18 

.18 

.48 

NE students 

N = 3(TPS)* 

1 

2 

0 

0 

3(12) 

1 

1 

0 

2(9) 

1 

3 

3 

0 

6(12) 

% of 

TPS 

.25 

.22 

.50 

* TPS = Total Possible Score 

Table 25 shows that problem-solving strategies were the most frequently reported 

category by interviewees in both the NA and NE groups. Four different strategies from 

the support strategy category were mentioned by the NA group and the NE group. Global 

strategies were the least used, as only three of them were mentioned by either group. 

Examples of the answers to the interview questions are reported in Tables 26 and Table 

27 and ordered according to their place in the Survey of Reading Strategy (SORS) of 

Mokhtari and Sheorey (2002). The strategies are represented in the same numerical order 

as they occur in the survey. 



Table 26: The Interviews Analysis of the Selected NE Group Participants 

Strategy # and type from 

Mokhtary & Sheorey (2001) 

2- Taking notes while reading 

(Support) 

10- Underlining information 

(Support) 

3- Background knowledge 

activation (Global) 

12- When reading, I decide 

what to read closely and what 

to ignore (Global) 

7- Reading slowly and 

carefully to ensure I 

understand 

(Problem-solving) 

11- Reading speed adjustment 

(Problem-solving) 

25- Re-reading difficult parts 

for comprehension increase 

(Problem-solving) 

Interviewees reports 

I jotted down some notes 

depicting the main idea beside 

each paragraph. 

I underlined important point 

and re-read what I had 

underlined. 

I connected what I know to the 

text to understand it 

I focused on important 

sentence to understand them 

well. 

I read it very slowly and I did 

my best to understand as much 

as possible 

I read the text quickly / 

moderate to quickly/ 

moderately to slowly because 

it was easy. 

I re-read some sentences or 

notes/ skimming the 

underlined main points to 

make sure I understood them. 

Subject 

8 

2 

1 

1 

2 

8 

2 

1 

8 

2 

16 

1 

Reading 

Level 

Low 

High 

Mid 

Mid 

High 

Low 

High 

Mid 

Low 

High 

Low 

Mid 



Table 27: The Interviews Analysis of the Selected NA Group Participants 

Strategy category and # from 

Mokhtary & Sheorey (2001) 

Support 

Global 

Problem-

solving 

10- Underlining 
information 

18-1 paraphrase to 
better understand what 
I am reading 
29. When reading, I 
translate from English 
into my native 
language. 

12- When reading, I 
decide what to read 
closely and what to 
ignore 

17.1 use context clues 
to help me better 
understand what I am 
reading 
7-1 read slowly and 
carefully to make sure I 
understand what I am 
reading. 
11-Reading speed 
adjustment. 

25- Re-reading difficult 
parts for 
comprehension increase 

28. When I read, I 
guess the meaning of 
unknown words or 
phrases. 

Interviewees reports 

I underlined difficult words 
and the important things to 
remember them. 
I rephrase sentences to 
remember them. 

I translated new/important 
words to Arabic to 
remember the text 

I focused on the first 3 and 
the last 2 paragraphs 
because main ideas usually 
there/1 read first paragraph, 
one paragraph from the 
middle and last one 
I tried to understand the 
new words from the context 

I read slowly to understand 
the text. 

I read the text 
quickly/moderately/slowly 

I re-read the important 
sentences. 
I re-read the text or the new 
words 2 or 3 times to 
remember it. 
I guessed the meaning of 
unknown words and tried to 
bring the nearest meaning 

Individual 

Subject # 
17 
12 

66 

36 
6 
66 
12 
105 
68 
66 
6 
105 

110 

68 

36, 66, 5, 
17,110 
67, 12, 105 
68,87, 6 
68 
105 
68,6 
67 
17,36 
36 
87 

Reading 

Level 
Mid 
High 

Mid 

Mid 
Low 
Mid 
High 
High 
Low 
Mid 
Low 
High 

Mid 

Low 

Mid 

High 
Low 
Low 
High 
Low 
High 
Mid 
Mid 
Low 
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5.7.1. Combined Quantitative and Qualitative Analyses of the Interviewees Data 

The results suggest that strategy awareness was not a good predictor for the recall 

performance. So the interview data may help us to understand why strategy awareness 

was not enough. In order to see if the previous reports of strategy use seem in line with 

the awareness data and the recall performance, in this section, a comparison of each 

interviewee's strategy awareness, reading proficiency, reported strategy use and recall 

pattern of the LI and L2 texts for Arabic-speaking subjects and of the LI text for 

English-speaking subjects. 

1- Subject 5 (NA) 

Table 28: Strategy Awareness Means, CanTest Score and Reading Level for Subject 5 

Global Strategies 

3.5 

Support Strategies 

4.2 

Problem-Solving Strategies 

4.8 

CanTest Score 

6 Mid 

Reported strategy use: / read the text moderately. I read every word; I did not skip 

anything in the text. 

Figure 8: LI and L2 Recall Patterns for NA Participant 5 

-•— L1 Recall 
-®—L2 Recall 

Despite the high awareness means of Support and Problem-solving strategies, this 

subject did not implement any of them. This lack of use of any of these strategies is 

PI Pll Pill PIV PV 

Proposition Level 
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clearly reflected on the recall pattern of LI text. 

2-Subject 6 (NA) 

Table 29: Strategy Awareness Means, CanTest Score and Reading Level for Subject 6 

Global Strategies 

2.6 

Support Strategies 

3.8 

Problem-Solving Strategies 

3.2 

CanTest Score 

2 Low 

Reported strategy use: / read the text slowly. I read it word by word. I translated the text 

to Arabic. I re-read the text. 

Figure 9: LI and L2 Recall Patterns for NA Participant 6 

L1 Recall 

L2 Recall 

The effect of the low awareness means of the three types of strategies, the low level 

of L2 general reading and the lack use of any Global strategies can be seen obviously in 

the recall performance of the L2. Subject 6 (NA) used only one strategy from the Support 

category and one from the Problem-solving category. Despite of the few recalled ideas 

from the LI text, the LI recall pattern is somehow descending systematically from PI to 

P2. 
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3- Subject 12 (NA) 

Table 30: Strategy Awareness Means, CanTest Score and Reading Level for Subject 12 

Global Strategies 

4 

Support Strategies 

3.5 

Problem-Solving Strategies 

4.5 

CanTest Score 

11 High; 

Reported strategy use: / read the text moderately. I underlined the difficult words and the 

important things. I translated the new words to Arabic. I re-read the underlined 

sentences and words. 

Figure 10: LI and L2 Recall Patterns for NA Participant 12 
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In spite of the high awareness means of Global and Problem-solving strategies, 

subject 12 reported the use of only two Support strategies, one Problem-solving strategy 

and nothing from the Global strategy category. This lack of strategy use can be seen in 

the irregular patterns of recall. Both patterns of LI and L2 suffered in parallel despite of 

the subject's high level of reading proficiency. 

4- Subject 17 (NA) 

Table 31: Strategy Awareness Means, CanTest Score and Reading Level for Subject 17 

Global Strategies 

3.3 

Support Strategies 

4.4 

Problem-Solving Strategies 

3.2 

CanTest Score 

6 Mid 

- •—LI 
Recall 

-•— L2 

PI Pll PHI PIV PV 

Proposition Level 
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Reported strategy use: / read the text moderately. I re-read it. I underlined important 

things. 

Figure 11: LI and L2 Recall Patterns for NA Participant 17 
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This subject reported high awareness of Support strategy category and low awareness 

of Problem-solving strategy category. However, in terms of use, she used one strategy 

from each of the two categories. This lack of reading strategy use is translated into her 

irregular recall patterns of both LI and L2. 

5- Subject 36 (NA) 

Table 32: Strategy Awareness Means, CanTest Score and Reading Level for Subject 36 

Global Strategies 

3.3 

Support Strategies 

4.4 

Problem-Solving Strategies 

3.2 

CanTest Score 

6 Mid 

Reported strategy use: / read the text quickly. I translated the text word for word to 

Arabic. I guessed the meaning of the unknown words. I re-read some sentences. 
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Figure 12: LI and L2 Recall Patterns for NA Participant 36 

L1 Recall 

L2 Recall 

PI Pll PHI PIV PV 

Proposition Level 

Despite of the low mean of Problem-solving strategy category the subject reported the 

use of two strategies from it. However, he reported more awareness of Global category 

but did not use any strategy from it. Further, he used only one strategy from the support 

category which has the highest mean. The effect of the insufficient use of these strategies 

can be obviously seen in the two irregularly descending patterns of both languages with 

higher recalled number of ideas from LI. It can be noticed that subject 36 recalled the 

same number of ideas from levels 1 and 4 and from 2 and three in both languages. 

6- Subject 66 (NA) 

Table 33: Strategy Awareness Means, CanTest Score and Reading Level for Subject 66 

Global Strategies 

3.9 

Support Strategies 

2.6 

Problem-Solving Strategies 

3.6 

CanTest Score 

6 Mid 

Reported strategy use: / read the text quickly. I translate the new words first and then 

read the whole text. I rephrase few sentences. I focused on the first three paragraphs 

more than the rest of the text. 
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Figure 13: LI and L2 Recall Patterns for NA Participant 66 

••—L1 Recall 
•# -L2 Recall 

Although, Global strategy category has the highest awareness mean, subject 66 (NA) 

did not use any one from it. He used two from the support category, while he reported the 

lowest awareness of it. This lack of use negatively affected the recall patterns of both 

languages. It can be seen that subject 66 (NA) recalled the same number of ideas from the 

first, fourth and the fifth levels in LI. 

7- Subject 67 (NA) 

Table 34: Strategy Awareness Means, CanTest Score and Reading Level for Subject 67 

Global Strategies 

3.5 

Support Strategies 

3.8 

Problem-Solving Strategies 

4 

CanTest Score 

11 High 

Reported strategy use: / read the text quickly. I re-read each paragraph 2 or 3 times. 

PI Pll PHI PIV PV 

Proposition Level 
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Figure 14: LI and L2 Recall Patterns for NA Participant 67 

L1 Recall 

L2 Recall 

Despite of the high strategy awareness means of Support and Problem-solving 

categories, subject 67 (NA) used only one Problem-solving strategy and none from the 

Support category. This subject submitted a blank L2 recall sheet in spite of his high level 

of L2 reading proficiency. 

His LI recall pattern is also irregular, which reflects the effect of none-efficient use of 

reading comprehension strategies. 

8- Subject 68 (NA) 

Table 35: Strategy Awareness Means, CanTest Score and Reading Level for Subject 68 

Global Strategies 

3.7 

Support Strategies 

3.3 

Problem-Solving Strategies 

4.6 

CanTest Score 

2 Low 

Reported strategy use: I read the text quickly at the beginning and then I read it slowly. I 

read the whole text from the first paragraph to the last one. I re-read the whole text then I 

re-read some important sentences. 

Pill PIV 

Proposition Level 
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Figure 15: LI and L2 Recall Patterns for NA Participant 68 

L1 Recall 

L2 Recall 
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Albeit of the low level of L2 reading proficiency of subject 68 (NA), he reported high 

awareness of Problem-solving strategies and used three of them. However, none was used 

from the other two strategy categories. As it can be noticed, subject 68 (NA) recalled the 

same number of first and third levels of L2 ideas. The unsystematically descending recall 

patterns can be returned to the lack of strategy effective use in both languages. 

9- Subject 87 (NA) 

Table 36: Strategy Awareness Means, CanTest Score and Reading Level for Subject 87 

Global Strategies 

4.6 

Support Strategies 

4.8 

Problem-Solving Strategies 

5 

CanTest Score 

1 Low 

Reported strategy use: / read the text moderately. I read the whole text in order word by 

word. I guessed the meaning of the new words. I focused on the main idea and not the 

details. 
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Figure 16: LI and L2 Recall Patterns for NA Participant 87 

• - L 1 Recall 

• — L2 Recall 

Even with the low reading proficiency level of subject 87 (NA), she reported high 

awareness of the three types of reading comprehension strategies. However, she reported 

use of only two strategies, one Problem-solving and one global. Further, although, she 

reported that she focused on main ideas, her both recall patterns indicate her more focus 

on the third level ideas than on first and second levels. 

10- Subject 105 (NA) 

Table 37: Strategy Awareness Means, CanTest Score and Reading Level for Subject 105 

Global Strategies 

4.2 

Support Strategies 

4.8 

Problem-Solving Strategies 

4.7 

CanTest Score 

11 High 

Reported strategy use: / read the text slowly. I read the whole text word by word. I 

translate the important words and I got the main idea. I re-read the important sentences. 

PI Pll Pill PIV PV 

Proposition Level 
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Figure 17: LI and L2 Recall Patterns for NA Participant 105 

••—L1 Recall 

••— L2 Recall 

Albeit of the high awareness means, subject 105 (NA) reported use of only two 

strategies, one Support and one Problem-solving. Although this subject is a high 

proficient L2 reader, her L2 recall pattern indicates a recall of few first level ideas. Also 

she recalled the same number of second and third level L2 ideas. Similarly, she recalled 

the same number of second and third level LI ideas with noticeably higher amount of LI 

than L2. 

11- Subject 110 (NA) 

Table 38: Strategy Awareness Means, CanTest Score and Reading Level for Subject 110 

Global Strategies 

4.2 

Support Strategies 

4.4 

Problem-Solving Strategies 

4.7 

CanTest Score 

6 Mid 

Reported strategy use: / read the text slowly. I read the whole text word by word. I tried 

to understand the new words from the context. 

PI Pll PHI PIV PV 

Proposition Level 
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Figure 18: LI and L2 Recall Patterns for NA Participant 110 
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Even though subject 110 (NA) reported high awareness of the three types of reading 

comprehension strategies; he used only one global strategy. What is interesting here is 

that the two language recalls have exactly the same unsystematically descending patterns 

with higher number of the first three levels of L2 recalls. This reflects the same negative 

effect of the lack of efficient strategy use on both languages. 

English-speaking Group Interviewees 

12- Subject 1 (NE) 

Table 39: Strategy Awareness Means, ND Test Score and Reading Level for Subject 1 

Global Strategies 

3.1 

Support Strategies 

2.7 

Problem-Solving Strategies 

3.8 

ND Test Score 

24 Mid 

Reported strategy use: / read the text moderate/quickly. I read the text from the beginning 

to the end. I underlined key points. I connected what I know with the text content. I re­

read the underlined points. 
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Figure 19: LI Recall Pattern for NE Participant 1 
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Subject 1 (NE) reported higher awareness of Problem-solving than support and 

Global strategies. Likewise, she used more problem-solving strategies than Global and 

Support strategies. Regardless of the fewer recalled amount from PI, Figure 19 indicates 

that subject 1 (NE) recalled the same number of ideas from second and third levels going 

in a descending way from P3 to P5. 

13- Subject 2 (NE) 

Table 40: Strategy Awareness Means, ND Test Score and Reading Level for Subject 2 

Global Strategies 

3.5 

Support Strategies 

3 

Problem-Solving Strategies 

4.3 

ND Test Score 

37 High 

Reported strategy use: / read the text quickly. I underlined important sentences and re­

read them. I connected what I already know to the text. 

PI Pll PHI PIV PV 

Proposition Level 
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Figure 20: LI Recall Pattern for NE Participant 2 
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Subject 2 (NE) awareness of Problem-solving strategies was the highest followed by 

Global strategies. The least awareness was of Support strategies. This is reflected on the 

almost descending recall pattern of her LI, as it almost goes down systematically from P2 

to P4 and P5. 

14- Subject 8 (NE) 

Table 41: Strategy Awareness Means, ND Test Score and Reading Level for Subject 3 

Global Strategies 

3.2 

Support Strategies 

3.8 

Problem-Solving Strategies 

4.1 

ND Test Score 

21 Low 

Reported strategy use: I read the text very slowly and I did my best to understand as 

much as possible. I jotted down some notes depicting the main idea beside each 

paragraph. I skimmed the main points to make sure that I understand them. 
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Figure 21: LI Recall Pattern for NE Participant 3 
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Albeit of the low level of LI reading proficiency of subject 8 (NE), she had a high 

awareness of Support and Problem-solving strategies and she also reported effective use 

of several support and problem-solving strategies. This in turn is reflected on her almost 

descending LI recall pattern. 

These presentations indicate that strategy awareness alone is not associated with 

recall performance as most of the Arabic-speaking interviewees with reasonable high 

strategy awareness performed poorly in their recall tasks of LI and L2 such as student 12, 

87, 105 and 110. Concerning LI recall performance, subjects with high strategy 

awareness 5, 12, 36, 87, 105 and 110 performed poorly in their LI recalls. This indicates 

that awareness alone is not enough to enhance reading comprehension performance it 

should be associated with effective use of these strategies. Thus, the qualitative analyses 

support research Hypothesis 6, which predicted that knowing reading comprehension 

strategies does not indicate that you are able to use them effectively. 

These interview reports will be further analyzed and elaborated throughout the 

discussion in chapter six. 



152 

5.8. Summary of the Main Results of the Study 

The main results of the quantitative analyses of this study are summarized and 

presented below: 

Our results showed that native English speakers were more aware of reading 

comprehension strategies than Arabic speakers, thus supporting Hypothesis 1. The 

problem-solving strategy was the most familiar category for both English and Arabic 

speaking groups. The least familiar category for the Arabic speaking group was global 

strategies, with the support strategy category falling in the middle. For the English 

speaking group, the least familiar category was support strategies. However, in all cases 

the awareness means for the English speaking group were significantly higher than those 

for the Arabic speaking group. Thus, in answer to research question 1, it appears that 

explicit classroom training results in greater strategy awareness. 

As predicted by Hypotheses 2 and 3, the English speaking group significantly out­

performed the Arabic speaking group in the number of main ideas recalled in LI and L2. 

We attribute this to the English speaking group's higher awareness of reading 

comprehension strategies. The overall performance of the two groups on their LI texts 

suggests an answer to research question 2: Strategy awareness is strongly related to 

greater comprehension of main ideas in LI reading. 

The English speaking group were more familiar with reading comprehension 

strategies than the Arabic-speaking group. This strongly supports the view that their 

greater familiarity with these strategies resulted in their greater use, which in turn led to 

their superior recall of main ideas and a greater recall of main than lower level 

propositions. Therefore, there seems to be a link between reading comprehension strategy 
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awareness plus effective use and main idea identification. In contrast, there was no 

correlation between purported strategy awareness and the recall of main ideas of the 

Arabic-speaking group in both LI and L2. Thus, in answer to research question 3, lack of 

awareness of appropriate reading strategies notably affects comprehension of main ideas 

of L2 texts. 

Our results failed to support Hypothesis 4, which predicted that general reading 

proficiency would enhance main idea comprehension and recall in either English as an 

LI or as an L2. Thus, in answer to research question 4, general reading comprehension 

proficiency level and strategy use are surprisingly independent of one another. The 

implications of this finding will be discussed in the following chapter. 

Hypothesis 5, which predicted that text familiarity, difficulty and topic interest would 

positively affect the comprehension and recall of main ideas, was supported for the NE 

group only. The NE group who reported more text familiarity, ease and interest recalled 

more ideas than the NA group whose means were lower for these three measures. 

However, For the NA group, only the familiarity factor had a positive effect on the recall 

of main ideas in both LI and L2. Thus, in answer to research question 5, of text 

difficulty, topic familiarity and topic interest, only topic familiarity, when it was 

appropriately applied, had a limited positive effect on reading comprehension and text 

recall. This result provides some support for the assertion that prior knowledge activation 

may facilitate main idea comprehension within the context of a global strategy. 

Hypothesis 6, which predicted that readers who may use these strategies effectively 

would perform better on the recall tasks than those who simply purport awareness of 

them, was supported by the non-significant correlation between strategy awareness and 
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recall performance. Also it is additionally supported by the qualitative analyses of the 

interview reports, which also indicated that strategy awareness alone was not associated 

with the recall performance; because it needs be accompanied by the effective use of the 

underlying strategies in order to positively affect the recall performance in LI and L2 for 

both NE and NA subjects. This, in partial answer to research question 6, we note that 

purported awareness of reading strategies is not sufficient to improve reading 

performance. Strategy awareness must be combined with effective implementation for 

there to be a resulting positive effect on reading comprehension. 

In the next chapter, the data and results pertinent to each of the main research questions 

will be interpreted and discussed in the light of L2 research and theories. 
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CHAPTER SIX 

Discussion 

The main goal of this study was to investigate Libyan Arabic students' awareness and 

use of reading comprehension strategies for main ideas identification while reading in 

Arabic and English. Reading strategy awareness and use by Canadian English students 

were examined to provide controls for the experiment. The effect of language 

proficiency, reading ability and LI background were addressed. The study also addressed 

the effects of text difficulty, familiarity and interest on the recall of main ideas. 

In this chapter, the results pertaining to each of the main research questions are 

discussed with reference to L2 research and theories. Data from the analyses that were 

reported separately in chapter five are integrated in the following discussion in light of 

the four main questions that this research was designed to address (Questions 1 and 2 are 

combined together in this chapter). 

6.1- To what degree does reading strategy awareness affect the comprehension of main 

ideas in LI reading? 

6.1.1- LI Strategy Awareness and Main Ideas Identification 

As shown in Table 14 in the previous chapter, the Arabic-speaking group had low 

means in the three types of reading strategy awareness compared to the English-speaking 

group. This may indicate that they are not aware enough of LI reading comprehension 

strategies, as they had not studied them explicitly through their schooling (Zerhouni, 

1996). In contrast, Table 14 shows that the English speaking group reported high 

awareness of the three types of reading strategies, most likely because they developed 
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and gained these strategies throughout their primary and secondary education as 

discussed in chapter two. Thus, by the time they reach the university level, they have 

become proficient and highly skilled readers. Notably, the linear pattern of the native 

English speakers' propositional recall of English text as shown in table 18 and Figure 4 

together with their high degree of strategy awareness, strongly suggest a high frequency 

of efficient use of these strategies. There is also a linear relationship between their 

strategy awareness and their recall performance, showing that the greater the awareness, 

the higher the propositional recall (see Tables 15 and Figure 3). 

In contrast to the English speaking group, the Arabic-speaking group is significantly 

less aware of reading comprehension strategies. This relative lack of awareness is 

reflected in the Arabic-speaking group's irregular pattern and lower scores of 

propositional recall for the LI (Arabic) text (see Table 16 and Figure 4). 

Although the Arabic speaking group reported some strategy awareness, especially 

with respect to problem-solving strategies, they have essentially had to develop their own 

reading strategies independently, outside of the classroom. This is because their 

educational programs and curriculum did not include explicit exposure to reading 

comprehension strategy training and development (Zerhouni, 1996). For the most part, 

these self-developed strategies, such as word for word translation, memorization and 

word by word reading, were not helpful for reading for main idea identification. For 

instance, student 36 reported "after translating the text word for word I still could not 

understand some of it". Student 12 also stated "I got the new words and translated them 

into Arabic, but I could not understand everything". Student 17 said "I underlined and 

tried to remember the important things, but I could not understand". It is important here 
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to indicate that student 17 underlined very detailed information, such as proper names 

and numbers, thinking that those were the most important ones in the text. This strongly 

suggests that Arabic speaking participants are unaware of the reading comprehension 

strategies that lead to main idea identification. This was further demonstrated by their 

irregular patterns of propositional recall (see section 5.7.1 in Chapter 5). 

This problem was not limited to the English (L2) text. Many students in the NA group 

could not comprehend the main idea of the Arabic text either. For example, student 81 

miscomprehended the main idea and the supporting details of the Arabic text completely. 

She recalled that "the University contracted with a cleaning company to clean the 

students' residence. One student was in his room while the cleaners were cleaning his 

room. He noticed that the job was easy and these people get 15 dollars per day which is 

too much. He decided to do this job with his friends for only 8.50 for each student. They 

were working all the week accept [sic] holidays and weekends." This was not from the 

text and some recalled ideas contradicted those mentioned in the text, such as "working 

on weekends and holidays because this suits students and residents." Other students 

misunderstood some ideas. For instance, they understood the idea of "the service this 

year expanded to cover a group of handicapped, elderly and pregnant residents." as the 

workers included this group of people. In other words, students thought that these people 

were service providers; however, they were service receivers. In addition, students 36 and 

81 understood the opposite meaning of the idea of "students were working only on the 

weekends and the holidays in cleaning and maintaining houses". They recalled this idea 

as "students scheduled the working hours avoiding working on Saturdays, Sundays and 

holidays". This misinterpretation of ideas from the LI (Arabic) text for student 36 can be 
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associated with his low reading strategy awareness mean (3.7) and with his word for 

word translation, which denotes the inaccurate use of one of the reading comprehension 

support strategies. Moreover, student 45 understood and recalled the idea of "students 

made a cleaning company and work for 8 dollars per hour" as if "they cleaned their 

homes by themselves to save their money that they should pay to the other cleaning 

companies". Also student 46 recalled the idea of "cleaners get 15 dollars per hour" as 

"cleaners get 15 dollars per day". Furthermore, student 85 and 101 did not comprehend 

the main idea of the Arabic text as they recalled that "it is a great idea for students to 

volunteer to clean their community by themselves instead of hiring a cleaning company in 

order to depend on themselves and help other families in their community". This 

confusion of LI main ideas comprehension and misunderstanding could be a result of LI 

strategy unfamiliarity and misuse and underscores the importance of efficiently 

implementing reading strategies in order to succeed in academic reading comprehension 

tasks. 

When reading for main idea comprehension, it is inappropriate to pay more attention 

to very detailed information than to the main points of the text (Kim, 1995). Thus, 

students must be able to distinguish between main points and subsidiary points (Tomich, 

2000 and Broek et al, 2003). Students demonstrated their misuse of appropriate support 

strategies by underlining the proper names mentioned in the text, such as Cary Cooper 

and Brain, later recalling them while ignoring the most important pieces of information 

located in first and second level propositions. This demonstrates that the low strategy 

awareness means on the part of the NA subjects was exacerbated by their inability to 

implement the known strategies effectively. 



This inappropriate use of imperfectly mastered strategies by NA subjects may help to 

explain why greater strategy awareness was not significantly related to pattern of text 

recall in either LI or L2 for this group (see Tables 14, 22 and figure 7). This strongly 

suggests that purported awareness of reading strategies is different from their effective 

implementation when dealing with the texts. We can thereby conclude that strategy 

awareness is not sufficient for main idea identification. It should be associated with 

accurate implementation of those underlying strategies. 

This appears to be the case for the NE group, for whom there was a clear relationship 

between the high means of strategy awareness of the English-speaking group and their 

linear pattern of their main idea recalls. 

In addition, NE subjects paid more attention to higher level idea units than lower level 

idea units, suggesting their accurate use of the three types of cognitive reading strategies. 

The interviews lend further support to this view of the importance of accurate strategy 

use. The NE group read in broad phrases and skipped less important words. They were 

also able to discern and follow the author's organization of information. This also 

underscores the usefulness of the knowledge of text structure, which is crucial for 

determining relative importance of text ideas (Schellings, Van Hout-Wolters and 

Vermunt, 1996). Furthermore, they distinguished between important information and 

details as they read and they underlined the important sentences only. Some NE subjects 

reported that they re-read the underlined sentences to ensure they understood them. In 

fact, the data indicates that all the English speaking participants used an underlining 

strategy. The interviewees reported that underlining key points helps them to remember 

and recall them. This supports Blanchard and Mikkelson's (1987) statement that 
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underlining is a popular and a more successful strategy for better readers than for less 

able readers. One participant relayed that she noticed the first sentence in each paragraph 

seemed to be the main point for that paragraph, so she underlined them to help her 

remember what that paragraph was about for later recall. This indicates that the 

knowledge of the structure of the text is of paramount importance for comprehension and 

recall (Surber, 2001; Aslanian, 1985). Several participants jotted notes beside each 

paragraph depicting its main points. Student 8 reported that after finishing reading the 

text and taking notes, she skimmed the main points of the text and her notes to ensure that 

she understood the main ideas of the text. This reflected in her descending recall pattern 

from higher level ideas to lower level ideas (see section 5.7.1 in Chapter 5). 

Another useful strategy is illustrated by subject 1 in the NE group, who reported that 

she connected the text information to her prior knowledge in order to help her understand 

it. This is consistent with Afflerbach's (1990) and Surber's (2001) suggestions that prior 

knowledge of the content domain helps the reader anticipate the meaning of the text and 

construct the main idea and recall it. This student's statement supports Stromso, Braten 

and Samuelstuen's (2003) assumption that building connections between ideas located in 

the text with ideas located in the reader's personal experience or prior knowledge makes 

the text more meaningful. 

Based on the interviews, it appears that English students knew which strategies could 

be used more effectively to achieve text comprehension. English participants have strong 

knowledge of the implementation of reading comprehension strategies. This supports 

Campbell and Malicky's (2002) finding that adult LI readers are able to make effective 

use of their knowledge as they read. This qualitative analysis of the effective strategy use 
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of English speaking participants is authenticated by the quantitative results. It is further 

demonstrated by their high propositional recall means and by their systematic descending 

order of their means of the propositional recall from PI to PV, (see Table 15 and Figure 

3). This combination of high awareness of the utility of the three types of reading 

comprehension strategies and their proper implementation contrasts markedly with our 

findings for the NA subjects. 

Native Arabic speakers reported that they read the Arabic text word by word from the 

first word to the last word. For example, student 36 said "I read the text word by word 

from the beginning to the end in order to clarify it to myself. Student 6 also stated "I 

tried to understand word by word". Although this could be explained in the light of their 

lower strategy awareness than NE subjects, knowledge of the proper use of the three 

types of reading comprehension strategies is also a factor. For example, even students 

who reported their awareness of support reading strategies were not aware of how to use 

them appropriately. This can be observed in their underlining of the proper names of 

people and places and numbers in the LI text. For example, students 10, 12, and 13 

underlined the word "Montreal" and the names of speakers such as "Zidan Ben Alami 

and Neveen Salwas". These students also underlined the number of services that had been 

done last year "270", the payment rate per hour"$ 8.30" and the number of students 

working in the cleaning company organized by university students "64". This 

inappropriate application of one of the support reading strategies indicates the 

unawareness of the NA group participants of how to use underlining to assist them in 

comprehending and identifying the main idea of the LI text. For example student 12 

reported her use of underlining, which indicates her awareness and use of this strategy, 
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but her data analysis indicates her inaccurate use of this strategy as she underlined the 

very detailed ideas instead of the important ideas. This in turn affected her recall 

negatively as shown in her recall pattern (see section 5.7.1 in Chapter 5). This is further 

underscoring the importance of both knowledge and appropriate use of reading 

comprehension strategies for effective recall. 

Unlike NE subjects, NA participants did not report using the global strategies of 

focusing on important information and focusing on the topic sentence of each paragraph. 

Rather, they focused on unimportant information. For instance, almost all of the NA 

participants focused on the recall of the amounts of money, the numbers of students and 

the numbers of the jobs that they did, even if they were not correct. This is in accordance 

with Surber's (2001) finding that readers would often focus on a single issue to the 

exclusion of others discussed in the text. While the numbers that the NA speakers tried to 

recall were located at the lowest level of propositions, they ignored the more important 

information that was located at higher levels of propositions. Surber (2001) suggests that 

such students need to learn how to determine which information should receive the 

greatest attention. 

Another example of misuse of strategies by NA subjects is the reflective nature of 

their recalls. Several participants integrated their opinions and points of views regarding 

the topic of the text. These personal associations negatively influenced their recall scores, 

because they ignored what was in the text and wrote from their own reflections on the 

text topic. In addition, some participants used information from their own lives to fill in 

the gaps in their understanding by focusing in their recalls on telling their own life 

experience stories rather than on retelling what was mentioned in the text. These cases 
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mirror one of the cases reported by Block (1986). Block used think-alouds to examine the 

comprehension strategies used by college-level students, both native and non native 

speakers of English. Some of Block's students added information from their own life 

experiences. Block calls this "addition" strategy to refer to the misuse of a prior 

knowledge activation strategy that does not assist students' comprehension by making the 

text more meaningful. 

One example from the present study of the use of "addition" from a prior knowledge 

strategy is student 8's adding "Cleaning companies in all the countries of the world 

provide service to people from different classes in the society." This notion is not from 

the text. Another interesting example of an addition strategy is from student 80, who 

added from her background knowledge that "Most of the university international students 

in Canada work as dish washers in restaurants". This idea unit was not in the text, but 

because she has heard it somewhere, she recalled it when she read about the working 

students' topic. This indicates that she did not focus solely on the ideas in the text. This 

also supports the hypothesis that readers who use strategies effectively will perform 

better on the recall tasks than those who simply purport awareness of them. 

Likewise, the data indicates that very many students did not monitor their 

comprehension while reading, which is one of the key global strategies. Some of these 

students mixed their recalls of ideas from the first paragraph with some ideas from the 

fifth paragraph, which are not in sequence. This suggests that they did not pay attention 

to the different ideas in each paragraph, which was a result of reading the whole text as 

one paragraph while focusing on the word level. This was also a result of the lack and the 

misuse of the global strategies of connecting the comprehended ideas from each 



164 

paragraph to form the main idea of the text, monitoring their comprehension from time to 

time while reading, using contextual clues, checking understanding when coming across 

new information and deciding what to read closely and what to ignore. This is in 

agreement with Salataci and Akyel's (2002) finding that non-proficient LI and L2 

readers do not possess knowledge about reading strategies. They also reported that 

readers' knowledge of comprehension monitoring can help them overcome their reading 

comprehension difficulties. 

Another example of the lack of global strategy use by NA subjects is the complete 

misunderstanding of the main idea of the text by subjects 48 and 52, recalling it instead 

as if the text was about "the life situation of the Arabic students who study abroad on 

their own expenses as international students". Furthermore, NA subject 73 wrote in his 

recall about the topic of "how to keep our city and country clean by making responsible 

companies", which does not reflect the main idea of the Arabic text. This student did not 

recall a single idea unit from the text. All his recalled ideas were from his prior 

knowledge about a different topic. 

Another example of how the misuse of these strategies can affect main idea 

comprehension is NA subject 37's recalling that "the idea of students' cleaning 

companies was applied in Tunisia". This was triggered by her having read that "one of 

the workers for the cleaning company that was invented by a Canadian student in 

Montreal was Zidan (a Tunisian student)". Thus student 37 understood that Zidan was 

talking about Tunisia. This shows that she did not review her comprehension of the first 

paragraph, in which it was mentioned that "at the beginning of spring Canadians used to 

clean and maintain their homes after the snow melts and there are special companies for 
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this..." NA subject 76 provides another example of miscomprehending main ideas of the 

Arabic text by recalling that "one of the students noticed that university students were 

working for a cleaning company as they were cleaning his family home and they get $15. 

He liked the idea and told his friends about it and they had their own cleaning company." 

However, that is not what is in the text. 

It is worth noting that while several NA subjects did not recall the first level ideas, 

they did recall very detailed information such as names and numbers that are located at 

the lowest level. This is because NA students may attend to the surface level of text or the 

lower propositional levels, and fail to accomplish deeper levels of interpretation. This is 

in accord with Amer and Khouzam's (1993) study of native Arabic students majoring in 

English language, in which they found that students paid too much attention to the wrong 

level of meaning in a text, and attempted to remember the details of the text via "rote 

memory". This resulted from adopting local reading strategies instead of applying global 

strategies. Participants of the present research study also concentrated more on details 

such as numbers and people's names rather than on the main idea of the text. This 

indicates their lack and misuse of global reading comprehension strategies, which include 

the strategy of deciding on the importance of information (Block, 1992). 

As suggested by Knight, Padron and Waxman (1985), students might not have the 

opportunity to develop these strategies in their classes, especially if teachers focused on 

the development of decoding skills and not on those cognitive strategies, which enhance 

reading comprehension and main idea identification. According to Falk-Ross (2002) 

there are multiple factors responsible for these difficulties, such as type of linguistic 

preparation and inadequate educational preparation. Therefore, students in the present 
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study might not have been able to transfer any successful LI reading strategies to their L2 

reading, as they were not aware of many of them. 

6.1.2- Transfer of LI Reading Strategies and Knowledge to the L2 

According to Brisbois (1995), transfer is possible only after a threshold level of L2 

proficiency has been attained. Thus, the correlation between transfer and proficiency 

becomes stronger as L2 proficiency increases. Brisbois (1995) found that beginner 

readers who had not yet reached a high enough L2 threshold used L2 vocabulary 

knowledge more than LI reading skills to read in the L2. This finding is supported by one 

of the findings of the present study. As most of L2 readers focused on understanding the 

text word by word, they presumably depended on their vocabulary knowledge of L2 more 

than their LI reading skills. This may also have been due to their LI reading skill and 

strategy deficiencies, which hindered them in transferring their LI reading skills and 

strategies. Furthermore, their LI reading strategies may not have sufficiently developed 

to be useful in either LI or L2. 

Since the LI and the L2 of the participants of this study are completely different in 

terms of phonology, structure and scripts, transferring LI reading strategies and 

knowledge to the L2 might be of no help to the participants (Jimenez et al. 1996, Taouk 

& Coltheart, 2004). Given the greater differences than similarities between Arabic and 

English, the lack of evidence of transfer from the LI is not surprising. 

In summary, there are several compelling reasons to suggest that LI reading strategy 

and knowledge did not help these students in their L2 reading. The first reason may be 

the big difference between both languages. This difference may impede effective strategy 

transfer from LI to L2. Or, NA participants may simply be incapable of transferring their 
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LI reading strategies to their L2 reading context due to their unawareness and lack of 

such reading strategies. Finally, the difference between their two recalls may have been a 

result of their long experience in LI reading and their daily exposure to the LI reading 

materials. 

However, this last explanation is unlikely, as most of the low intermediate 

participants' recalls in both languages suffered in parallel. This result coincides with 

Taillefer and Pugh's (1998) claim that weak readers' LI and L2 recall scores suffer in 

parallel. Consequently, these students may need to enhance their LI reading proficiency 

by learning LI reading strategies and then learn how to transfer their effective LI reading 

strategies to the L2 context. 

6.2- To what degree does reading strategy awareness affect the comprehension of 

main ideas in L2 reading? 

6.2.1- L2 Strategy Awareness and Use and Main Idea Identification 

The means of proposition recall of the English L2 text by native Arabic speakers in 

Table 22 show different amounts of recall, with different proposition levels going up and 

down unsystematically. Second language readers' mean of first level proposition recall is 

only 17, which is very low, followed by the third level proposition mean of 9, which is 

higher than the second level proposition mean of 7.4. Then comes the fifth level 

proposition mean of 2.4, which is higher than the fourth level proposition mean of 1. 

These different amounts of recall denote the unawareness of L2 reading strategies of the 

native Arabic group, which validates the third research hypothesis. It states that there is a 

correlation between FL reading strategy awareness and the comprehension of the main 
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idea of a reading text. 

The results of Table 17 indicate the low awareness means for the three types of L2 

reading strategies of the Arabic speaking (NA) group (global 3.7, support 3.9 and 

problem-solving 4.3). Lower awareness means, compared to the English speaking group 

means, are associated with the Arabic speakers' reports that they lost the meaning of the 

sentences while decoding them. This supports Singhal's (2001) finding that less 

proficient readers tend to focus on reading as a decoding process rather than as a 

"meaning-making" process. Arabic speaking students also reported that they read the text 

from the first word to the last word, read in short phrases and pondered on 

inconsequential words rather than skip such words as unimportant. It is very difficult for 

L2 readers to skip words because they read locally (Singhal, 2001; Raymond, 1988). This 

strategy implementation of reading word by word suggests that these participants are 

unaware of L2 cognitive reading strategy categories. Their self-reported low strategy 

awareness means indicate that they are not sufficiently aware to achieve adequate text 

comprehension. This suggests support for Kim's (1995) findings that such students were 

taught to read through word by word translation of each sentence, without recourse to 

cognitive strategies that would lead to comprehension of single words from the context. 

The results of multivariate tests as illustrated in Table 17 indicate that awareness of 

the underlying reading comprehension strategies have an overall beneficial effect on the 

recall of English text for the native English speakers, whose greater awareness of these 

strategies allows them to outperform the foreign language speakers on an LI reading task 

(see Table 23). The issue of language proficiency as an intervening factor will be 

discussed later. That is because L2 readers' strategy unawareness affects main idea 
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comprehension negatively. This indicates that Arabic speakers did not recall ideas by 

systematically paying more attention to higher level ideas and going down to lower level 

ideas. However, teachers' awareness of the benefits of various reading strategies may 

provide explicit information about appropriate solutions for their students' reading 

problems (Paris and Winograd, 1990). One example of missing the main idea is from 

student 87, who did not get the main idea of the text and recalled only one idea unit from 

the third level explaining how students differ in their preferred studying times (see 

section 5.7.1 in Chapter 5). Her interview data indicates that she thought that is what the 

text was about. This is similar to Singhal's (2001) finding that poor readers demonstrated 

less accurate comprehension and recall of the stories they read. This is also owing to the 

fact that the primary concern of EFL students and teachers is to develop language and 

decoding skills (Knight et al, 1985) and not those three types of cognitive strategies that 

enhance reading comprehension as they will be discussed below. 

6.2.1.1- Global Strategy Awareness in L2 

The very low L2 recall scores and the irregular pattern of L2 propositional recalls 

may denote the unawareness of reading comprehension strategies. This is similar to the 

findings of Block (1986, 1992), who found from their retellings that many L2 readers 

tended to focus on details instead of the main idea and did not follow the organization of 

information in the passage. Similarly, in the present study, several students recalled the 

first level proposition, which is the topic sentence of the paragraph, but they skipped the 

second level proposition that supports the topic sentence. However, they recalled the third 

level propositions which only support the ignored second level propositions. In addition, 

student 51 recalled the last part of the topic sentence of the first paragraph "working 
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while studying is the norm for many students" and she ignored the following two 

sentences from the second level and recalled the final part of the last sentence in the same 

paragraph, which is from the third level of propositions. This example is a clear piece of 

evidence of unawareness of one of global reading comprehension strategies of deciding 

on what to read closely and what to ignore, which Block (1992) calls "deciding on 

importance". This student clearly did not know where she had to pay more attention to 

and which pieces of information were most important to remember and recall. This 

example also can be explained in the light of Singhal's (2001) suggestion that non 

proficient readers lost the meaning of the sentence when decoding, reading in short 

phrases and pondering over inconsequential words. Singhal (2001) also found that 

unskilled L2 readers in her studies of L2 reading comprehension strategies lacked 

awareness of reading problems and the ability to take action to solve them. 

As non proficient readers attempt to read the text word by word, they also attempt to 

comprehend and identify every word individually as if it has nothing to do with its 

neighbors (Smith, 1994). This behavior is one of the causes of miscomprehending the 

main idea of the text. Consequently, this indicates the unawareness of these students of 

the global reading strategies as they tend to apply local reading strategies of reading each 

word and trying to identify its meaning separately by writing the translation above each 

single word. Whereas, according to Smith (1994), identifying the meaning of the text as a 

whole would better assist in identifying the meaning of a single word. In other words, it is 

better to use one of the global strategies, of using the context in which the word is located 

or the text as a whole, for providing a possible meaning for an individual word. 

Therefore, Smith claims that using context or the whole text to provide the meaning of a 



171 

word instead of using the meaning of single words to construct the meaning of the whole 

text results in more successful reading comprehension and recall of main ideas. 

Miscomprehension of the main ideas is clearly one of these students' problems. For 

instance, student 62 recalled "if students study about 20 hours they will suffer". However, 

the text states "if students for example work 20 hours a week, then their work could 

suffer...'''' In addition, student 64 and 73 misunderstood the topic completely, writing in 

their recalls that the text was discussing the management of study time, how graduates 

might select suitable jobs after graduation and how they get familiar with their new 

working life. According to Bensoussan (1998), this kind of misunderstanding of the 

meaning of the text might be caused by students' activating an inappropriate schema, as 

they are not aware of the appropriate use of this strategy. Furthermore, several students 

misunderstood the idea of proposition 19 " it is better to wait until you have been offered 

the job before mentioning that you might need time off. They recalled it as "you do not 

need to search for a job but you have to wait until the job is offered to you by someone" 

(student 66), which has a completely different meaning. Although, this student's mean of 

Global strategy awareness was 3.9, which is reasonable enough, but because of his 

ineffective use of these strategies, he miscomprehended some main ideas and his recall 

pattern is poor enough to be associated with his unawareness of the accurate use of these 

reading comprehension strategies (see section 5.6.1 in Chapter 5). Moreover, many 

students misunderstood the idea of working 12 hours a week and recalled it as working 

12 hours a day (student 85). 

The relationship between word-by-word reading and failure to understand the main 

idea of a text is also supported by Lynch, Naslund, Ievers-Landis and Verduin (2003) 
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who suggest that understanding of meaningful relations between text units is likely to be 

a major factor in the development of readers' main idea comprehension skills. Yigiter, 

Saricoban and Gurses (2005) found that this misinterpretation of an idea could be caused 

by the unawareness of global reading strategies that assist readers in ensuring they have 

understood a text. These strategies include monitoring, guessing the content, self-

questioning and closely reading the new information to ensure that they have understood 

the relations between paragraphs of the text. This supports the fourth hypothesis stating 

that knowing reading comprehension strategies does not mean being able to use them 

effectively. Readers who use these strategies effectively will perform better on the recall 

tasks than those who purport awareness of them. 

One of the consequences of global reading strategy unawareness is that students mix 

up sentences in their recalls. For example, student 48 mixed up propositions as she wrote 

proposition 32 followed by the first part of proposition 31 followed by the last part of 

proposition 36. She wrote "They are working on weekends, evenings on your skill set." 

However the text author says in proposition 31 "Some students may prefer to work a few 

evenings a week," and proposition 32 says "others at weekends." And in proposition 36 

says "The type of job you look for will depend on your skill set." This mixture of three 

propositions that are not even in sequence could be a result of word by word reading that 

promotes concentration on local strategies that include decoding and pronunciation. 

Although, student 48's Global awareness mean was 4.6, she ignored the use of global 

strategies of comprehension monitoring that assess comprehension, presumably because 

of her unawareness of such strategies. She did not pay attention to the end of the first 

sentence and the beginning of the next one or even the beginning of a new paragraph. She 
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mixed the last part of the first sentence in a paragraph with the last part of the second 

sentence in the following paragraph. She appears to have skipped the topic sentence of 

the following paragraph or, at any rate, did not pay attention to it. Therefore, she did not 

recall it and instead focused on the second sentence of that paragraph, recalling the last 

part of it. Carrell (1989) attributes this type of result to the use of local reading strategies 

typical of FL readers, as well as to their unawareness of global strategies that are favored 

by proficient L2 readers (Carrell, 1989; Block, 1992). 

Furthermore, the NA group participants may not have realized how the text was 

organized or structured. This would result in a failure to understand the text or to only a 

vague understanding of it. According to Smith (1994), readers should figure out the 

manner in which paragraphs are organized and displayed in the text in order to be able to 

use reading strategies accurately. Therefore, the more readers can be aware of the 

structure that the author uses, the more they can use different types of reading 

comprehension strategies and the more they can comprehend and recall what they read. 

6.2.1.2- Global Reading Strategy Use in L2 

Global reading strategies include having a reading purpose in mind, activating prior 

knowledge, deciding what to read closely, using context clues, and checking understand 

while reading. Table 17 shows that the lowest mean of strategy awareness for the NA 

group was the global mean, which was 3.7. This result confirms that of Carrell (1989), 

who found that EFL readers did not use global strategies, but instead favored local 

strategies. The data of the present study illustrate that L2 reading strategy use and the 

amount of recall tend to be dependent on each other. Thus, readers cannot simply look at 

a text to recall it. They must also utilize several strategies; including sources of 
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information, to understand identify and recall main ideas. 

Background Knowledge Activation 

Several sources of information may be useful in the process of main idea 

comprehension. One of these sources is background knowledge (Jacobowitz, 1990). 

However, if background knowledge activation is not used accurately, it might have a 

negative effect on the readers, leading them to activate an inappropriate schema and 

possibly miss the meaning of the text (Bensoussan, 1998). Thus, the text can be 

interpreted in various ways unintended by the author (Landry, 2002). Block (1992) called 

adding information from background knowledge an "addition" strategy. For instance, 

student 14 recalled only the title of the text (How to Juggle Study and Work) and then she 

wrote from her prior knowledge. She wrote about her friend who works and studies at the 

same time and how she was able to manage her work and study program. This student 

used background knowledge activation inaccurately, indicating her possible unawareness 

of appropriate global reading strategy use. This student should have activated her prior 

knowledge in order to assist her in comprehending and recalling what was written in the 

text, rather than to write about her own experience. Other students recalling information 

from their prior knowledge, wrote "students from low income families need to work to 

support their poor families and save money (students 81 and 82), which is not in the 

text. Moreover, student 57 wrote "University students have few hours for studying as they 

have classes from the early morning till night", which is also not in the text. Student 61 

provides example of writing from prior knowledge. This student did not recall anything 

from the text. She wrote about her studying timetable, her opinion about studying and 

working, summer jobs in her city and the salaries of students' summer jobs. 
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According to Block (1986), the reason behind students' writing from their own lives 

and scoring 0% in their recalls is to fill in the many gaps in their understanding; therefore 

their responses focused more on their own experiences than they are on the text. This is 

in accord with Alderson (2000) and Decker (1994), who emphasize the importance of the 

knowledge of how to read and of the topic that a reader brings to the text. For example, 

student 37 added in her recall "working students are financially independent and not 

dependent on their society". In addition, Student 49 recalled proposition 12 that ends with 

"they have to determine the hours for studying, working" and she added "and resting" 

which was not in the text. As Block (1986) would have predicted, these students mixed 

their own information with information from the text. They mentioned things that are not 

even hinted at in the text. This is compatible with Aslanian's (1985) findings about 

reading problems of ESL students, which include that ESL students rely heavily on their 

background knowledge and experience, they have trouble understanding the main idea in 

the passage and are not able to make sense out of the paragraph, they are not able to 

follow the organization of the ideas in the text, and they are not aware of the logic and 

order of ideas in English and the words and phrases that represent these rhetorical 

transitions. 

Omission is another strategy indicating that these students were not able to follow the 

organization of the ideas in the text (Block, 1992). For example, student 34 used an 

"omission" strategy when she omitted the last half of the sentence "it is better to wait 

until you have been offered the job", which changed its meaning. The last part of the 

sentence was "....and have had the opportunity to prove yourself before mentioning that 

you might need time off. It seems that students such as 34 need to learn the logic and 
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order of ideas in the text (Aslanian, 1985). Student 42 also recalled the first half of the 

sentence of "university is more than getting a degree" and omitted the rest of it. Student 

76 did the same thing and wrote only "university is more than just about getting" and 

student 84 stopped at "about" and from the proposition 22 they wrote "when you look for 

a job". This omission of the rest of these sentences, essentially making them meaningless, 

is a result of the lack of global reading strategies that aid comprehension of main ideas, 

such as monitoring, using contextual clues and connecting the meaning of the previous 

sentence to the next one. This is supported by Yigiter, Saricoban and Gurses (2005), who 

state that less able readers do not use contextual clues. This could also be a result of word 

by word reading that might hinder students from using the global strategy of stopping at 

the end of each sentence and only starting to read a new one after reviewing their 

comprehension. This is also in agreement with one of Zhang's (2001) findings that 

students' lack of strategic knowledge was reflected in their stronger reliance on linguistic 

knowledge than on checking their comprehension. Accordingly, Swaffer, Arens and 

Byrnes (1991) stated that when a reader's primary focus is on meaning or idea units, 

reading performance is superior to when a reader's focus is on individual words or the 

pronunciation of words. 

Several students read a text as if it were one sentence, without paying attention to the 

starting and ending of each sentence. This problem caused student 78 to recall the middle 

part of proposition 22 "it's best to start with working few" and to mix the first part of 

proposition 2 with the last part of proposition 4 by writing "with ever increasing fees 

working with the study in the college for the lots of hours...." She also mixed the first 

part of proposition 5 with the middle part of proposition 10. This mix up of parts of 
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sentences is also a result of the above mentioned global reading comprehension strategy 

problems discussed above. In brief, it is clear from the above discussed reading 

comprehension problems that strategy awareness is not sufficient for successful 

comprehension of main ideas. That is why reading strategy awareness alone has not had 

any significant effect on the recall performance of the participants. Thus, it is desperately 

important to be accompanied by effective use of these known strategies. 

6.2.1.3- Support Reading Strategy Awareness in L2 

Our data indicate that Native Arabic-speaking participants were not aware enough of 

support reading strategies. Their awareness mean was as low as 3.9. Data also indicated 

that even students who purported their awareness of support strategies were not aware of 

how to use them accurately. For example, students 3,10, and 28 with reasonably high 

awareness means of 4,4.3 and 4.6 respectively, underlined the word "Bristol" and the 

proper names of students that were in the text such as "Brian Staines and Cary Cooper". 

They also underlined the number of working hours per week "12 and 20". This 

inappropriate application of support strategies indicates the unawareness of the NA group 

of how to use these strategies to assist them to comprehend and identify the main idea of 

the L2 text. That is why, they recalled only 20%, 23% and 22% respectively. Thus, the 

third research hypothesis stating that FL Arabic-speaking readers with greater strategy 

awareness will do better in recalling their L2 text is not supported, as there was no 

correlation between strategy awareness and recall of main ideas. This denotes that 

reading strategy awareness alone is not enough, it should be accompanied by the ability 

of the efficient implication of these strategies. Furthermore, the qualitative data analysis 

indicated that many of the students did not apply support strategies while reading, as 
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there was no evidence of underlining, highlighting, note-taking or paraphrasing on their 

L2 reading texts. However, use of these strategies must be appropriate, as will be 

discussed below. Therefore, the third research hypothesis, which states that FL readers 

with greater awareness will do better in recalling their L2 text, is not supported. That is 

because there was no correlation between strategy awareness and recall performance, 

since strategy awareness needs to be associated with effective use of these strategies, 

which comes out from the continuous training and the explicit exposure to the practical 

use of the underlying strategies. 

6.2.1.4- Support Reading strategy Use in L2 

Qualitative analysis of the data indicates that the NA group used more support 

strategies, such as underlining and highlighting, than the NE group. This result is 

compatible with Anderson's (2005) study, which was the first study to use Mokhtari and 

Sheorey's (2002) Survey of Reading Strategies. Anderson (2005) found that ESL 

students reported using a greater number of support strategies, which was not surprising, 

as it was expected that ESL readers would need more support strategies than LI readers. 

Regarding underlining as one of support reading strategies, qualitative analysis of the 

data also indicates that students who used underlining recalled most of what they had 

underlined. Their recall amounts were also higher than those who did not underline. This 

agrees with Schellings and Hout-Wolters (1995), Najar (1998) and Bailey (2002) who 

found that the more words the students had underlined or highlighted the better were their 

recalls of the passage. 

In addition, Najar (1998) suggests that support strategies such as note taking, 

highlighting and underlining key ideas are effective because they encourage the reader to 
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recognize and elaborate on main ideas. Thus, student 13 underlined names of people, 

places and numbers and later recalled them. Student 18 also underlined names of persons 

and detailed information such as evening, morning and weekend instead of underlining 

the main ideas such as "developing a study plan" also recalled all the underlined details. 

These two examples show the inappropriate use of the underlining strategy for reading 

comprehension of the main idea. This could be appropriate if the participants were asked 

to identify details instead of the main idea. But since the task was to read, comprehend 

and recall the main idea of the text, it is inappropriate to underline and recall details. 

These cases are duplicating Block's (1986) cases that focused on details instead of main 

ideas in their retellings. According to Randall and Meara (1988), Arabic speaking 

participants tended to focus on details instead of main ideas in the text, because of the 

radical differences between Arabic and Roman characters. The lack of redundancy in 

Arabic forces the readers to search for details which are unnecessary when dealing with 

Roman scripts (Randall and Meara, 1988"). However, student 29 underlined all first and 

second level ideas, but recalled only three of them. According to Paris and Winograd 

(1990), this is because students need to realize the cognitive utility of these support 

strategies. Other participants who stated in the interview that they did not use any support 

strategies found the text difficult to comprehend and recall. Yigiter, Saricoban and Gurses 

(2005) assume that none proficient readers do not employ an underlining strategy in order 

to assist them to understand the text. 

Of the 15 out of 112 students who used underlining, most underlined the third and 

fourth level ideas. But sometimes they did not recall what they underlined. Thus their 

scores were very low. For instance, student 29 used underlining but recalled only 6% of 
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the text. This demonstrates their inappropriate use of support strategies. The highest 

amount of their recalls was from the third level because they focused on the third level 

ideas more than the first and the second. For example, student 19 used full translation to 

Arabic as she translated the whole text word for word, including even the prepositions 

and pronouns. This example supports one of Levine and Reyes (1998) findings that FL 

readers try to understand almost every word. However, her focus on translation might 

have hindered her comprehension as she recalled only the title, one idea unit from the 

first level and two from the third level. This student also misunderstood the recalled 

ideas, modifying them to change their meaning. Student 31 also mistranslated some 

vocabulary in the text, translating "roles" as "appointments", but did not recall either. 

This indicates the inefficient use of L2 support reading strategies. Consequently, this 

supports the fourth research hypothesis stating that knowing reading comprehension 

strategies does not mean that you are able to use them effectively. Readers who use these 

strategies effectively will perform better on the recall tasks than those who purported 

awareness of them. 

Furthermore, according to Upton (1997) and Block (1986), translation using LI as a 

resource for understanding and producing L2 is not an uncommon cognitive strategy for 

adult language learners. For instance, students 6, 12, 36 and 105 stated that they 

translated or explained the text to themselves in Arabic in order to help them comprehend 

it. Their recall percentages were 1%, 12%, 6% and 9% respectively. These students were 

translating word for word as they reported. This is not the accurate way of implementing 

translation. This is why these students failed to recall enough ideas from the text. 

Consequently, this does not support the finding of Upton and Thompson (2001) that the 
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use of LI productively facilitates L2 comprehension for all students regardless of their 

levels, as it gives them an additional path for processing the text they are reading. So that, 

the fourth research hypothesis stating that readers who use reading strategies effectively 

will perform better on the recall tasks than those who purported awareness and use of 

them is supported. 

Further, Kern (1994) argues that "the difficulty in thinking about difficult concepts in 

L2 places an extra load on memory and comprehension processes" (p.451). The present 

research data indicates that several students used mental translation while they were 

reading or thinking about information in both English and Arabic, as this was reflected in 

their recalls. They wrote in English but they were thinking in Arabic, because it is easier 

to think in LI than in L2 and so the brain automatically shifts languages (Upton, 1997). 

For example, student 7 wrote "end week" instead of weekend, which was in the text, 

because it is said in this word order in Arabic. Kim (1995) investigated EFL Korean 

students' recalls and found the same problem. Kim suggests that these students might be 

taught to read English in the word-for-word translation of each sentence. As a result, EFL 

students may find it more comfortable to restate sentences and words in their LI just to 

confirm their comprehension (Upton, 1997). Adamson (1990) assumes that text 

interpretation in the native language and bilingual note taking are critical for ESL adult 

students. Kern (1994) also found that the use of translation to assist comprehension 

decreased as reading proficiency increased. Eskey (1997) and Upton (1997) observed that 

less proficient readers tend to focus more on local strategies, including translation, while 

more proficient readers use global strategies. 
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6.2.1.5- Problem-Solving Reading Strategy Awareness in L2 

Problem-solving strategies include re-reading, reading speed adjustment, guessing, 

paying closer attention and getting back on track when loosing concentration. However, 

the mean for problem-solving strategy purported awareness of the NA group is 4.3, 

which is the highest, compared to the other two types of strategies, the qualitative 

analysis of the interviewees' reports indicated that none of the interviewees adjusted their 

reading speed while reading the L2 text. Instead, all of them reported that they read the 

text at a constant speed, whether slowly, moderate or quickly. That is why there was no 

correlation between the purported strategy awareness and the recall performance. For 

instance, students 5, 68, 87, and 105 whose Problem-Solving awareness means were as 

high as 4.8,4.6, 5, and 4.7 their recall percentages were as low as 9%, 9%, 3% and 9%. 

This does not support the third research hypothesis stating that Arabic-speaking readers 

with greater reading comprehension strategy awareness will do better in recalling their L2 

text. At the same time this discussion supports the fourth research hypothesis stating that 

knowing reading comprehension strategies does not mean that you are able to use them 

effectively. Problem detection and problem solving indicate the readers' awareness of 

lack of comprehension and as a consequent attempt to regulate their comprehension 

(Stromso, Braten and Samuelstuen, 2003). The relative absence of such strategies 

indicates that these students might not be able to detect their comprehension problems 

and would thus make no attempt to solve them. Therefore, L2 problem-solving strategy 

unawareness may have played a crucial role in the results of this study. 
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6.2.1.6- Problem-Solving Reading Strategy Use in L2 

According to our quantitative analysis of the participants' Reading Strategy 

Awareness Survey results, problem-solving strategies are the most known category for 

the NA group. Nonetheless, the data shows that most of the participants did not use 

problem solving strategies, such as stopping to think about what they read, reading 

carefully to make sure they understood the text ideas, and paying closer attention to 

difficult parts. Only, a few of them reported the use of guessing unknown words and re­

reading strategies while none of the rest of the problem-solving strategies were 

mentioned. Ignorance of these strategies caused a lot of the above mentioned reading 

problems of miscomprehending the main ideas that cannot be solved in the absence of the 

accurate application of problem-solving strategies. For instance, students 6,12, and 68 

reported their use of re-reading strategy, but their recall percentages were as low as 1%, 

0% and 9% respectively. Also, student 87 reported her use of the strategy of guessing the 

meaning of new words, but her recall percentage was 3%. This indicates their inaccurate 

use of these strategies. Regarding the misuse of re-reading strategy, student 12 stated that 

she re-read the underlined words and sentences. However, she underlined very detailed 

information such as proper names and numbers. Therefore, her misuse of the underlining 

strategy caused the inefficient use of the re-reading strategy. This supports the fourth 

research hypothesis stating that knowing reading comprehension strategies does not mean 

being able to use them effectively and readers who use these strategies effectively will 

perform better on the recall tasks than those who purported awareness of them. This 

result also confirms Barnett (1988) suggestion that readers who use certain problem-

solving strategies efficiently understand more of what they read than those who do not 
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use these strategies. Further, for adult readers, strategy knowledge and accurate use 

become more important for reading comprehension (Rupley and Willson, 1996). 

6.2.1.7- L2 Vocabulary 

Reading comprehension strategy unawareness and misuse may affect the readers' 

comprehension of single words. L2 readers may miscomprehend words because of their 

misuse of reading strategies. Hence, reading comprehension strategy awareness and use 

could be the most important component in the reading process for main idea 

comprehension and identification. However, "Foreign students consider vocabulary their 

most serious handicap in reading English, because words are the smallest meaningful 

units of the message and they play a more important role" (Yorio, 1971, p. 107). For this 

reason many NA students in the present study stated "I tried to understand word by 

word", "I could not understand some words", I got the new words and translated them to 

Arabic". Furthermore, Kim (1995) insists that the reader's vocabulary knowledge is a 

significant factor in comprehension. Kim (1995) argues that the mismatch between the 

readers' meaning and the author's meaning in which the reader has already learned the 

word and its familiarity seemed to have hindered the reader's attempt to guess at the 

meaning of the word used in the text. Student 24 in the present study is a good example 

of this phenomenon. She miscomprehended the idea of "develop a study plan" and 

recalled it as "the student improves himself because she focused on the word level not on 

the sentence level while she was reading. This indicates the mismatch between the 

author's meaning of the word 'develop' and the reader's meaning as she recalled it as 

'enhance or improve'. This is also one of the consequences of reading word by word 

using local strategies and ignoring one of the global strategies of using the contextual 
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clues to understand new vocabulary or information. When the reader does not grasp the 

context itself, word-meaning recognition is also handicapped (Koda, 1996). This is also 

the case of student 36 in the present study, who recalled 10% of the text and stated "I 

translated the text word by word but I could not understand some words". In addition, 

student 6, whose recall percentage was 1%, stated "I tried to understand word by word 

but it was very difficult to understand some words". This supports the third research 

hypothesis stating that FL readers with greater strategy awareness will do better in 

recalling their L2 text. 

On the other hand, Brisbois (1995) asserts that unfamiliarity with word meanings can 

lead to misinterpretation of the text as a whole. Therefore, connections between local and 

global understanding are bi-directional; that is, information from both lexical and 

contextual processing interact with each other influencing the overall text comprehension 

(Koda, 1996). These statements are compatible with Zhang's (2001) finding that 

vocabulary in his EFL Chinese subjects' minds was regarded as the basic building 

material for comprehension, particularly the low scorers. The present study provides 

good examples for these cases. For instance several students used local reading strategies 

solely without global ones and stated that they found difficult words that they could not 

understand. These students' recalls ranged from 0% to 10% of the L2 text. Therefore, 

these students need to learn how to dig out meaning from text and discover the relative 

importance not only of vocabulary items but also of sentences, ideas and paragraphs 

(Aslanian, 1985). 
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6.3-̂  What is the relationship between general reading proficiency level and reading 

comprehension strategy awareness or use? 

"In any discussion of second language reading the place to begin is thus proficiency in 

the language" (Eskey, 2005, p. 566). In the present research study, the results of the 

CanTEST and of recall protocols show that there was no correlation between L2 general 

reading proficiency level, reading strategy awareness and use and main idea 

comprehension and identification, with high CanTEST scorers scoring lower on recall 

than low CanTEST scorers. For instance, the two highest scorers on the CanTEST 12 and 

67 (11 out of 20) scored only 20% and 0% respectively in their recalls of main ideas, 

despite the fact that their awareness reports of Global, Support and Problem-Solving 

strategies were 4, 3.5 and 4.5, and 3.5, 3.8 and 4 respectively. These results confirm that 

awareness and effective use of reading strategy are more important for main idea 

comprehension and identification than reading proficiency and purported strategy 

awareness. This is in agreement with Hauptman's (1979) statement that basic reading 

ability is not strongly related to overall L2 reading proficiency. The native Arabic 

speakers may have enough vocabulary. They appear to know enough about grammatical 

structure and their language proficiency level is fine. But because of their lack of reading 

strategy awareness and effective use, they do not know on which part of the text they 

should focus and they cannot identify which sentences were putting forth the important 

points in the text, thus requiring that more attention be paid to them. Also they did not 

know what to do to solve their reading problems and which strategies to apply, and when 

and how to implement them appropriately. According to Barnett (1988), Grabe (1991), 

Hauptman (1979) and VanDuzer (1999), using appropriate strategies for different reading 
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tasks increases comprehension. Consequently, it was lack of knowledge of reading 

strategy and inappropriateness of strategy application of the NA group that hindered the 

comprehension and accurate recall of main ideas for our NA subjects. 

In contrast, several low CanTEST scorers, who scored (3 and 4 out of 20), scored 

27% and 28% respectively in their main idea recalls. Although these participants were 

not proficient readers, they recalled more idea units than their classmates with higher 

measured reading proficiency levels. These results provide further support for the view 

that L2 general reading proficiency level does not probably predict propositional recall of 

a text. It also suggests that reading strategy awareness and proper use could be more 

helpful and effective than only general reading proficiency in L2 reading comprehension 

(Swaffar, Arens, Byrnes, 1991). However, not all researchers are in agreement with this 

view. For example, Carrell (1991) reported that L2 proficiency level is a strong predictor 

of successful L2 reading; and Block (1986) claimed that reading ability in a second 

language is a function of proficiency in that language. 

With respect to LI, reading proficiency scores as measured by the Nelson Denny test 

for native English speakers showed that there is no relationship between LI general 

reading comprehension proficiency level and strategy use. For instance, highly proficient 

readers, whose percentile scores were 92% and 86% on the Nelson-Denny test, had 

percentile scores in the recall of main ideas as low as 17% and 24% respectively. 

However, less proficient readers in this group (55% and 57% on the Nelson-Denny test,) 

scored higher than highly proficient readers on the recall of main ideas (27% and 33% 

respectively). These results suggest that low proficiency readers were more aware of 

reading comprehension strategies and used them more than high proficiency readers. 
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Consequently, the former recalled more idea units and paid more attention to main ideas 

in the reading text. These results are in agreement with Swaffar, Arens and Byrnes (1991) 

statement that misreading is attributable to faulty application of schemata rather than 

language proficiencies. For example, NE subject 8, with a low reading proficiency (55%), 

performed better than her classmates from high and mid reading proficiency levels with 

respect to her descending recall pattern from high level ideas to low level ideas (see 

section 5.7.1). On the other hand, Taillefer and Pugh (1998) reported that language 

proficiency is the most important factor in reading texts for meaning. Olshavsky (1976) 

and Hare and Smith (1982) report that proficient readers used reading comprehension 

strategies more often than less proficient readers.In a similar vein, Kosminsky and 

Kosminsky (2001) and Rupley and Willson (1996) claim that less proficient readers 

usually have difficulty in using strategies that contribute to reading comprehension. 

Furthermore, this lack of a cumulative correlation between the Nelson-Denny scores 

and the recall scores raises the interesting question of what the Nelson-Denny test is 

actually measuring. Perhaps the abilities that the Nelson-Denny test measures are not the 

ones that students need to know to be successful in their academic reading. It seems that 

it is not enough to simply teach readers how to read. Students also need to go beyond 

basic decoding and learn how to extract the main idea from academic texts. Such 

extraction may also depend on other factors, including topic interest, text familiarity and 

difficulty. 
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6.4- What is the effect of text difficulty, topic familiarity and topic interest on main 

ideas comprehension and recall? 

6.4.1. Text Difficulty 

There was no significant correlation between subjects' rating of text difficulty and 

their recall scores. Although this could have been due to the close distribution of the NA 

group scores, a closer examination of the interview results confirms that the two are not 

in fact related. This result makes it easier to argue for the importance of strategy 

awareness and effective use. For example, student 12 stated "the text was not difficult" 

and recalled 12% of the text ideas. Student 105 also reported "the text is medium, not 

very difficult" and recalled only 9% of the text ideas. Further, student 6 reported "the text 

is neither easy nor difficult" and recalled 0% of the text ideas. As they did not find the 

text difficult, perhaps the poor recall of these students is due to their poor reading strategy 

awareness, which ranged between 50% and 60%. Furthermore, these students might not 

have accurately implemented the required strategies that help them to comprehend the 

text and recall its main ideas. It is also possible that these students are poor judges of text 

difficulty or that their judgment criteria are relevant to the recall tasks. Further, readers 

may not be aware of their serious and obvious comprehension problems when they are 

reading difficult texts. They are also not aware when they do not accurately understand 

the main ideas of such texts. 

6.4.2. Topic Interest 

The lack of correlation between this factor and the recall task of the L2 text is 

supported by statements made by participants during the interviews. For example, NA 

participant 36 stated "The text is good and interesting". This student recalled only 6% of 
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the text. Also NA participant 105 reported "I liked the topic it is good", but her recall 

percentage was 9%. In addition, NA participants reported "The text was interesting and 

suitable for our level", but she recalled only 12% of the text ideas. Further, student 17 

stated "The text is interesting and I liked it". However, her total recall percentage was 

11%. These low scores of main ideas and high scores of topic interest support the 

quantitative results that the topic interest factor has no effect on the recall amounts of 

main ideas. 

These results conflict with those of Wade and Adams (1990), who assert that 

information rated as interesting was recalled better by both skilled and unskilled readers. 

They also contradict Olshavsky's (1976) statement that greater interest relates to greater 

use of reading comprehension strategies. It is noteworthy that Wade and Adam's (1990) 

and Olshavy's (1976) students were not only interested in reading the assigned topic, but 

also scored high marks in their recalls. They were also aware of the main idea reading 

comprehension and identification strategies. In contrast, students in the present study 

were interested in reading the assigned text, but they scored very low in recalling its main 

ideas. This underscores the saliency of being aware of main idea comprehension and 

identification strategies. Another factor was raised by NA participant 5 who stated that he 

remembered the ideas he liked and ignored the points that he did not like, and he recalled 

only what he agreed with. This statement is also in accord with Wade and Adams (1990) 

and Olshavsky's (1976) findings. 



191 

6.4.3. Topic Familiarity 

Regarding topic familiarity, familiarity with text significantly affected reading 

comprehension and recall. For instance, 14 students scored 1 (very little background 

knowledge) and their recall scores were 0%. In contrast, students 26, 32, 42, 77 and 86 

scored 4 and 5 (a fair amount of background knowledge and quite a lot) and their recall 

scores were 36%, 32%, 27%, 25% and 25% respectively. This is an additional indication 

of the significant effect of familiarity on reading comprehension and on the recall of main 

ideas. Students who had greater background knowledge and who applied it appropriately 

scored higher than those who were not familiar with the topic, or than those who applied 

their prior knowledge improperly in a reflective manner as mentioned above. These 

results support Johnson's results sited in Carrell and Eisterhold (1983) asserting that a 

text on a familiar topic is better recalled than a similar text on an unfamiliar topic. These 

results are also in accord with Carrell (1987), Steffensen (1988) and Kozminsky & 

Kozminsky (2001), who assume that readers will comprehend and recall more ideas if 

texts comprise a familiar topic for which readers have enough background knowledge. 

These results agree with Pressley, Ghatala, Woloshyn, and Pirie (1990), who argue that 

adult readers might be more able to notice whether they have missed the main ideas when 

they are familiar with the content area of a text. 

Students 1, 14, 33, 60, 73, 82 and 95, who scored 4 and 5 (a fair amount of 

background knowledge and quite a lot), had recall scores of 0%. This indicates that these 

students were familiar with the topic but could not recall the main idea of the text. For 

instance, student 6 reported "I have an idea about the text", but she did not recall the main 

idea of the text. This is presumably because of her low strategy awareness mean of 3.2. 
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Hence, this example indicates that strategy awareness has a stronger effect on main idea 

recall than topic familiarity. Nonetheless, the results do not necessarily conflict with the 

findings of Carrell (1987), Steffensen (1988) and Kozminsky & Kozminsky (2001). 

Instead, they indicate that background knowledge may not be a sufficient condition for 

good recall. Despite their familiarity with the subject matter, these students were unaware 

of the reading comprehension strategies that might help them to understand the text and 

recall its main ideas. 

Therefore, these score differences in text ease, familiarity and topic interest (Table 

23) and in reading strategy awareness (Table 14) between the experimental and the 

control group could be related to their significant differences in the recall of main ideas of 

the English text shown in Tables 15 and 19 above. Consequently, these results support 

the researcher's assumption of the great importance of the underlying reading 

comprehension strategy awareness and use for main idea identification. In brief, this 

discussion of the text difficulty, topic interest and familiarity indicates that despite the 

role of these three issues, reading strategy awareness and use remain critical to reading 

comprehension and main idea recall. 
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6*5- Is there a facilitatory relationship between reading comprehension strategy 

awareness and use that leads to more effective recall of main ideas? 

Equation of strategy awareness and use seems to be quite standard in the literature on 

reading strategies. However, awareness and use appear to be independent from one 

another, as knowledge about reading strategies does not necessarily imply knowing how 

to use them. As we have seen in the present study, even when NA students were aware of 

such strategies, they tend to misapply them. For example, students who employed 

underlining tended to underline details instead of main points. This claim is also 

supported by the lack of a significant effect of the reading comprehension strategy 

awareness on the recall performance of LI and L2 texts. Thus, strategy awareness and 

effective use are both required for better comprehension and recall performance; it is 

impossible for students to use strategies without being aware of them and being aware of 

these underlying strategies is not enough to be able to use them accurately. 

The following chapter summarizes the findings of the present study and outlines some of 

its limitations. The chapter also suggests implications of our results for the classroom and 

provides suggestions for future research. 



CHAPTER SEVEN 

Conclusion 

The main findings of the present research will be summarized in the first section of 

this chapter. This will be followed by a discussion of the study's limitations and 

suggestions for future research. Classroom implications of the study are addressed in the 

final section. 

The results of the present study demonstrated that the native Arabic (NA) speaking 

group lagged behind the native English (NE) speaking control group in strategy 

awareness and use. The NE speaking control group generally reported greater use of 

reading comprehension strategies than the NA speaking group for the LI texts. The NE 

control group students were also more aware of global, problem-solving and support 

reading strategies than the experimental group. NE speaking group interviewees 

mentioned several strategies from these three strategy categories that were not cited by 

any NA group interviewee. The use of these three strategy categories was reported 

significantly more often by NE group students than by NA group students. This suggests 

the facilitatory relationship between strategy awareness and use, as unaware students 

could not use any salient strategies. Thus, awareness alone is not enough for better 

reading comprehension performance. 

Students from NA group who did not use any support strategies, such as note taking, 

underlining and translation, recalled the least propositions from both LI and L2 texts. 

Furthermore, the use of local reading strategies, such as focusing on word-level 

processing, led to recalling the supporting details more than the main idea of the reading 

text. 
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Recall by the NE group was consistent with the hierarchy principle, as there were 

significant differences in the mean recall amounts from each propositional level and their 

recall means descending in a hierarchal manner form from PI to PV. In contrast, LI recall 

by the NA group yielded no significant differences between the propositional levels. The 

highest amount of recall was from PIII, followed by PII then PV then PI. This 

unsystematic recall yielded a zigzag pattern of LI recall by the NA group. Nor was the 

L2 recall by the NA group consistent with the hierarchy principle, as their highest amount 

of recall was from PI followed by PIII, PII and PV, with the least amount recalled from 

PIV. This inconsistency with the hierarchy principle demonstrated the NA students' lack 

of awareness and means of application of the required reading strategies for 

comprehension and identification of main idea. 

All students from the NA group who recalled nothing (their recall scores were 0%) 

from the English text also failed to recall the main idea of the Arabic text. So their recall 

scores were in parallel. This could be because of their lack of the required reading 

strategy awareness or their misuse of them. This is also possibly because traditional 

Libyan methods of teaching and representing language and literacy do not include the use 

of reading strategies in LI reading. Thus, Libyan students could not transfer useful LI 

reading strategies to their L2 reading. In other words, Libyan students' lack of reading 

strategy awareness and its consequences were related to these readers' specific LI and FL 

literacy experiences and to their educational curriculum and methodology. From these 

results we can see that the NA students need to enhance their LI reading proficiency and 

to learn how to transfer good LI reading strategies to the L2 reading context. Lack of 

knowledge of strategies for main idea comprehension in reading may negatively affect 



the general academic performance of these university students. 

A positive correlation was found for both the control and the experimental groups 

between background knowledge of the topic and text comprehension. Students in the NE 

control group were generally able to make satisfactory connections between their prior 

knowledge and the main ideas of the text in order to facilitate text comprehension. In 

contrast, some of the NA students' unawareness of or misuse of this strategy resulted in 

misinterpretation of the text and contributed to their low recall scores of its main ideas. 

Although prior knowledge is important for L2 comprehension, this result indicates that 

such knowledge must be appropriately activated and used in order for it to translate into a 

higher degree of text comprehension. 

The control group participants used more problem-solving reading strategies than the 

experimental group students while reading their LI texts. Experimental group students 

reported awareness of more problem-solving strategies than they used. Thus, their 

comprehension and recall means were lower than the NE group in amount and different 

in hierarchal pattern. This confirms previously reported findings that good readers 

actually do use more problem-solving reading strategies, such as re-reading, changing 

speed and imaging than poor readers do (Hare, 1981; Feng & Mokhtari, 1998). This also 

indicates and supports the existence of a facilitatory relationship between strategy 

awareness and use, as they complement each other. Some limitations of the study are 

discussed in the following section. 
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7.1-Limitations of the Present Study 

The present research explored reading strategy awareness and use for main idea 

identification in academic reading. This study was limited tol 12 Arabic speaking 

university students majoring in teaching English as a foreign language (TEFL) from three 

different Libyan governmental universities and 16 English language speaking students 

from the University of Ottawa majoring in teaching English as a second language 

(TESL).Thus, the results obtained from the present study may apply only to those 

students in the experimental and the control groups. This small number of the control 

group participants may prevent the researcher from generalizing the results of this study 

to students at other educational institutions or in other cultures. In addition, the small 

control group hindered some statistical analyses that were applied to the experimental 

group. 

Another limitation could be that the results obtained may have been affected by other 

intervening variables, which were not considered in the present study. These variables 

include participants' attitudes towards the performed tasks, personal experience in 

reading, personal learning styles, understanding of the task demands and other individual 

differences. However, these limitations do not change the fact that such a study may 

generate insights about the use of strategies for these two groups that contribute to a 

better understanding of the importance of main idea comprehension and strategy 

awareness and use for academic achievements of similar Arabic speaking students, or 

other students with non-European language backgrounds. Future research that may 

address some of the limitations of the present study is proposed in the following section. 
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7.2- Suggestion for Future Research 

Further research is needed on larger groups of Arabic speaking EFL students from 

different educational backgrounds in order to replicate the results of the present study. 

Research also needs to be conducted to determine if instruction in reading comprehension 

strategies will result in increased achievement by EFL students in text comprehension 

and main idea identification. Also, further research should be done to determine the most 

effective instruction techniques and academic support for helping students improve their 

academic achievement and become more successful learners. 

7.3- Classroom Implications 

In the light of the present and previous research findings, it might be possible to 

enhance readers' reading comprehension by having teachers focus students' attention on 

identifying main ideas and important supporting details in texts. One approach would be 

to make students aware of the text structure and organization that can be gleaned from 

previews, introductions and summaries (Wade &Adam, 1990). This can be accomplished 

by incorporating some elements of strategy awareness into L2 reading instruction and by 

teaching some of the basic reading strategies, such as skimming and anticipating (Zhang, 

2001). 

Also, teachers need to introduce students to strategies for organizing information, 

which show the relationship between main ideas and supporting details (Feng and 

Mokhtari, 1998). One way of doing this is to pair students' metacognitive knowledge 

with their use of reading strategies in real reading contexts (Zhang, 2001). This can be 

done by training students to read the first sentence from each paragraph and then state the 



topic of the text. Teachers may also ask students to read one paragraph and discuss with 

them the main idea of this paragraph and the location of the topic sentence and the 

supporting sentences. This would help students identify the role of each sentence in the 

paragraph in a support hierarchy. By engaging in exercises of this type, students may 

increase their awareness of text structure and organization; thereby enhancing their 

reading comprehension and main idea identification ability. This in turn may improve 

their general academic performance. This can be reached through explicit practical 

teaching of these strategies and continuous training from the very beginning stages of 

schooling, because training to implement these strategies is more important than just 

telling students about them. Thus, awareness and use facilitate each other to improve 

comprehension and recall of main idea. 

Teachers can also encourage students to share their positive experiences of using 

reading comprehension strategies. This can be done through applying small group 

reading activities in the classroom, such as asking each student to read one paragraph and 

explain its main idea to the group and how he or she was able to identify it. This would 

allow good readers', who are more aware of the strategies they use and also tend to 

invoke strategies more flexibly, to share this knowledge with less proficient readers. This 

may in turn encourage less proficient readers to think about their reading processes and 

build up their confidence in using this new strategic knowledge (Feng and Mokhtari, 

1998). Teachers of reading can also focus learners' attention on the three categories of 

reading strategies (global, problem-solving and support) to help them improve their 

reading comprehension ability. One way of doing so is to ask students to complete 

Mokhtari and Sheorey's (2002) Survey of Reading Strategy (SORS) to raise their 



awareness of these strategies and ultimately increasing their effective usage of them 

through continuous practical training. 

It is crucially important, before asking teachers to incorporate strategy instruction in 

their classrooms, to convince them that students may have reading problems that must be 

resolved and that resolution of these problems is more important than teaching the 

meaning of specific words and concepts (Block, 1992). This could be done by providing 

teachers with programs and seminars on FL reading strategies. The goal of these 

programs would be to introduce teachers to cognitive and metacognitive reading 

strategies and to convince them of their importance to students' ultimate success in 

reading. Such seminars are especially needed where EFL teachers have never been 

explicitly exposed to these strategies and are unaware of how to teach and implement 

them effectively in their classes. 

Lastly, it would help students and further our understanding of reading if classroom 

teachers were to take up teacher-researcher roles through training L2 readers in the 

effective use of the reading strategies in real reading tasks and assessing the outcomes. 

These approaches could include having students fill out reading strategy questionnaires, 

recall protocols, think-aloud exercises and journal reports to help teachers explore the 

kinds of reading strategic knowledge students possess and lack. These activities may also 

help teachers to diagnose their students' problems and consequently modify their 

teaching methods to solve them, thereby enhancing their students' reading achievement. 
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APPENDIX B: Survey of Reading Strategies 

The purpose of this survey is to collect information about the various strategies you use when you read academic 

materials in English, (e.g., reading textbooks for homework or examinations). 

Each statement is followed by five numbers, 1, 2, 3, 4, and 5, and each number means the following: 

' 1' means that 'I never do this' 

'2 ' means that 'I do this only occasionally' 

' 3 ' means that 'I sometimes do this' 

'4' means that 'I usually do this' 

'5 ' means that 'I always do this' 

After reading each statement, circle the number which applies to you. Note that there is no right or wrong response to 

any of the items on this survey. 

Statement Never 

1.1 have a purpose in mind when I read. 

2.1 take notes while reading to help me understand what I read. 

3.1 think about what I know to help me understand what I read. 

4.1 take an overall view of the text to see what it is about before reading it. 

5. When text becomes difficult, I read aloud to help me understand what I read. 

6.1 think about whether the content of the text fits my reading purpose. 

7.1 read slowly and carefully to make sure I understand what I am reading. 

8.1 review the text first by noting its characteristics like length and organization. 

9.1 try to get back on track when I lose concentration. 

10.1 underline or circle information in the text to help me remember it 

11.1 adjust my reading speed according to what I am reading. 

12. When reading, I decide what to read closely and what to ignore. 

13.1 use reference materials (e.g. a dictionary) to help me understand what I read 

14. When text becomes difficult, I pay closer attention to what I am reading. 

15.1 use tables, figures, and pictures in text to increase my understanding. 
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16.1 stop from time to time and think about what I am reading. 

17.1 use context clues to help me better understand what I am reading. 

18.1 paraphrase (restate ideas in my own words) to better understand what 

I am reading. 

19.1 try to picture or visualize information to help remember what I read. 

20.1 use typographical features like bold and italics to identify key information. 

21.1 critically analyze and evaluate the information presented in the text. 

22.1 go back and forth in the text to find relationships among ideas in it. 

23.1 check my understanding when I come across new information. 

24.1 try to guess what the content of the text is about when I read. 

25. When text becomes difficult, I re-read it to increase my understanding. 

26.1 ask myself questions I like to have answered in the text. 

27.1 check to see if my guesses about the text are right or wrong. 

28. When I read, I guess the meaning of unknown words or phrases. 

29. When reading, I translate from English into my native language. 

30. When reading, I think about information in both English and Arabic. 
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Arabic Version of Reading Strategies Survey 
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APPENDIX C: Reading Instructions and Text for the Pilot Study 

• Read the following text at your own rate. Afterwards, you will be asked to recall 

in writing as much of the text as possible. 

• Feel free to write on the text pages during your reading if that helps you to 

comprehend it. 

• After you have completed reading, place the text into the envelope provided. 

• Now, read the instructions for the recall tasks. 
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Functional Foods 

April 24, 2002 

By Kathleen Meister 

Foods that may have health benefits beyond the traditional nutrients that they contain are 

often called "functional foods." The concept of functional foods has become popular in 

recent years, first in Japan and later in other countries, including the U.S. 

While it would be helpful if we could prevent a wide range of specific diseases by 

consuming certain foods, in most cases the science behind such an approach isn't very 

strong yet, and in some cases there is no scientific evidence at all. 

In the U.S., the term "functional foods" has no official, universally accepted definition. 

Foods don't have to pass any test or meet any standard in order to be described as 

"functional." To help shed some light on the issue, a new report from the American 

Council on Science and Health, facts about "Functional Foods", ranks a variety of 

functional foods health claims according to the strength of the scientific evidence. 

In the U.S., the best way for consumers to find out whether a food has any scientifically 

established health benefits beyond basic nutrition is to look for a special type of statement 

called a "health claim" on the food label. Health claims must be pre-approved by the 

Food and Drug Administration (FDA) before they can be used. This differs from the 

procedure used for structure/function claims on the labels of foods or dietary 

supplements. Structure/function claims are expected to be truthful, but they do not require 

FDA pre-approval. While the scientific data underlying statements on various food 

packages are not equally reliable, it's a start. 

ACSH classifies the strength of the scientific evidence for the benefits of various 

functional foods currently on the market as follows: 

Very strong: whole oat products (lowered cholesterol levels and reduced heart disease 

risk), foods containing psyllium (lowered cholesterol levels and reduced heart disease 

risk), whole soy foods and foods made with soy protein (lowered cholesterol levels and 

reduced heart disease risk), special fortified margarines made with plant stanol or sterol 

esters (lowered cholesterol levels and reduced heart disease risk), sugarless chewing 
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gums and candies made with sugar alcohols (do not promote tooth decay). The FDA has 

approved health claims for all of these products. 

Strong: Fatty fish containing omega-3 fatty acids (reduced risk of heart disease). 

Moderate: Cranberry juice (reduced risk of urinary tract infection), organosulfur 

compounds in garlic (lowered cholesterol levels). 

Weak to moderate: Green tea (reduced cancer risk), lycopene in tomatoes and tomato 

products (reduced risk of some types of cancer, especially prostate cancer). 

Weak: Dark-green leafy vegetables containing lutein (reduced risk of macular 

degeneration), meats and dairy products containing conjugated linoleic acid (various 

health benefits), cruciferous vegetables (reduced cancer risk), probiotics (beneficial 

effects on gastrointestinal function and immunity). 

ACSH will update its information on functional foods as new research is done. 

Safety concerns have been raised about some functional foods, especially foods 

containing added medicinal herbs. Concerns have also been raised about the possibility 

that the promotion of functional foods may mislead people into thinking that eating them 

is more important than choosing a balanced diet or taking other steps to prevent or treat 

health problems. Exaggerated claims for some functional foods and inconsistent 

regulations may contribute to consumer confusion. 

Consumers need to be cautious and sceptical when evaluating claims made for functional 

food products. ACSH recommends that consumers who are interested in incorporating 

functional foods into a healthy lifestyle should first consider products that carry FDA-

approved health claims. These foods have been convincingly demonstrated to be 

beneficial for their intended purposes when consumed as part of a generally well-

balanced and healthful diet. Consumers who wish to try functional foods that do not carry 

FDA-approved health claims should realize that there is no substantial proof that these 

foods have the special benefits claimed for them. 

Functional foods are only one aspect of diet, and diet is only one aspect of a 

comprehensive lifestyle approach to good health, which should include regular exercise, 

tobacco avoidance, maintenance of a healthy body weight, stress reduction, and other 
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positive health practices. Functional foods can sometimes be part of an effective strategy 

to promote good health, but they should never be considered a substitute for other good 

health habits and they should never be used instead of medically prescribed therapy for 

any health problem. 
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Instructions for the Recall Task 

• Recall as much of the text as possible by writing down all that you remember from 

it on the attached blank pages. 

• You can write in Arabic, English or in both languages. 

(jpJJl l^Kj j | *JjjkJVI j ! AJJJXJ! AittL U&\ duLu 
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APPENDIX D: Prepositional Analysis 

Prop# 
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Propositions 

Functional foods. 

Foods that may have health benefits beyond the traditional 

nutrients that they contain are often called "functional Foods". 

that they contain 

The concept of functional foods has become popular in recent 

years. 

First in Japan and later in other countries including U.S. 

While 

it would be helpful if we could prevent a wide rang of specific 

diseases by consuming certain foods. 

In most cases the science behind such an approach is not very 

strong yet. 

And in some cases there is no scientific evidence at all. 

In the U.S., 

the term 

"functional foods" has no official, universally accepted 

definition. 

Foods don't have to pass any test or meet any standard in 

order to be described as "functional". 

To help shed some light on the issue, 

A new report from the American Council on Science and Health, 

facts bout "Functional Foods". 

Ranks a variety of functional foods health claims according to 

the strength of the scientific evidence. 

In the U.S., the best way for consumers to find out 
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whether a food has any scientifically established health 

benefits beyond basic nutrition 

Is to look for a special type of statement called a "health 

claim" on the food label. 

Health claims must be pre-approved (by the Food and Drug 

Administration (FDA)) before they can be used. 

by the Food and Drug Administration (FDA) 

This differs from the procedure used for structure/function claims 

on the labels of foods or dietary supplements. 

Structure/function claims are expected to be truthful, 

But they don't require FDA pre-approval. 

While the scientific data underlying statements on various food 

packages are not equally reliable, 

It is a start. 

ACSH classifies the strength of the scientific evidence for the 

benefits of various functional foods 

currently on the market: 

as follows 

Very strong: 

whole oat products (lowered cholesterol levels and reduced heart 

disease risk), 

Foods containing psyllium (lowered cholesterol levels and 

reduced heart disease risk), 

Whole soy foods and foods made with soy protein (lowered 

cholesterol levels and reduced heart disease risk), 

Special fortified margarines (lowered 

cholesterol levels and reduced heart disease risk), 

made with plant stanol or sterol esters 

Sugarless chewing gums and candies made with sugar alcohols 
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made with sugar alcohols 

The FDA has approved health claims for all of these products. 

Strong: 

Fatty fish (reduced risk of heart disease). 

Containing omega-3 acids 

Moderate: 

Cranberry juice (reduced risk of urinary tract infection), 

Organosulfur compounds in garlic (lowered cholesterol levels). 

Weak to moderate: 

Green tea (reduced cancer risk), 

Lycopene in tomatoes and tomato products (reduced risk of some 

types of cancer, especially prostate cancer). 

Weak: 

Dark- green leafy vegetables containing lutein (reduced risk of 

macular degeneration), 

(Containing lutein) 

Meats and dairy products containing conjugated linoleic acid 

(Various health benefits), 

Containing conjugated linoleic acid 

Cruciferous vegetables (reduced cancer risk), 

Probiotics (beneficial effects on gastrointestinal function and 

immunity). 

ACSH will update its information on functional foods as new 

research is done. 

Safety concerns have been raised about some functional foods, 

Especially foods containing added medicinal herbs. 

Concerns have also been raised about the possibility that 

The promotion of functional foods may mislead people into 

thinking that eating them is more important than choosing a 
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balanced diet 

or taking other steps to prevent or treat health problems. 

Exaggerated claims for some functional foods and inconsistent 

regulations may contribute to consumer confusion. 

Consumers need to be cautious and sceptical 

when evaluating claims made for functional food products. 

ACSH recommends that consumers who are interested in 

incorporating functional foods into a healthy lifestyle 

should first consider products that carry FDA-approved 

health claims. 

These foods have been convincingly demonstrated to be beneficial 

for their intended purposes 

when consumed as part of a generally well-balanced and healthful 

diet. 

Consumers who wish to try functional foods that do not carry 

FDA-approved health claims they should realize that there is no 

substantial proof that these foods have the special benefits claimed 

for them. 

that do not carry FDA-approved health claims 

Functional foods are only one aspect of diet, and diet is only 

one aspect of a comprehensive lifestyle approach to good 

health, 

Which should include: 

regular exercise, 

Tobacco avoidance, 

Maintenance of a healthy body weight, 

Stress reduction, 

And other positive health practices. 
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Functional food can sometimes be part of an effective strategy 

to promote good health, 

But they should never be considered a substitute for other 

good health habits 

And they should never be used instead of medically prescribed 

therapy for any health problem. 
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APPENDIX E: Reading Texts 

English Text 

How to juggle study and work 

Tola Awogbamiye 

Saturday March 27, 2004 

The Guardian 

With ever increasing fees, working while studying is the norm for many students. 

Faced with potentially huge debts, some students may be tempted to take part 

time jobs that involve working lots of hours, but this may have a detrimental 

impact on their studies. 

University is more than just about getting a degree: extracurricular activities and 

a social life are also important. How can students balance studying with working 

part-time and also ensure that they do not miss out on university life? 

Develop a study plan. Once you have your timetable, and an idea of when your 

assignments are due, develop a plan of the best times for you to study, whether 

this be evenings, mornings or weekends. This will help you determine which 

hours and days you can work. 

Choose a job that is flexible. You may need time off from your job during exams 

or if you have deadlines for coursework, so choosing the right job, where the 

employer is understanding and willing to be flexible, is important. 

You can mention this at interview, but Brian Staines of Bristol University Careers 

Office says: "It may be better to wait until you have been offered the job, have 

worked for a while, and have had the opportunity to prove yourself before 

mentioning that you might need time off. 

"When you look for a job, it's best to start with working a few hours and then once 

you get used to the job and know how much you can cope with, you can increase 

the hours. 
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"It's always easier to increase rather than decrease the number of hours you 

work," says Cary Cooper, professor of psychology and health at Lancaster 

University Management School. 

Choose a job that fits in with your study pattern. Working out your study pattern, 

ie whether you're at your best in the mornings, evenings or late. Some students 

are night owls preferring to study late at night, others are larks. 

Some students may prefer to work a few evenings a week, others at weekends. 

"Although work is important they need to find a job with hours that fit around their 

optimal times for studying rather than the other way round," says Professor 

Cooper. 

Don't take a job that's too demanding. The type of job you look for will depend on 

your skill set. Apart from the usual student-type jobs, there are roles in offices 

which can be done at weekends and evenings - jobs such as being a 

presentation operator using PowerPoint or even evening and weekend 

secretarial work. 

Although these jobs pay well, it may be a challenge to balance studying with 

these types of job. "A job developing PowerPoint presentations may be too 

mentally demanding and tiring because you will be looking at a screen most of 

the time," says Cary. 

Be industrious in your search for work. There may be part-time jobs available in 

call centres or as photocopy clerks in banks and law firms. There may even be 

jobs in security, which give you the opportunity to study 'on the job', perhaps on 

site at an unoccupied building, so it's a good idea to cast the net a bit wider when 

looking for part-time work. 

Know your limits. There isn't a figure for the maximum number of hours that 

students can work before it impacts negatively on their studies since this will vary 

from student to student. 

However, Brian Staines says: "At Bristol, we believe that if students work more 

than 12 hours a week during term time, this could have a negative effect on their 

studies. We have a job shop at Bristol offering part-time jobs and all the jobs are 
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a maximum of 12 hours. 

"If students for example work 20 hours a week, then their work could suffer 

unless they are incredibly disciplined," he explains. "Also university is about more 

than just studying. Social time and extracurricular activities are also important." 

Balancing part-time work with studying is a challenge that more and more 

students will face. 

"A part time job, which involves long hours, may help their finance in the short 

term but could have a negative impact on long-term job prospects if they don't 

get a good degree," adds Brian. 

EducationGuardian.co.uk © Guardian Newspapers Limited 2004 

http://EducationGuardian.co.uk
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Arabic Text 
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(jjLtai pLu i i l j i" il il iitt Ajlj2" _jA ,Ajlxwa5lj • «;î *tMt ajjS ( jc. SJjjjoLall j l j l L j j tjJSJJ (Jj2j Ls£ ,»Lul ljl& •̂ !-̂ ?JI 

O^VJJI d l l idaJI CjLj-aVlj J ^ l j ^ l j OJSj**Jlj (JJAUIAJIJ 6_) ;?J"I (jl ̂  "ill ^ Ac J<I-N A "OJA ujl Q n wi j j (J^utll 



239 

p JI_OJOJI (—ijlja* ^^Ic J J & j ^ (yj^J ^ j l j ^ j J I (Jjm«£ L S J ^ I ( j j^J- 0 ^ " " J A B 1 ^ (JLaC^I 0JIJ2J ( j n t rm LaS 

.LiUa -54U ^ j \ j j | jj^J ^ j j i j j <_i^jlaJ| ClLUali p J-aa-a i j j j CjLj lJJ Ajtlljll 4-oLJI (Jjl-IaJi 1 •''jJVnj 

( j j U moll J^C (jl" jOjj^aJI C j l i i la j j l l ( j c (J j^^^S (Laic ^ — , -u i j jJ j -x / i la , i_Aja ) ^.aJTJJ c j ^ j ' ' '"^JJ 

( j i l (j_J-aiil a A j ^ i ri A\\ Ajtl\ ( j c (, '«U i >il AJ^ IJ j a j s - ^ j j (_jl S j U a j UlUa " ^ i l l Axl\ li$J l i a j l j ] ^^Ic 

^^ifc a^JjjJUJ ajflj ( j a j . » A _ y c j ( j j j j j j j i l j ( j j j i u V — [ J J ^ J ^ J S O 4 " J U j A r ^ J U-W"^ r*6-̂ H Aalli^a Cju l i ! 

f(S.'.!' n J ( j ' U^"°d (-S-^ L$\ '—1J-^J I n V l <Lalui "LsjLajS ^\JA < J C ^ J * * * - " ' (_SJ11 Lj ia <jual i . 1 V) ft Till (JJLuij (JLaxiail 

."Cjbl$-ii V j <lLLu i ^ l l j i i . ' . ' ^ " j V > a V U tfUi b l i . La j . <J j l i a l l i—ll^j^al I j j i rn j l 

C i j i u J l ^ i_J ja.1 e-Vj^l ( J - 4 ^ < ^ 1 ,̂<\j«T.7j I Jala. (jjfLiui 4JJ2LJH a^A ^L>J o ' 5-uu-u.̂ -all ( j c ( j j i j j j j w i l l j£j)J 

^^Jc J_ajuaaJl Laj l j L . h i c j (OLall 1 hn^SI AJI^J ^ aJo.il.ic! S j U j j l$ - i Jal ja j^ l t (_?lc LJ^Lkll * j-s ni" j 4LLa]| 

.l_jiSallj ( j ^ j a J I C l L J I j (J-a*JI (jjl^Joi! ^^Ic t -S ja jJ I j 4aig_<J! C l l j j i J I 

www.daralhayat.com 

http://aJo.il.ic
http://www.daralhayat.com


240 

APPENDIX F: Propositional Analysis for the English Text 
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Propositions 

How to juggle study and work 

With ever increasing fees, working while studying is the 

norm for many students. 

Faced with potentially huge debts, 

some students may be tempted to take part time jobs 

that involve working lots of hours, 

but this may have a detrimental impact on their studies. 

University is more than just about getting a degree: 

extracurricular activities and a social life are also 

important. 

How can students balance studying with working part-

time and also ensure that they do not miss out on 

university life? 

Develop a study plan. 

Once you have your timetable, and an idea of when 

your assignments are due, develop a plan of the best 

times for you to study, 

whether this be evenings, mornings or weekends. 

This will help you determine which hours and days you 

can work. 

Choose a job that is flexible. 

You may need time off from your job during exams or if 

you have deadlines for coursework, 

so choosing the right job is important, 

where the employer is understanding and willing to be 

flexible. 

You can mention this at interview, 

but Brian Staines of Bristol University Careers Office says: 
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"It may be better to wait until you have been offered the 

job, 

have worked for a while, 

and have had the opportunity to prove yourself before 

mentioning that you might need time off. 

"When you look for a job, it's best to start with working a 

few hours and then once you get used to the job and know 

how much you can cope with, you can increase the hours. 

It's always easier to increase rather than decrease the 

number of hours you work, 

says Cary Cooper, 

professor of psychology and health at Lancaster University 

Management School. 

Choose a job that fits in with your study pattern. 

Working out your study pattern 

whether you're at your best in the mornings, evenings 

or late. 

Some students are night owls preferring to study late at 

night, 

others are larks. 

Some students may prefer to work a few evenings a week, 

others at weekends. 

"Although work is important they need to find a job with 

hours that fit around their optimal times for studying rather 

than the other way round," 

says Professor Cooper. 

Don't take a job that's too demanding. 

The type of job you look for will depend on your skill 

set. 

Apart from the usual student-type jobs, 
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there are roles in offices which can be done at weekends 

and evenings - jobs 

jobs such as being a presentation operator using 

PowerPoint 

or even evening and weekend secretarial work. 

Although these jobs pay well, it may be a challenge to 

balance studying with these types of job. 
XVA job developing PowerPoint presentations may be too 

mentally demanding and tiring because you will be looking 

at a screen most of the time," 

says Cary. 

Be industrious in your search for work. 

There may be part-time jobs available in call centers or 

as photocopy clerks in banks and law firms. 

There may even be jobs in security, 

which give you the opportunity to study 'on the job', 

perhaps on site at an unoccupied building, 

so it's a good idea to cast the net a bit wider when 

looking for part-time work. 

Know your limits. 

There isn't a figure for the maximum number of hours 

that students can work before it impacts negatively on 

their studies 

since this will vary from student to student. 

However, Brian Staines says: 

"At Bristol, 

we believe that if students work more than 12 hours a week 

during term time, this could have a negative effect on their 

studies. 
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We have a job shop at Bristol offering part-time jobs and 

all the jobs are a maximum of 12 hours. 

"If students for example work 20 hours a week, then their 

work could suffer unless they are incredibly disciplined," 

he explains. 

"Also university is about more than just studying. Social 

time and extracurricular activities are also important." 

Balancing part-time work with studying is a challenge 

that more and more students will face. 

"A part time job, which involves long hours, may help 

their finance in the short term 

but could have a negative impact on long-term job 

prospects if they don't get a good degree," 

adds Brian. 

Ill 

III 

V 

in 

i 

II 

II 

V 

2 

.2 

.5 

2 

8 

4 

4 

.5 
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APPENDIX G: Prepositional Analysis for the Arabic Text 

Prop# 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

12 

13 

14 

15 

16 

17 

18 

19 

20 

21 

22 

23 

Propositions 

J j l i a i ! (_i;JaJjj 4_jl_tual| ^JJ^JLAJ ^JJJJLAIA 

^ j l i * 4JU-aj S j J i U ^ h&l\ &IA1\ ^a f L^VI L ^ W ^ fcsWjM J ^ ^ k ^ 1 £« 

, f l luJI J^ai f l f l J ! JJU j»le <J£ l^Je l j a . j j S i * <«AJ 

5 - * « « * ~s \^i i * —' — w ~s 

U j t f i » l j * - i j iilS^AM dls 5^i l i» ^S2lc ^J& i j i i l ^ L.^ib ,^Ulall (Jau o\ VI 

5 JOJJ U JlC 

4 J J U J | ^ e - t u a j l 

i*(S"""ljJ aU2V JLaJ! <>a*J jlJ>Jl j l 

.(ill J j \ *1A\ 1JA • y l iLp.UuH ^SUVI S j L j j j j i u l l J f t i i L u a l i Ulaxl\ J, ASUJV j l 

(Jj l j ( j i l l 4-iu>23-(JJLAL^ '. <M"4£>JH j j l i"",!J J l SJ^ill oifc J>JJU 

Aj j j j l J J j b j j u j 

Aiul 23-| j ' * " ^ ' . "1 " 

Ul j i a i - i i la j j J j J J d i l£ jJUl (_£.la.l du l£ Laila. (J-axll IJlA ^jAliiJl d l i l " 

.(J j l la l l ^ 'i j j l j l o 

.J*e icLui JS £e I jV jJ 15 (|l tusAU £l£ CiLaJa-ll tJA f i l l 4Jji?-ilVij U £ l VI 

".JUail 4-kmjla AAJU! 4u.i.llb 1,1a. l i K a l l A j 

• 1 O , , ' - , , J 

. LUAJJJ VJJS i l b l i 5JLAL»JI J f SL j l l Jaau J e Sji&ll O^jJa" 

IjAUiJ (J^U^JJ^Jc UiuSAJ Ĵ aLSI S j l j j J l <.ll?*l.1 LLalij 

jV jJ LJVI L u i »j!jL« J U (jiajS J f tJ 

" . JL j j l i j - 4 ^ i ajfar.t | j <UI j i i i l l 4 J C L « J ^ I 4uJl <<*nM <LULUIJ^ U L i i l j 

AAJJULAJ ±z. J i : ( J l ^ l i i i V I I.1A J-4 I^Labuj ( j l 4_ULUIJ^1I a-lA ^ luac l <Je £)l£ 

. l ^ K T'laJul CJLOjV i i ii<i 4J I j U A j ('(SUJ ^-*^ L>«*jl Ij)<vi,n83 

Type 

MP 

I 

I I 

in 

i 

rv 
i 

I I 

I I 

in 

V 

rv 
in 

in 

i i 

in 

IV 

I I 

I I 

I I 

I I 

I I 

in 

Point 

16 

8 

4 

2 

8 

1 

8 

4 

4 

2 

.5 

1 

2 

2 

4 

2 

1 

4 

4 

4 

4 

4 

2 
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24 

25 

26 

27 

28 

29 

30 

31 

32 

33 

34 

35 

36 

37 

38 

39 

40 

41 

42 

43 

44 

) t lu l i l l i lx l) A J J ^ J ^ j l t taUloil 

.JbfrVlj ( ^ y / j f i f i ^ £jf-<Vt 4AgJ 4&& ?bl ̂  j -a jS l j 4JU ̂ Je J M J I JaflU 

±±y\j t lu j j l l l 

, p l j * j l l ^ 1 C t-£Ual l j £JI£UJ]| i l i l i j l J ^ uiuiLJliU IJA j 

,01UJSJVI J f t 4_uiuijxli L-al i . lajj-d Utujjl 4iuill ai& j 

AjlUaj UlUa 2 4 f ^ - ^ A& j j L o L J l Lol 

.•hJLJJI JLJUJ* f.Lz.1 J a / ^ ' i - u l U l j J j l i a l l 4-oAi. 2 7 0 <^i»L»ll pLJI J^Lk I j j a J l 

4_ilUuji3l cJb jSJ^ eh^ l ^^.1 ^ei 

cAUjA oLjalis (^ill ikall i Vni J JUJU <_$! 5̂ -LuJl ̂  jVj-^ 8.30 .*$'•* <J^ ^~»^1 ja.Vl 

(_5ic Sjilc; i_ijj^l CiVLij CsliiKll <J JlL&Vt o-̂ 3*-1 r^i,-fl,'j ̂  n***^ LK 'J^ ' J 5aa.la.j3l tliLja.ljll 

1« V. *-j'"\l J ' j j s* ' Cjj''''," ' A ̂ , " " " t 5 ' ' "^ " ' "'"-"V! 

p L j j I j i."ll AMI ,1 l l j j " j * 4jlu*tIljL iiJi "ill.-.ml (jcz 4,IJJU<A1I _jlj.JL.ii (jtiu cJjSJ Laff alaulllfc AjAaJI 

'**"& " < l j (Jjol^oaJlj JJJSLLAJIJ (j^lui^ulj » j ^ »'• ( j l£ j j j l (ĵ s ^<*'J"t' " *_>° ( J j2 (Jfli'nj' t>o*jl (JjUaJ 

4'J n ^ i l l j i 'ai lVi ' l l «.nS j r . <Ujj j ) i i . „H ( j l j t l "' j < ° " ) L. ' j °" ' *^ 

j l j j l u l j j i i j j 

<jjtujj-all L^jSjIuii (JAC <C.LJ (JS (jc. C j l j V J J 4 Lk j l^Lo *U^ali. 4_Laj£a. o^ftLuiA (j-o ( j jAi i iuiJ ftVj^J 

l—lilja. (_sJlC. J J A j l l ( j a ^ J C j l jL j j J l (Jli.iiir£ (JJ2±\ (jjil j-o jLui_o^jlli^J (jLoC.^1 SAia.1 (j^JaJJ L<£ 

i*i1n\^l A»i("!l 3,«Ull j M . ^ l l i i i r i i ' j ^ J I J J J J I 

.USJa 5 4 0 J 2 ^ fLJ l l i j j U JuiJJ 1,1-sjloll OUUall p J-oa-o iJu j 

SjjJtJI l"lU)Hlj!i3l j & JjjjolAjl ('jic 22-g, • '• L^ir*-"^- <rJ^"(j*^c' UJ (j'-^j) ' i'l'^J 

^Ic 22-CS-^J^'LF*-°^- v j ^ » t ^ c LH u'-yj 

f b t l l ( j c t-j)»i>>t A J ^ _aai o j b j j ( j l S J U a j LJUa 6 4 ^ f ^ ' ' ^ U a j l j J ^ j J l k . a J l J^& j l " 

c^Loll 

^AJJ&J jjjj j j iuilj JJJJJJV—ij j^ j^ ' j MJ2,J UJihi^J UJi-^ (*>6*UJ <4lii-o CJLIJJ\ J l JJAIJJ aAj 

I I I 

I 

IV 

I I 

I I I 

I I I 

I I I 

I I I 

V 

I I I 

I I I 

I I I 

IV 

V 

I I I 

I I I 

I I I 

IV 

V 

I I I 

I I I 

2 

8 

1 

4 

2 

2 

2 

2 

.5 

2 

2 

2 

1 

.5 

2 

2 

2 

1 

.5 

2 

2 

http://5aa.la.j3l
http://_jlj.JL.ii
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45 

46 

47 

48 

49 

50 

51 

".titJlfii Vj iSjLui CJ I JA uilkLV j-Vlfl <iUJ i^L«j 

4 .uun %JU\ Mf i /\) a] aj) 111 <UI ^ S ^ l 

AAAA\ 

f* Jb&l s J b j j L$J2 LljaJVi J f e 4-diiali 5-S-&J 

(tiui>»i (jjLii! (-iuiiil 2-2IAJ V 

II 

II 

IV 

I 

I 

I 

I 

4 

4 

1 

8 

8 

8 

8 
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APPENDIX H: Reader Aassessment of Text 

Circle the number that best answers the question. Circle one number for each question. 

1. How difficult was this text for you to read and understand? 

very difficult somewhat difficult of average difficult not too difficult easy 

1 2 3 4 5 

2. How difficult do you think this text will be for you to remember? 

very difficult somewhat difficult of average difficult not too difficult easy 

1 2 3 4 5 

3. What are you feeling regarding the content of this text? 

strong disagreement neutral agreement 

disagreement 

1 2 3 4 

strong agreement 

4. How interesting did you find this text to read? 

totally somewhat interesting quite very interesting 

uninteresting interesting interesting 

1 2 3 4 5 

5. How much background knowledge do you think you had in this subject area? 

very little some an average amount a fair amount quite a lot 

1 2 3 ' 4 5 

6. How clear was the main line of thought or the main idea of the text? 

unclear somewhat clear moderately clear mostly clear very clear 

1 2 3 4 5 

7. How organized do you think the text was that you read? 

unorganized somewhat moderately organized mostly organized 

organized 
1 2 3 4 

very organized 



248 

8. Would you recommend this text to a classmate? 

strong disagreement disagreement neutral agreement strong agreement 

1 2 3 4 5 

9. Would you like to read another text like this one on the same subject? 

strong disagreement disagreement neutral agreement strong agreement 

1 2 3 4 5 

10. Would you be interested in discussing the content of this text? 

strong disagreement disagreement neutral agreement strong agreement 

1 2 3 4 5 
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Arabic Version of Reader Assessment of Text 

5 4 3 2 1 

(J^-u ' j ^ ^ • " " ^ ( J ^ < J J T i n' t (J„1"T <I La l c _ j j I - I T I r-t \y^. I ^ n i ,1 

5 4 3 2 1 

t i l j u u u 9A La - 3 

5 4 3 2 1 

1.1a. *JLaa J L L S A L̂o-a X 1 A 4 La tfi. j j AJA4 1.1a. (_LKO 

5 4 3 2 1 

5 4 3 2 1 

1 t_><=ul3 4 j M i j ' l j l l SjSLill r-yjaj ^ X a Lo _ 6 
r 

r-yuzjW ( J ^ T « La I c j j 4_a-wal j 4 -> . , 'n l j _^yc. 

3 2 1 

I xl ln l i l l A l & u a La t c j j 4 ^Ui'to <Lalaia JJC-

3 2 1 

? (_>oj]l lift S*IJ1J iil£La j X̂ .1 p\ n\" (JA -8 

Sxuij (3̂ i_«-a (3̂ ĵ̂ > CPJ*-* (3 '̂_>" _y^ •^•^ I 3 ^ J ' ^ 

5 4 3 2 1 

4-t 1 r l l j 

5 

f Aa. 4 flh'i,« 

5 

4 * V • > ! [ 0 

4 

AjUJalA L1JL& 

4 
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? pjjJaj-ail (JJiiJ UJ*. jiJ i_yal SsljS (-5 1—1C.jj (J* - 9 

5 4 3 2 1 

? (j^ail! lift (_£j!a_« <Li5LLaj «JLoiuOjji <J* - 1 0 

5 4 3 2 1 



251 

APPENDIX I: Semi-Structured Interview Guide 

At the end of each recall protocol session, the researcher asked selected participants 

to retrospect about their reading session. This was guided by the following questions: 

4- At what rate (quickly, moderate, or slowly) did you read the text? And why? 

5- In which order did you read the text? (e.g. 1st paragraph, 2nd paragraph, etc. or 1st, 

last paragraph.) 

6- What did you specifically do to understand the text? 

7- Describe the strategies that you used to make sure you understood the text. 

8- What did you do to remember the important points of the text? 

9- Did you do anything else to help you understand and remember the text? 

10- Is their anything that you would like to add? 

Seham Elashhab 


