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Glossary  
 

 

Academic Confidence: a mediating variable between the individual‘s inherent abilities, their 

learning styles and the opportunities afforded by the academic environment of higher education. 

(Sander & Sanders, 2003) 

 

Confidence/Self-confidence: a belief in one‘s abilities and therefore a belief in one‘s self. 

―Self-confidence refers to belief in one's personal worth and likelihood of succeeding.  Self-

confidence is a combination of self-esteem and general self-efficacy‖ (Neil, 2005).   

 

Emotional Intelligence (EI): the ability to handle one‘s emotions, empathize and interact with 

others. Terms that are often used interchangeably with emotional intelligence are: EQ,  

Emotional literacy: the approach to emotions and learning, emotional and social competence, 

mental health, emotional and social well-being. 

 

Extrinsic Motivation: motivation from sources outside of an individual. 

 

First generation student: A student whose parents do not have a college or university degree. 

 

Goals:  the immediate objectives or the particular sequences of behavior (Brophy, 2004) 

 

Incremental view of intelligence: the belief that intelligence is changeable,  therefore 

intelligence increases when knowledge is gained. 

 

Leadership skills: the ability and desire to lead or give direction to oneself and possibly others. 

 

Maladaptive motivational patterns: self-defeating behaviors and or  beliefs (such as assigning  

negative attributions to oneself). 

 

Metacognition: an awareness of one's knowledge, strategy used; the ability to self-correct. 

 

Motivation:  a theoretical construct  used to describe   the initiation, direction, intensity, the 

degree of persistence, and the  quality of behavior directed towards reaching one‘s goals.  

 (Maehr & Meyer, 1997). 

 

Motivational factors: determine not just the goals toward which people aspire but the way in 

which they seek out, process, and use information‖ (Collier, 1994, p. 8) 

 

Motives:  Motives explain why people are doing what they are doing.  

 

Self-awareness:  being aware of both our mood and our thoughts (Goldeman, 1995; p. 51) 
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Self-efficacy:  One‘s belief about  one‘s capabilities of performing the necessary actions to 

accomplish the task at hand. 

 

Self-coaching:  interchangeable with individual-coaching, self-direction, self-instruction, self-

regulation, self-guidance. A strategy to implement and support behavioral changes. 

 

Self-handicapping:  Creating an obstacle as a reason for one‘s performance. 

 

Self-instruction: Verbal or  non-verbal instruction to control one‘s actions. 

 

Self-monitoring:  Observation and evaluation of self-progress. 

 

Self-reference: Comparison of one‘s performance to previous performances. 

 

Self-regulated learning:  A learner‘s active participation in their own learning. 

 

Self-science: course  ranging from social developmental skills, life skills to social and emotional 

learning. 

 

Self-worth:  An individual‘s image of self and their competence. 

 

Self-leadership: The ability to self-direct and self manage. 

 

Self-talk:  The dialogue one has with one‘s self. 

 

Strategies: The methods used to reach goals. 

 

Volition:  Using one‘s will and strategies to persist in reaching one‘s goals regardless of the 

obstacles encountered and therefore largely depends on how an individual handles distractions. 

 

Vision of a possible self: how one thinks about one‘s self in regards to their  future.  
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Abstract 
Education is, at least, the endeavor to get people to do things they could not previously do, to understand things 

they did not previously understand, and perhaps, to become the people they did not expect to become.  

- Sockett, 1998, p. 195 

 In today‘s fast-paced technology driven knowledge-based society, students in the Gulf 

and abroad, are expected to remain engaged while playing a more invested role in becoming 

independent, mature learners, no matter what their personal or educational challenges are.  

 

 It is quite common for students to abandon their EFL studies due to a lack of motivation 

and/or confidence.  There has been extensive research undertaken to better understand how 

motivation and confidence affect EFL/ESL learners, yet little attention has been paid to a more 

recent area of educational research in emotional intelligence (EI) and how self-coaching may 

also contribute to a tertiary EFL/ESL learners‘ ability to succeed.  It is not unreasonable to 

hypothesize that everyday occurrences encountered in their personal and academic life may very 

well, at times, have a detrimental effect on students‘ confidence and motivation, and therefore 

impede their ability to reach set goals.  This study explores the possible correlations between the 

three main constructs, confidence, motivation and EI while investigating female Emirati tertiary 

EFL students at Zayed University in the U.A.E. and their interest towards self-coaching to reach 

their academic and personal goals. 

 

 This exploratory longitudinal interpretive study used a mixed-method approach to gather 

data  generated  from a survey (CMEII)  constructed and piloted for this study and completed by 

199 female Emirati tertiary EFL participants measuring motivation, confidence and EI.  In 

addition, student journals, interviews and progress reports retrieved from CMEI workshops also 

informed the research questions pertaining to these aforementioned constructs. 

 

 Results suggest that there is a correlation between confidence, motivation and EI. These 

results would indicate that  when the level of motivation increases, so does the level of 

confidence in speaking English. Motivation to self-direct in English is positively correlated with 

problem solving, higher life-satisfaction and confidence levels.  Surprisingly the higher the 
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academic anxiety, the more students want to self-direct.  Furthermore it was found that students 

participating in this study found self-coaching methods extremely helpful in supporting them in 

reaching both their personal and academic goals.     

 

 The implications of this exploratory study into confidence, motivation and emotional 

intelligence has laid the foundation for future research in this area.  By creating and piloting the 

first Confidence, Motivation and Emotional Intelligence survey instrument (CMEII) designed for 

the ESL/EFL learning environment, a primary obstacle has been traversed.  The CMEII  research 

instrument and results of this study will no doubt help bring light and understanding  to how self-

coaching and self-direction can support  female EFL students in reaching their personal and 

academic goals in the U.A.E and abroad.  
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CHAPTER 1 - Introduction 

1.1 Overview  of the problem 
 

Student attrition is a well-documented problem for most universities around the world 

(Braxton, Milem, & Sullivan, 2000; Cabrera, Nora, & Castaneda, 1993; Ishitani, 2006; Strauss & 

Volkwein  2004; Sandler, 2000, Tinto, 1987).  Ishitani (2006) investigated first-generation 

college students‘ attrition and degree completion behavior and alarmingly, his findings showed 

that  first-generation students, students who did not have college-educated parents,  were at the 

highest risk of abandoning their studies during their second year of studies.  The results also 

revealed another disturbing fact:  first-generation students  were  51% less likely to graduate 

within 4 years compared to students with college-educated parents.   Tinto (1987) supports these 

same findings and declares that close to  50% of students entering a two year college program 

abandon, furthermore  28.5% entering a four year program leave at the end of the first year.  

Such high rates of attrition are perplexing to not only researchers such as myself, but to 

educators as well as the educational institutions that are losing their valued student population.  

 

In line with the above affirmation, and  in my university alone, which is in the context of 

this study, 35.4% of students abandoned or had to leave  the Zayed University Academic Bridge 

Program (ABP) for academic or personal reasons in the academic year of 2006-2007.  In 2007-

2008,  a lower percentage of 28.2% did not complete the program.  Since the year 2000 up to the 

present time, the ABP completion rate on the Dubai and Abu Dhabi campuses in the United Arab 

Emirates averages at approximately 64%.  The overall completion rate for the baccalaureate 

program, (from entry to baccalaureate to graduation) in 2003-2004 was 58.1% in a 4 year period, 

83.5 in a 5 year period, and 86.3%  in a 6 year period.  In 2004- 2005 within a 4 year period it 

was  50.3%., in 2005-2006 it was 43.4%.  With the 5 year period the graduation rate  for 2004-

2005 was  79.5% and for the 6 year period, 86% resulting in a lower 13.7% abandonment.  It 

would appear that fewer students are abandoning their baccalaureate program compared to the 

ABP, although  many are taking up to 6 years to complete their baccalaureate degree.  The ABP 

has a 2 year limit for completion of the program and therefore this may be one of the reasons the 

ABP has a higher abandonment percentage. 
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The urgency in better understanding the reasons why many Emirati students are unable to 

succeed at reaching their educational goals along with finding new and innovative ways to deal 

with the pressing situation of student retention within higher education is of the utmost 

importance.  This study explores how confidence and motivation, concepts that have been 

largely researched in educational research throughout the past 50 years,  may be seen through a 

different angle as cognitive skills that can be self-directed through personal awareness in 

managing one‘s own emotional intelligence and how this personal awareness can  play an 

instrumental and fundamental role in contributing to a student‘s success in their academic 

endeavors as well as their personal goals. 

 

1.2 Inspiration for the study 
 

Based upon this  researcher's personal observation over the past 25 years in an EFL/ESL 

classroom, ten  of which have been in the Gulf, students often lack self-confidence and/or 

motivation when it comes to learning English.  

 

While teaching at Zayed University, I was often   surprised to learn that it was not only 

the students who were failing that were abandoning their studies, but students often of  good 

standing  had  also made such life altering decisions as to cease their studies within the ABP 

without providing  any clear reasons for their abrupt  withdrawal from the program.  On 

occasion, a student would share with me that it was ―too hard to get up so early to take the bus ‖ 

or that they found it ―too difficult to deal with personal issues and study at the same time‖.  But 

more often than not, the students who abandoned just disappeared, there one day, gone the next 

with no further feedback from the students nor Student Services.  Concerned for the well-being 

of these students, I would follow up with the Student Services  department who would often be at 

a loss as to why the student had interrupted or abandoned.  On rare occasions,  they were able to 

offer the information that the student had health issues or got married, but more often than not, 

Student Services were  also as concerned and perplexed as I was as to why the student had 

dropped out.  
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Like many teachers in education, I have read extensively on how motivation and 

confidence are contributing factors in a student‘s ability to succeed.  However,  after years of 

trying to motivate students and trying to build their confidence, I came to the realization that I 

may have a ―temporary‖ effect on a student‘s motivation and confidence, but sustainability in 

motivational drive and one‘s self-confidence was often not the case. 

 

The lack of research at the tertiary level on EFL/ESL retention is such that exploratory 

research is needed to investigate why students fail to remain in their studies until completion and 

how we, as educators, can better support tertiary EFL learners.  In particular,  this study explores 

the possibility that everyday situations that female Emirati students may encounter in their 

personal and academic life,  and how they react  to these situations, may have a detrimental 

effect on their confidence and/or motivation and therefore impede their ability to carry on with 

their English language learning plans and other educational  and personal goals. 

  

1.3 Contributing factors to student lack of success  
 

To seek further understanding of retention issues within the ABP and  if or how 

confidence, motivation and emotional intelligence factors may affect students and their ability to 

succeed, and whether there was just cause to pursue a more in-depth investigation into the 

matter, I decided in March of 2009, to  investigate the constructs of confidence, motivation and 

emotional intelligence at the tertiary level within the ABP EFL classes at Zayed University.  I 

therefore looked for  a validated survey that catered to all three constructs, confidence, 

motivation and EI,  designed particularly for tertiary EFL students.  I was unable to find such an 

instrument.  However, I was able to find several confidence and or motivational scales  

administered to  secondary or high school level participants, which I will discuss in further detail 

in the methodology chapter of this thesis.  I adopted some of these items along with my own 

items and therefore created and piloted a survey specifically developed  for this research 

initiative entitled Confidence, Motivation and Emotional Intelligence Instrument (CMEII) to 

25  ABP students.  When queried about their level of confidence, 62% of the student participants 

indicated that they lacked confidence in themselves.  An alarmingly high rate, 31% of the 

respondents, had considered abandoning their studies within the ABP.  As unsettling as those 
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figures may be, the students that participated in the pilot CMEII showed an overwhelming 

interest in learning self-directed coaching strategies on how to self-direct towards success.  A 

surprising high percentage, 88.47% of the participants, indicated that they would like to learn 

how to deal with conflicts which is one aspect of emotional intelligence (EI).  When students 

were asked on the survey if they would take workshops offered by Zayed University on how to 

self-coach for success, 62% of the participants said they would take the workshops and an 

additional 31% said they would take the workshops if other fellow students who had taken the 

workshops, had felt that they were effective.  These aforementioned  findings were an inspiration  

to explore further in-depth  the various factors that may affect attrition rates, and  students desire 

to self-help.  

 

1.4 Purpose of the study 
 

The purpose of this study is to examine if students may possibly gain confidence and 

become more motivated to succeed personally and academically if given the opportunity to 

mobilize and monitor their emotional intelligence and their ability to self-direct through the use 

of personalized individual strategies while learning English.  The study specifically explores the 

various ways that Emirati female students in the Academic Bridge Program (ABP) self-

coach/self-direct towards success in their EFL studies and in their personal lives.  Furthermore, 

particular attention is paid to the environment in which the concept of self-coaching could be 

introduced to students (i.e. one-on-one or  in a group setting.)  This study also explores if a 

correlation exists between female Emirati EFL students‘ emotional intelligence, self-confidence 

and motivation to learn English.  For the purpose of this study, students‘ success is defined by 

the participants‘ self-report of perceived progress towards and achievement of set goals.  

Through the use of self-driven personal developmental strategies, students work towards creating 

their  ―own methods to success‖ and ultimately their  ―own success stories‖ by experimenting 

with various self-help methods aimed to  assist them in becoming more productive and focused 

students; ultimately allowing them to target and focus on skill/knowledge areas in their studies 

and/ or in their personal lives that are a cause of concern in regards to their success as English 

language learners.  
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1.5 Research questions 
 

Three main research questions, the first two of which are divided into  7 sub-questions,  

were designed to direct this exploratory heuristic study . 

 

1. Is there evidence that female Emirati EFL students suffer from a lack of confidence, 

motivation and emotional intelligence in a tertiary EFL academic setting? 

a. What factors, if any, appear to affect female Emirati EFL students in the areas 

of confidence, motivation and emotional intelligence? 

b. Is there evidence that female Emirati EFL students who suffer from a lack of 

confidence and/or motivation also appear to struggle with emotional 

intelligence issues? 

c. Is there evidence that female Emirati tertiary EFL students, who have a desire 

to abandon their studies lack confidence, and/or motivation and/or emotional 

intelligence? 

d. Is there evidence that female Emirati tertiary EFL students have a desire to self-

direct or  self-improve? 

 

2. What, if any, self-coaching  methods would female Emirati EFL learners select for 

self-directed improvement? 

a. Which  self-coaching methods were reported as being the most helpful in 

helping students reach their developmental goals? 

b. What developmental changes did female Emirati EFL learners deem necessary 

to make in order to become more successful students and people? 

c. Which educational environment(s) appear to support the development of self-

coaching strategies? 

   

3. Is there evidence to suggest that female Emirati tertiary EFL students who are given 

the opportunity to mobilize and monitor their emotional intelligence and their ability to 

self-direct through the use of personalized individual strategies while learning English 

can self-coach towards an increased level of personal/and or academic success? 
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1.6 Rationale for the study 
 

In an extremely fast paced technology driven knowledge-based society, students, in this 

study‘s  institution and abroad, are expected to play a more invested role in becoming 

independent, mature learners, no matter what their personal or educational challenges are.  From 

a western or individualistic perspective, students are expected to be responsible for achieving 

their educational goals.  Yet, in the Gulf culture, experience within my classrooms over the last 

10 years has been more of a collective approach to learning where collaboration and shared 

responsibility for work has been the preferred trend amongst students, (Raven & O‘Donnell, 

2010) even when individual work is expected.  To further support my observations,  

La Montagne‘s (2005) research on  cultural practices, social structures and collaborative learning 

methods suggested that Arab students tend to learn collaboratively by  negotiating meaning 

through group work as was observed in my classes.    

 

 Zayed University 2008-2009 Convocation Guest speaker Dr. Donald McCabe, Professor 

of Management and Global Business Strategy at Rutgers University, USA, a renowned 

researcher in academic integrity,  addressed Zayed University‘s faculty members in regards to 

the proposed honor code that was to be implemented,  cited the students‘ collective approach or 

collaborative work methods as being culturally influenced.  Dr. McCabe strongly suggested that 

these beliefs and practices towards collaborative learning should be taken into consideration in 

regards to students‘ learning styles and academic integrity issues.  For many Arab students,  

entrance into a western style tertiary environment is their first introduction to a higher level of  

individualized responsibility.  According to Rahal and Palfreyman (2009: p. 17) in a study 

focusing on ZU student‘s perceptual (e.g. visual auditory)  and cognitive (e.g. Analytic-

sequential, left-brain) elements vs. perceptual (right-brain) elements,  ―a word of wisdom is in 

order: It is morally wrong to let our students suffer as a result of a mismatch in instruction that 

does not take their needs and cultural attributes into consideration.‖ 
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Considering the impact of cultural values and conflict in cultural learning styles brings to 

question whether sufficient support has been provided  to assist students to learn how to self 

monitor or self-direct their progress as well as how to meet every day obstacles that may often 

seem, in their perspective, to be overwhelming.  In fact, the current services made available to 

students through student services at Zayed University are primarily accessed through a student‘s 

own initiative or, in some cases, through an instructor‘s intervention.  It is quite plausible and 

quite probable, that many of our students have limited knowledge on how to self-monitor their 

personal and educational needs and may in fact never seek the necessary support to address these 

needs (Finkelstein, 2002).  Data gathered from the  aforementioned CMEII pilot study 

administered to 25  ABP participants in March 2009 signaled 31% of students polled had 

considered abandoning the ABP.  This  would support the hypothesis that students, without the 

knowledge on how to self-monitor emotions and  how to effectively self-direct, may continue to 

abandon their studies within the ABP  and therefore there is a dire need to further investigate this 

phenomenon. 

.  

Up to the present time, research in EFL/ESL learners‘ ability to succeed has primarily 

focused on  motivation and level of confidence.  The idea of self-coaching has, for the most part, 

been  largely researched in the areas of sports psychology, social research, and to some degree,  

in the primary  and secondary  educational setting often  under the term ―independent 

learning‖.  However,  there appears to be a gap in the literature in regards to studies undertaken 

in higher education and more specifically, within the population of female students  in the Gulf 

countries.  A systematic, comprehensive review of the literature revealed a total absence of 

studies or literature specifically targeting self-directed behavioral changes designed to improve 

confidence and motivation in the Arab female English language learners at the tertiary level.  

This research project will  take the  preliminary exploratory  steps in filling this gap.  

The absence of research on the topic in combination with concerning attrition rates 

clearly justifies conducting research to investigate if female Emirati students learning English 

believe that self-confidence, motivation and emotional intelligence are important factors  in 

their personal lives and in their language studies.  This study  therefore investigates if  
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motivation ,  self-confidence and emotional intelligence are correlating factors in the perceived 

level of success of female EFL learners of English in the Gulf region.  The proposed study also 

investigates if  participants in various learning situations can select and  follow methods to 

‗self-coach‘ or ‗self-direct‘ towards an increased level of academic and personal success.  Due 

to the high stakes female Emirati students face, that of not having access to tertiary institutions 

in the U.A.E. should they fail or abandon their studies, it is imperative that  more research be 

undertaken to investigate if indeed, Gulf students can self-coach or self-direct towards a more 

successful experience in learning English and completing their educational goals in preparation 

for the workplace and playing a leadership role in shaping ―the future of the United Arab 

Emirates‖ (ZU Strategic Plan, 2008-10: p. 2)  

 

A  further  area of concern is that much of the past research undertaken has focused on 

the impeding factors within the classroom setting, and how those factors  affect a language 

learners‘ acquisition of language as well as their behavior in their role as a student.  However, 

less attention has been paid to how exterior personal factors or every day situational factors, 

combined with those that transpire within the classroom, affect EFL/ESL students and if these 

same factors take a toll on a student‘s level of confidence and motivation and therefore put in 

jeopardy  students‘ desire to complete their studies. The results from this research may 

encourage future researchers to consider eliminating the disconnect or the isolation of factors 

that appears to have been the trend of the past when it comes to what may or may not affect an 

EFL/ESL students‘ desire to reach their educational goals and therefore evaluate factors within 

and external to the classroom setting conjointly when researching various constructs that may 

affect the  acquisition of EFL/ESL and a student‘s rate of success.  In addition, it is hoped that  

results obtained from this study will provide motivation to researchers to investigate future  

directions  in regards to how emotional intelligence can help students to self-coach and make 

the behavioral changes necessary to  become more successful in reaching their educational and 

personal goals. 
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1.7 Scope  of the Study 
 

This investigative study explores if Emirati EFL learners suffer from a lack of 

confidence, and/or motivation and/or the ability to monitor their emotions.  Furthermore, this 

thesis investigates if the aforementioned students, when given the opportunity to monitor their 

emotions, use personal strategies to self-coach/self-direct towards successfully reaching goals 

in their academic and personal lives.  In addition it is within the realm of this study to  

investigate what developmental changes, if any, participants in this study deem necessary to  

modify and what methods would they use to make these modifications.  Attention is paid to 

what environments appeared to be the most beneficial and feasible in regards to introducing 

self-coaching methods.  Finally, participants‘ beliefs will be investigated  regarding the roles 

that confidence, motivation and emotional intelligence may play in their personal and academic 

lives. 

Although discussed, it is not  within the realm of this exploratory study to define nor 

determine whose responsibility it is, that of the student, the parents, the educational institution 

or the educators to administer or offer a  self-support system to future self-directed learners and 

in which context it should be administered.  However, insights within the results section may 

give direction concerning these issues to future research opportunities. 

 

1.8 Significance 
 

This research study  will benefit  my institution, Zayed University, its students  as well as 

other educationalists such as myself  by offering a better understanding of how confidence, 

motivation and emotional  intelligence may play a vital role in our students‘ ability to self-coach 

towards success  in a tertiary EFL setting. Furthermore, it will  enable us, as educators, to better 

equip our students for success in the classrooms of today  as well as in society and the workplace 

of tomorrow.   
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In addition, further investigation into  the phenomenon of self-confidence, motivation and 

in particular,  emotional intelligence of  female Gulf Arab speaking EFL learners will 

undoubtedly  contribute in filling the gap of  knowledge in the field of  educational and socio-

cultural research in the United Arab Emirates and the  Gulf region. Through this exploratory  

study, it is the researcher‘s desire to  contribute  to the initial research queries  investigating 

emotional intelligence, and its role in enabling students to self-direct towards success at the 

tertiary  level and therefore helping to direct  future  analytic empirical  research towards  more 

proactive, holistic approaches honing student‘s abilities to self-direct and therefore play a vital 

role in retention rates within the Gulf region and beyond.  

 

1.9 Organization of the study 

 

 

This thesis encompasses six chapters which will be summarized briefly below.   

 

Chapter 1- Introduction:  The first chapter in this thesis provides the overview of the problem, 

the contributing factors that may be related to the problem and reasons as to  why this study was 

undertaken.  Furthermore, the rationale, scope and significance of the study in the U.A.E. and 

abroad are discussed.  

 

Chapter 2 - Background:  The main purpose of this chapter is to contextualize this study  by 

presenting general facts  about the United Arab Emirates and more particularly, Dubai. 

Information pertaining to the U.A.E.  educational system in general combined with the 

educational setting at Zayed University, in particular,  where this study was undertaken is 

described.  In addition,  the socio-cultural environment is explored, in particular, the  

participants‘ home environment and future workplace settings and expectancies.   

 

Chapter 3 – Review of related literature: This chapter showcases the most prominent and 

relevant  literature pertaining to the focus of this study, thus providing a clearer picture of the 

issues at hand and  possible means  to improve or  resolve these issues.  Furthermore, the 

literature review helped to  conceptualize and structure the appropriate   methodological 
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framework  as to be able to retrieve the necessary data  and the means to interpret this data. 

 

Chapter 4 – Research design and methodology: This chapter discusses the philosophical 

underpinnings of the methodology and research design of this study. 

 

Chapter 5 – Results and discussion:  This chapter reports on  the outcomes of this study and 

conclusions drawn from these findings.  A summary of the main findings is provided including 

possible recommendations. 

 

Chapter 6 – Assumptions, limitations and future research:  The final chapter in this study 

provides the assumptions drawn from the in-depth analysis of data, the limitations of this study 

and suggestions for  possible direction for further research in the field of confidence, motivation 

and, in particular, emotional intelligence within the EFL classroom.   
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CHAPTER 2 - Background 

2.1 Context of the study: 
 

To fully comprehend the context of this study, it is necessary to understand how the 

cultural environment plays a vital role in young U.A.E. national female students‘ ability to 

become successful. Understanding this context will undoubtedly bring insight as to why such a 

venture as observing how young Emirati women self-coach towards academic and/or  personal 

success should not only  be a matter of research interest but also showcase its urgency.  

 

 First,  I will discuss how the United Arab Emirates (U.A.E.) educational system has 

transformed at a phenomenal rate to what it is today and how this rapid progressive 

transformation impacts young female U.A.E. students.  This rapid progress in the  country‘s 

development,  particularly in Dubai, has also impacted the workplace environment, again, 

affecting the young women in this country.    I will then continue  to  briefly explain how the 

Arab culture  and  Emirati family traditions affect young female Emirati students who are caught 

between a very progressive educational system and workplace environment,  which is at times 

very progressive,  yet at times still struggling with traditional gender issues and the place of 

young national women within this progressive society.  This hypothetical tug of war between 

progress and traditional issues   may have a detrimental or stressful impact on the young female 

U.A.E. national students and therefore the reason why investigative research should entail issues 

inside and outside of the classroom. Finally, I will discuss the environment in which this study  

took place, that of the Academic Bridge Program (ABP) within Zayed University. I will 

conclude this chapter with an overview of  how the Emirati family and social context may 

challenge many female Emirati students in reaching their academic and personal goals now and 

in their future. 
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2.2 The U.A.E.’s   educational system 
 

The United Arab Emirates (U.A.E.), a federation of seven emirates,   was previously 

known as the Trucial States up until its independence in 1971. The U.A.E. lies on the eastern 

Arabian Peninsula and  has an  estimated population of over 5.6 million (His Highness Sheikh 

Mohammed bin Rashid Al Maktoum web site), with less than twenty percent  of the population 

being Emirati.   The estimated workforce in 2006 was close to 3 million, 93% being expatriates. 

(U.S. Department of State,  2007) Approximately 96% of the population is Muslim. 

 

The U.A.E.‘s main source of income is from oil production, making up approximately 

1/10  of the world‘s total  production.  Other industries, such as tourism, aluminum production, 

food processing, and other textile endeavors have grown immensely over the last two decades.  

 

The constitution of the U.A.E.  offers free education to  all U.A.E. men and women alike, 

from kindergarten to the tertiary level.  The existing four-tier educational system was established 

in the early 70‘s.  Kindergarten is for children ages 4 to 5 years old followed by a 6 year primary 

program which is for adolescents from the ages of 6 to 12.  The 3 year preparatory program runs 

for students between the ages of 12 and 15 and finally, students between the ages of 15 and 18 

attend secondary school and are awarded a Secondary School Leaving Certificate upon 

graduation.  There is also the option for students at this level to attend a technical secondary 

program.  Primary and secondary schooling is compulsory for all U.A.E. citizens.   Government 

policy is to provide staff/student ratios of 1:20 at kindergarten level  and primary levels; and at 

intermediate and secondary levels the ratio drops to 1:15.  According to the U.A.E. Interact web 

site, 95% of all females and 80% of all males who are enrolled in the final year of secondary 

school apply for admission to a higher education institution. The overall literacy rate, is slightly 

over 90% and the government had set a goal of achieving full literacy before 2010.  

 

 English is used throughout the U.A.E. and particularly in Abu Dhabi and Dubai. 

According to Maslamani (2007) many of the expatriates who are non-native-English speakers are 

fluent in English.  English  has therefore  maintained a prominent position in the educational, 
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government and private sector and has gained the status of a second language.  It is taught as a 

compulsory subject starting in grade one in all state owned schools (Alwan, 2006).  

 

2.3 Female Emiratis within the educational system and workplace 
 

As mentioned in the previous section, education is  accessible for all Emirati women and 

the U.A.E.  strongly encourages women to acquire a  tertiary education.    According to the 

Women‘s International Network News (1996), state schools increased 400-fold between 1953 

and 1994 and women within the U.A.E. have been able to pursue a higher education since 1977.  

At most women‘s colleges/universities, classes are taught in English and faculty members are 

typically recruited from the Canada, United States, Britain, New Zealand and Australia. Like the 

country itself, the educational system has been intensely progressive in providing educational 

opportunities for women. The U.A.E. Women‘s Federation, founded in 1975 and headed by the 

country‘s founding President, H H Sheikh Zayed Bin Sultan Al Nahayn‘s wife, H H Sheikha 

Fatima bin Mubarak,  supports and  encourages  U.A.E. women to play a full role in society, and 

therefore one of the association‘s major objectives is to promote women‘s education.  According 

to the government‘s web page entitled Women in the U.A.E, female literacy rates now match 

those of males, and there are now  more women attending university than men. Women are also 

increasingly taking a greater interest in diverse careers that were often thought not to be 

‗culturally acceptable‘ in the past and are now integrating the national workforce and  occupying 

positions that once were reserved for  males, such as  senior civil servants, engineers, multi-

media professionals  and bankers.  However,  traditional jobs, such as teaching and healthcare 

still remain popular for those women who prefer to work in a more traditionally acceptable 

female environment.  Educational opportunities  are now available to women at all levels in the 

U.A.E..  The number of female students registered at U.A.E. schools has increased to 

approximately 270,000 in the 1996-97 academic year compared with 19,000 in 1972–73. Of the 

14,104 students attending local universities in the 1996–97 academic year, approximately 79% 

were female. According to the U.A.E. web site, the 1975 census lists 3,005 females with a first 

university degree or equivalent.  Amazingly, by the 1995 census, that number had risen to a 

staggering 61,496. During the same aforementioned census periods,  18,564 women graduated 

from illiteracy eradication centers.  Sheikha Fatima has been reported as saying  that U.A.E. 
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women have no choice but to excel in education to compensate for the years that they had to 

endure ‗without the light of knowledge‘. The  U.A.E. has undertaken extensive  efforts to  reform 

the area of education to support the nation‘s growing economy and culture as well as to provide 

young Emiratis the possibility of completing  their studies at home rather than abroad.   

 

According to the National Placement and Admission Offices (NAPO), in September of 

2006, the new admission policy requires that all U.A.E. Nationals who wish to enroll in higher 

education must first, achieve a minimum average of 70% on the General Secondary Certificate 

(GSC) exam; and secondly they must achieve a minimum score of 150 on the English language 

component of the Common Educational Proficiency Assessment (CEPA). 

 

It is very apparent by the lack of  more recent census data that the U.A.E. is in the process 

of gathering data on its expanding population.  Research initiatives that have been promoted 

within this country in the last two years should provide,  in the near future,  access to up-to-date 

reliable information pertaining to the educational field along with the social context.  These 

research initiatives, combined with the founding of a new national ID registration system in 2008  

requiring all U.A.E. residents, and expatriates to complete detailed census forms,  will surely 

enable the government to give more up-to-date ethnographic information compared to what is 

available at present, where information is often contradictory and outdated. 

.   

 

   

2.4 Zayed University (ZU) 
 

Founded in 1998,  Zayed University (ZU) bears the name of the   late Sheikh Zayed Bin 

Sultan Al Nahyan, founder of the United Arab Emirates.  ZU houses four campuses, two in Abu 

Dhabi and another two campuses in Dubai.  ZU‘s student population, approximately 3,000  

consisted, up to very recently,  mostly of female Emirati students.  However, within the last two 

years,   ZU  has started to cater  to both  female and male national students.  Furthermore, 

international students  were granted admission in 2009.  It is to be noted that, for the purpose of 

this investigative  study, only female U.A.E. students partook in this research project on the  all-
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female campus in Dubai.  Students attending ZU  must be at least 17 years old to be admitted and 

have a minimum of 150 in CEPA  English and have also succeeded in  CEPA math and 

completed grade 12 with a 70% average or more.  ZU models a Western based educational 

system and is internationally accredited by the Middle States Commission on Higher Education 

and boasts-state- of-the-art facilities and  the approximate 270 faculty members  represent over 

30 countries.  The Minister of Education of the United Arab Emirates, Sheikh Nahyan Mubarak 

Al Nahyan,  while addressing  ZU faculty  at the 2009-10 convocation in September of 2009, 

stated that Zayed University‘s  mission is to create a ―distinctive general education program, 

which integrates important components of liberal learning with the development of bilingual and 

critical thinking skills, with the understanding of our rich culture and heritage, and with the 

development of global perspectives.‖  Within ZU‘s 2008-10 Strategic Plan, the following values 

are cited (p. 4): 

 

1. Dedication to learning—The University enables students to learn. In seeking accreditation from the 

Middle States Commission on Higher Education in the United States, the University has dramatically and 

publicly declared its total commitment to the very best practices in higher education and to the very best 

results in student learning. Graduates know the value of knowledge and embrace the life-long project of 

increasing, refining, and using their knowledge.  

 

2. Character and integrity—Students come to know the importance of their personal values and the 

meaning of following them consistently and completely. The University as a whole—staff, faculty, 

students—necessarily operates in a responsible and trustworthy fashion.  

 

3. Social responsibility—Concern for neighbors in the U.A.E. and elsewhere in the world marks U.A.E. 

citizens, orients graduates on selfless dedication to the ideals of their country, and guides the staff and 

faculty in their operations.  

 

4. Leadership and teamwork—The University recognizes the criticality of teamwork and the emergence 

of responsible leaders to envision, inspire, and manage the work of the nation. Indeed, the ZU staff and 

faculty proceed as a team responsive to its leaders and dedicated to achieving the goals of the University.  

 

5. Cultural appreciation—Bilingual ZU graduates, all having engaged in Arabic and Islamic studies, are 

deeply imbued in the essence of their country. At the same time, fluent in the language through which so 

much of their further economic and social advancement will necessarily come, they extend their 

understanding to other cultures of the world, as guided by ZU‘s multicultural faculty.  

  

ZU‘s bachelor program offers degrees in  Business, Art & Design, Communication & 

Media, Information Technology, Health Sciences, Education and International Studies.   

Graduates are bilingual in English and Arabic. 
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2.4.1 The Academic Bridge Program (ABP) 
 

Zayed University‘s Academic Bridge Program‘s primary purpose is to ensure and support 

students in attaining a standard of English Language proficiency required to enter the 

baccalaureate programs mentioned in the previous section above.  Students who have not earned 

a score of 61 iBT TOEFL or more or IELTS  Band 5 are automatically enrolled in the ABP.  

Depending on the entry level of each student, students can remain within the  ABP for a period 

of up to 2 years but may only repeat a level twice.  The ABP is an integrated skills, theme-based 

program consisting  of six levels, each lasting approximately nine weeks.  The ABP also aims at  

widening students‘ general knowledge base as well as enhancing IT skills of its approximately 

1,500 students. 

 

 

2.5  U.A.E.  social context: Possible issues impacting students’ ability 
to succeed 

 

Due to the great influence  of oil production within this region, and the world-wide 

recognition that has saturated  the U.A.E. in the last two decades, the momentum of progress in 

regards to the socioeconomic and educational development has been remarkable to say the least.  

The U.A.E., and more specifically Dubai, where this study was conducted, is considered a 

politically stable region with a low crime rate and renowned  as being very progressively  liberal 

in comparison to the neighboring Arab countries.  

 

Despite this world-wide recognition, according to Crabtree (2007) little is known about 

Emirati family life within this multiculturally diverse setting.  Crabtree (2007) justifiably states, 

as I mentioned earlier regarding the discrepancy in census data and information pertaining to the 

educational system,  that  research is still at a very rudimentary stage in the U.A.E. and according 

to Schvaneveldt et al., (2005) this is particularly true in the area of understanding social trends 

and anthropological studies on modern day life styles in the U.A.E..   Crabtree‘s particularly 

interesting exploratory case study in regards to culture, gender and the influence of social 
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changes amongst Emirati Families involved  4  final year students from ZU  and their families.   

Crabtree (2007) states that  despite political rhetoric that strongly encourages women to learn 

marketable skills for the workplace,  she believes that only a minority of Zayed University 

students intend to pursue an active career upon completion of their studies.  It is Crabtree‘s belief 

that Emirati families view their daughter‘s education as a means to provide the ―final polish‖ that 

marks her as being successfully poised and falls in line with the Islamic cultural expectations of  

womanhood and undoubtedly another  means of attracting a future Emirati husband, an event 

that becomes more challenging  with the influx of expatriate women into the country. 

Furthermore, in the Gulf context,  according to Gallacher et al. (2010: p.1 ) ―education is often 

valued for reasons of social status‖  and therefore not  necessarily valued as an opportunity  to 

earn a living but rather for some young  Emirati women, seen  as a means to escape boredom  

and spend time with friends outside of the home environment. 

 

 According to Jawad (1998) in keeping with Islamic values, to maintain social stability 

the Islamic family focus is directed towards procreation.  Marriage and childbearing often occur 

before a student actually graduates from college or university.   Within Crabtree‘s study (2007) , 

it was found that none of the students‘ mothers had achieved more than a basic school education 

and some mothers were only semi-literate citing that 97% of U.A.E. students are the first 

generation to graduate and are mostly from families who have mothers who do not work outside 

of the home.  

 

 Contrary to their family‘s expectations regarding their education as mentioned above, a 

high level of  graduating students from ZU (72%) showed interest in entering the workforce and 

therefore appeared not to view education as solely a means by which to obtain a husband. This 

disconnect between daughters and family members could  inevitably cause a confrontational 

situation within the family or at least a stressor issue that many students may have to contend 

with within the realm of their everyday life at home. 

 

As stated earlier, the home environment has a strong influence on these young national 

female students‘ choices.  In support of this statement,  Dr. Abdullah,  cited in an article written 

by Lipsett  (2006) stated that 80% of her HCT (Higher College of Technology) students are the 
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first generation to  access a higher education  within their immediate families and for many, it is 

the first time they have to cope with meeting and being taught by male faculty members.   

 

  In the Islamic family, the early social development of young women is traditionally 

exclusively carried out in a woman‘s environment, that being within the supervision of the 

mother and other female relatives. (Brown & Itzkowitz, 1997).  The father has little to do with 

offspring in terms of practical care, unless there are sons and in that case, usually around the age 

of  5 and onwards, the father becomes more involved with the raising of his son(s) (Bouhdiba, 

1997).  Despite the immense social changes that have progressively changed many areas in these 

families‘ lives over the last 30 years, the gender normative behavior  has remained conservative, 

whereupon the women, regardless of their age, are often secluded within the walls of their 

respective homes and ask permission of their brothers or father on any decisions regarding  

something as simple as an outing from the home (i.e. going to the shopping mall or simply 

crossing the street to buy milk), how they should dress, who they may see including who they 

should marry.   Other life altering decisions, such as career choices, are also made with approval 

of the father or sons regardless of the political  focus on encouragement  for women to pursue 

their education for employment.  It is to be noted here that sons, on the other hand,  at a very 

young age are spared such strict monitoring and as mentioned in Crabtree‘s study (2007) , and  

may be out and about until 3 and 4 am in the morning with no fear of being reprimanded.  This 

factor may greatly influence why women seemingly are more committed to their studies and 

often do much better in their studies than men. (Hokal & Shaw, 1999).  Once driven to school, 

women students remain on campus, men, on the other hand,  leave freely and are often absent 

from classes. 

 

The potential for being judged negatively is constantly present for women.  Women 

students, even while not under supervision, for example on campus or even within the confined 

walls of women‘s clubs, apply rigorous self-disciplined standards to avoid gossip.  Students have 

told me that they refused to swim while on an all female field trip to avoid any gossip, feeling 

that showing one‘s body to other women  may cause other students to judge or talk and create 

problems for themselves.  On another outing a student wanted to ride a three-wheel  motorcycle 

in the desert, but once again refrained from doing so out of fear of what others may say because 
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she was straddling or riding a bike.  While walking back to our transport vehicle,  I overheard a 

chaperon  talking disapprovingly of  another student  who had ridden one of the bikes and ― how 

inappropriate‖ that was.   

 

Due to the great importance of parental expectations on their daughters, students are most 

probably faced with issues that may cause a great deal of  tension at home.  Although the 

Emirates have been radically transformed and most notably Abu Dhabi and Dubai  over the past 

3 generations, it would be safe to say that the culture and trends within the Emirati families have 

not undergone the same rate of progression or change and that in reality,  due to society‘s rapid 

change, there may be an even larger generation gap than that  experienced  in a Western society 

between daughters and parents.  Crabtree (2007)  notes parents  dismay with their daughters‘ 

abilities to only ‗sleep, go to school, and study‘ no longer acquiring the skills to keep a home, 

cook, raise children  and simply study the Qur‘an as was done in their past.  In addition, many 

parents believe that   people were considered healthier than today ―They were not sick and weak 

like they are now‖ complained one participant‘s mother (Crabtree, 2007: p. 583)   Some parents  

who seemed more open to the idea of their daughters working outside of the home, encouraged 

their daughters to work in an area they thought would not involve encountering men in 

compromising situations.  One parent had approved of their daughters choice of ―social worker‖ 

believing that being a social worker would allow her to remain in the company of women, a 

rather distorted or incomplete understanding of what a social worker actually does.  Parents may 

well not have a realistic view of what the workplace is and what their daughters may experience 

in the workplace nor what support these young women may need to make the transition from 

very secluded surroundings to a more liberal open workplace environment where segregation is 

no longer the norm.  This disconnect on various levels of social issues within and outside of the 

home, between daughters and parents and even siblings,  will undoubtedly cause many 

challenges in a young Emirati‘s woman‘s dreams of  attaining her personal and professional 

goals in the future.   

  

The challenges don‘t end at home.  As discussed in this chapter, women continue to make 

immense progress in education and in the work force, but some types of discrimination persist 

due to conservative Islamic traditions. Traditions, rather than laws have limited the political role 



CHAPTER -2- 
 

21  

 

of women. Women are free to hold government positions, but there are still few women in senior 

positions. Women are encouraged to become engineers, architects, newscasters, yet few occupy 

these positions in the workplace.   In the Chronicle of Higher Education, Abu Dhabi Women‘s 

College director of the communications department  was reported as saying, that she had 

difficulty getting students to major in communications fields, even though the courses in 

journalism and graphic design were very popular with the students (Zoepf, 2006).  Add to this 

factor that should students be brave enough to venture past the classroom walls in various 

professional areas mentioned above, internships or even gaining jobs is the first real work 

situation for many of the students.  No doubt that this young generation of Emirati national 

women are required to meet challenges within and outside of the classroom on a daily basis.  

There is a great amount of speculation as to whether or not they are  equipped to meet these 

challenges head on.  More specifically, have they the means and the support at their disposition 

to meet these challenges and persevere in following their goals and aspirations to become 

successful in a future that is sure to be one of novelty and a journey that has most likely not yet 

been travelled by any female member in their family, let alone any other generation before them. 
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CHAPTER 3-  Review of related literature 
 

3.1 General introduction 
 

While reforms in education  in the Middle-East and abroad have focused on raising 

standards through mandatory high-stakes testing (Neill, 2003),  little attention has been invested 

in the equally important area of ensuring that students are equipped  with the necessary skills to 

address the demands of the constantly changing  educational system,  let alone the demands that  

await these students once they leave the tertiary setting and enter the converging forces of a 

global knowledge workforce.   

 

The American Psychological Association‘s (APA) Learner Centered Psychological 

Principles (1997) include 14 factors that influence learning and learners.  Amongst those  14 

factors, cognitive and metacognitive factors, motivational and affective factors, developmental 

and social factors, and individual difference factors were,  according to the APA,  considered to 

be extremely important elements in one‘s ability to learn.  In line with the APA‘s findings, it is 

of interest to this research project to verify that confidence, motivation  and emotional 

intelligence, in conjunction with the ability to self-coach/self-direct, play a vital role in helping 

students not only learn, but also to  meet the new educational requirements that they are 

subjected to in today‘s higher educational setting in addition to their personal daily as well as 

future challenges.  

 

To better understand the needs of our present day female Emirati ESL students, this  

literature review starts with an insight into what students require in skills and competencies to be 

successful in the 21
st
 century, the knowledge age and how they can obtain these necessary skills.  

The focus will then shift to confidence and motivation, two constructs that have been well 

researched over the past 50 years  in regards to better understanding students‘ ability to succeed 

in the EFL/ESL classroom.  The last concept reviewed in-depth in this literature review is EI,  a 

new area of psychology that has received much attention over the past two decades in sports 

psychology and in the private sector and is now gaining acclaim in the  educational milieu. 
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To clarify  and elaborate a little further, the term confidence  will be used as an umbrella 

term for  other sub-related concepts such as self-confidence, self-esteem, self-efficacy, and self-

image.  Motivation, the second main construct under investigation in this exploratory study will 

follow  the section on confidence, and includes a brief history on motivation‘s evolution  over 

time and its development into a multi-dimensional concept harboring various motivational 

theories such as instinct theories, needs theories, goals theories, and self-determination theories.  

 

Emotional intelligence (EI),  often referred to as EQ, is  the final concept covered in the 

present literature review.  EI  is a fairly new area of research in the educational field that has 

received much recognition by neuroscientists, psychologists and educationalists due to recent 

theoretical advances in brain imaging.  The literature review will investigate EI‘s possible 

contributing role in students‘ ability to succeed in reaching their  educational and personal goals. 

The literature review in this area covers theories on Multiple Intelligences (MI)  and how these 

theories support or interrelate with one another.  In addition, the role that EI may possibly play in 

a student‘s ability to self-determine or self-regulate within an educational and personal setting 

will be queried.  

 

Furthermore, this in-depth literature review reveals  how the U.A.E. social context and 

culture may affect the female Emirati‘s EFL learning experience.  The literature  offers possible 

direction on how to better  support ESL/EFL female Emirati students in today‘s tertiary context 

for the world that awaits them once they graduate.  However, the literature  also teased out areas 

that were lacking in regards to educational research within the U.A.E. and  therefore brought to 

light  areas that were in need of further attention  such as student retention issues within the 

U.A.E. tertiary institutions, the lack of research directed towards supporting EFL learners ability 

to succeed, in particular, female Emirati EFL students ability to succeed in a tertiary setting in 

the Middle-East.   

 

Finally, through the literature review, the three main  concepts, confidence, motivation 

and emotional intelligence  provide the necessary direction and theoretical foundation for my  

research methodology and offered much needed insight into how educators can better support 
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female Emirati ESL/EFL students in learning for a world of tomorrows rather than continuing to 

prepare them for an outdated world of yesterdays. 

 

 

3.2 Today’s educational system and  the knowledge age 
 

―I have never let my schooling interfere with my education.‖ 

- Mark Twain's Notebook, 1898 

 

3.2.1 The forces of resistance 
 

A number of prominent educational researchers and committees  (Neill, 2003;  Black, & 

William, 1998; Wilkinson, 2001; Harlen & Crick, 2002; Better Regulation Task Force, 2002; 

Neill, 2003) fear that today‘s focus on high stakes testing has distorted the educational 

experience for students as well as for teachers, and that the extra bureaucracy of this surplus  

over testing is counterproductive.  Neill (2003: p. 44)  supports this argument that students are 

negatively affected by this shift in educational reform towards high stakes testing and that  these 

―frequent changes in the assessment regime have made it more difficult for teachers to build up a 

coherent set of strategies to improve results, as efforts spent in meeting one set of criteria can be 

wasted when requirements change.‖  Focusing mainly on testing may have worked in the past, 

but it is not serving our students today.  However, just like in the private sector, change often 

produces anxiety and resistance when undertaking new incentives and thinking out of the box, 

for educational administrators and educators alike.  Jack Welch, CEO for General Electric was 

quoted by Bill Gates (1999: p. 407) as saying that ―any time there is change, there is opportunity.  

So it is paramount that an organization gets energized rather than paralyzed.‖  One cannot help 

but wonder if our educational system has not become paralyzed in the face of the 21
st
 Century 

challenges. Much like the industries of today, to avoid becoming obsolete the educational system 

must look to preparing themselves for the same challenges of tomorrow as our students must 

face. New directions must be paved to  remain competitive, effective and current, whereupon the 

focus is on our students‘ needs  and not exclusively on grades. Education should function as a 
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learning organization, led by people who model continuous learning in their every day behavior 

and practices, embracing new change opportunities rather than avoiding them. 

 

3.2.2 Preparation for the workplace and society 
 

It is becoming a popular belief that post-industrial countries will flourish according to 

their  ability to succeed with other  knowledge economies (Knight & Yorke, 2004)  and the 

responsibility of ‗remaining in the economic-game‘ depends largely upon graduating students 

being highly skilled and employable.  Furthermore, it is no longer enough that graduates find 

employment, but it needs to be work or employment that adds to the social, environmental  

communities  and  knowledge economy (Goleman, 1995, 1998; Gardner 2006a, 2006b; 

Leadbeater, 2000; Reich, 2002).  ―Governments, employers and other stakeholders believe it is 

the role of  higher education to contribute to the development of a variety of complex 'skills' as 

well as ensuring an advanced command of worthwhile subjects.‖ (Knight & Yorke, 2004: p. 7) 

The  trend for the future, according to Knight and Yorke (2004: p. 7)  ― enhances the stock of 

human capital and makes for national economic well-being.‖  

Recently, there are  a number of researchers who are shifting towards a new educational 

philosophy or paradigm who are questioning that what we are teaching and testing in the 

classroom may not be  preparing our graduates for the workplace.  According to Trilling and 

Fadel (2009)  we are presently preparing our students for jobs that no longer exist in the current 

―knowledge age‖, and that our present dilemma in our educational institutions is to step away 

from our traditional and conservative pedagogy, re-evaluate  and find  new ways to prepare 

students for jobs and problems that may not yet exist. This statement on preparing students for 

jobs and problems that may not yet exist may almost seem contradictory, but not if we take note 

that in 90s the shift from the  industrial age to the knowledge age was made very clear when the 

total amount of money spent on industrial age goods such as manufacturing machines, mining, 

construction, energy production along with other consumable products  was exceeded in the U.S.  

by the amount spent on information and communications technologies such as computers, 

printers and other digital devices by a total of approximately  5 billion dollars (Trilling & Fadel, 

2009).  No matter what part of the world we are in, we are clearly in a new age, a computerized 
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knowledge age, an age where information is accumulating at unimaginable speeds. The internet 

is growing exponentially and estimated to harvest well over a billion pages a day (Google, 2008).  

This would mean, more information, more data and of course, more junk.  This could result in an 

information overload, inundating students, who, without the necessary skills to maneuver 

through this deluge of digital information, could find themselves overwhelmed. 

3.2.3 Learning innovative skills today for a better tomorrow 
 

It is not clear whether  educators have helped prepare students adequately to meet these 

complex 21st century challenges. In other words, are students equipped with the necessary 

cognitive and effective skills to meet these new challenges?  Questions are being raised on 

whether or not  graduating students are equipped to survive in this ever changing, unpredictable 

environment but also will they be able to contribute to the betterment of our global society?  

 According to Elias (2009) students  are not being systematically prepared for the  complex 

citizen roles that await them. According to Elias (2009), there is a growing body of evidence 

from research and practice that  suggests that there is a need to integrate social-emotional and 

character development  (SECD) into academic learning.  

 

As educators it is important to reflect on how our educational system has progressed, or 

not,  into this new era. Trilling and Fadel (2009) convincingly argue that today‘s educational  

systems, for the most part, still operate on an agrarian calendar (where students have the 

summers off to work in the fields), tied to industrialized time clock schedules (pre-fixed class 

times that often start and end precisely at the same time every day) and a  curriculum of subjects 

(language, arts,  math and science) and a pedagogy to teach them  invented during the middle 

ages. Standardization and uniformity combined with mass production needs were, over the past 

five decades, important to factories of the industrialized age as well as the educational system.  

However, in the recently arrived knowledge age,  the ―flat world‖  (Friedman, 2009) of global 

markets, connected knowledge work and blended cultural marketplace, the 21st century demands 

need a fresh set of  skilled graduates;  graduates who are not only highly knowledgeable in 

content areas, but who are ethically bound to improving the way  they live and contribute to 

society as a whole. 

 

http://googleblog.blogspot.com/2008/07/we-knew-web-was-big.html
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Trilling and Fadel (2009) believe that today‘s students should develop deeper levels of 

initiative and self-directed skills while progressing through their education.  Each student should 

be able to exercise an appropriate level of freedom to build self-direction skills through various 

programs such as mentorships, apprenticeships, internships or through community service and 

projects providing opportunities for students to find or develop passions or interests that benefit 

themselves and others.  At Zayed University, the eight week internship is completed during the  

final year in the bachelor‘s program, which may not be enough.  According to  Al Mulla, 

Executive director of National Workforce Development (NWD), under the auspices of the 

Emirates National Development Program (ENDP) whose role is to integrate Emiratis into the 

workforce, this is too late in the program for Emirati students to make sound career decisions and  

be adequately prepared for the workplace (Moussly, 2010). 

 

3.2.4 The disconnect  
 

In preparation for the work environment, there may be a  disconnect between what 

female Emirati students have learned or experienced, expect and what actually awaits them once 

they attempt to enter the workplace. The issues are many.  Although not an area yet researched 

or readily discussed due to its sensitive nature in the U.A.E. context,  recent articles published in 

the local newspapers are beginning to focus on the dilemma faced by the government, the private 

sector and graduating students in regards to the workplace expectations.  

 

According to Gallacher et al. (2010) there may be a mismatch of market demands and 

students‘ study choices for future  careers.   In defense of the choices made by students,  

according to Walters et al. (2008)  many of the education and career options  available in the  

U.A.E.  today,  did not exist  a decade ago. These new educational venues and career choices are 

not related to  traditional or cultural heritage,  and therefore not  familiar to students‘ parents.  

There are other  additional factors to be considered in lack of diversity in students‘ choices of 

possible careers.  In secondary school, students can choose either an arts or a sciences stream and 

many choose the arts stream because it is perceived as the easier of the two.   For most female 

Emirati students, they are the first generation to enter a tertiary educational system and  the lack 

of role models in various careers other than art and teaching may also be an  impeding factor in 
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an appropriate career selection. It would appear that students need to learn to self-coach/direct 

their career choices in line with the workplace needs. 

 

 Due to their isolated cultural upbringing, most Emiratis are surrounded by locals and 

therefore graduating Emirati students seek employment in similar surroundings, which they 

found  in the past, in  the government sector, explains Al Anoud, President of the Student 

Council at Abu Dhabi University (Gulf News, 2010).  However, due to the dwindling positions in 

the public sector, it is much more difficult for graduating students to find public sector positions. 

 

In addition,  job considerations and preferences for female Emirati students can be 

influenced by the extent of contact with males, the limitations on traveling and limitations in 

regards to availability to work extra hours.  The aforementioned  issues could actually jeopardize 

the female Emirati‘s family honor.  To explain a little further, Farrell (2008) gives the example  

of a non-Islamic bank not being a workplace environment acceptable for women to work in 

because of the issue of ―riba‖ (interest), which is considered to be ―haram‖ or ―not allowed‖ in 

the Islamic culture. 

 

As mentioned earlier,  government positions are dwindling. Due to the influence of 

globalization and rapid growth, the U.A.E. has had to rely on a large expatriate workforce, 

reducing the employment prospects for their own citizens (Godwin, 2006 ) and as a result the 

U.A.E. nationals are now a minority in their own country. To try to counter-balance this  

dilemma,  recent government Emiratization policies (http://www.emiratisation.org) in the  public 

and private sectors have led to hiring Emiratis to fill a certain percentage of available positions. 

The strategy‘s goal is to optimally use the country's human resources by transferring the  skills 

and knowledge from expatriates to U.A.E. Nationals.  

 

 Although there may be fewer openings in the public sector, there are positions readily 

available in the private sector.  The U.A.E.s unemployment rate is approximately 13 percent, the 

majority being Emiratis (Moussly, 2010).  However, Emiratis are very reluctant to make this 

transition into the private sector.  In an interview with the Mr. David Kelly, acting head of the 

careers office at Zayed University, it was explained to me that many graduates expect and prefer 
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to work for the government due to better conditions, namely more attractive compensation 

packages,  job security, often shorter working hours and  higher salaries.  While in the interview, 

I was shown a government position that was open to graduating students in Abu Dhabi that 

offered an exorbitant  47, 550 dirhams per month which is approximately 12, 500 U.S. dollars, 

more than twice the salary of an average professor  with a master‘s or doctorate‘s degree who is 

teaching these undergraduates.  Although all government salaries may not be as high, the average 

being approximately 23 or 24,000 dirhams per month, the salaries are definitely more  

impressive than the private sector where salaries  offered to graduating students are 

approximately 7 or 8,000 dirhams per month. Understandably, it is estimated that approximately 

only 4% of Emirati nationals work in the private sector (Emiratisation.org, 2010).  

 

Those graduates who have ventured out to the private sector for internships have mixed 

emotions on their experiences.  In an informal short post-internship questionnaire given by the 

Students‘ Careers Office at Zayed University in the Spring of 2010, 36 students out of 42 

participants indicated that their internship was positive, 4 found it to be ―somewhat‖ positive and 

2 indicated that it was not positive.  When questioned about the work environment  and culture 

of the company, the key words found in the Students‘ Careers officer‘s notes reporting the results 

of the survey were: conservative – discrimination – perfect but boring – unfriendly – not helpful 

– comfortable – multicultural and enjoyable – supportive people – motivating – staff became like 

a family – social – flexible and communicative- encouraged participation – excellent – same 

culture as at home.  

 

Question 6  on the survey asked participants ―What could be done by the company, your 

college and Student Careers office to improve this internship?‖ Student‘s indicated the 

following: more regular contact by internship supervisor with site – everything was fine – more 

courses before we go -   job rotation within the company – work plan prepared before starting so 

we know what to expect - use organizations willing to take interns – more internships! – provide 

interns with work space – make it shorter – make it longer – companies need to give us real 

work/ push us – be confirmed earlier – students need to work before their internship – nothing – 

perfect – internship in 2 places – more opportunities to gain experience about real work life – 

teach more practical skills – colleges ask companies to teach the interns any systems they need to 
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know before the internship (e.g. GRP system) – companies make sure staff know about us 

coming and security passes are arranged – need more practical opportunities in the college to use 

the skills and get experience – better program for interns provided by company – college give 

more advice on which organization is suitable – we are young and like a more informal 

environment.  

 

 In viewing the key words noted in the career‘s officers notes it can be assumed that, 

overall, graduating students would have liked to have obtained more workplace experience, gain 

―practical skills‖ and knowledge/advice on  career choices prior to graduating would have 

beneficial before internships .  Furthermore, it would appear that issues on site, such as 

―discrimination‖,  not being given ―real work‖ and the need to feel challenged are issues that 

demand further attention should we wish to address the needs of our graduating students.  

 
 

 When considering the position of the private sector, according to Farrell (2008), the 

perceptions are often negative regarding the employment of  Emiratis.  Emiratis are seen as being 

less productive, more costly, more demanding  and more likely to leave compared to expatriates. 

Farrell (2008: p.120) explains ―inadequate skills between indigenous job seekers and foreign 

labor‖ is also an issue, whereupon expatriates are better skilled and offer more work value and 

expertise for the money.  Factors employers may have to consider when hiring U.A.E. female 

graduates may be seclusion and segregation considerations in respect of gender ethics, and 

discrepancy between  national and expatriate salaries, thus creating a work environment that may 

be uncomfortable for both the expatriates and nationals.  In the public sector, nationals regularly 

receive substantive pay increases and benefits, whereas the expatriates are not held at parity and 

do not receive the same benefits, therefore possibly creating animosity.  Since this is such a 

sensitive issue,  research literature covering the phenomenon is lacking.     

 

The government realizes that the U.A.E.`s future depends to a large extent on sustaining 

the private sector within the U.A.E. and therefore has recently  focused on bringing this issue to 

light, trying to convince Emiratis that the private sector is extremely important for the U.A.E. 

economy  (Moussly, 2010)  .   
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Taking into consideration the very short history of tertiary education in the U.A.E. it is 

understandable that  I was unable to find any research publications that would benefit this study 

regarding female Emirati  graduating students‘  experience, perceptions and needs regarding the 

workplace, nor the employer‘s perceptions of graduating students for that matter.  However,    

Zayed University is in the process of conducting  research in these areas and data on this 

phenomenon  will be forthcoming  in the near future.  There is, however,  substantial research 

and literature on the state of graduating students in the U.S. in addition to newspaper articles and 

reports in the U.A.E which may help us also reflect, to some extent,  on what may be transpiring 

regarding graduating students abilities to meet the workplace needs within U.A.E. 

 

In a press release on students entering the workplace issued by  the Conference Board, 

Partnership for 21st Century Skills in October 2006,  (p. 1) entitled  ―Most Young People 

Entering the U.S. Workforce Lack Critical Skills Essential for Success‖.  To learn more about the 

state of graduating students, 431 hiring executives were asked if graduating students were ready 

for the workforce.   The executives‘ collective answer was that graduates were  alarmingly 

deficient in the most sought after skills and that  graduating students were lacking in some basic 

skills such as oral and written communication, critical thinking and problem solving, teamwork 

and collaboration, professionalism/work ethics,  and  leadership.  The Conference Board, 

Corporate Voices for Working Families in conjunction with  the Partnership for 21st Century 

Skills, and the Society for Human Resource Management, examined employers' views on the 

level of readiness of new entrants into the U.S. workforce from high schools,  two-year colleges 

or technical schools, and four-year colleges into the U.S..    The  conclusion drawn in the report 

was that the  future workforce was  there, but  it was  ill-prepared.  This conclusion echoes the 

conclusion made in another report, this time in the Gulf context.  The  HSBCs Executive 

Summary Report (Oxford Strategic Consulting, 2010) which had the mandate to make  

recommendations on how to increase the levels of participation by women in the GCC (Gulf 

Cooperation Council) workforce,  conducted in February of 2010  by the Oxford Strategic 

Consulting firm from England.  The United Arab Emirates is one of the six Gulf countries that 

belong to the GCC.  ―The conclusion is that, although huge advances have been made in 

women‘s education and emancipation, the interface between academia and work remains a major 

issue.  In common with many young men, women are ill-prepared for the world of work and the 



CHAPTER -3- 
 

32  

 

world of work is ill-prepared for them.‖ (Oxford Strategic Consulting, 2010: p. 2)  These 

findings reflect employers' increasing frustration over the growing  gap in preparedness of 

students for employment. Corporations expect graduates to arrive with a core set of basic skills 

and knowledge and the ability to apply these cognitive and social skills in the workplace and 

reality is not matching the expectations of those who are hiring.  In line with these conference 

board‘s findings,  Time magazine (Wallis, 2006) published  an article reflecting the dilemma 

concerning today‘s graduates and the 21
st
 century workplace. 

 

I believe this disconnect is still present today  and the necessity for a new approach to 

preparing graduates for the  rapidly shifting workplace is pressing.  Due to the economic 

situation that we are presently in, companies are downsizing and entering serious budget 

restraints and having to bring employees, especially those entering the workforce up to the 

required skill levels is costly.  Undoubtedly, these corporations would much prefer to have 

competent self-directed employees, lifelong learners who are ready to hit the ground running, 

ready to get the job done,  with no or very little training or anticipated professional 

developmental costs.  
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Today‘s  ―net generation‖ (Oblinger & Oblinger, 2005) students  who are comfortable 

using technology in their everyday lives, are also placing pressure on the educational system.  

Students no longer wish to sit passively in class while we ‗teach a one-size fits all model‘, but 

expect interactive, personalized, creative, collaborative, innovative, and engaging leadership 

instruction that will prepare them to meet their future goals, not only in the workplace, but as 

productive citizens in their own communities as well as at the global level. Gardner‘s work 

(1983, 2006a, 2006b) goes in hand with this net generations‘ expectations.   Gardner, a renowned 

researcher/psychologist and  professor of cognition and education at HGSE,  first recognized for 

his work in multiple intelligences (MI) in 1983  builds on  his earlier MI theory in his more 

recent work  on preparing one‘s mind for the future workplace.  Gardner‘s  theory (2006a, 

2006b)  is  that we can no longer isolate ourselves to our own back yard, that we must be  aware 

and involved on a global level should we wish to survive and  sustain a positive future for 

today‘s generation.  Furthermore, should we  wish to create that positive future  referred to in 

this study, we must respond to the needs of today‘s students if we wish to keep them engaged 

within the educational system.  

 

It may well be that many of today‘s students are not engaged and as a result, tertiary 

institutions around the world are dealing with retention issues. However, according to Tinto, 

(2001: p. 1) although a serious problem ―They have done little to change the overall character of 

college, little to alter student educational experiences, and therefore little to address the deeper 

roots of student attrition.‖  As a result, most efforts to enhance student retention, though 

successful to some degree, have had more limited impact than they should or could.   Looking at 

factors that may influence retention, Roddan (2002) conducted research on retention and failure  

issues on first year computer science participants whereupon a large number of variables,  

notably attendance and the amount of revision undertaken by participants,  did not elicit high 

correlations with exam scores  resulting in  Roddan  suggesting  that understanding the course 

material is not the sole key factor.  Furthermore Roddan (2002)  claimed that ― when looking at 

the background characteristics of students, the research is not in agreement, and as yet, no one 

core set of significant variables has been identified that predicts attrition.‖  Which variables are 

important, and how they are significant is widely debated (Roddan, 2002).  It would be ill 

conceived to believe that students who abandon their studies do so solely because of grades, it 
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may well be because the educational system is not fulfilling or meeting  their needs or another 

possibility would be that students are emotionally hijacked when personal issues take over and 

are unable to focus on their studies or pursue their goals.  According to Goleman (1995: p. 39) 

―People who can not marshal some control over their emotional life fight inner battles that 

sabotage their ability for focused work and clear thought.‖ 

 

3.2.5 Reshaping and modernizing the educational system 
 

Learning about learning to better support  this  net  generation of students can help 

reshape educational institutions to meet our times and the needs of our students,  the needs  of 

the workplace and the needs of our societies. The world is experiencing a knowledge age 

explosion of technology and communication.  ―It is frightening to realize that what we learn 

often becomes obsolete in a short time‖ (Manz & Neck, 2004: p. 1).  There is a need to direct our 

students to deal effectively with this complex world and  to lead themselves to fulfillment in life.  

The  goals of today‘s students and educational institutions should no  longer  focus solely or 

primarily on getting good grades in core subjects, but being able to help students meet current 

and future complex challenges such as fulfilling civic responsibilities supporting  students in 

their quest to live fulfilling lives through positive interpersonal interactions  and for those who so 

desire, a successful and self-fulfilling career.  According to Richardson and  Evans (1997: p. 4) 

―while logical-mathematical and verbal-linguistic aptitudes are certainly desired for academic 

and school success, emotional and social competence is also essential for personal 

accomplishment.‖ According to Gardner (2006b) it is expected that tomorrow‘s graduate will 

most probably change employment approximately 11-22 times in their career and to keep abreast 

of the constant changes.  One must become a lifelong and independent learner, being  active 

participants in their own learning process (Zimmerman,  2001) and become apt at working 

within an ever changing workplace, where job security is no longer the norm. 
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3.2.6 Knowledge age thinking : The turning of learning 
 

The new path to future oriented education needs out of the box and non-linear thinking to 

solve future complexities as well as being ethically and morally in tune with society‘s global 

needs.   In 1983,  Gardner  proposed that reflective educators should take into consideration each 

students multiple intelligences (MI).  Gardner (1983) developed a list of seven intelligences,  

although his provisional list would later include an 8
th

  intelligence, a naturalist intelligence. The 

first two intelligences, linguistic and logical-mathematical intelligences  have been typically 

valued in educational institutions; the next three, musical,  bodily-kinesthetic and spatial 

intelligences are usually associated with the arts  and regretfully, are often neglected due to 

budgetary restraints  within the educational system.  Finally, the last two intelligences, also often 

neglected in the educational setting, yet  have received more acclaim  in business and sports 

milieu,  are the    interpersonal and intrapersonal skills,  what Gardner calls 'personal 

intelligences‘,  the ability to relate to oneself and others.  These two last  intelligences are of 

highest interest to this study. In addition, Gardner, in one of his more recent books, The Five 

Minds for the Future, (2006b)  encourages us to take a step further than just focusing on the 

seven or eight  MI. Gardner proposes that as educators, promoting and supporting  multiple 

intelligences in the classroom is just the beginning of a self-awareness process in preparing 

students for the future, and that educationalists should reevaluate educational goals and the type 

of minds we wish to cultivate for the 21
st
 century knowledge age.   According to Gardner, in 

addition to teaching to the various intelligences mentioned above, educators should  encourage 

students to hone their 5 minds, the disciplined mind, the synthesizing mind, the creative mind , 

the ethical mind and the respectful mind, taking into consideration that 5 minds are an integral 

part or an extension of the MI.  For example, the respectful mind, the mind that respects 

ourselves and others, the mind that has empathy for ourselves and others is also related to the 

interpersonal and intrapersonal intelligences in Gardner‘s MI 1983 theory.  By first promoting 

students to become aware of their interpersonal and intrapersonal intelligences we then can 

continue to support them by encouraging them to cultivate their mind, their 5 minds according to 

Gardner, (2006b) and by  doing so we would be helping learners prepare for the 21st century 

challenges that await them.  



CHAPTER -3- 
 

36  

 

 Gardner (2006b) theorizes that by promoting these 5 minds, students would come to the 

realization that they have a vital role to play in creating the conditions to change the world for 

the better, or for the worse; and that in today‘s world we need to work in harmony if we wish to 

be successful.  Gardner (2006b) hypothesizes that in alignment with the  multiple intelligences 

that he promoted in his earlier work (1983), we should foster these 5 kinds of minds, three of 

which emphasize various aspects of the learner‘s intellectual developmental  (the discipline, 

synthesizing, and  creative minds) and  the remaining  more abstract minds that relate to a 

learner‘s development at a cognitive level (the  respectful mind and the ethical mind). Gardner 

(2006b) explains that we are  living in a time where  society is undergoing change at an 

exponential rate induced  by the  acceleration  of globalization.  Various factors affect our world 

of today, such as  the impact of every day cultural clashes, the growth of  knowledge in various 

scientific fields, which in turn, creates an overwhelming influx of digitalized information 

creating an era whereupon students who wish to succeed  have no other choice but to become 

lifelong, self-directed learners.  Furthermore, through self-management, students should be able 

to prepare for their futures through logical and flexible curricula and pedagogy, rather than 

continue on the narrow road that many educationalists have supported and followed over the 

years that confines education to the dominant discourses of core subjects/curriculum,  skilling 

and high stakes testing. 

 

    Gardner (2006b)  theorizes that these dramatic changes cited above, over the last two 

decades,  call for innovative ways of thinking and learning in our educational systems and that 

these new ways of learning should embrace the multiple intelligences as well as encourage 

students to foster their 5 minds, promoting students to learn how to self-motivate and self-direct  

into the new millennium that awaits them.   

 

Students who are skilled in MI, and more specifically for the needs of this study, in EI 

and in developing their  5 minds, will be better equipped in the future to deal with what is 

expected as well as what cannot be anticipated and therefore  supporting  statements previously 

made in this study by Trilling and Fadel (2009) in regards to preparing students for problems in 

the workplace and in their personal lives that may not yet exist.  Without these skills Gardner 

(2006b) fears that individuals will be at the mercy of forces they cannot fully comprehend, 



CHAPTER -3- 
 

37  

 

overwhelmed by the incessant mountain of information they must negotiate daily, and therefore 

unable to effectively integrate or  succeed in the workplace nor  make judicious decisions on  

personal and professional matters. 

 

 

Gardner (2006b)  and other prominent educational researchers, (Goleman, 1995; Trilling 

& Fadel 2009; Graham, et al. 1998)  posit that should we want to remain relevant and 

competitive in this knowledge age, we must develop new ways of learning and thinking.   Future 

employers are seeking skilled employees and leaders  who are not only knowledgeable in regards 

to their own profession but cross-related professions as well. Furthermore, our young graduating 

female Emirati women will be expected to have gained leadership skills and to have gained skills 

in interpersonal intelligences, self-awareness, being able to remain flexible,  disposed at working 

within groups as well as lead effectively through self-awareness, knowing one‘s limitations and 

the limitations of others, and the ability to read  and understand others who may well have 

diverse backgrounds, ethnicity and culture.  In essence, ―the graduates of Zayed University are 

well-prepared to shape the future of the United Arab Emirates‖ (ZU Strategic Plan, 2008-10: p 2) 

and therefore are expected to lead their country through the next millennium. 

 

 In recent literature on skills needed for the 21
st
 century, Trilling and Fadel (2009) 

emphasize that students need to be self-aware,  initiative and self-direct towards becoming 

effective agents of change and leaders within their society as well as from a global perspective. 

Trilling and Fadel (2009) believe students should hone their skills to manage goals and time 

effectively, be self-directed learners, albeit  independently or in group environments.  By being 

self-directed, reflective learners, they  will go beyond the basic mastery of skills and curriculum 

taught in class and explore and expand on their own, becoming lifelong learners and possibly, 

lifelong leaders .  
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3.2.7 Empowering and mastering self-leadership skills in our 
students 

 

Leadership has an endless number of definitions, no doubt due to the vast amount of 

research done on the topic as well as the numerous individuals who have written and stated their 

personal opinions on leadership issues.  The most basic definition of leadership  offered by Manz 

and Neck (2004: p. 2) is ―a process of influence‖.   According to Beckhard (1996: p. 125) 

―leaders in the twenty-first century will face greater and more complex demands than they did in 

most of the century just ending‖ and these knowledge age leaders must have both an economic 

and a social agenda.  Beckhard (1996) goes on to say that the leaders of today should have the 

same traits as those of yesterday, being able to think strategically, have a constant eye on the 

future, believe in certain fundamental principles regarding human behavior,  and adhere to strong 

convictions on matters of importance to society as a whole.  However the challenge is even more 

staggering taking into consideration the fast paced  global environment our students will have to 

work in. 

 

As stated above, the difference between today‘s leaders and those of yesterday will come 

from the increased complexity of the world due to the explosion in technology and 

communications.  As a result of this overwhelming influx of information, it would be logical to 

assume that, contrary to past leaders who knew how to ‗tell‘, the leaders of tomorrow should be 

people who knows how to ‗ask‘.  For in most cases, according to Goldsmith (1996), the world is 

changing too rapidly and no one person will be able to effectively keep up.  In other words, it is 

very clear that working solo will no longer be practical or effective.  One must effectively be 

able to involve others and encourage participation because tasks will have become exceedingly 

more complex and information too widely disseminated for leaders to solve problems on their 

own.  It‘s simple, those who don‘t ask, will get lost and will be left behind (Goldsmith, 1996).  

Future leaders will need to be effective listeners, able to reflect on information they have 

harvested from others, synthesize the information for distribution and make decisions and act 

upon those decisions in an ethical manner and one may speculate, in a much shorter time frame 

than required of past leaders (Goldsmith, 1996). Gardner‘s 5 minds  theory  (2006b) would 

appear to be in line with the necessary cognitive and emotive abilities necessary for an effective 
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leader.  In accordance with Gardner‘s theory on 5 minds for the future,  Beckhard (1996) adds 

that it will be an ever increasing challenge for leaders to successfully manage the tension 

between these exponential developments  of technology and communication and the needs of 

individuals.  It would appear that  our leaders of tomorrow will need to be sensitive to the social 

issues of protecting the environment, of supporting and creating more than just societies as well 

as to attend to the increasing interest of a significant number of individuals who deem it 

necessary to find and prioritize meaning in their lives as well as meaning to their work.  This 

may well mean that future employees,  hopefully contrary to today‘s reality, will place family 

and ethics before making money.   

 

Furthermore, it would appear that human needs will increase at a rate greater than what 

governments have the ability to meet and manage and it may well be society as a whole, 

including companies and individuals who may have to step in to fill the need as governments in 

many counties shy away from taking on or maintaining responsibility for social care.  Without a 

doubt, our graduates, who wish to embark upon  leadership positions, will be looking at 

leadership roles that may have the same traits of leaders of the past, yet new challenges to lead in 

areas where few have led.  As educators the questions to be asked here, is whether or not we 

have sufficiently prepared our students to meet these future leadership challenges. 

 

ZU‘s mission, reflects Beckhard‘s (1996) vision of ―leaders in the twenty-first century‖ 

and  is greatly guided by the institution‘s sense of responsibility in the national context 

whereupon the focus is on the development and benefit of the U.A.E. and therefore its mission is 

to ―educate leaders and contribute to the nation‘s economic and social development‖ (ZU 

Strategic Plan 2008-2010: p. 3).  Graduating ZU  female Emirati students are expected to be  

―fully bilingual in English and Arabic, strong in the use of computing technology, and proficient 

in research skills. ZU expects its graduates to achieve significant intellectual and social 

development with further expectations that graduates will be well-prepared professionals ready 

to become leaders in government, business, civil society, and family life. The graduates of Zayed 

University will help shape the future of the United Arab Emirates‖(ZU Strategic Plan 2006-

2008:  p.4) and if one can hypothesize a little further due to newly gained word-wide popularity 

of the U.A.E., that of the GCC countries and beyond. 
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3.2.8 Learning to lead, where to start 
 

It is not easy to find happiness in ourselves, 

 and it is not possible to find it elsewhere 

                                                   --Agnes Repplier 

 

 

 

The existing leadership literature focuses mainly on influences exercised by one or more 

individuals over others or in other words, individuals leading others.  According to Manz and 

Neck (2004: p. 1) however, the journey should start with mastering oneself to ‗self-lead‘ by 

‗looking into the mirror‘ for we choose what we are and what we ultimately will become and 

within this cycle, the outcome of the actions we choose have a direct influence on the world.  

The authors see the world as not always cooperating with the goals we have set, but how we face 

and cope with these challenges creates that personal world we live in, for the better, or for the 

worse.  Manz and Neck  (2004) point out that we influence our actions in countless ways, often 

with no awareness of  the effect these actions have on us and others.  These two researchers 

believe that to address the issues of finding one‘s way and becoming successful, the fundamental 

first step is not to teach how to lead others, but to learn to effectively lead ourselves and 

therefore the power first lies in ‗empowering‘ oneself through self-leadership.  The leadership 

that one exercises on oneself today will enable us to become effective and successful leaders of 

tomorrow.  It is here that we should stop and reflect on the literature reviewed and take stock of 

the theories presented, such as Zimmerman‘s (2001) theory on  independent learners being  

active participants in their own learning process, combined with Gardners‘ MI theories (1995)  in 

addition to his later self-awareness theories of the 5 minds (2006), along with  Goleman‘s (1995) 

and  soon to be discussed, Mayer, Salovey, and  Caruso‘s (2004)  theories on  EI.  It is clear that 

all of the aforementioned theories are all leading in one direction, towards encouraging today‘s 

students to take action in their own ability to  self- motivate, self-direct, self-coach and possibly 

lead others. Through personal awareness and the awareness of others, students will be better 

equipped to not only empower themselves and self-coach for success, but also in the long-term, 

benefit society as a whole.   
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3.2.9 To whom the responsibility lies? 
 

To whom the responsibility belongs to help students find this momentum of self-direction 

is still a matter of debate.  Gardner (2006b)  believes, as I do,  that the self-awareness process 

should start at home through the modeling of parents and continue in class through modeling of 

teachers, long before students are in a position to look for employment.  Educators  are seen as 

still being essential, but  no longer just as teachers or instructors, but as mentors who ―switch on‖ 

our students to the realization that they, as individuals, are in a position to make life enriching 

choices and have the ultimate  power  and the responsibility to make this world a better place.  

Trilling and Fadel, (2009) co-chairs of the Standards, Assessment and Professional Development 

Committee of the Partnership for 21
st
 Century Skills believe teachers should take on the  new 

philosophy of ‗teach less, learn more‘.  According to Elias (2003: p. 6) ―in every society, 

children will inherit social roles now occupied by adults.  Our education systems have the job of 

preparing children for this eventual responsibility.‖  In the same light, Boyer and Hechinger 

(1981) believe that if higher education wishes to maintain its relevance in society,  it shouldn‘t 

just serve the ‗egocentric‘ intellectual needs of a student, but also serve the higher needs and 

purposes of society.  Chickering and Reisser (1993)  also call into question  higher education‘s  

focus on individualistic intellectual development,  at the cost of overall human development and 

growth and question the relevance of education that lacks balance between both  domains.   

     

 We are warned that educational institutions can no longer simply teach core curriculum, 

or in the essence of this research paper,  just teach English, blind to what  is going on outside the 

classroom walls.  Trilling and Fadel (2009) claim that recent research on the importance of 

emotional and social intelligence on the development of young learners has led to the 

implementation of a numerous programs that support social skills and social responsibility. 

Educators for Social Responsibility (ESR) is one such example where collaborative projects and 

materials  are designed  whereupon learning activities and methods provide more pro-social 

learning environments developing students‘ skills in teamwork, management skill, cross-cultural 

understanding,  problem solving and critical thinking regarding current global issues.  
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There is a growing force of educators and researchers  (Brophy, 2004; Clyne, 2001, 

Cottrell, 2003; Deci, & Ryan, 2002;  Ellison, 2001, Goleman, 1998; 1995; 2004; Howe, 1999; 

Maehr & Meyer, 1997;  Mager, 1997)  who believe that there is a need to manage  learning 

experiences for our students differently from how we have dealt with pedagogy and curriculum  

in the past.  I believe by incorporating EI behavior skills within our curriculum, we will not only 

be assisting our students in learning  English, we will catalyze the desire for our students  to 

grow personally as independent learners, as well as be productive, caring  human beings while 

learning English or any other subject for that matter.  Furthermore,  what transpires in the 

classroom should spark a student‘s desire to want to learn more, and this desire to want to learn 

more will create a lifelong learner who is self-aware and aware of the needs of others.  Leading 

behavioral researchers such as Gardner (2006), Neil (2005),  Trilling & Fadel (2009),  and Weare 

(2004)  are in agreement that if our students are challenged with situational learning activities 

that promote students‘ abilities to deal effectively with today‘s and tomorrow‘s real life 

challenges rather than using traditional/conservative methods of teaching and testing such as 

memorizing historical events/dates or memorizing a poem, graduating students  would be better 

equipped to continue as lifelong learners once they leave our classrooms.  Promoting students to 

become self-aware, enabling them to effectively self-direct by self-coaching today, equips our 

students for success tomorrow.  

3.2.10  Section summary 
 

To summarize this section of the chapter on today‘s educational system and what awaits 

students in the workforce, there is a need for educationalists to better prepare students for  

leadership positions in a constantly changing workplace environment.  Higher education, to 

maintain its relevance in society, must help students make meaning of the knowledge they have 

acquired as well as support student growth through the integration of class experience with the 

students‘ broader out of class sociocultural and personal experience (Kuh, 1995; 1996)  In light 

of this last statement, students  should  be introduced to the theory of multiple intelligences (MI)  

and in particular in regards to this study,  how their awareness of their  interpersonal and 

intrapersonal intelligences may assist them to effectively deal with their education, their personal 

issues and  the future that awaits them.  In addition to  understanding themselves and others, 

students should be encouraged to become their own best teacher,  honing  their abilities in 
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regards to cultivating a disciplined mind, a creative mind, a synthesizing mind, an ethical mind 

and a respectful mind.  The literature supports the theory that by fostering these aforementioned 

abilities, students will become more conscious of the world that awaits them and therefore take 

the necessary steps to prepare themselves to meet this world head on and be successful self-

directed leaders.  By encouraging students to become self-aware and self-direct/self-coach in 

these areas, students will be prepared  to meet their personal and professional challenges and 

ultimately succeed and find their place as productive citizens in tomorrow‘s global world.  The 

question still remains, how do we, as educators, support students on this journey of self-

awareness and self-direction?   I would propose that we start with two very popular constructs 

that students are already familiar with: confidence and motivation and finally introduce a more 

recent construct that is gaining momentum in educational research, emotional intelligence or 

EI/EQ.   Although less familiar to students, EI  may well be the needed missing link in student‘s 

ability to self-direct and self-coach to success.  

 

3.3 Confidence: 
 

                                                     ―The greatest barrier to success is the fear of failure.‖ 

                                                                                                               -Sven Goran Eriksson 

  

 

 
 

3.3.1 Defining confidence 
 

Being confident, according to the Oxford English Dictionary (1989) is ―having strong 

belief,  firm trust, or sure expectation; feeling certain,  fully assured, self-reliant, bold; sure of 

oneself, one‘s cause, etc.;  having no fear of failure.‖ and therefore, understandably, from this 

one definition, we can be assured that confidence is a complex, multidimensional phenomenon, 

and therefore  extensively researched  within the area of education and more specifically for our 

present interest,  in second language acquisition (SLA).  
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3.3.2 Confidence and learning L2 
 

Confidence,  in the context of EFL/ESL appears to have a very profound impact on 

language acquisition and performance.  There is a wealth of empirical evidence showing that 

confidence, self-efficacy along with the concept of motivation  affects academic performance 

and behavior of EFL/ESL students.   According to Neil (2005), self-efficacy (a belief in one‘s 

general ability to handle tasks) and self-esteem, (one‘s opinion of oneself) in combination, is 

what constitutes one‘s level of belief in their self-confidence and self-worth.  Pajares  (2009),  

widely known for his research in  confidence and self-efficacy,  theorizes that self-efficacy can 

be seen as the level of confidence people have in their ability to do things.  Sieler (1998) adds   

that  having a strong sense of  self-confidence is a characteristic which enables an individual  to 

have a positive view of themselves and  the situations that they are in and how they will deal  

with the situation at hand.  For the purpose of this study, confidence will be an umbrella term 

that will include the attributes self-confidence, academic self-confidence, self-efficacy and self-

worth.  In addition, this  same attribute, confidence,  can also refer to an individual‘s expectation 

of his/her  ability to attain goals in any given situation.  

 

The judgments people make about what they can or cannot do, can also have an impact 

on a person‘s volition and their abilities to execute tasks.  According to Mager, (1997: p. 85), 

self-efficacy ―isn‘t about the actual skills that people have; it‘s about the judgments people make 

about what they can do with those skills.‖  Therefore, self-efficacy is an integral part of one‘s 

level of confidence.  Mager (1997) continues on to say that people with low self-efficacy often 

end up believing that they can‘t do things that, in reality, they can accomplish. To clarify even 

more , the concept of confidence plays an extremely important role in ensuring that an 

individual‘s potential is reached (Stevens, 2005).  Self-efficacy, as mentioned earlier, is also 

sometimes referred to in situation specific areas as  self-confidence. For example, academic self-

confidence can sometimes be referred to as self-efficacy. Again, for the purpose of this study, 

self-efficacy  and confidence will be used more generally and seen as one construct alone and 

may be used interchangeably when referring to our context of EFL/ESL students within this 

study . 
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Once an EFL/ESL student  becomes more proficient in learning the  language, one of the 

benefits often felt is an increase in the  sense of confidence, a sense of pride in themselves.  For 

some, this may be an enjoyable journey, but for others, it may be a difficult one and the feeling 

of strong self-confidence may never be reached.  Neil (2005) theorizes that a person with a 

strong sense of self-confidence and a realistic view of themselves and their abilities, will persist 

in their endeavors, while those who have low self-confidence  will abandon their goals more 

readily, often feeling inadequate.  

 

For a healthy dialogue, there are usually contrasting theories.  Contrary to much of the 

research in this paper on confidence affecting students‘ performance, Sander and Sanders 

(2003) in their summary report created an Academic Confidence Scale (ACS) which was used 

to  explore the  differences in academic confidence between two student groups. Their findings  

seemed to point in the direction that  confidence, surprisingly, could only be responsible to a 

small extent for differences in student‘s expectations of higher education.  Data retrieved from 

their ACS indicated that the level of confidence was affected more by performance than the 

students‘ performance was affected by confidence.  However, the data used to disseminate this 

information was retrieved from two very small sample groups, 102 psychology students and 

182 medical students and is not representative of the area of concern in this paper, and 

therefore sheds very little light onto the situation at hand, that of EFL/ESL female Emirati 

learners.  

 

3.3.3 Building confidence in the EFL learner 

 

For many  EFL/ESL learners, the desire to improve their levels of confidence is often 

an important factor that students must address when dealing with obstacles or situations that 

may  hinder their progress.  Therefore, one of the key elements of rendering a students‘ 

language acquisition journey to be a successful one, is finding ways to build their self-

confidence level so they feel less nervous and continue to be motivated to take part in EFL 

activities in and outside of the classroom.  It would appear that confidence is needed not only 
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inside the classroom, but outside of the classroom as well, whether it be a situation where  a 

student is engaging in conversations with fellow classmates, asking for information in English 

while on a trip with their family, handing in assignments or sitting for a job interview.  

According to Schumann (1986) students  who are not confident in themselves are more likely 

to not  take risks when trying to learn a language or engage in a situation where they have to 

use a second language, once again, inside and outside of the classroom due to their  fear of 

being ridiculed or laughed at.  ―Language shock,‖  according to Schumann, (1986: p. 382)  is 

the fear or dread of appearing comical or looking foolish whilst attempting to communicate in a 

second language. Schumann theorizes that the student‘s attempt at trying to avoid being 

laughed at, combined with any social inhibitions he/she may have, may well decrease a 

student‘s confidence and motivation  in learning and performing in English. Taking this last 

statement into consideration in the context of this study in the  Middle-East, educators who 

have taught in this milieu are well aware that  women are often more reserved and often very 

modest compared to EFL/ESL students coming from a Westernized culture and therefore 

Emirati EFL students may experience more discomfort and obstacles when attempting to 

communicate in a foreign language than from a more Westernized culture and therefore their 

confidence and motivation to learn may be greatly affected by their environment.  

It is therefore highly probable that being more confident  means the  language learner 

has learned  not  to dwell on the negative aspects of not being able to ‗get it exactly right‘ or on 

how others may see their mistakes, simply because their main focus is on the learning 

experience itself.  Hopefully the focus is on the journey and  the enjoyable experiences not on 

the possible failures.  Success, therefore, for a confident EFL learner, is more likely than in a 

situation where the student is  anxious and worrying about not being able to reach their 

learning goals or performing inadequately due to a lack of confidence.  For these reasons and 

more that will be examined later in the section on EI,  encouraging students to self-coach to 

find ways to  bolster their levels of self-confidence, maintain their motivational momentum and 

control stress related situations are undoubtedly important key factors in enabling 

college/tertiary EFL/ESL students to becoming more successful in not only completing their 

studies, but dealing with everyday situations in their personal and EFL environments.  
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3.3.4  Additional factors influencing student’s ability to 
succeed. 

 

It is important to note that confidence, one of the main constructs investigated in this 

study,  is not the only factor that influences students‘ ability to succeed.  Over the past twenty 

years, educational research is increasingly taking interest in  investigating reasons other than 

confidence  that may affect students EFL/ESL students ability to perform, and therefore should 

bear some relevance to this study.  

 Family background, socio-cultural factors  as mentioned in chapter 2 of this thesis 

should also be taken into consideration.  Maslamani  (2007) carried out a recent study on 

family background and socio-culture milieu and how these two constructs  influenced Emirati 

EFL learners in the U.A.E..  The study   involved  234 students, 12 parents, 14 teachers and 4 

high profile U.A.E. educational policy makers.   Maslamani (2007) posits that family influence, 

school setting and the social context  influence the Emirati student‘s ability to learn English.  

Maslamani‘s research outcomes confirm  that for Emirati students, factors such as an  abrupt 

change from secondary school to the tertiary level can have  an adverse affect on the Emirati 

students‘ ability to function in an EFL classroom.    

Gardner and  Clement, (1990) and Gardner (1985b)   have shown that apart from 

confidence, other  EFL learner‘s characteristics such as aptitude, attitudes, anxiety and 

motivation affect language achievement and also factor into the learning equation.  Other 

educational researchers such as Clyne (2001) add to the discussion that additional cognitive 

factors, such as  long-term memory capacity or one‘s verbal intelligence, also affect a student‘s 

ability to learn a second language, and that other roadblocks to second language acquisition  

have little to do with cognitive or conceptual differences.  Clyne along with other second 

language researchers such as Krashen,  (1982) believe that not only do motivation and self-

confidence play a crucial  role in one‘s ability to learn a language, but  anxiety  combined with  

the aforementioned factors, can strongly inhibit or enhance a student‘s ability to learn a second 

language.  Ideally, for students to fully acquire language, they should feel relaxed, motivated 

and self-confident in a stress free environment. 
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Learning in a stress free environment, however, is typically not the case.  As stated in 

the aforementioned paragraph, depending on the environment or the situation, students often 

feel anxious, discouraged and embarrassed,  not only in the classroom, but in other situational 

environments outside of the classroom as well.  These malaises that impede the acquisition  

and the usage of a second language, is what this exploratory research project wishes to bring to 

light.  A language learners‘ willingness to communicate combined with motivation and 

confidence  is detrimental to learning a language (MacIntyre & Baker, 2001).  

 

3.3.5 Section summary- Confidence and  SLA 
 

In concluding this literature review on  confidence,  it is important to note that within this 

study confidence embodied other self-constructs such as  self-efficacy, self-image, and self-

worth. One‘s level of self-confidence is a sense of competence that affects  attitude towards  

one‘s  abilities to accomplish pre-set goals.  Hopefully, a student‘s perception of self  is realistic 

and of a  positive nature but often students harbor  limiting beliefs. The importance of a learner‘s 

confidence and self-image and self-worth has been confirmed in numerous studies (Alderman, 

2004; Lee & Oxford, 2008; Wigfield & Eccles, 2002).   Successful EFL learners, according to 

Willams and Burden (1997), tend to be those students who feel competent and capable of 

learning.  Willams and Burden also believe that it should be the instructor‘s primary role to 

encourage a positive self-image and a solid sense of self-confidence, hence instilling a feeling of 

‗I can‘, or ‗I am, without a doubt,  capable of doing this‘.  I support Willams and Burden‘s belief 

that there are benefits to be had in the classroom by promoting self-confidence, and  that  it is our 

responsibility, as educators, to encourage self-awareness in our students to their abilities of 

taking charge of their educational needs and emotions and therefore become self-directing, 

independent learners who  learn, with confidence,  how to self-manage through acquired 

methods of  self-instructing, self-coaching and self-monitoring. 
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3.4 Motivation 
 

Motivation has been an area of primary interest in EFL/ESL for quite some time.  

According to Dornyei (2001b) language teachers often use  the term 'motivation' when 

describing successful or unsuccessful SLLs. Many educators  believe that  during the lengthy 

process of  learning and mastering a foreign or second language,  students‘ commitment and 

persistence are the determining factors in a student‘s level of success or failure.  Dornyei (2001b) 

claims that in the vast majority of cases, language learners who are sufficiently motivated  can 

achieve a working knowledge of a second or foreign language regardless of their aptitude to 

learn a language, whereas  even the brightest student, without the sufficient motivational drive,  

is unlikely to persist learning the language long enough to attain any really useful language 

skills.  

 

Research in the area of  motivation encompasses both psychological and sociological 

research along with linguistics and SLA  (Hanks, 1998).  In an educational setting, motivation is 

defined by Maehr and Meyer (1997) as being the theoretical construct used to explain the 

intention to meet a specified goal, the direction and level of intensity to meet this goal and  

persistence in one‘s behavior in meeting the set goal.  The psychologist Weiner (1992) claims 

that motivation addresses ‗why‘ a particular behavior is initiated, continues and ceases as well as 

what choices were made along the way.  Skehan (1989: p. 54) simplifies the definition of 

motivation to  ―Motivation = Effort + Desire to achieve a goal + Attitudes‖.  Motivation to learn  

is a form of energy experienced by learners which drives their capacity to learn, adapt and 

change in response to internal as well as external stimuli.  This ‗will to learn‘ can grow or 

decrease depending on the environment the student is exposed to in and outside of the 

educational milieu. 

 

3.4.1 Motivation theories 
 

Motivation theories as explained by Deci and Ryan (1985), are built on a set of 

assumptions about the nature of people and about the various factors involved that give the 

necessary force behind the actual ―action‖ of achieving or meeting one‘s goal.  According to 
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Deci and Ryan, (2002: p. 3) ―the study of motivation is exploration of the energization and 

direction of behavior‖, or the  inquiry into ―the why‖ of behavior. Optimal forms of motivation 

to learn,  and the optimal strategies for accomplishing the learning, tend to occur together. 

Contextualizing this last statement to the classroom environment, the construct of student 

motivation is used to explain ―to what degree students invest attention and effort into various 

pursuits‖, which may or may not be the ones sought-after by their  teachers (Brophy, 2004:  p. 4).  

Brophy believes that a student‘s motivation is grounded in students‘ subjective experiences, 

especially those connected to their willingness to engage themselves in lessons and learning 

activities and their reasons for doing so. 

 

  To better comprehend our present understanding of what motivation has become and its 

role of importance in the classroom, it is necessary to step back for a moment and summarize the 

progress made in regards to motivational research over the years.  Even today, the construct of 

motivation is an ever evolving area of research and we have yet to exhaust the knowledge to be 

gained on how and what affects one‘s level of motivation.   According to Deci and Ryan (1985),  

when we survey the historical development of the field of motivation, motivation theory began 

with Freud‘s theory (1914), often referred to as the ―instinct theory” where two important drives 

were identified, that of sex and aggression; Hull  later (1943) added three more drives, that of 

hunger, thirst, and the avoidance of pain.  

 

These earlier views on motivation portrayed  humans as being responsive to  very basic 

drives and needs and that humans played a rather passive role.  In the 50s and 60s the  instinct 

theory developed into the Behaviorist view,  that of  ―a creature quietly metabolizing in the 

shade, occasionally goaded into action by the hot sun or the lure of a cold glass of beer‖( Murray, 

l964; p. 119).  These mechanistic theories depicted humans  as being passive uninvolved 

individuals, subject to psychological drives and environmental stimulation.  Remarkably, for 

decades, this behaviorist theory was largely supported by research data from clinical interviews 

with people or by findings done on animals rather than on humans.  Thankfully, these earlier 

assumptions on motivation finally gave way to more contemporary opinions on motivation, 

finally emphasizing the importance of  cognitive and goal-oriented constructs, often called 

―organismic‖ theories that viewed the organism as being an active participant  and therefore  
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having deliberate intention in imitating behaviors and not simply reactive to stimuli.  

 

Much of the culture of educational institutions on schooling reflects this behavioral view. 

Today, for example,  creating grading  systems with  conduct codes and  honor rolls along with 

award systems to encourage high grades and students to embrace a certain behavior and remain 

motivated. With respect to every day motivation in the classroom, behavioral views lead to 

reinforcement of students‘ behavior when they exhibit the desired learning efforts and on the 

other hand, often withholding  rewards and reinforcement when they do not (Alberto & 

Troutman, 1999; Schloss & Smith, 1994).  However, once again,  through educational research, 

and the obvious drawback of behaviouristic theories,  progress has been made and recently  

behavioral models have evolved into a practice of including some consideration for learners‘ 

thoughts and intentions. ―Cognitive models  of motivation have, over time, developed, and 

placed more emphasis on learners‘ subjective experiences in regards to their goals and 

motivation related thinking.‖ (Brophy, 2004: p. 5). 

 

The alternative approach to stem from the behavioral model was the Needs theory which 

was one of the first motivational theories to emerge as an alternative to behavior reinforcement 

theories. Need theories explain behaviors as a response to needs that were felt. These needs may 

have been either inborn or universal, for example, self-preservation, or learned through 

experiences developed in different cultures.  According to Murray (1964), scientific theoreticians 

have criticized this circular logic.  They believe that it neglects to separate the hypothesized 

motive, or the need for the behavior that is supposedly explained. (e.g., Students who work hard 

in school to get good grades do so because their need for achievement is high, and therefore the 

evidence that they are high in need of achievement is that they work very hard in school to obtain 

the good grades.)  

 

One motivational model based on the Needs Theory that still remains popular till this day 

is Maslow's (1962)  Hierarchy of Human Needs.  This hierarchy of needs places physical needs 

at the forefront (the need to eat, drink etc.), followed by safety needs (the need to be free of 

danger, stress etc.),  love needs (acceptance by others), esteem needs  (self-image and 

confidence) and finally the need for self-actualization (self-expression and growth).  It would be,  
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therefore,  safe to say that with Maslow‘s Hierarchy of Human Needs, students who come to 

class tired, stressed or upset are unlikely to perform well and may struggle to reach their personal 

and educational goals.  Furthermore, according to Brophy (2004: p. 7), students who feel rejected 

or anxious or stressed are unlikely to take ―intellectual risks involved in seeking to overcome 

confusion and construct clear understandings, and even less likely to try to be creative when 

working on assignments."  According to Frame (1996), most rational people want to be in an 

environment that will enable them to meet their basic needs on a regular, consistent basis, not 

just for the moment.  Maslow's hierarchy has been criticized by those who have pointed out, and 

in my opinion, rightly so, that students sometimes don‘t do rational things, for example, they 

deprive themselves of sleep in order to study for an exam at the last moment or they become 

engrossed in an activity and forget to eat.   I believe we may well need to address students‘ lower 

needs as well as their higher needs that have become associated more closely with behavioral 

issues in school learning and personal achievement.  Encouraging students to become self-aware 

of why they do what they do is a first step in addressing everyday situations, inside and outside 

of the classroom, therefore enabling them to make better choices.  

 

Both behavioral reinforcement and need theories are seen as being reactive to pressures 

from either extrinsic (motivation from sources outside of an individual) incentives or internally 

intrinsic (motivation from within an individual) felt needs.  Motivational theories are beginning 

to acknowledge that in addition to being pushed or pulled towards our needs,  we are also 

proactive in taking direct action in deciding what we want and why we want what we want.    For 

example, this very simplistic question makes this point clear ‗why is someone doing something 

instead of nothing?‘   It would seem that the  need to explain this direction of one‘s intensity and 

the persistence of any certain quality of behavior has brought to light the next theory to be 

discussed,  the establishment of the goals theory whereupon  research looks at motivation from a 

more intrinsic or personal perspective and is now directed towards ‗why does one person choose 

one behavior amongst the numerous possibilities of different or alternative available behaviors?‘  

 

Reflecting on this evolution of motivation over time,  motivational theorists have shifted 

from talking about our motivational needs to talking more about our goals, and thus  the Goals 

Theory was conceived.  Goals vary in scope, from very primitive goals as I discussed earlier on 

in this study (e.g. grasping an item or feeding oneself ) to more abstract goals such as trying to be 
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a good person or excel as an EFL/ESL student.  Whatever the scope, striving towards a goal 

indicates that someone has made an invested commitment to achieve a certain state or desired 

outcome and the progress made in reaching these goals can be monitored and assessed, hopefully  

to make any needed adjustments in the strategies used to obtain the desired goals chosen.  For 

example, as Carver and Scheier (1999) so clearly illustrate, the goal of climbing a mountain 

involves not just wanting to experience the feeling of standing at the very top of the mountain 

but also experiencing all that is involved in making that very climb, and therefore the ‗going‘ 

could be the main goal or have as much importance in the activity, as the actual  ‗arriving‘ at the 

top.   

 

 I believe, as a researcher, that the Goal Theory framework  finally shifts the  focus from 

the  quantitative nature  that was so often the norm in educational research when trying to learn 

more about motivational behavior, and finally  encourages the researcher to include the  

qualitative aspects of the goals that students adopt in achievement situations and to look further 

into the strategies they use to pursue their goals. To exemplify this point a little further, when 

students adopt learning goals, often called ―mastery goals‖ or ―task involved goals‖,  they are 

trying to learn the task that is assigned to them.  Researchers can measure the progress students 

have made through various assessment tasks, thus through quantitative measures.   However, 

when students adopt ‖performance goals‖ (or ego-involvement goals) their focus is more on 

maintaining or upholding their self-image rather than focusing on the importance of the learning 

tasks at hand, educational researchers can gain more depth by researching, through interviews 

and journals/diaries for example, the students‘ perceptions of their learning experience thus 

gaining a better insight into a student‘s behavior.   One last example further elaborates my point 

of view on this matter.  When students adopt ‗work avoidance goals‘, (Alderman, 2004) they  

are,  in effect,  seeking to minimize the time and effort needed in completing the lesson or task at 

hand and therefore have very little interest in anything other than getting the activity done  and 

over with as quickly as possible.  Quantitative research on its own would not, in my opinion, 

justly measure or contribute an in-depth perspective in regards to why  students  are trying to 

avoid certain tasks.   In my opinion, the goals theory helps educational researchers to take the 

initiative in using mixed research methods, as I have done in this study,  to gain a more realistic 

in-depth perspective of why students do what they do and a more in-depth view of their personal 
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and academic needs. 

In more recent research studies,  knowledge about  situational characteristics that are able 

to predict people's tendencies to adopt different goals in various achievement or task related 

situations have been studied.  Today, motivational researchers explore cognitive and affective 

experiences pertaining to success or failure situations, self-confidence and  performance 

outcomes and how these factors influence the quality of an individual's engagement in a task and 

ultimately, the levels of success that are achieved.  Application of goal theories in the classroom 

strongly emphasize encouraging supportive collaborative relationships that promote learners to 

adopt new  learning goals as well as providing a learning environment where the students aren‘t 

under too much stress related pressure, hence not pushing the students to seek, for example,  

work avoidance goals as discussed earlier.  According to Alderman (2004) goals are crucial for 

achievement, but regrettably, they are usually given more prominence in sports and in the work 

environment than in the educational classroom setting.  

 

A more recent theory that grew in popularity in the 90s is the  ―Self-Determination 

Theory‖(SDT)  or ― intrinsic motivation theory‖.  As mentioned earlier, motivation was often 

viewed as being a response to external factors, however with the SDT there  was a shift from 

motivation being a response to pressures,  to motivation as being  ―self-determination‖   or  a 

self-regulation of actions,  also often referred to as  ―a social-cognitive phenomenon that also 

includes the environmental influence‖ (Alderman, 2004: p. 134).  Although people are still seen 

as responding to the concept of the needs theory, it is also understood that people do, in effect 

have their own agendas and often do what they enjoy doing rather than just what they perceive 

needs to be done. 

 

Deci and Ryan (2002) researched this matter further and hypothesize that self-determined 

behavior is intrinsically motivated and that we engage in it simply because we want to. These 

intrinsically motivated actions are rewarded only by a feeling of enjoyment, fulfilling a need of 

curiosity, or a need for self-growth, or even of a more simplistic nature, the interest of getting to 

know/understand our surroundings.  It would appear, according to the aforementioned 

researchers, that three innate psychological needs must be satisfied for the self-determination 
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theory to exist: autonomy, competence, and relatedness.  Therefore an individual must decide 

what to do and how to do it as well as develop and exercise the necessary skills to do it and feel 

some kind affiliation or attachment with others.  It is extremely important to note that where 

support is lacking for such an environment to exist, inside and outside of the classroom,   

students will feel controlled rather than self-determined, and once again the motivation will be 

primarily extrinsic rather than the desired intrinsic motivation.  

 

As discussed above, research in the area of SDT has shown that teacher‘s ‗autonomy-

supportive behaviors‘ resulted in students‘ greater perceived academic competency, increased 

achievement and better academic performance.  However the question that needs to be asked is 

―Are today‘s teachers offering students the opportunity to self-direct? ―  In a study by Bozack, 

Vega, McCaslin and Good (2008) a pilot study was conducted with a sample of 696 intervals of 

field notes (verbal and written) originating from 106 classroom observations (Grades 3, 4, and 

5).  It was found that, for the most part, autonomy-supportive teaching practices were not often 

present in the classroom.  The results indicated such autonomy-supportive incentives on the 

teachers‘ part were often absent.  According to the aforementioned researchers (2008) teachers 

did prompt and guide their students, but rarely encouraged students to relate ideas and concepts 

from one topic to another or from one curriculum to another.  The field notes included verbal 

exchanges between teachers and students, and it was apparent that teachers had the tendency to 

respond to student‘s questions and student-initiated dialogues.  However, rarely was it found that 

teachers encouraged students to engage in using their own experience and expertise or 

perspective to self-motivate to find the answers.  

 

Terms such as  self-motivation, self-agency, self-termination, self-regulated, self-

coaching, self-directed  and self-empowerment are terms often used within the realm of Self-

Determined Theory to describe students‘ personal aptitudes that enable them to become 

successful independent learners.  The literature retrieved within the interest area of this study   

often interchangeably used ‗self-determined learner‘ and ‗ independent learners‘ as being one 

and the same concept. According to Zimmerman, (2001) independent learners  are active 

participants in their own learning process, metacognitively, motivationally, and behaviorally, and 
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build up, over time, a core of resiliency that withstands any obstacles that would have previously 

hindered the student to succeed.  However, Zimmerman also warns  that this resiliency can 

become fragile not only inside of the classroom, but outside as well:  

 

―But this very same core of resiliency can be in jeopardy should a student not be able to 

self-regulate not only their achievements in their academic surroundings, but external 

events or situations that may well have a direct impact on their confidence and 

motivation that directly affect their abilities to perform.‖  

- Zimmerman, 2001, p. 5 

-  

3.4.2 How to support student  motivation 
 

As discussed  in the last section, it is paramount that teachers encourage students to 

engage and be active in using their own experience and expertise or perspective to self-motivate.    

Within the literature review on motivation, it was of  interest to this study to better understand 

how motivation could be sustained.  It was my experience within the EFL/ESL classroom that 

students were often motivated at the beginning of the term, however maintaining motivational 

drive throughout the term was not assured.  

 

 Csikszentmihalyi (1990) interviewed people about their personal experiences during 

times when they were motivated and  absorbed in certain activities that they enjoyed  the most. 

―Flow experiences‖, by which he means the times when individuals were most absorbed in the 

activity and were able to accomplish or learn the most, occurred when they were actively 

involved in challenging activities that required them to stretch their physical and or their mental 

abilities.  According to Csikszentmihalyi (1990), the ―Flow Theory‖ can be understood as being  

in the ― flow‖, a comfortable, yet stimulating environment where we concentrate on the task at 

hand and have very little interest in possible success or failure, rewards or punishments or any 

other agendas of a personal or social nature.  This ―flow‖ sensation varies from individual to 

individual  and is dependent on situations.  Some people have ―flow personalities‖ and 

continuously seek out challenges that alter and stretch their limits.  Turner et al (1998) remark 

that out of fear of failure, some people try to avoid these challenging situations and may rarely 
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experience any type of flow at all.  In a school environment, this fear of failure or anxiety and 

stress are the chief threats to the flow potential.  Therefore it would be imperative, in my opinion, 

to  create a student self-directed environment that cultivates ‗flow experiences‖ to achieve 

optimum motivation. 

 

A central theme in current motivation theories and more recent ongoing research,  is the 

focus on developing self-regulated learners.  Students who become successful, confident  self-

regulated learners use both motivation and learning strategies to reach their goals.  (Zimmerman, 

1994).  Along with innate psychological needs (autonomy, competence, relatedness),  the self-

regulatory process for self-regulated students should include intrinsic values, the ability to self-

monitor and self-evaluate (Zimmerman, 2000).  The question is raised by Zimmerman (1994) 

regarding what personal capabilities will help students make the most of their learning 

opportunities.  In his opinion, active participation, planned approaches to learning and self-

awareness are the key factors needed.  It is worth noting here that self-awareness would involve 

being able to assess what needs to be done, how to do it, and how to deal with any factors that 

may impede progress towards reaching set learning goals.  Zimmerman (1998) further elaborates 

this process by describing a cyclical three-phase model of self-regulation.  To summarize this 

model, Phase 1 is:  Forethought- planning that proceeds learning  Phase II:  volitional control, 

the process that occurs during the learning stage that helps the student stay on task  Phase III: 

reflection evaluation through self-awareness,  which cycles back and influences the forethought, 

and any behavioral changes needed to continue the learning cycle.  Although this process may 

seem complete and quite adequate in preparing and supporting students in reaching their 

educational goals, I believe it is lacking in respect to supporting today‘s tertiary student, in 

particular today‘s  female Emirati EFL student who is trying to deal with cultural, personal and 

educational issues. The focus of Zimmerman‘s model is on the learning process within the 

confines of the classroom and would appear to lack foresight regarding the exterior emotive 

factors that affect our students‘ ability to succeed inside and outside of the classroom.  It would 

seem that this model is also lacking in regards to preparing the student for the workplace, in a 

global community,  where to be successful is no longer solely attributed to learning academic 

curricula, but more importantly learning how to become a lifelong learner and being able to 

survive in tomorrow‘s fast paced knowledge global community. The next theory that I will 
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introduce, the theory of Emotional intelligence (EI) in conjunction with Zimmerman‘s model 

(1998)  fills this void by offering students, educators and  parents,  the support and the insight 

into a crucial range of abilities that matter immensely in how well students do today as well as 

prepare them to successfully meet the challenges of tomorrow. 

 

3.4.3 Section summary - Motivation and SLA 
 

In concluding this section on motivation, it is important to summarize the main points 

that tie together the literature on motivation to the acquisition of  a L2 .  The first research on 

motivation and L2 was largely inspired by social research undertaken in Canada  by social 

psychologists such as Robert Gardner, Richard Clement and their associates more than 3 decades 

ago.  During this era of research, motivation was primarily viewed as (a) a relatively stable L2 

learner trait and to a large degree,  a reflection of a learner‘s social perceptions of  the language 

being studied and its speakers,  (b) attitudes towards the  L2 learning situation, i.e. the appraisal 

of the course and instructor, and (c) interethnic contact and the degree of self-confidence 

(Dornyei, 2001b). In the mid-90s , motivational research in the field of  EFL/ESL   reached an 

exciting turning point.  Although aptitude was well established as an important factor in SLA, its 

equivalent determiner in language acquisition was motivation (Dornyei, 2001a). A variety of 

new approaches, often referred to as the era of ‗motivational renaissance‘ (Gardner and 

Tremblay, 1994) began to surface in the literature.  New approaches to research methodology 

emerged into new motivational themes, shifting the view of motivation in L2 learning as being a 

more dynamic factor, that  of having a continuous or evolving process.  This  evolution  in a L2 

learner‘s level of motivation was affected by, according to Dornyei, (2001b), the  various 

external and internal influences the learner was exposed to.  The earlier traditional quantitative 

approaches of computing correlations between motivational and achievement factors gave way 

to more qualitative analyses of motivational antecedents, resulting in a new spectrum of research 

directions of novel motivational themes, some of which have a great influence on this study.  For 

example, Social Motivation, the need to better understand the social contexts surrounding 

language acquisition.  Task Motivation, the varying degrees of interest and commitment L2 

students show towards different learning tasks.  In Task Motivation, the interest of this study lies 

in L2  behavioral attitudes toward a particular task.  Another line of interest to this study is the  
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Neurobiological explanation of motivation, which I believe has the potential to revolutionize the 

understanding of L2 motivation.  It would appear that Schumann (1999)  was the first to examine 

SLA through a neurobilogical perspective, therefore linking neuroscience to the study of SLA.  

Schumann‘s (2001) more recent work outlines a concept of ‗mental foraging‘, or the seeking of 

knowledge experience by learners,  which, according to Schumann (2001) engages the same 

neural system as when one forages or seeks to feed oneself or mate which he believes is 

generated by the incentive motive stimulus appraisal system.  Further interest to this study is the 

Self-Determination theory covered earlier in this section (Deci & Ryan, 1985, 2002) which takes 

into consideration the L2 learner‘s intrinsic/self-determination and the extrinsic/external 

regulation motivational factors of doing a particular activity, i.e. students who learn a L2 for the 

personal pleasure and satisfaction versus the student who learns a L2 for the extrinsic motivators 

such as grades, threats etc. 

 

Dornyei (2001b: p. 50) claims that ―little is usually said about motivational influences 

that have a detrimental rather than a positive effect on motivation, that of which instead of 

energizing action, ‗de-energize‘ it.  Furthermore, Dornyei continues on to say that ―This gap is 

all the more surprising because in educational contexts ‗demotivation‘ is a regrettably common 

phenomenon.  I agree with Dornyei and believe that one area that may be of interest and offer 

possible strategies  in sustaining students‘ motivation  may lie in the next segment of this 

literature review, that of Emotional Intelligence (EI).   

3.5 Emotional Intelligence: 
 

 

The term  ‗emotional intelligence‘ (EI)   as we know it today, was coined by  

psychologists John Mayer and  Peter Salovey  in 1990.   Goleman (1995) , a highly esteemed 

psychologist, and neuroscience journalist for the New York Times,  defined EI as the ability to 

reason and or regulate one‘s emotions, perceive the emotions of others, and effectively be able to 

regulate one‘s emotions in such a way as to promote emotional and intellectual growth.   This 

ability to manage one‘s emotions as well as understand the emotions of others is the missing key, 

according to Goleman (1995), when it comes to helping our students learn more effectively for 

the world that awaits them.   Goleman believes, along with many other prominent researchers in 
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this area  (Weare, 2004; Gardner, 2006; Hein, 2007; Mayer et al., 2004) that this  human skill 

may well have more impact on a student‘s life than IQ.   It is the general belief of these 

renowned researchers that emotions make thinking more intelligent and that if a person thinks 

about emotions intelligently, they will ultimately be more successful in life.  Goleman (1995)  

states that students who are comfortable at managing their emotions, can actually become more 

focused in their studies, take in information better and effectively retain the learned information 

and ultimately perform better, not only academically, but in their personal lives as well. Goleman 

(1995) sees practical applications for EI, giving examples from how students can deal with 

today‘s challenges, how they can increase the odds in their marriages and other personal 

relationships, how they can become effective parents to how teachers and parents of today 

should teach while learners are still young enough to benefit from the ‗neurological window of 

opportunity‘ through remedial emotional education. 

 

3.5.1 Historical background of Emotional Intelligence 
 

Around the 18
th

 century, psychologists recognized  the mind as having three  influential 

parts, the cognitive ( thought) , the affective (emotion) and the motivational sphere of the mind. 

(Mayer & Salovey, 1997).  The cognitive sphere, typically thought of as the area defined by IQ,  

includes functions such as judgment, reasoning, memory and abstract thought.  The affective  

sphere, or emotional reasoning area of mental functioning included emotions, moods and other 

feelings such as being tired or hungry.  Motivation, according to Mayer and Salovey, (1997) was 

the last sphere of one‘s personality and it referred to an individual‘s desire or urge to learn or 

participate in goal-seeking behavior.  Mayer and Salovey point out, however, that motivation, ―to 

the extent that it is involved in emotional intelligence,‖ should be thought of as secondary(p. 4) .  

 

The study of EI as we know it today, was rooted  in the work of psychometric researcher 

pioneers such as Edward Thorndike, who  in the 1930-40s, describes the concept of social 

intelligence as having the ability to get along with other people.  According to Fancher (1985), 

David Weschsler suggested in the 1940s  that affective components of intelligence could 

possibly be essential to a successful life.  In the l950s, the humanistic psychologist, Abraham 
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Maslow indicated that people could build their emotional abilities.   

  
 

The term  emotional intelligence,(EI ) began to appear in an incidental fashion in literary 

works  related to psychiatry in the 1960s (Mayer et al., 2004).  EI can most easily be understood 

simply as  bringing intelligence to emotions.  1n 1975, Howard Gardner introduced the concept 

of multiple intelligences (MI)  discussed earlier in this chapter, in his publication of  ―The 

Shattered Mind‖.  

 

 In 1985, according to Mayer et al. (2000)  Payne wrote the first doctoral thesis  related to 

the present  day theories on EI.  In Payne‘s abstract he conveyed  that  ―the mass suppression of 

emotion throughout the civilized world had stifled our growth emotionally‖.  Payne (1985) spoke 

of  ‗emotional ignorance‘ declaring a lack of EI within societies caused social problems such as 

depression, illness, addictive behaviors, religious conflict and violence and to the extreme, wars.   

Payne‘s intention was to clarify the characteristics and nature of EI to better enable us to explore 

how to develop EI in one‘s self, and through education, in others.  Payne (1985)  theorized that 

by suppressing our emotions and  trying to deny our true emotional nature over time, we ended 

up stifling our emotional growth and the detrimental  outcome is our emotional ignorance.  He 

added that we did not do this in an evil manner, but simply because we‘ve had the wrong 

understanding about the nature of emotion and the important role it plays in our lives.  Payne 

(1985) had intended his work to be a prototype of a guidebook, promoting guidance in helping to 

understand the important issues, questions  and methods for developing EI.  Although Payne‘s 

research, in my opinion, was phenomenal, it received little recognition.  

   

EI gained popularity first in the private business sector and in sports psychology. In 1995, 

Goleman  published  a bestseller entitled ―Emotional Intelligence; Why it can matter more than 

IQ‖ of which more than 5 million copies were sold.  Goleman claimed that society‘s view of 

human intelligence (IQ) was far too narrow and had ignored a crucial range of abilities that 

mattered,  in his opinion, more than one‘s IQ.  Furthermore, he clarified that EI was not the 

opposite of IQ, and expounded further by adding that  some people were blessed with a lot of 

both and others with little in either.  Goleman‘s research, revealed that contrary to what had been 

believed for decades, those who had high IQs were not necessarily performing well in the 
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workplace or in society for that matter.  However, those who were more apt in EI, i.e. in self-

awareness and the awareness of others along with the ability to understand and monitor 

emotions, appeared to excel in life and were often more successful than the individual who had 

high scores in IQ.  Goleman particularly made strong claims about how EI could benefit not only 

the individual,  but society and the world as  a whole. 

 

EQ caught the attention of Time Magazine and  in October 1995, on their front 

page, Time Magazine asked the question, ―What‘s your EQ?‖  The article 

entitled Emotional Intelligence: The EQ Factor‖ (Gibbs et al. 1995)  then 

went on to state that IQ may only predict 20% of one‘s ability to become 

successful and that in fact EQ (emotional quotient)  could be the best predictor 

of success in life and therefore redefining what it really meant to be ‗smart‘.  

Time magazine  claimed that scientists could now predict how successful a 4 year old child‘s 

future  could be  by how the 4 year-old  reacted in a ‗marshmallow‘ study and that the 

‗marshmallow‘ study was more insightful than the IQ test or even the Scholastic Aptitude Test 

(SAT).  In the  ‗marshmallow‘ study, 4 year olds were invited into a room, one by one, and 

offered the option of having one marshmallow immediately or having 2 once the researcher 

returned to the room after running an errand.  Some of the young participants lasted only a few 

minutes before they gave in, but others resisted, covering their eyes so as to not see the 

marshmallow, sang to themselves, put their head down on the table, played games and even fell 

asleep. When the researcher returned, the children received their double marshmallow prize and 

years later, when these young participants reached  high school, the study continued.   A survey, 

completed by the participants‘ parents and teachers revealed that those who, at 4 years of age, 

had resisted temptation, had generally grown up to be better adjusted, more responsible, more 

popular, more confident and more dependable than those who had given in more than a decade 

earlier.  Furthermore, those who were unable to resist the temptation earlier on, according to the 

study, were more likely to be lonely, stubborn, easily frustrated, buckle under stress and avoid 

challenges. When some of these participants took the SAT, the participants who had held out the 

longest scored an average of 210 points more than the participants who had not been able to 

resist the marshmallow years earlier. The ―SAT‖ (a pseudo-acronym) Reasoning Test is an 

American standardized  admission test,  much like the ACT,  another standardized test used in 
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colleges and universities in the States. 

EI continued to gain popularity in the sports and business sector and finally, in the  mid to 

late 90s, studies of emotional intelligence began to  appear  in  peer-reviewed academic journals.  

(Mayer  et al., 2000) The concept began to attract a great deal of public attention in the press 

(Wallis, 2006) and the  powerful acclaims made by Goleman (1995) concerning EI‘s importance 

in predicting success outweighing that of EQ caught educationalist‘s attention world-wide.  

 

Goleman‘s  theories (1995) on EI, in my opinion, had a different angle than Payne‘s 

thesis in 1985.  Goleman (1995) focused more on ‗harnessing‘ our emotions, whereas Payne 

seemed more concerned with the negative outcome of our suppressing our emotions over the 

centuries.  Goleman‘s work (1995) questioned the importance of IQ, finally breaking the popular 

belief that IQ assured success.  Drawing on ground breaking neuroscience and behavioral  

research,  Goleman (1995) convincingly showed how those who had high IQs floundered and 

those of modest IQs did well and ultimately brought to light that characteristics or skills such as  

self-awareness, impulse control, persistence, self-motivation, empathy and social deftness or 

abilities were now the premium skills required to excel in one‘s personal life and in the 

workplace.  In other words,  a lack in EI could sabotage one‘s intellect and  possibly ruin one‘s 

career.  Furthermore, Goleman (1995) and other EI supporters (Mayer et al. 2004; Bradberry & 

Greaves, 2005; Gottfried, 2004) declared that EI is not fixed at birth and could be nurtured and 

strengthened over time, however  stressing the importance that the emotional lessons a child 

learns actually sculpts the child‘s brain‘s circuitry, and that contrary to past beliefs, we were not 

‗hard wired‖ .  Goleman (1995) posits that it is the responsibility of the parents and educators  

and society as a whole, to use this window of opportunity to help students bring intelligence into 

their emotions, enabling them to meet the challenges that await them and even more importantly,  

creating a more civilized and caring society than the one we live in today. The discourse, 

however,  on where or who should be responsible for introducing EI to students is not 

unanimous.  According to McCluskey (2000) the family is no longer the ideal place to introduce 

EI since children are spending much less time within the family core, possibly because more 

family members are working and furthermore, parents are not always in the appropriate position 

to cope with or dispense EI skills.  
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Goleman‘s views on using the window of opportunity to introduce EI into the classroom 

are shared by many educational researchers today who are taking the bold initiative to 

incorporate EI into their pedagogy and curriculum.  A study by Sigmar et al. (2010) investigated 

the effects of EI training on student satisfaction with the collaborative writing process in a 

university business communications course.  An independent evaluator measured the quality of 

the student‘s written product and  a pre-and post-training survey measured student satisfaction 

with the collaborative writing process.   Sigmar et al.‘s findings suggests that students‘ 

awareness of EI strategies enhanced their communication behavior in work groups.  In Sigmar et 

al‘s opinion (2010), incorporating EI training into the business communication curriculum 

provides students with a competitive advantage, academically, personally, and professionally. A 

growing body of educational research underscores the importance of EI in preparing for the real-

world. Moriarty and Buckley‘s research (2003) showed that the development of team skills 

through experiential learning focusing on the process itself  increased emotional intelligence 

among the participating graduates.  These findings would strongly suggest that offering students 

self-awareness opportunities result in deeper self-awareness and possibly a higher level of 

emotional intelligence. 

 

3.5.2 Introducing  Emotional intelligence to  our educational 
institutions  

 

―Emotional intelligence is the innate potential to feel, use, communicate, recognize, 

remember, describe, identify, learn from, manage, understand and explain emotions.‖ 

           - S. Hein, 2007 

 

I was so angry, I couldn‟t see straight! 

That‟s the last time I‟ll do a presentation! They all laughed at me! 

I don‟t know what happened, I lost my head…. 

I don‟t know what came over me! 

I just wanted to curl up in a corner of the closet…and never open the door! 

I don‟t want to go back to school, they bully me….I can‟t take it anymore! 

Suck eggs yourself! The teacher yelled back. 

 

 Hypothetical  feelings such as the ones expressed above are, at some point, felt by most 

individuals throughout their lifetime.  However, the outcome of how someone may react to 
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finding themselves in a stressful or difficult position within and outside of the classroom depends 

largely upon how much emotional intelligence they have.  IQ  may be essential for learning,  

however, EI is much more important for happiness and success within the classroom as well as 

the world we live in.  Contrary to popular belief that you are born with a certain level of IQ, your 

EQ (emotional quotient) can improve from birth,  through self-awareness and the desire to self-

improve (Gottfried, 2004).   

 

According to Elias, (2003) the window of opportunity that Goleman (1995) speaks of in  

the previous section is in today‘s classroom.  ―In every society, children will inherit social roles 

now occupied by adults‖ (2003: p.6). Elias (2003) believes that today‘s students need social-

emotional skills to perform successfully academically and in life in general.  ―In any classroom 

in the world, from the simplest, with no walls, to the most elaborate, teachers must get along 

with students and students must get along with one another if learning is to take place.  Social-

emotional skills, or ‗emotional intelligence‘, is the set of abilities that allows students to work 

with others, learn effectively, and serve essential roles in their families, communities and places 

of work‖ (p. 3).   According to Elias (2003), social-emotional skills touch both the ‗head and the 

heart‘ and can be taught to students and by doing so, academic learning and personal success  

will improve.  Elias  claims that joining academic and social emotional learning, students are 

more likely to remember and effectively use what they are taught.  Furthermore, students will  

also incorporate into their acquired education,  a sense of responsibility and caring for 

themselves  and others developing students who are more motivated, confident and inspired. 

Elias (2003: p. 6)  believes that it is clear what we want our educational institutions to teach ―we 

know what we want our children to know and to be able to do, and this defines what we want 

schools to teach‖  Elias suggests that we therefore want young people to:  

 

1. Be fully literate and therefore be able to make use of the power of written and spoken 

language; 

2. Understand mathematics and science at levels that will reinforce their ability to think 

critically and creatively in the future; 

3. Be good problem-solvers; 

4. Take responsibility for their personal health and well-being; 

5. Develop effective social relationships and therefore be able to understand and relate to 



CHAPTER -3- 
 

66  

 

other individuals who may be of  different cultures and backgrounds; 

6. Be respectful and caring and show empathy for others; 

7. Understand how their society functions and to be prepared to take on the roles and 

responsibilities that are necessary for future progress; 

8. Develop good character, moral and  make sound moral and ethical decisions.  

 

 

The final six points refer to aspects of education that are often referred to as EI or  

character education,  citizenship education or social-emotional learning, and it is this form of 

education, when added to academic learning, and in this particular case within the EFL/ESL 

curriculum, that could possibly provide a balance that our students need to deal with the forces 

they will encounter in their academic and personal journey through life.  

 

Gottfried (2004) adds to the discussion that  although individuals may know what EQ/EI 

is, they  may well lack the knowledge as to which skills areas are needed when applying EI to 

their lives.  As a solution to this problem, Gottfried (2004) suggests 10 essential skill areas   of 

applied emotional intelligence that should be focused on through self-awareness  when striving 

to improve one‘s  EI.  Suggested areas  to identify and possibly self-coach are the following:   

 identify, understand and manage feelings. 

 motivate and  take consistent action towards attaining goals. 

 be willing to change perspective  

 identify, understand values, beliefs and expectations 

 resolve internal and external conflicts  

 identify possible areas of obsession over thoughts/things 

 be able  to  assert oneself 

 identify and control fears  

 cope well with stress 

 prioritize activities and use time effectively 
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3.5.3 Emotional intelligence  and  SLA  

Lombardi, (2004: p. 1) declares that we are experiencing a revolution in teaching and 

learning strategies where ESL/EFL teachers are experimenting and infusing nontraditional 

instructional types of strategies such as emotional intelligence, environmental education, 

environments for learning, to just name a few, into their teaching methods. ―Brain-based and 

second language acquisition research has taught us, thankfully, that the old school method –

assign a chapter take a test and discuss the test – will not result in quality and depth of thought‖ 

By  updating and rejuvenating our teaching methods to include EI within our pedagogy and 

curricula, we‘ll also be addressing and promoting our EFL/ESL student‘s self-awareness in and 

outside of the classroom.   

 

Rouhani (2008) completed a study on emotional intelligence, foreign language anxiety 

and empathy.  Short literary readings were used in a cognitive-affective reading-based 

course to see how emotional intelligence, foreign language anxiety and empathy  were affected. 

The results obtained by this study indicated empathy developed through cognitive-affective 

courses in which literary readings are used as the basis of second language learning, ― learners 

can also gain cultural understanding, which is the fifth skill besides speaking, listening, reading 

and writing (National Standards,  1996)‖.  Since it is often  difficult for many language learners 

to visit or live  in a target community, the results indicate  that  literature-based courses can help 

SLLs reach the desired level of intellectual empathy and intercultural understanding,‖ shifting 

their cultural frames of reference, setting aside their own world view assumptions and 

intentionally taking on a better perspective‖ (Rouhani, 2008: p.54). The researcher adds that 

EFL/ESL  educators, material developers, curriculum designers, and intervention specialists 

should pay the utmost attention to EI skills, and how they relate to social and emotional 

functions of language, and incorporate them into their curriculum.  

 

A contradicting viewpoint is shared by  Putintseva (2006)  who believes many language 

teachers are aware of Gardner's Multiple Intelligences (Gardner, 1985) theory and learner 

diversity when it comes to learning styles, but not all teachers find the MI theory attractive 

enough or easy to implement. One main reason may be that not only do SLLs differ from one 

another and have different learning styles but teachers also differ in their teaching styles.  A 
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possible solution, along with Rouhani‘s (2008) suggestion to incorporate EI skills into the 

EFL/ESL curriculum,  would be to encourage self-awareness in SLLs  as to how they learn, what 

impedes their acquisition of a second language and how to self-address the situation through self-

coaching. 

 

 

3.6 Self-coaching methods  
 

It is very clear from the literature discussed  up to this point that to be effective learners 

of the 21st century, students must become self-aware and be encouraged to self-motivate and 

self-direct towards success.  The question now lies as to how to create a self-motivated, aware, 

confident and self-directed SLL.  With this question in mind, the concept of self-coaching is 

introduced as a means for language learners to try various methods to self-direct or self-coach 

towards success.  The four methods covered in the literature review are  self-talk, prayer, vision 

boards and journals.   Depending on a SLLs‘ level of ability in L2, one or all 4 methods could be 

a means, through self-awareness to build confidence, promote motivation and integrate 

emotional intelligence whilst learning a second language.  

 

Self-coaching, the ability to self-direct has gained much popularity in industry and sport 

psychology as well as in non-academic literature found in many bookstores.  However, 

disappointingly I was unable to find research studies or literature regarding self-coaching as a 

method to introduce EI into the EFL/ESL environment or language acquisition.  I therefore 

selected certain self-coaching elements from  the book  ―Be your own Life Coach‖ authored by  

Fiona Harrold, acclaimed by Daily Mail, ES magazine, The Daily Telegraph, Scotland on 

Sunday, as being Britain‘s most successful  life coach. This authors‘ methods and suggestions 

helped guide and structure the EFL Emotional Intelligence Journal that will be called the CMEI 

journal used by participants within this study (see Appendix C). Harrold (2001) believes that 

―Your mindset shapes everything else in life‖ (Harrold, 2001: p. 5). I will discuss this decision to 

use these methods within the methodology section, Chapter 4 of this thesis.      
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Harrold (2001) writes about how many of us have life coaches as we grow up (i.e. 

parents, friends, mentors), but ultimately, the most effective life coach you can ever have is 

yourself  (p. 7).  Harrold believes that commitment to modify behavior is made up of 4 elements: 

motivation, confidence/self-belief, self-discipline and willingness to change and once an 

individual or student becomes aware and takes responsibility for the need to change, they can 

effectively learn to self-coach to success.  The reason why self-coaching may be more productive 

than having someone else coach you is that, according to Harrold, self-worth, the degree you like 

yourself, can only be self-generated.  The first steps to growing confident, according to Harrold 

(2001) is to like yourself, and  choose your thoughts carefully.  The next building block to self-

coaching suggested by Harrold (2001) is the ability to rely on yourself, self-reliance being one of 

the most useful attributes to develop.  Self-reliant people, according to Harrold (2001: p. 83) are 

people who have ―learned to look inside themselves for answers and solutions‖.  Furthermore, 

self-reliant people are strong and unique because ―they have looked within when others would 

have floundered by looking outside themselves for reassurance and guidance.‖  Harrold (2001) 

continues on to discuss other factors relating to beliefs such as ―you are always right, so choose 

what you want to be right about‖ (p. 109)  and how pessimism and negative beliefs about oneself  

can become a health factor and lead to an early death.  Harrold cites research carried out at the 

Mayo Clinic in Minnesota, that showed that a group of 800 people who were followed for more 

than thirty years, ―found that regardless of age or sect, the most pessimistic tended to die earlier 

than the optimistic people.‖ (p.113).  Through self-coaching, individuals can change their 

pessimistic outlook to an optimistic one, therefore improving not only their quality of life, but  

extending their years of quality lifestyle as well. 

 

Self-coaching can be a means to turn one‘s life around or simply make behavioral 

changes to promote individual growth .  Many of the suggestions made by Harrold (2001) 

seemed the most appropriate for young female learners and therefore  were incorporated in the 

EFL self-coaching CMEI journal that the female Emirati participants used in this research study 

and will be discussed in more detail in Chapter 4 and 5. 
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Self-talk  can be understood as being the  internal dialogue,  the inner conversations, or 

private speech that one has with oneself.  It includes, for the purpose of this study, various terms 

such as the  verbal mediations, inner voices, self statements, intra-communication,  personal 

cognitions, and self-whisperings and self-hypnosis. 

 

The literature review on the knowledge base of what students say to themselves is drawn 

from various disciplines. The most valuable of these contributions have come from 

psychotherapists such as Butler (1981);  Ellis (1958, 1962, 1979);  Markus and Nurius (1986);  

Meichenbaum, (1985) and Zastrow (1979, 1994).  Their writings and research  have provided in-

depth explanations of how internal dialogues influence external behaviors and that the way to 

change the self is to change the self‘s internal dialogue. Helmstetter (1982) claims that as much 

as 77% of what people tell themselves may be working against them and that it is possible, 

through personal awareness, to harness the power of self-talk and make it work for you instead 

of against you and become your ultimate motivator.  In addition, Helmstetter warns that there are  

no ‗secrets to success‘ but one must understand oneself first, which in turn allows for a better  

understanding of  the situation you are in and therefore better understand others that are around 

you.   An additional claim that Helmstetter (1982) makes is that  75% of all illnesses are ―self-

induced‖  (p. 21) and that we can be our own worst enemies. 

 

Purkey, (2000)  a professor of counselor education in the School of Education at the 

University of North Carolina at Greensboro and cofounder of the International Alliance for 

Invitational Education, introduces self-talk/the voice of self,  as being ―the voice that addresses 

the ways students, teachers, and others speak to themselves about who they are and how they fit 

into their world.‖ (p.1)  Purkey (2000: p. vii) claims that ―The inner voice of the self has long 

been recognized by psychotherapists for its vital role in understanding and altering the lives of 

clients.  At the same time, the inner voice of students--what they say to themselves about 

themselves--has been largely overlooked by educators.‖   Purkey (2000) believes that there are 

two critical gaps in our understanding of the educative process.  The first gap is the lack of 

explanation of how student‘s  self-talk is linked with success and failure within the educational 
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system, and the second gap is what educators and educational institutions can do to promote 

positive and realistic self-talk within students.   Purkey (2000)  believes that focusing on a 

student‘s internal dialogue offers an alternative approach of teaching and learning and is 

distinctly different from older approaches discussed earlier on in this section 3.4.1 of this thesis, 

based on psychoanalysis (emphasizing unconscious motivations), and behaviorism, (stressing 

observable behavior). Furthermore, according to Purkey (2000: p. 2)  ― it is clear that self-talk is 

a vital part of the total thinking process in humans consciousness.  It arises the moment we think 

about something, usually with the aid of language we articulate ourselves.  The way we use 

language and the language we use gives structure to our perceptual world.‖ Purkey (2000) 

continues on to say that  the words we use within this self-talk, also called self-whispering, 

greatly enhance our ability to think and influence behavior.  Self-talk plays an instrumental role 

when seeking to define ourselves.  We often hold private conversations with ourselves when 

trying  to understand the world, or solve problems. Manz and Neck (2004) explain that how one 

uses this mental strategy, self-talk can create a positive or a negative outcome and that being 

aware of how you are talking to yourself can help deter the demotivating  behavior that  reduces 

self-confidence.  Purkey  claims that students and teachers alike talk to themselves about 

themselves and these private conversations have a profound impact on what happens within and 

outside of the classrooms.  To support Purkey‘s (2000) claims regarding negative self-talk, I 

have often heard my students use distorted and negative self-discussion  such as   ― My teacher 

doesn't like me so I won't pass this class.‖ ― I'm not very good in English.‖  ―I'm too shy to speak 

in front of the class.‖   Such negative self-talk actually cripples a student‘s ability to achieve and 

becomes a self- fulfilling prophecy.  Students who expect rejection and defeat often become their 

own worst enemies as well as sometimes the  worst enemies of classmates, teachers, friends and 

even family members.  As mentioned earlier, although not researched in this study, it is  not just 

students who self-talk.  Teachers would do well to monitor their personal self-talk  and how it 

may affect their teaching practices and the relationship with their students.  

 

I share  Purkey‘s (2000) belief that this distorted and negative self-talk isolates students 

from fitting in and can have horrible consequences.  My experience is that students‘ negative 

experiences can  be triggered by parents  as well as educators who may often have double 

standards for how they treat students, along with friends who bully a student who doesn't belong 
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in the ‗cool group/clique‘.  These negative experiences create an environment fueled by negative 

self-talk.  I believe that students are more at risk of being ridiculed in an EFL classroom because, 

on occasion, they have to express themselves in a language that is not their own and can 

therefore be easily ridiculed or made fun of and as a result feel embarrassed or inadequate.  It's 

the responsibility of educators to support their students by reducing or completely eliminating 

the source of destructive student self-talk.  To help create this positive environment for self-talk, 

educators,  parents, fellow classmates, counselors, and others  should provide constant feedback 

of well deserved  praise, compliments, and positive affirmations.   According to Purkey (2000: p. 

viii), ―The major task is to reduce or eliminate faulty, illogical, negative, and counterproductive 

student self-talk that results in self-doubt, and persistent self-hatred‖.   Introducing  a self-

coaching CMEI  journal to students, may provide the necessary platform and means to encourage 

SLLs to investigate how self-talk  may help to build confidence, motivation and emotional 

intelligence while using the language they are learning to investigate and express their emotions 

and thoughts.  

 

The second method  to be discussed is prayer, that may also be considered another form 

of self-talk.  The U.A.E. is an Islamic state whose beliefs and practices are founded on the 

Islamic religion.   According to Maslamani (2007), in the Islamic religion, all daily human 

transactions and activities, including the tradition of visiting the mosques, giving to charity, 

going on pilgrimages,  are an intricate part of worship and prayer.  Maslamani (2007) explains 

that Islam encourages practitioners to  make the extra effort to seek knowledge.  For the female 

Emirati student, religion plays an enormous role in how they live their lives and the decisions 

they make.  According to Maslamani (2007: p. 33) ―all kinds of learning, including language 

learning as a scholastic endeavor, are regarded by every Muslim as an act of worship.‖  As 

young children they are taught to recite the Qur‘an and to adhere to the religious beliefs of Islam. 

Most of my students pray 5 times a day, often waking up before sunrise to start their first prayer.  

Through prayer, students find discipline and strength and growth.  On a number of occasions in 

my EFL classes, before an oral presentation, I have had students ask me if they could leave for a 

few minutes to pray, hoping that it will give them the strength to do well.  I therefore believe 

SLLs, through prayer, can possibly gain confidence, sustain motivation and find direction to 

reach their personal and academic goals and success.  However , the research literature to 
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support the effects of  self-coaching, and prayer in the EFL/ESL classroom in the Arabic context 

is non-existent.  

 

The third method of support is through the use of vision boards, an artistic representation 

of one‘s thoughts, goals and aspirations.  According to Assaraf (2008) a vision board created 

from powerful and meaningful images is a way to establish clarity in what you want in life. 

Vision boards have only recently  gained popularity as a simple yet powerful visualization tool.  

It  has various forms; it can consist of a poster with cut-out pictures, drawings or it can be an 

electronic version, i.e. screen saver with pictures or drawings manifesting the realization of 

future goals or desires.  Vision boards recently gained much popularity  through the acclaimed  

self-help book entitled ―The Secret‖ 

(Byrne, 2006)  which has sold over 4 

million copies and is being translated 

into over 30 different languages. 

Byrne (2006) writes in the forward of 

her book that many of the magnificent 

stories received have been from 

students  using ‗the secret‘ to become 

more successful at school.  Byrne  

(2006: p. 9) claims that ―if you can 

think about what you want in your 

mind, and make that your dominant 

thought, you will bring it into your 

life.‖  And one way she suggests in                      

keeping those thoughts in mind is through the use of a vision board. Byrne (2006) suggests that 

by selecting pictures and writings  that charge your emotions with feelings of passion, you will 

begin to manifest those things into your life. Schwarz (2008) also sees vision boards as a 

powerful tool to visualize goals and remain motivated and focused in attaining pre-set goals.  

Much in the same light, creating a vision board, according to Capacchione, (2000) is a means to 

which one can design one‘s own life by following the same steps that any designer uses to turn 

an idea or concept into design and then a final product.   Capacchione (2000) explains  that by 

Figure 1:Vision Board 
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using the creative process in everyday life, vision boards can become the blueprint of our 

possible lives.  Cordero (2009), on the other hand  sees the vision board as an instrumental  

means to  focus on areas such as the inner self, future self, individuality, self awareness, abilities 

and a way to build character.  In other words, by creating a vision board, through the process of 

self-awareness, students can explore key areas of their life, focusing on areas that need 

improvement, conceptualizing a positive image of their future, and with these goals or 

aspirations in view and in mind,  maintain the necessary drive and confidence to reach them.  

 

   Vision boards may be essential in creating a positive image of the future as well as giving 

the student a sense of control over what future awaits them.  According to many current self-help 

practitioners on personal development (Dyer, 2009;  McGraw, 1999;  Williamson, 1992, 2005;  

Beck, 2001; His Holiness the Dalai Lama and Cutler, 1998;  Harrold, 2001), along with older yet 

still popular  sages ( Allen,1902;  Emerson, 1941, 1993) the answer to becoming successful in 

life is to start by having a positive image of one‘s self in the present as well as in the future.  One 

way to do this is through vision boards to encourage students to not only be aware and see the 

importance of the here and now, but to use their ‗now‘time to envision a possible self in the 

future.   An individual‘s judgment on their level of confidence, self-efficacy and or self-esteem 

issues have the possibility of influencing one‘s  ‗possible-self or visions of the future‘.   

According to Borkowski and Thorpe (1994) if students believe that their level of success was 

mostly attributed to ‗uncontrollable factors‘, they would be likely to envision their futures with 

little hope.   Students who learn, through a combination of ability and effort,  that they do have 

control over their destiny, that they do actually have control over the level of success in their 

lives, will most certainly be better equipped to handle setbacks as temporary, yet at times 

essential,  for their motivation in the future (Markus & Nurius, 1986).   Having a clear vision of 

‗goals for the future‘ that can be seen every day (i.e. vision board posted in their rooms) can help 

students make it through the tough times and sometimes with this clear vision of the future,  

failure can become the strongest incentive or force to succeed, as long as the student doesn‘t lose 

sight of their goals.  One means of keeping these goals in view is through the creation of a vision 

board and then placing this vision board in an area where it will be viewed frequently.  
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 Using vision boards in the context of the EFL/ESL classroom for purposes of language 

acquisition and integration of emotional and social intelligence is now just surfacing on 

EFL/ESL sites on the internet.   ―Vision boards are not only for the followers of  The Secret.  

They can be helpful learning aids for stirring motivation and inspiring dialogue in language 

classrooms‖ (Suite 101.com). Vision boards are beginning to be seen by teachers as a daily 

learning tool (Suite 101.com) that 

motivates students to talk and write  

about aspirations and goals.  In addition 

they serve as a reminder and a means to 

reach goals for the future. No matter 

what skill level of English, every 

EFL/ESL student has the ability to 

create a vision board.  There are a 

number of sites, such as the site 

pictured to the left,  

http://22frames.com/video.aspx?id=141067  that provide EFL/ESL students with a video that 

explains what a vision board is as well as a step by step directive on how to create one in the 

EFL/ESL class.  EFL/ESL learners can download such a video and learn, at their own pace, how 

to create a  vision board, hence improving their listening skills, while integrating EI into their 

language acquisition activity.  

 

The final method in behavior modification  discussed here is the journal.  Journal writing 

in L1 and L2 has often been referred to as process writing (Ferris & Hedgcock, 2004) whereupon 

the writer is not only seen as improving their writing skills, but the writer is given the 

opportunity to become a creator of original ideas.   According to Ferris and Hedgcock (2004: 

p.5)  ― Written discourse encoded these ideas, serving as a vehicle for exploring oneself, 

conveying one's thoughts,  and claiming one's individual voice, or authorial persona, as a writer. 

Process-oriented writing pedagogies focused particular attention on procedures for solving 

problems, discovering ideas, expressing them in writing, and revising emergent texts—typically, 

in isolation from any cultural, educational, or sociopolitical contexts in which writing might take 

place‖.  Bromley (1993)  along with other researchers in this area (Elbow & Belanoff, 

Figure 2: Vision Board sites 

http://22frames.com/video.aspx?id=141067
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1991,1998; Murray, 1985, Zamel, 1983) 

saw journal writing, or process writing, 

as a creative endeavor in which the 

process, the journey of self-discovery, is 

as important as the writing process itself.  

The aforementioned researchers shared 

the believe that  process writing should 

be  personalized and nondirective. Ferris 

and Hedgcock, (2004: p. 5) 

enthusiastically advocated that 

―expressionism writing instruction involved tasks designed to promote self-discovery,  the 

emergence of personal voice, and empowerment of the individual's inner writer‖,  whereupon  

students could write freely and uncritically, hence a process that valued voice and fluency and 

promoted the acquisition of language. 

 

In the EFL/ESL language acquisition context, journal writing or process writing shares 

the same non-directive theology as cited in the previous paragraph.   It  is a less formal arena for 

SLLs to express themselves without having to constantly worry about grammar, spelling or 

sentence structure, at least at the onset of the activity, and therefore delayed until students have 

first grappled with ideas and organization.  Raimes (1991) also points out that some teachers 

focus more on encouraging their students to write to ‗self-discover‘  even entirely omitting  

attention to grammar.  Rouhani‘s (2008) study cited earlier on in this thesis was the only study 

found on emotional intelligence,  and language acquisition.  Within this study, Rouhani found 

journal writing, along with other activities,  were used to allow participants to empathize and 

express their emotions and make use of emotional knowledge to discuss and solve problems 

related to the characters in the EFL/ESL readings.   
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3.7 Section summary: Motivation, Confidence &  EI: Instrumental in 
SLA   

 

Motivation, confidence and emotions can play an instrumental role in learning a second 

language.  It is  important to note that  learning a second or foreign language, according to 

Gardner (1985b) is unlike studying any other subjects since it  involves taking on elements of 

another culture (i.e. pronunciations, social contexts etc.).  Furthermore, external influences, 

factors such as family, social and cultural context  can either inhibit or enhance a student‘s 

ability to succeed.  How a student manages the effects of these external factors can influence the 

rate of progress in language acquisition.  In support of this statement, Gardner and Clement  

(1990) stress that the complex social and personal variables that the student brings into class with 

them can influence second language acquisition.  These variables include the socio-cultural 

milieu in which the student lives as well as their personal family background and histories.  

Language, according to Williams and Burden (1997) is an intricate part of one‘s social being, 

and is in fact, very much part of one‘s identity.  Learning a second language not only involves 

acquiring skills to effectively use the target language, but also, for many, it involves an alteration 

in self-perception whereupon learners often adopt new social and cultural behaviors and beliefs; 

and understandably, through this complex process of learning, there is often a very significant 

impact on the learner‘s confidence and motivation.  Crookall and  Oxford (1988:  p. 136) state 

that ―learning a second language  is ultimately learning to be another social person‖.  Gardner 

(1985: p. 146) concurs and says  that ―languages are unlike any other subject taught in a 

classroom in that they involve the acquisition of skills and behavior patterns which are 

characteristic of another community‖. 

 

   When trying to better understand  how to support students in their acquisition of a  

second language in an educational context, we should consider it from the point of view of both 

the educational context, what transpires within the classroom, as we would for any other  school 

subject,  and from the socio-cultural and emotive context, what transpires inside and outside of 

the classroom and how the student is affected  emotionally by these factors.  Regretfully,  in the 
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past, these emotional factors were not generally perceived to be very relevant in an EFL/ESL 

student‘s ability to remain confident and motivated to learn a second language. 

 

3.8 Conclusion 
 

As discussed earlier  in the first two chapters of this thesis,  standards-based reform  over 

the past two decades has been at the forefront of the efforts to improve student achievement 

(Goertz, 2001). The emphasis has been on raising the bar on academic standards, whilst 

promoting accountability not only for faculty, but for students as well in the hopes of raising 

student performance.  High stakes testing, along with a fast paced technology driven 

environment has undoubtedly caused a more intense stress related environment for both parties 

and therefore has motivational consequences for students and teachers (Alderman, 2004).  

However, according to Meece and McColskey (1997) the effect on student motivation has 

received little attention under these new and ever changing circumstances brought on by 

educational reforms.  

   

 Today educational researchers, such as myself are not only concerned about how  

students‘ confidence and motivation is affected by shifting paradigms in the educational reform 

system but how they can best weather the storm not only from inside the EFL/ESL classroom, 

but outside as well;  for success to be assured, a student‘s harmony inside and outside of the class 

should be synchronous.   

 

 Battistich et al. (1999) fear that, due to the standards based reform in progress, too much  

emphasis is put on achievement and that much less attention is directed towards students‘ 

motivation to learn and their commitment to education.  ―Without commitment from the students 

there is likely to be a higher rate of dropouts in this climate‖  (Alderman 2004: p. 11).  This 

narrow view of achievement is problematic because other factors that may well influence a 

student‘s motivation to succeed are given very little attention.  Resnick (1999) warned that 

should the dominant view in education focus solely on aptitude as being the most important 

aspect in learning, we will ultimately undermine reform efforts. Tomlinson (1993) adds that 

raising standards has not increased student efforts or grades for that matter.   Furthermore for 
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standards-based reform to lead to an increased level of  student  achievement, the traditional 

theories of aptitude must be challenged and higher standards must be accompanied by higher 

levels of support for students (Battistich et al., 1999; Roderick & Camburn, 1999).  If students 

don‘t get this support, attrition rates may continue to increase. 

 

To keep students engaged and confident, according to Borkowski and  Thorpe, (1994) 

and  Markus and  Nurius, (1986) a student‘s vision of the future ‗the possible self‘ is the first and 

most important step in becoming a self-regulated learner. It sets the plan in motion and is an 

incentive for one‘s behavior.  How clear this vision of their future is undoubtedly will influence 

their level of motivation to reach their goals. An absence of vision ‗or possible-self‘ according to 

Borkowski and  Thorpe (1994) is often seen in underachieving older students and seen as a factor 

in motivational problems.  Furthermore, when a student‘s future is unclear, or if he/she has a 

fearful outlook of their future, their behavior is more than likely to be governed or taken over, or 

emotionally hijacked, by whatever is transpiring in their lives at that moment.   According to 

Alderman, (2004) ― if students have not developed a future vision or are not committed to 

academically supportive short and long-term personal goals, they are likely to show little self-

regulation of their study behaviors (p. 138)‖. The failure to build positive possible-selves, 

through a process of self-awareness, may create a condition in which there is little long-term 

motivation for pursuing or engaging in current and complex problem-solving activities or goals 

(Borkowski & Thorpe, 1994).  

  

For students to become effective learners and find their place in the 21st century 

workplace, they should be encouraged to become self-aware about  their needs and the needs of 

others.  By introducing second language learners, or any student in any program for that matter,  

to various behavioral modification strategies such as self-talk, prayer, vision boards  and journal 

writing,  we are assisting them in learning how to find an effective means to self-motivate and 

self-direct towards a successful future. 
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CHAPTER 4 - Research Design and Methodology  
 

 

4.1 Introduction 
 

The literature review in Chapter 3 described the salient socio-cultural and educational factors 

faced by Emirati female students at the present time in the United Arab Emirates.  In addition, 

literature addressing the pressing need to keep female Emirati L2 students engaged whilst preparing 

them for the 21st century workplace and society was provided.  To better understand possible reasons 

for students‘ lack of motivation and attrition rates, three main constructs, confidence, motivation and, 

in particular, emotional intelligence were investigated in this exploratory investigation to seek out 

possible future strategies that may be used within the EFL classroom that may benefit the 

aforementioned students in remaining engaged in their EFL studies and future set goals.  Particular 

attention was paid to how all three constructs, confidence, motivation and emotional intelligence may 

help better prepare young female Emirati students for their educational journey and the workplace 

and future endeavors that may await them.  The literature review provided possible strategies to be 

further explored in enabling female Emirati students to self-coach and therefore self-direct towards 

successfully reaching their educational and personal goals. 

 

  The present chapter, chapter 4, provides the research framework and the rationale 

underpinning the design of this study, in other words, the methodology that shaped the methods used 

and how each method was used within this study (Silverman, 2000).  Hence, a detailed description of 

the research methodology used in consideration of the research questions addressed within this study 

will be offered.  In addition, a detailed report on research participants, ethical obligations and data 

collection methods, instruments and procedures used in addressing the research questions within this 

study is provided and supported by a description and discussion regarding the different stages and 

methodology undertaken throughout this exploratory investigation.  In conclusion, an outline of the 

mode of analysis of data follows. 
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4.2 Research framework 
 

Every scientific paradigm brings with it the researcher‘s presumptions about the appropriate 

research methods to use in conducting inquiry into better understanding a certain phenomenon.  

Within this section on theoretical framework, is an explanation of the researcher‘s stance that led or 

guided the design of the present study and subsequently, how the researcher approached and analyzed 

the data.  My first objective, as  researcher,  is to present my perspective or assumptions on ontology, 

my beliefs about the reality of existence, in this case,  social reality, and epistemology, what I believe 

knowledge to be and the choice of  paradigms that I choose to drive this study and ultimately led me 

to choose my methodology. 

 

 

The research framework, or my position regarding this small scale exploratory study is in 

accordance with Seliger and Shohamy‘s (1989: p22) statement that due to the ―complexity of second 

language acquisition it is not possible to investigate it from one single perspective.‖  Therefore my 

research is informed by my social constructionist view as well as my constructivist perspective.  The 

first view is social constructionist because, in light of the context of this study, I see the human 

experience as being culturally and historically formed through social practices that are constantly 

changing (Troudi, 2010);  this is especially true in regards to the context of this study wherein the 

female Emirati participants are very much tied or grounded within their cultural beliefs and live in a 

society that, although changing at an extraordinarily rapid pace, still remains true to traditional 

cultural traditions and religious beliefs.  In addition, I also share the social constructionist‘s 

philosophy, whereupon learning and ‗meaning-making‘ are social endeavors where culture plays 

significant role in shaping L2 learning experiences.   

  

To exemplify a little further, in the realm of this study I am interested in the  role that 

confidence, motivation and in particular, emotional intelligence play in the acquisition of a second 

language, or to be more precise, do these three constructs, confidence, motivation and EI  play a role 

in learning a second language in a particularly social setting, in this case, that of the United Arab 

Emirates,  and if they do,  how do these same constructs have an affect or influence the SLLs‘ ability 

to succeed academically and individually. 
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Therefore, in regards to the last statement, I also share the constructivist perspective, since I 

view the nature of social reality as being strongly formed from an individual's perspective as well as 

through the social environment.  I believe the participants in this study ‗make-meaning‘ through 

individual unique experiences.  I share the constructivist perspective as viewing  people as 

‗constructive agents‘ and understand the meaning of knowledge as being  built rather than 

experienced passively (Troudi, 2010). 

 

The research design is the strategy used to integrate, in a cohesive, coherent and structured 

way, different components of the study in order to address the research questions (Trochim & Land, 

1982).  My research design was influenced by my selection of area of interest, responding to a desire 

to better understand and  prepare students within the EFL classroom to become self-aware, self-

directed learners, able to manage their emotions in such a way as to not jeopardize the realization of 

their pre-set educational and personal goals.   To be able to conduct this interpretive inquiry, my 

research design therefore had to take into consideration the role for both qualitative and quantitative 

data  analyses for a comprehensive and coherent investigation.  The interpretive paradigm was 

therefore best suited to drive this  research project. 

 

For this longitudinal interpretive study, the chosen methodology is exploratory, using a 

mixed-method approach for data collection and analysis (Creswell, 2003).  By selecting multiple 

qualitative and quantitative techniques to inform the research questions, the researcher created 

complementary data-gathering activities that  could possibly compensate for weaknesses of 

individual tactics (Cohen & Manion, 1994).  The data collected would then be  descriptively rich and 

therefore quite informative and quantitatively significant thereby providing a more comprehensive 

understanding of the analyzed phenomena on how confidence, motivation and emotional intelligence 

can have an effect on female Emirati EFL learners inside and outside of the classroom environment.  

This approach is appropriate for my study because it allows me to observe and interact with my 

participants in their natural classroom environment, gaining more in depth through their CMEI  

journals, semi-structured interviews and open-ended survey questions.   It is important to note that the 

data and the findings are not used for generalizations, but to show tendencies and may help future 
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research in this area to better understand how students may possibly better manage their behaviors 

and ability to self-direct/self-coach to success.  However, having said that, similarities between my 

study and other social-educational contexts can be drawn and therefore contribute to a better 

understanding of the research in the field of student behavior regarding the aforementioned 

constructs.  It should be noted that although this research project heavily relies on the interpretive 

paradigm, it is also informed by principles of action research since my goal is to critique, challenge 

and possibly change my methods of teaching (Cohen & Manion, 1994) with the ultimate goal in mind 

in seeking an outcome of creating a self-directed EFL learner through their motivation, confidence 

and emotional awareness.  Furthermore, meeting the needs of the combined 

practitioner‘s/researcher‘s methods based on action research principles, I have created the 

environment for this research project to develop initiatives and interventions to help solve the 

problems under investigation as well as facilitated the means to collect, evaluate and reflect on the 

data collection process and ultimately offer possible considerations for future research or possible 

interventions.  In summary, the research strategies were therefore exploratory and descriptive using 

mixed methods and ultimately action applied. 

 

   To further justify the use of mixed-methods in relation to this study, using qualitative and 

quantitative measures concurrently provided a framework for the collection and analysis of data 

reflected in my research questions posed in the next subsection.  The integration of both methods , 

qualitative and quantitative are complementary to each other (Greene & Caracelli, 1997; Johnson & 

Christensen, 2004), the first providing in-depth analysis to the intervention and the second providing 

additional statistical background information retrieved from the survey instruments.  Combining both 

methods will inform and give perspective to the phenomena being studied.  However,  the qualitative 

research methods were given preference over the quantitative approach.  

 

The choice of my research design reflects my decisions about the priorities given to the 

dimensions of the research process.  In my mixed-methods approach, the qualitative design is 

dominant as a means of in-depth inquiry.  Qualitative data was collected from participants in regards 

to confidence, motivation and EI.  This interpretive data was analyzed to inform the research 
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questions and  possibly offer new insights and strategies regarding retention issues and self-coaching 

strategies.  This scientific inductive mode of research had elements of phenomenology, ethnographic 

and grounded theory approaches (Johnson & Christensen, 2004).  The phenomenology perspective 

offered the means to understand the inner-world of the participants to better understand their 

perspectives and experiences.  The ethnographic approach offered a more in-depth understanding as 

it provided the understanding of the culture, the shared attitudes, values, practices, norms, patterns of 

interaction and views on language and culture in the U.A.E..  Finally, elements of grounded theory 

were present in that this inductive approach offered possible theories and explanations that may 

contribute to a better understanding of retention issues in the tertiary educational system within the 

Gulf region, in particular, in the U.A.E. and possibly lay ground or give direction to further research 

in the areas under investigation in this research project.   

 

 Due to the diverse range of my research questions, I found it appropriate to design my 

research by using a method of ‗triangulation‘ to gather my data (Silverman, 2000).  Using different 

sources such as interviews, surveys, progress reports, journal entries, classroom observations and 

diverse documents to corroborate my findings and therefore offered me the opportunity to 

―triangulate the ‗true‘ state of affairs by examining where the different data intersect‖ (Silverman, 

2000: p. 98) and therefore improve the reliability of this study.  

 

From the variety of types of published research materials (dissertations, articles in academic 

journals, edited volumes, papers presented in the conferences, etc.) I initially chose for my literature 

review to study only edited volumes related to the U.A.E. context and recent peer edited journal 

articles since articles in academic journals are current, significant and reliable part of educational 

researcher (Tooley, 1998).  However,  it became obvious during the literature review that research 

materials related to this study were scarce in regards to the U.A.E. educational setting and workplace 

due to the short history of this country and I was therefore obliged to reference local newspaper 

articles and seek interviews to fill the gap and obtain the necessary information to fully document this 

research project in seeking data for the following research questions.  
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4.3 Research questions 
 

Three main research questions, with a total of 7 sub-questions were designed to direct this 

exploratory heuristic study. 

 

1. Is there evidence that female Emirati EFL students suffer from a lack of confidence, 

motivation and emotional intelligence in a tertiary EFL academic setting? 

a. What factors, if any, appear to affect female Emirati EFL students in the areas of 

confidence, motivation and emotional intelligence? 

b. Is there evidence that female Emirati EFL students who suffer from a lack of 

confidence and/or motivation also appear to struggle with emotional intelligence 

issues? 

c. Is there evidence that female Emirati tertiary EFL students, who have a desire to 

abandon their studies lack confidence, and/or motivation and/or emotional 

intelligence? 

d. Is there evidence that female Emirati tertiary EFL students have a desire to self-

direct or self-improve? 

 

2. What, if any, self-coaching methods would female Emirati EFL learners select for self-

directed improvement? 

a. Which self-coaching methods were reported as being the most popular in helping 

students reach their developmental goals? 

b. What developmental changes did female Emirati EFL learners deem necessary to 

modify to become a more successful student and person? 

c. Which educational environment(s) appear to support the development of  self-

coaching strategies?    

3. Is there evidence to suggest that female Emirati tertiary EFL students who are given the 

opportunity to mobilize and monitor their emotional intelligence and their ability to self-

direct through the use of personalized individual strategies while learning English can self-

coach towards an increased level of personal/and or academic success? 
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4.4 Research participants 
 

This exploratory research initiative was conducted in the institution of which I am an EFL 

teacher and therefore offered a convenience sample of 350 participants (Cohen & Manion, 1994).  

The participants are female Emirati tertiary EFL learners, ranging from the ages of 17 to 

approximately 24, studying EFL in the readiness ABP program at Zayed University in Dubai in the 

United Arab Emirates.  The typical entering undergraduate student is a single Emirati female from a 

primarily Arabic language instruction public school background, who is also a first generation 

university student.  According to Zayed University, ―Zayed University‘s entering students typically 

wish to be well educated and earn a university degree.  The students have mixed intentions to seek 

employment.  Entering students‘ mothers typically are not employed.  Their fathers are primarily 

employed in the government or are retired.  Both have limited experience with higher education‖ 

(Zayed University‘s Strategic Plan, 2006-2008, p. 5).  The focus  group participants who participated 

in this study were purposely selected from the higher levels of the ABP (from levels 6, 7 and 8) 

ensuring that the participant‘s level of English should suffice to participate in the interviews that were 

conducted in English.  However, the pilot group for the 1
st
 CMEII survey administered in March of 

2009, was a Level 5 group who were at the end of their term in level 5, and therefore would have 

approximately the same English level ability as the Level 6 students who would be taking the CMEII 

survey the following month.    

4.5 CMEII survey and workshop delivery procedures  
 

This exploratory investigation was conducted over a period of 12 months, commencing in 

April 2009 and terminating in April 2010 (see Figure 3). The first part of the study focused on 

creating and administering the CMEII survey discussed in detail within this chapter.  To further 

inform the research questions within this study, the second segment of this research study focused on 

creating a CMEII workshop  that would be best suited to  introduced self-coaching methods in line 

with the  three main constructs of this study, confidence, motivation and EI. During these workshops, 

participants were encouraged to experiment with the self-coaching methods introduced or to create 

their own self-coaching methods to self-direct towards reaching their  academic and personal goals.  

The CMEII workshops spanned over a 12 month period,  commencing in April of 2009 and 

terminating in April 2010 (see Figure 3). 
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CMEII pilot   CMEII Survey    Focus gr. 1    Focus gr. 2        Focus gr. 3         Focus gr.  4    Focus gr. 5      

 

 
March 2009  April 2009   Spring B 2009  Summer 2009   Fall A 2010     Fall B 2010   Spring A 2010   

Figure 3:Exploratory CMEI research timeline 
 

The CMEII survey, written in English and Arabic, was first piloted in March of 2009 by 25 

level 6 ABP students.  Consequently, edits and adjustments were made to the instrument. One month 

later, the edited version was offered to 350 Level 6/7/8 ABP students. Out of the 350 participants, 

199 participants completed the entire survey. 

 

The first group of participants entitled Focus Group 1 (Spring B 2009) was formed after the 

administration of the CMEII to the 350 participants in Levels 6, 7 and 8 in the ABP. Within the 

CMEII survey the opportunity to join a focus group was offered (see Table1 for full details on focus 

groups).   Participants, who participated in the CMEII survey and were interested in finding ways to 

self-direct towards being more successful in their personal and academic lives, were invited to join a 

focus group.  A total of 32 participants in the CMEII survey had indicated an interest in joining the 

focus group.  Emails were later sent out to the 32 participants inviting them to participate in the first 

focus group meeting that was to take place on Wednesday April 21
st
, 2009.  Only 2 students attended 

the first focus group session.  Due to the low response rate, 3 additional emails were sent out inviting  

the participants who had  previously shown interest in attending such a group.  Flyers (see Appendix 

I)  as well as weekly reminders (see Appendix J) promoting the workshops were posted as well as 

included in the emails.  

 

Out of the 34 participants who had shown interest in joining a focus group in Spring B 2009, 

the final term of the  academic year, only three (3) participants actually attended. Consecutively, 2 

emails per week were sent out to the same 32 participants who had initially shown interest, once 

again  inviting students to attend the focus group.   One more member joined and within the 7 week 

period, 3 other members showed up once but did not return thereafter.  

 

  It is to be noted here that the 3 students who volunteered to participate in the first focus 

group were students that the researcher had previously taught within the ABP.  The Focus group 

meetings  (Spring A, 2009) were held once a week during the lunch break for a period of 45 minutes.   
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After having experienced such a low turnout, the researcher decided to try investigating other 

means of forming focus groups.   In the summer of 2009 during the months of June and July a 

summer school session was being offered at Zayed University within the ABP.   The researcher 

remained on campus that summer hoping to form a second focus group.  

 

A second call went out to 57 summer school participants to create a 2nd focus group in the 

summer of 2009.  Most of the participants within this summer program were repeating a failed level 

within the ABP, although a small minority, an estimated 10% of the students were taking advantage 

of the summer school to progress more rapidly in the completion of the Readiness Program at Zayed 

University.  Students attending the summer school were mostly students who had not passed either 

Level 6, 7 or 8 during the academic year, although there were an estimated 10% of students who 

wanted to reduce the time within the ABP and were taking a new level of English.  

A total of 34 participants from 4 remedial classes (Level 6, Level 7 and two Level 8 classes) 

showed interest.  Contrary to the 1st focus group setting, the researcher‘s role was to present the 

workshops using the OneNote CMEI journal and retrieve data through field notes and audio 

recordings of the sessions.  Students were encouraged to retrieve the OneNote chapters from a 

Blackboard class that had been created online specifically this 2nd focus group.   Participants were 

able to attend the two 45 minute workshops per week, for a period of 5 weeks within the scheduled 

time of their EFL summer classes. 

 

The third focus group was scheduled for the first term of the 2009-10 academic school year 

that started in September of 2009 (Fall A 2009).   Two level 7 groups of 36 students were invited to 

participate.  Contrary to the two previous groups, the researcher of this study was also the 

participants‘ EFL instructor.  The OneNote CMEI journal became part of the curriculum and the 

program ran for a total of 8 weeks, although, due to Ramadan, class time was significantly reduced.  

In addition, students took leave for a full week for Eid, a religious holiday, reducing the contact time 

with participants to 7 weeks.   

 Due to the fact that the time frame of the study for the third focus group was during the Holy 

month of Ramadan, causing a reduction in teaching hours and a reduction in the possible time 

participants could work on their CMEI journals, the researcher deemed it necessary to form a fourth 

focus group in Fall B 2009, basically following the same format as was administered in the third 
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focus group.  Each week, participants were presented with a new CMEI chapter in OneNote that they 

could retrieve on Blackboard.  A CMEI pie-chart was administered in week at the beginning of the 

treatment (week 1) and at the end of the treatment (week 8).   Intermittent progress reports were also 

administered for data collection.  Field notes were taken throughout the sessions.  These methods of 

data collection will also be explained in more detail within this chapter. 

 

 One last focus group was created in Spring A 2010.  The 5
th

 focus group was comprised of 

two level 8 groups of 33 participants.  Once again, the researcher was also the EFL instructor and the 

same format as was previously administered to focus groups 3 and 4 were also provided for the 5
th

 

and last focus group.  Table 1 offers details regarding the 5 groups. 

Table 1: CMEI Workshops 

Focus 

group 

No. of 

participants 

Term (5 – 9 

weeks) 

Researcher as 

Participant’s EFL 

instructor 

intervention Data collection 

1 3 Spring B 2009 Yes 1 meeting per week 

during lunch hour (45 

min.) + personal 

encounters when 

necessary + CMEI 

journal 

CMEII survey 

Recorded sessions 

Recorded semi-structured 

interviews 

CMEI Pie-chart 

Progress reports 

Field notes 

 

 
2 34 (4 groups) Summer 

school 

workshop 

2009 

No (although I had 

taught some of the 

participants in 

previous terms.) 

1-2 meetings per week 

+ CMEI journal  

CMEII survey 

Recorded sessions 

Recorded semi-structured 

interviews 

CMEI Pie-chart 

Progress reports 

3 36 (2 groups) Fall  A 2009 Yes CMEI journal, in class 

discussion – Ramadan 

schedule of reduced 

hours. 

CMEII survey 

CMEI Pie-charts 

CMEI Journal 

Progress reports 

Field notes 

4 36 (2 groups) Fall B 2009 Yes CMEI journal, in class 

discussion 

CMEII survey 

CMEI Pie-charts 

Progress reports 

5 33(2 groups) Spring A 2010 Yes CMEI journal, in class 

discussion 

CMEII survey 

Recorded semi-structured 

interviews 

CMEI Pie-chart 

CMEI Journal 

Progress reports 
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4.6 Research ethics 
 

Consent to conduct this research initiative was obtained from Zayed University in April of 

2009.  Ethical issues were considered when designing and conducting this research project.  Due to 

cultural issues and the strong influence of the Islamic culture regarding the inappropriateness of   

video and voice recording of female Emirati women, recording devices were only used upon 

participants‘ express approval.  Within my research design, the following considerations to meet the 

suggested Human Subjects Research Committee (HSRC) guidelines:  (Wiersma & Jurs, 1999: p 419) 

 

1. Projects should be carefully designed to minimize risk to the subjects and to anticipate 

risk 

2. Participation of human beings as subjects in research must be voluntary 

3. Confidentiality of identifiable information is presumed and must be maintained unless 

the investigator obtains express permission of the subject to do otherwise. 

 

In addition,  survey participants were informed of the objectives of the study within the letter 

of permission, written in both English and Arabic.  In the same document students were guaranteed 

confidentiality and anonymity (see Appendix A). Students‘ confidentiality was respected at all times.  

Any volunteers who participated in this study received and signed an informed consent form (Gall et 

al.: 2003) granting the researcher permission or refusal of permission, to use data generated from 

surveys, interviews or journals. Students were given case numbers to guarantee anonymity during 

data collection. 

 

4.7 Data collection instruments,  methods and procedures 
 

 

 According to Seliger and Shohamy (1989: p. 23)  ―The study of phenomena associated with 

second-language learning must necessarily be multifaceted and multidisciplinary, taking account of 

knowledge and research methodologies from areas such as linguistics, anthropology, psychology, 

sociology, education, and others….‖  Within this exploratory study a number of procedures were 

adopted to accumulate valid and robust data pertaining to the effect of confidence, motivation and EI 
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on EFL learners in the Gulf context.  Once again, it is important to note this study is not positivist by 

nature and therefore the aim is not to test a hypothesis, but rather  as an interpretive/constructivist 

research study in which it  endeavors to understand the ―multiple social constructs of meaning and 

knowledge ― (Mertens, 1998: p. 11) through the eyes of the participants and the researcher, therefore 

using the means of data collection tools such as questionnaire surveys, field notes, recorded 

interviews, journal entries, emails, documents such as newspaper articles to investigate the main 

constructs of this study.   

 

The instruments to be discussed within this chapter are the CMEII (Confidence, Motivation 

and Emotional Intelligence Instrument), progress reports, semi-structured interviews, and  a pie-chart 

survey that were employed within this exploratory study to gather data to inform the research 

questions within this study.   

 

4.7.1 CMEII (Confidence, Motivation and Emotional Intelligence 
Instrument) 

 

The Confidence, Motivation, Emotional Intelligence Instrument or the CMEII survey was 

created to seek female Emirati EFL respondents‘ cognitive and affective views on the three 

constructs, confidence, motivation and EI.  The first section of the survey was of a demographic 

nature followed by a section on EI, motivation and confidence related issues concerning the EFL 

context as well as external related issues such as family, friends and other social-cultural factors.  The 

final version of the CMEII survey (see Appendix B) discussed in detail within this study hosted 53 

questions in combination with sub questions (197) for a total of 250 questions. 

 

 It was deemed necessary by the researcher to construct such an instrument taking into 

consideration that the literature review did not reveal an existing survey covering the above 

constructs directed towards an EFL tertiary population.  Therefore, the CMEII research instrument 

was created taking into consideration the  related literature in the area of confidence, motivation and 

EI presented in chapter 3 as well as other existing survey instruments that dealt individually  with 

each construct (confidence, motivation and EI).   
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The survey instruments found in the literature review relating to confidence and emotion were 

mostly for  primary and secondary education level, and not necessarily designed for  SLLs at a 

college or tertiary level.  Therefore Gardner‘s (1985a) Attitude/Motivation Test Battery was the most 

appropriate and was the main instrument consulted since it was directed towards secondary school 

students studying English as a foreign language and assisted in guiding the researcher in the type of 

questions to be asked.  Furthermore,  Miserandion‘s study (1996) on self-determination theory and 

motivational model of engagement using the RAISE (Rochester Assessment of Intellectual and 

Social Engagement questionnaire) was consulted for perceived emotional engagement items.  An 

additional study on the Self-Determination Theory, measuring individual differences in the Self-

Regulation of Withholding Negative Emotions (SRWNE) was also consulted (Youngmee, et al., 

2002).  Since the survey instruments retrieved related to either only one or two of the constructs, 

usually targeting primary or secondary level or  geared towards health issues, sports or workplace 

environments,  combined with the fact that the survey instruments found were mostly created during 

the mid-1980‘s to the late 1990‘s and not directed towards a tertiary EFL setting, nor the Gulf 

context, it was deemed necessary by the researcher to construct and validate a research instrument 

targeting all three constructs, confidence, motivation and emotional intelligence, that met the needs of 

the context of an EFL tertiary setting, and in particular to this study, participants in the Gulf region.  

 

The CMEII research semi-structured questionnaire instrument was composed with a 

combination of categorical, ordinal questions, interval and open-ended questions.  The pilot CMEII 

instrument that was created in March of 2009 and administered online to 25 participants through the 

service entitled ‗SelectSurvey.net‘, an online survey software application hosted by Zayed 

University.  This pilot survey was comprised of 57 questions that included 222 sub questions for a 

total of 279 question items.  Participants who participated in the pilot section of this study took up to 

45 minutes to complete the pilot CMEII survey.  This pilot CMEII was then edited and reduced to a 

shorter version of  53 questions that included 197 sub questions for a total of 250 items.  In April of 

2009, the edited and final  CMEII survey was  offered to 350 female Emirati ABP students in levels 

6, 7 and 8.  Of the 350 participants who received the survey,  199 participants completed all of the 

questions on the final CMEII  survey.  
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4.7.2 CMEII Quantitative Data entry and analyses 
 

The quantitative data were entered from the CMEII survey into SPSS for Window‘s version 

17.0.  Within this system, it was possible to perform the different analysis necessary for the 

quantitative section in this exploratory research investigation on confidence, motivation and 

emotional intelligence in an EFL tertiary setting. 

 

4.7.2.1 Descriptive statistics 
 

Descriptive statistics (frequency, mean and standard deviations) were performed on the 

demographic variables in order to characterize the group.  Descriptive statistics were also performed 

on some of the items deemed to measure motivation, emotional intelligence or confidence, to provide 

detailed information on items that informed the research questions.  As well, exploratory descriptive 

statistics were performed on the valid and reliable motivation, emotional intelligence and confidence 

scales that resulted from the factor analysis (see details below).  These descriptive statistics were used 

to inform the research questions.   

  

4.7.2.2 CMEII scale content validity  
 

Three original scales were developed to measure motivation, emotional intelligence and 

confidence.  The items selected for inclusion in each of the three original scales were determined a 

priori according to theory and measures previously established by former research in the area as 

documented in the literature in Chapter 3.   

 

4.7.2.3 CMEII scale construct validity 
 

The psychometric properties of the motivation, emotional intelligence and confidence scale 

items were established by performing factorial analytical techniques (principal component analysis 

{PCA}) (Tabachnick & Fidell, 1996) on each theoretically predetermined set of items.  Principle 

component analysis was used to reduce theoretically predetermined scales that were made up of a 
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large number of variables into more coherent and manageable factors. Three separate PCAs were 

performed, one for each of the a priori theoretically grouped items.   Items were grouped into three 

categories: 

1) Motivation 

2) Emotional Intelligence 

3) Confidence  
 

In all three cases original scales factored into several subscales.  

 

Statistical Package for Social Science version 17.0 (SPSS) was used for all statistical 

analyses.  First, the Kiaser-Meyer-Olkin (KMO) test of sampling adequacy and Bartlett‘s test of 

sphericity were performed on the data to confirm the appropriateness of conducting principal 

component analysis (PCA) with this sample (Tabachnick & Fidell, 1996).   Once the sampling 

adequacy was confirmed, PCA with Kaiser normalization and varimax rotation (orthogonal rotation) 

were performed on the variables with the original extraction factors (Tabachnik & Fidell, 1996) 

(components were conserved if eigenvalues were great than or equal to 1.0).  The level of variance 

accounted for by each component was recorded.  An item was considered to belong to a given 

component if its loading was 0.40 or higher (Tabachnick & Fidell, 1996).  After examining scree 

plots and item loadings, the appropriate number of components were conserved and interpreted.  

Cases with missing data were excluded from the analysis.   

 

In order to verify the reliability of the components (scales), alphas were calculated for each 

scale.  The higher the Cronbach alpha value, the more the instrument is judged to have a high internal 

consistency.  Higher than 0.9 is a sign of redundancy among the items.   Bivariate correlation testing 

of the new scales using Pearson‘s correlation coefficient was performed to examine their uniqueness 

from each other.  

 

4.7.3 CMEI pie chart surveys 
 

A very basic pie chart survey was conceived and created by the researcher and administered 

in a hard copy format to the 5 focus groups of participants in this study to quickly measure 

participants‘ opinion on how much each of the three constructs, confidence, motivation and EI  may 
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affect or play an important role in their lives. The first set of participants piloted the pie chart in 

Spring B, 2009. The pie chart was then integrated into the data collection methods for the following 4 

CMEI workshops and was administered at the beginning and at the end of each session.  

 

Participants had a good understanding of the constructs confidence and motivation, however 

they needed a short explanation in regards to EI prior to administration of the pie chart survey 

instrument since a large number of students were not familiar with the term  ‗Emotional Intelligence‘.  

This pie chart offered the opportunity to quickly measure the 4 focus groups regarding changed 

perceptions in importance of each construct over the 5 to 9 week term. 154 participants completed the 

first administration of the 1
st
 pie chart, but only 119 of the same participants completed the 2

nd
 pie 

chart. On both occasions, percentage  results were then entered manually into the online 

‗Selectsurvey.com‘  

 

It is to be noted here that within these 4 CMEI workshops, (see Table 1) that were 

administered the  final CMEI pie chart instrument, only one group did not have the researcher as their 

EFL instructor during the period they participated in the CMEI workshop (Summer school workshop 

2009).  However, I did deliver the CMEI workshop to this group during this summer session.  During 

the subsequent 3 CMEI workshops (Fall A 2009, Fall B 2009 and Spring A 2010)  I had the role of 

EFL instructor as well as CMEI workshop presenter within the EFL classes I was teaching. All of the   

4 CMEI workshop participants had access to the CMEI journal focusing on the constructs of 

Confidence, Motivation and Emotional Intelligence while attending  the workshops.   This journal 

will be discussed in more detail  in chapter 5.     

 

 

The following instructions for the  CMEII Pie Chart 1 were given to the participants at the 

beginning of the term (week 1):  

 

 

The following factors may play an important role in your life:  CONFIDENCE, 

MOTIVATION and EMOTIONAL INTELLIGENCE  Divide up the pie chart below into 

1, 2 or 3 sections depending on how much of an important role you think each factor 

(Confidence, Motivation and Emotional Intelligence) affect  how successful you are in life.  

Please make sure you write C (for Confidence) M (for Motivation) and E (for Emotional 

Intelligence) in each section of your pie chart.   Thank you 
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             Figure 4: Pie chart 

 

Note:  As stated earlier, a second pie chart (CMEII Pie-Chart 2) was used as a post-evaluation 

to see if participants opinion on the role that Confidence, Motivation and Emotional 

Intelligence had changed over the 5 to 9 week term.  The directives for the 2
nd

 pie chart were 

as follows:  

 

The other day you completed a pie chart just like this one.  Please complete a second 

and last survey to see if the  following factors play an important role in your life:  

CONFIDENCE, MOTIVATION and EMOTIONAL INTELLIGENCE  Divide 

up the pie chart below into 1, 2 or 3 sections depending on how much of an important 

role you think each factor (Confidence, Motivation and Emotional Intelligence) 

affect  how successful you are in life.  Please make sure you write C (for 

Confidence) M (for Motivation) and E (for Emotional Intelligence) in each section of 

your pie chart.                                          Thank you!    

 

 

For data analysis, the pie charts were divided into 10 sections. Depending on the number of 

units were selected by the participants  (see Figure 4) for each construct, percentages were then 

entered into the online survey administrative tool ‗SelectServey.com‘.  For example, if  a participant 

had selected 3 sections for Motivation, 5 sections for Confidence and 2 sections for EI, the following 

percentages would be manually entered into the online survey management system:  

30% (Motivation) 

50% (Confidence) 

20% (Emotional Intelligence)



CHAPTER -4- 
 

97  

 

 

4.7.4 CMEI journals 
 

The CMEI journal was piloted in the first focus group of 3 participants during the 1
st
 

workshop session held in Spring B 2009.  Students who participated in all 5 focus groups were given 

the opportunity to work on a CMEI journal that was delivered weekly to participants through 

Blackboard, a web-based management system. 

 

Figure 5: CMEI Workshop on Blackboard 

 

Depending on the length of the term, students received between 7 and 9 chapters hosted on 

Blackboard , each chapter varying from 1 to 3 pages offering the students  a model of a journal entry 

whereupon the participants were encouraged to  alter the existing text within each document to meet 

their personal needs in regards to the themes of confidence, motivation and EI issues. (See Appendix 
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C  to view the complete journal distributed to participants in this study and Appendix D for the edited 

version completed by participants.)   

 

The chapters were hosted in Microsoft Office OneNote. All of the participants in the study had 

access to OneNote on their lap top computers since it was one of the programs included in the 

Microsoft Office Suite 2007. 

   

 
Figure 6:OneNote 

  

 

OneNote is a user-friendly software package for free-form information gathering and offered 

participants  multi-user collaboration.  OneNote's interface is an electronic version of a tabbed ring 

binder which made it possible for participants  to add a CMEI chapter to the journal each week.  

OneNote could then be used directly for taking textual or audio notes during the CMEII workshops as 

well as edit the CMEII journal entries that were delivered to them on a weekly basis.  OneNote 

enabled participants the opportunity to listen to the CMEI audio recorded messages hosted within 

each journal entry created specifically for each CMEI workshop taking into consideration the 

attending participants‘ needs or EFL language abilities.  
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Participants were able to easily adapt the CMEI journal (see Appendix D) entries received to a 

more personalized version by using OneNote to draw or capturing text and images from the internet, 

listen to or record audio as well as to gather material obtained from other applications such as Word 

or Excel etc.   

 

Within each workshop, participants were encouraged to start a personal CMEI journal.  Every 

week participants would receive a chapter covering various themes related to confidence, motivation 

and EI (see Table 2).   Chapters were distributed using the OneNote software package from Microsoft 

Office  (see Appendices within Table 2).  Students were then encouraged to edit the journal in such a 

way as to make it their own (see Appendix D.  A sample of the session outline is available  in 

Appendix K. 

 

Table 2: CMEI Workshop's journal 

CMEI 

Journal 

Main topics covered in workshop  

Chapter 1: 

Limiting 

Beliefs 

 Limiting beliefs 

 Goals 

 Self-coaching 

 Using OneNote 

Appendix C.1 

 
Chapter 2: 
Success is 

Possible 

 Believing in yourself 

 Devotion to yourself 

 Motivation 

 Confidence  

 Emotional intelligence 

 Willingness to change 

 

Methods to self-coach 
 Prayer 

 Vision Board 

 Self Talk  

 Self hypnosis  

 Other:________ 

 
 

Appendix C.2 
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CMEI 

Journal 

Main topics covered in workshop cont‘d   

Chapter 3: 

Getting to 

Know You 

and Your 

Potential 

 Finding out who you are. 

 Seeing yourself in a positive or negative light? 

 Negative thoughts 

 Reaching your full potential 

 Replace negative by positive characteristics 

 Revisit your beliefs about yourself: either change 

them or eliminate them 

Appendix C.3 

 

Chapter 4: 

Confidence 

and self-

image 

 Confidence 

 Self-image 

 Conditioning 

 Motivation to change 

 Confidence+motivation+willingness to 

change=>change 

 Believe in yourself to build self-confidence 

 *Presented motivational videos 

Appendix C.4 

 

Chapter 5: 

Where am I 

in My 

Journey of 

Self-

Discovery? 

 Emotional Intelligence 

 Getting to know yourself better. 

 The methods to use to get to know yourself 

better. 

 The goals you‘ve taken on for self-improvement. 

 Emotions 

 Head + Heart 

 Goals + methods + self-awareness 

 Self-help plan 

 Your journal 

 

Appendix C.5 

 

Chapter 6: 

Self-

Coaching 

Contract 

Self-Coaching contract 

 Plan of action that will continue in the future. 

 Become your own Coach and fulfill your true 

potential. 

 Confidence+Motivation+EI =Success 

 

 

 

Example of Self coaching contract 

 Plan of action 

 Possible themes to include in self-coaching 

contract 

 

Appendix C.6 

 
 Appendix C. contract 
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CMEI 

Journal 

Main topics covered in workshop cont‘d  

Chapter 7: 

A New 

Chapter in  

My Life- I 

am in 

Control 

 

 Revision of themes covered in each chapter 

 Putting it together 

Appendix C.7 

 

Chapter 8: 

So You 

Think You 

Can Coach! 

 

 Conclusion of the CMEI workshop 

 Appreciation for sharing your journey 

 Discussion of the self-coaching journey 

 Align with your positive self and good things 

will come your way. 

Appendix C.8 

 
 

OneNote, with its notebooks, provided a safe and secure area where students  managed their 

EFL class folders alongside their personal CMEII workshop journal and documents.  To protect 

students‘ privacy, OneNote offers the possibility to password protect sections and participants were 

shown how to make their CMEI journals secure.  Therefore faculty, teachers, parents and friends 

could access their school work within OneNote, but should a participant decide the CMEI journal 

was off limits, they could easily lock it and keep it secure and private. 

 

  OneNote‘s ability to  design,  collect, organize and share materials such as video, pictures, 

music and is an ideal software program and is perfectly suited for this type of project whereupon 

students edit each CMEI journal entry  to make it their own.   

  

It is important to note that most of the students (approx 95%) were not aware that OneNote 

was on their computers and had never used this program prior to participating in this study.  Rather 

than distributing the 5 – 9 chapters at one time (depending on the length of the workshops), 

distributing one chapter a week facilitated the task of helping participants learn how to use OneNote.  

OneNote has many of the same functions as Word and Excel and therefore the learning curve was not 

too steep.  
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The CMEI journal was the method used by the facilitator/researcher to present the three 

constructs, Confidence, Motivation and EI to the participants.  Furthermore, it  was hoped that the 

CMEI journals would motivate students to examine various ways of self-coaching to meet their 

personal and academic goals.  Due to the very private nature of these journals, students were not 

required to share their entries during the workshop, however some students did volunteer to send 

sections of their journal to the researcher.  It was interesting to note that numerous participants asked 

permission to present their journals during scheduled oral in class assessed presentations scheduled 

within their  EFL classes. Some of the journal entries sent to the researcher by the participants were 

used as  descriptive qualitative data to further inform the research questions within this study (see 

Appendix  E). 

 

4.7.5 CMEI semi-structured interviews 
 

Audio recording of the CMEII sessions and semi-structured interviews (see Appendix G) 

were piloted in the first focus group of 3 participants (Spring B 2009) and were directed towards 

discovering themes and following the  progress of the participants within  the CMEII workshop. 

Furthermore, they were used to help document the strategies used within the CMEII workshops  and 

help design future CMEII workshop sessions.  Sections of the soft data retrieved from the recorded 

interviews, through the use of the Microsoft OneNote management system, were then transcribed 

within OneNote.  Patterns were sought and organized into various themes and categories (Crichton & 

Childs, 2005) to inform and give more in-depth understanding of the research questions within this 

study.  The recordings and semi-structured interviews, although helpful and insightful in the first 

workshop, were not intended for use in the subsequent workshops for various reasons; the main 

reasons being the large number of participants,  the quality and clarity of the audio recordings in 

addition to time and financial  constraints.  

 

4.7.6 CMEI Progress reports 
 

Focus groups, depending on the length of the term, were encouraged to complete 2-4 progress 

reports or short questionnaires indicating participant‘s progress or lack of progress in completing 
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their journal as well as their impressions regarding these journals.  In agreement with Seliger and 

Shohamy, (1989: p. 127) that ― In second language acquisition research, questionnaires are used 

mostly to collect data on phenomenon which are not easily observed, such as attitudes, motivations, 

and  self-concept‖.  These short informal questionnaires were created to offer the participants the 

opportunity to express their opinions or offer feedback on the progress within the CMEI workshops. 

 

The format of the progress report questionnaires was changed periodically as it was noted 

from the onset that if one progress report resembled any other report that had been previously 

completed by the participants, they were reluctant to complete it a second time using the excuse that 

they had already done so.  It became evident during the study that should comparative data be 

gathered, the researcher would have to change the format of these reports to give semblance of new 

documents. (See Appendix H for a sample of the various progress reports administered to the 

participants.)  It‘s important to note that since this study was exploratory in nature, it was not 

necessary to measure the exact same items in each report, but rather try to gather as much 

information as possible that might enlighten the research questions, and therefore the design of the 

questionnaires became ‗emergent‘ as the research progressed (Jacob, 1987). 

 

Participants were given hard copies of the progress reports to complete every 2 to 3 weeks 

depending on the length of the workshops.  The data was manually entered  into the online 

SelectSurvey.com administrative instrument. 

4.7.7 Field notes  
 

Notes were taken by the researcher throughout the period of investigation.  Notes were 

transcribed into OneNote to help assist the researcher in keeping track of the various procedures 

followed during creation and administration of the CMEII survey.  In addition, the field notes assisted 

in keeping a detailed description of the methodology throughout the various CMEI workshops and 

later helped adjust or improve future workshops.  These same notes were used to give more depth and 

understanding to inform the research questions within this exploratory study.  
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4.7.8 Emails received from students 
 

Emails that were sent by participants referring to this study were kept for further analysis.  

Participants were not requested to send emails, however, a few participants sent comments to the 

researcher via email. 

 

4.8 Qualitative Data entry and analyses 
 

 Textual qualitative data was also derived from the CMEII survey open-ended question 

responses as was with the raw data generated from the  5 CMEI workshops‘ progress reports, semi-

structured interviews, emails and CMEI journals, transcriptions from audio recordings as well as field 

notes. Data generated from these data collection instruments was analyzed, coded and categorized by 

themes.  This was also done with recorded audio sessions whereupon the researcher found patterns 

and organized the emerging concepts and themes during the analysis stage using technology-

enhanced data collection and analysis methods based on clipped audio files  in an attempt to honor 

the participants ‗voices‘ (Crichton & Childs, 2005).  Microsoft‘s OneNote was used to audio record 

sessions, transcribe these sessions as well as to code selected text from the transcriptions by 

highlighting selected themes and concepts.  Microsoft‘s  Word and Excel were used to help code and 

collect themes. 

 

 It was the researcher‘s belief that interpretive techniques were best suited to gain an in-depth 

insight into the phenomenon of motivation, self-confidence and emotional intelligences and how 

these three concepts impact EFL/ESL learners. 
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4.9 Final comments on data collection methods: 
 

 

The qualitative data accumulated from the open-ended questions on the CMEII surveys and 

progress reports, semi-structured interviews, recorded sessions, and emails yielded soft and natural 

data that reflected participants‘ life experiences, data that could not be generated through a positivist 

interpretation of statistical data. 

  

Using a hybrid approach integrating both qualitative and quantitative methods to answer 

research questions can provide a more in-depth understanding and ultimately give more accurate 

answers to the research questions.  In addition, using a mixed-methods approach ensured a certain 

degree of validity in regards to the type of data been collected.  Furthermore, it offered insight into 

the phenomena under investigation, that of the effects of confidence, motivation and EI in an EFL 

Gulf setting.   Finally,  it offered the possibility to cross-validate the data obtained from the various 

alternative research instruments utilized to gather data to inform the research questions under study. 
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CHAPTER 5 – Results and Discussion  
 

5.1 Introduction 

 

  Due to the  mixed-methods approach for data collection used within this 

longitudinal exploratory research project, multiple sources of data needed to be analyzed to 

inform the research questions (Cohen & Manion, 1994).  Taking into consideration the 

complexity and the diversity of the research questions at hand, and the need to offer clarity to the 

reader when discussing the results, the researcher deemed it necessary, at times, to review or 

summarize the methodology previously discussed in Chapter 4 when presenting the results 

within this section.  First, we will look at the psychometric properties to establish construct 

validity for the confidence, motivation and EI scales found within the CMEII survey instrument.  

This section will then be followed by an explanation of the exploratory descriptive statistics that 

were performed on each of the 12 psychometrically sound scales to obtain a clearer picture of the 

distribution of student‘s scores across the different scales.  This chapter will then explore the 

relationships that emerged from the confidence, motivation and EI data analyzed. 

 

5.2 Psychometric properties of motivation, EI and confidence scales 

5.2.1 Construct validity for motivation, EI and confidence scale 

variables  

 

The Kiaser-Meyer-Olkin (KMO) test of sampling adequacy and Bartlett‘s test of 

sphericity were performed on the data and confirmed the appropriateness of conducting principal 

component analysis (PCA) with this sample (Tabachnick & Fidell, 1996) for each of the three a 

priori theoretically predetermined scales.  The Bartlett's test for sphericity showed that the 

correlation matrix was at an appropriate level to perform factor analysis on the data for each 

scale, with all scales reaching a significance level of p< 0.001.  KMO test of sampling adequacy 
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was calculated for the motivation, emotional intelligence and confidence scale variables.  The 

KMO measure provides a value between 0 and 1.  Small values for the KMO indicate that a 

factor analysis of the variables may not be appropriate, since the correlations between variables 

cannot be explained by the other variables (Norusis, 1993).  Values higher than 0.5 are 

considered satisfactory for factor analysis.  The KMO test for each set of predetermined 

variables reached values of at least 0.67 or above.  Factor analysis scree plots were also observed 

to estimate the ideal number of factors to be included (Cattell, 1966). 

Of the original 255 participants, a total of 199 answered all the motivation, confidence  

and emotional intelligence questions.  It was decided to exclude missing cases as opposed to sub-

mean the missing data with mean-item responses.  (To sub-mean is a statistical procedure that 

substitutes the missing data with the mean of the existing data).    This method was justified as 

the sample size of 193 or higher was deemed sufficient to perform factor analytical techniques, 

as demonstrated by the Kiaser-Meyer-Olkin (KMO) test of sampling adequacy.   

Principal component analysis verified the scale construct of the three original scales, 

which factored into 12 more parsimonious scales, 4 motivation scales, 4 emotional intelligence 

scales and 4 confidence scales. 

Descriptive statistics for the motivation, emotional intelligence and self-confidence 

scales, including the number of items per scale, scale items, mean scale scores and standard 

deviations, item loading range, percent variance accounted for by each scale, and the scale alpha 

are presented in Tables 4 ,to 7, 9 to 12 and 14 to 17.    

Inter-scale correlations are provided in tables 8, 13 and 18.  The following table served as 

a guideline to determine the strength of the correlations. 

Table 3: Correlation strengths 

Correlation 

Coefficient 
Interpretation 

.00 - .19 

.20 - .39 

.40 - .69 

.70 - .89 

.90 - 1.00 

Slight, almost negligible correlation 

Low, quite small correlation 

Moderate correlation 

High correlation 

Very high correlation 
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Motivation: 

The 45 motivation items originally factored into 14 components (scales).  An 

examination of scree plots suggested that ideally there should be 4 components (scales) for 

motivation.  These components accounted for 35.8% of the variance (item factor analysis always 

produces a low proportion of the variance).  After examining item loadings, 4 components 

(scales) were conserved and interpreted as motivation to learn English (4 items), motivation to 

self-direct in English (5 items), desirability to learn English (4 items), and short-term academic 

goals (5 items).  The remaining 10 components were dropped from the scale development 

analysis due to their small number of items, each of the 10 individual components accounted for 

between 2.2 and 3.9 % of the variance.  These items, as with other items dropped from the 

psychometric (scale development) analysis can be and some were used in describing 

motivational, emotional intelligence and self-confidence characteristics of the study participants. 

 

It is important to note that the PCA allowed the researcher to reduce the number of items 

used to inform the research questions and to establish valid and reliable scales to report on 

different aspects of motivation and then use these valid and reliable scales to inform the research 

questions.  Indeed, of the original 45 items a total of 18 items were maintained to measure 

different sub-scales of motivation.  This procedure created a shorter valid and more reliable 

survey instrument that will considerably reduce respondent burden in further administration of 

said instrument.  It was the researcher‘s intention to create a concise, valid and reliable 

instrument that might help initiate and support any further research endeavors in the areas of 

confidence, motivation and emotional intelligence in a tertiary EFL environment. 

 

Factor loadings for the motivation scales range from .46 to .78 (see tables 4 to 7).  Factor 

loadings of +0.30 are considered to be significant: loadings of +0.40 are considered more 

important: and loadings of +0.50 or greater are considered to be very significant (Hair et al., 

1992).  

 

In order to verify the reliability or internal consistency of the 4 components (scales), 

alphas were calculated for each scale.  Internal consistency measured by Cronbach‘s alpha for all 

motivation scales ranged from .56 and .76 (see tables 4 to 8).  The alphas obtained for each scale 

are acceptable to good. 
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After the principal component analysis and reliability checks, scales were created from 

these variables.  Reliability analyses (Pearson‘s correlation coefficient) were also performed on 

the scales to examine their distinction from each other.   

Table 4:  Principle component loadings and items for motivation to learn English 

Items Loading 

 

Q 33. How motivated are you to learn English? 
(response scale 1= extremely motivated,.. 5=not motivated at all) 

.759 

 

Q 29. How motivated were you to learn English when you 

started with the ABP? (1= extremely motivated,.. 5=not motivated at all) 

.757 

 

Q 30. At the end of this academic year (June 2009) how 

motivated do you believe you will be to learn English? 
(1= extremely motivated,.. 5=not motivated at all) 

.649 

I would like more English class time so I could learn more 

English.  
(1= strongly agree,… 5= strongly disagree) 

.505 

Mean item response =1.83   SD=.53 Reliability (alpha =.76 ) 

 
 

 
Table 5:  Principle component loadings and items for motivation to self-direct in English 

Items Loadings 

 

Q 27.9When I get my assignments back, I take note of my 

mistakes. 

 

.744 

Q 27.31 When I`m in class, I`m very focused on learning 

English. 
.512 

Q 35.18 When I decide I`m going to do something, I do it. .502 

Q 27.14 I look forward to going to English class. .471 

Q 27.23 Studying English is important because it will mean I`m 

more educated. 
.461 

Mean item response = 1.95  SD=.58 Reliability (alpha =.71 ) 

(Response scale 1=Strongly agree…5= Strongly disagree)  



CHAPTER -5- 
 

110  

 

 

Comments regarding Table 5: One item (My teachers are excellent) on the motivation to 

self-direct in English was deleted from the scale for it did not logically line up with the other 

items on the scale. 

 

 
Table 6: Principle component loadings and items for desirability to learn English 

Items Loadings 

Q27.21 I hate learning English. .786 

Q 27.17 Studying English is enjoyable. .711 

Q27.19 Knowing English isn`t really an important goal in my life. .633 

Q21.1 I find it very difficult to learn English. .491 

Mean item response =3.8   SD=.74 Reliability (alpha =.72 ) 

(Response scale 1=Strongly agree…5= Strongly disagree) 

 
 

 

Comments regarding Table 6: Because all but one of these statements about desirability 

to learn English are negative, a higher score is sought because it indicates that the students 

disagree with the negative statement. 

 
Table 7: Principle component loadings and items for motivation toward short term academic goals 

Items Loadings 

Q 28.5 How motivated are you to: finish a degree in Gen Ed. 

(Bachelor`s degree)?  

(1= extremely motivated,… 5 = not motivated at all) 

.762 

Q31.6 To what degree do the following statements play an 

important role in your staying with the ABP? Getting an education.  

(1=very important,… 5=very unimportant) 

.582 

Q 31.7 To what degree do the following statements play an 

important role in your staying with the ABP? Getting a degree 

from Zayed University. (1=very important,… 5=very unimportant) 

.575 
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Q 28.4 How motivated are you to: finish your program with the 

ABP?  

(1= extremely motivated,… 5 = not motivated at all) 

.528 

Q31.4 To what degree do the following statements play an 

important role in your staying with the ABP? The level of 

competency I will gain in English.  

(1=very important,… 5=very unimportant) 

.505 

Mean item response = 1.4  SD=.45 Reliability (alpha =.56 ) 

 

Comments regarding Table 7: The internal consistency alpha for the scale motivation 

toward short term academic goals is not as strong as it could be.  If one were to delete the item – 

―How motivated are you to:  Finish your program with the ABP‖, then the alpha would increase 

to .68.   However, the researcher decided to keep the item for theoretical reasons and because the 

strength of its loading is considered significant.  

 
Table 8: Inter-scale correlations for Motivation scales. 

Factor M1 M2 M3 M4 

M1. Motivation to learn English  .299** -.231** .019 

M2. Motivation to self-direct in English   -.296** .193** 

M3. Desire to learn English    -.084 

M4. Motivation toward short-term academic goals     
Note: ** Correlation is significant at the 0.01 level (2-tailed). 
 

Comments regarding Table 8: Person‘s correlation coefficient testing of the scales 

revealed a bivariate component score correlation range of 0.0 to 0.29 significant at the 0.01 level 

(two-tailed).  While some of the scales are significantly correlated to each other, the strength of 

the correlations is considered slight (.0 to .19) or low (.2 to .39).  

 

Emotional intelligence:  

The principal component analysis on the 42 emotional intelligence items resulted in 11 

components (scales).  An analysis of the scree plot, examination of item loadings suggested that 

up to six items could be kept. After an analysis of the item loadings, it was decided to retain four 

of the six components.  One component comprised of six items was dropped from the analysis 

because the items were no longer considered to be theoretically tied to emotional intelligence.  

These items were of the following format and theme for example – ―Who would say the 
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following comments about you? I am empathetic towards others; I like to help my fellow 

classmates…‖ etc.  These items , while they touch on emotional intelligence, such as helping 

others, the response to the questions were specific to who would say it and not about the extent 

to which the statement was true.  Another one of the six scales was dropped as it was comprised 

of two items only.  These four remaining scales were interpreted as problem solving (10 items), 

emotions (8 items), life satisfaction (3 items), and academic related anxiety (3 items). 

 

Factor loadings for all emotional intelligence scales range from .45 to .79 (see Tables 9 to 

12).  Internal consistency measured by Cronbach‘s alpha for all emotional intelligence scales 

ranged from .54 and .87 (see Tables 9 to 12). 

 

 
Table 9: Principle component loadings and items for problem solving 

Items Loadings 

Q 35.46 I am good at resolving difficult issues. .780 

Q 35.40 I know how to deal with complicated situations. .773 

Q35.36 When I have a problem, I usually find a solution. .750 

Q35.24 I am a good problem solver. .712 

Q35.20 I am confident that I can deal efficiently with unexpected 

events. 
.689 

Q35.47 I am able to effectively help others with their problems. .666 

Q35.27 I can resolve most problems if I invest the necessary 

effort. 
.644 

Q35.7 I feel that I am very much in control of my life. .644 

Q35.16 I like learning how to improve myself. .547 

Q35.1 I am good at resolving my personal issues. .493 

Mean item response =2.1   SD=.62 Reliability (alpha = .87) 

(Response scale 1=Strongly agree…5= Strongly disagree)  

  

Comments regarding Table 9:  One item was dropped from the initial problem solving 

scale resulting in a final scale with 10 items.  This item was ―I am good at managing my time‖.  

It was dropped due to its low relevance with the other items on this scale. 
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Table 10: Principle component loadings and items for emotions 

Items Loading 

Q35.31 My friends think I`m a happy person, but I`m not. .750 

Q35.22 I feel very sad most of the time. .712 

Q35.26 I feel that most people don`t understand me. .677 

Q35.8 When I get upset, I continue to obsess over it for a long 

time. 
.643 

Q35.55 I`m not very happy with my life, but I accept it the way it 

is. 
.642 

Q35.17 I don`t think people respect my opinion. .573 

Q35.54 If I could live my life over, I would change most of it. .488 

Q35.14 When I have too many problems, I feel sick or tired. .482 

Mean item response =2.68   SD=.76 Reliability (alpha =.80 ) 

(Response scale 1=Strongly agree…5= Strongly disagree)  

 

Comments regarding Table 10:  It is interesting to note here that the mean scale scores of 

this scale suggest that some students may tend to have a negative self-image.  

 

 
Table 11: Principle component loadings and items for life satisfaction 

Item Loadings 

Q35.53 So far, I have gotten the most important things I want in life. .791 

Q35.53 I am satisfied with my life. .770 

Q35.48 I am a very happy person. .493 

Mean item response = 2.3  SD=.82 Reliability (alpha =.66 ) 

(Response scale 1=Strongly Agree…5= Strongly disagree)  

  

Comments regarding Table 11: Here the mean scale score suggests that students tend to agree 

with statements that reflect positive life satisfaction.  
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Table 12: Principle component loadings and items for academic related anxiety 

Item Loadings 

Q35.32 I often feel overwhelmed when I`m in a test. .665 

Q35.49 I often feel worried about my studies. .606 

Q35.15 I get very anxious when I have deadlines to keep for handing 

in assignments. 
.454 

Mean item response = 2.11  SD=.71 Reliability (alpha = .54) 

(Response scale 1=Strongly Agree…5= Strongly disagree)  

 

Comments regarding Table 12: The mean scale scores suggest that some of the students 

may suffer from academic anxiety.  

 
  

Table 13: Inter-scale correlations for Emotional Intelligence scales. 

  EI1 EI2 EI3 EI4 

EI1. Resolving problems  -.194** .391** .064 

EI2. Negative Self Perception   -.183** .427** 

EI3. Positive Self-image    .053 

EI4. Academic Related Anxiety     
** Correlation is significant at the 0.01 level (2-tailed). 
 

 

Comments regarding Table 13:  Pearson‘s correlation coefficient testing of the scales 

revealed a bivariate component score correlation range of 0.0 to 0.47 significant at the 0.01 level 

(two-tailed).  While some of the scales are significantly correlated to each other, the strength of 

the correlations are considered slight (.00 to .19), weak (.20 to .39) to moderate (.40-.69) 

correlations. 
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Confidence: 

Initially, the principal component analysis on the 24 confidence items yielded six 

components (scales), based on an analysis of the scree plot, item loadings, number of items and 

content, four scales were kept.  These four components accounted for 44.6 % of the variance 

(item factor analysis always produces a low proportion of the variance).  One scale, containing 

three items, was dropped from the analysis as the three items were no longer deemed to be 

theoretically linked to self-confidence.  This item accounted for 5.58% of the variance.  The sixth 

scale was made up on one item only and was therefore dropped from the analysis.  Factor 

loadings for all confidence scales range from .53 to .79 (see tables 14 to 17).  Internal 

consistency measured by Cronbach‘s alpha for all self-confidence scales ranged from .48 and .83 

(see tables 14 to 17). 

 

The first component (scale)  composed of  6 items was interpreted as confidence for 

speaking English, the second general positive self-confidence comprised of 5 items, the third, 

general negative or lack of academic milieu self-confidence of 5 items and the fourth and last 

component lack of confidence was comprised of 3 items. 

 

Table 14: Principle component loadings and items for confidence in speaking English 

Items Loadings 

Q27.16 I get nervous when I have to speak English to a tourist. .759 

Q27.13 I get nervous when I have to answer a question in English 

Class. 
.731 

Q27.12 It worries me that other students in my class seem to 

speak English better than I do. 
.726 

Q27.18 I never feel sure of myself when I am speaking in my 

English class. 
.709 

Q27.13 I worry that my classmates will laugh at me when I speak 

English. 
.693 

Q27. 3 I`m too shy so I don`t ask questions. .530 

Mean item response =2.9  SD=.92 Reliability (alpha = .83) 

(Response scale 1=Strongly agree…5= Strongly disagree)  

 

Comments regarding Table14: The questions in Table 14 are negative statements –the 

response scale was not reversed so that 1 = strongly agree and 5 = strongly disagree.  On average 
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most provided a neutral response to these questions indicating they were neither confident nor 

lacking confidence in speaking English and therefore the findings are inconclusive for this table.  

 

 
Table 15: Principle component loadings and items for general positive self-confidence 

Items Loadings 

 

Q35.42 I feel confident in myself every day. 
.756 

Q35.10 I feel confident in myself when I`m around other people. .700 

Q35.3 I feel good about myself. .696 

Q35.34 I feel confident when I go into an exam. .646 

Q35.19 In the future, I will have an important role to play in the 

development of the U.A.E.. 
.567 

Mean item response = 2.17  SD=.69 Reliability (alpha = .75) 

(Response scale 1=Strongly agree…5= Strongly disagree)  

 

Comments regarding Table 15: On average respondents agree with statements on general 

positive self-confidence 

 
Table 16: Principle component loadings and items academic milieu self-confidence 

Items Loadings 

Q35.4 I often feel that my teachers don`t like me as much as the 

other students. 
.640 

Q35.9 I probably will not make it through the ABP. .635 

Q35.50 I lack confidence in myself. .632 

Q35.51 I don`t believe I can do well. .616 

Q35.21 I often feel that students in my classes don`t like me. .550 

 

Mean item response = 3.33   SD=.82 
Reliability (alpha = .68) 

(Response scale 1=Strongly agree…5= Strongly disagree)  

 

Comments regarding Table 16:   Five items loaded onto this fourth scale named negative 

confidence- lack of academic milieu self-confidence.  One item was dropped from this scale (I`m 

a good role model for other students) because theoretically it did  not fit with the other items in 

this scale. 
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Table 17: Principle component loadings and items for lack of confidence 

Items Loadings 

Q35.12 I often have trouble making decisions. .651 

Q35.13 When I`m in a room with people I don`t know, I feel 

uncomfortable. 
.571 

Q35.33 I am often unsure of my answers on a test. .557 

Mean item response = 2.2  SD=.56 Reliability (alpha = .48) 

(Response scale 1=Strongly agree…5= Strongly disagree)  

 

Comments regarding Table 17: The alpha for the lack of confidence scale is acceptable 

considering the low number of items in the scale. 

 

The mean scale score for lack of confidence items suggest that some students may lack 

confidence because on average they agree with statements that reflect a lack of confidence.  

 

Pearson‘s correlation coefficient testing of the scales revealed a bivariate component 

score correlation range of 0.0 to 0.44 significant at the 0.01 level (two-tailed) see Table 18.  

While most correlations are significant they are considered slight (.00 to .19) low (.20 to .39) 

moderate (.40 to .69) and not high correlations (.70 to .89). 

 
Table 18: Inter scale correlations for Confidence scales. 

  C1 C2 C3 C4 

C1. Confident in speaking English  -.365** .445** .314** 

C2. Positive Confidence   -.249** .026 

C3. Academic milieu self-

confidence 
   .279** 

C4. Lack of Confidence     
**  Correlation is significant at the 0.01 level (2-tailed). 
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5.3 CMEII Scale results overview  
 

The analyses indicate motivation, emotional intelligence, and confidence scales have 

good content and construct validity.  The satisfactory results of these reliability and validity tests 

can be attributed to the strength of the content validity process. 

In assessing these results, several caveats need to be noted.  Caution is advised when 

interpreting the analysis given the sample size.  While content and partial construct validity were 

established for each scale, continued research examining emotional intelligence, self-confidence 

and motivation scales is needed to provide criterion-related validity, therefore testing how these 

scales would compare to other scales that measure the same constructs.  As these scales are 

relatively new for the population under study, repeated administration for further refinement is 

warranted.  For instance a test-retest research design could assess instrument stability that looks 

at whether or not the scale scores remain constant over time or if scores tend to change. Those 

that stay the same over time, given there are no interventions to influence scores, are deemed 

reliable and stable.  Research on larger and more representative samples of students for U.A.E. 

or similar countries-populations is recommended.  A much larger sample size could also provide 

the ability to perform additional confirmatory factor analytical work required to further establish 

the construct validity of the measures.  Given these are new measures for the population under 

study, researchers may want to establish scale norms for the next generation of CMEII surveys.  

(The norm is establishing what would be expected-considered as a normal score for a given 

population).  Again, such work would require large and representative samples, for example 600 

participants.  Finally, research should also aim at developing a shortened version of the 

instruments in an attempt to continue to minimize respondent burden.   

 

5.4 Profiling scores on motivation, EI and confidence scales  
 

 

Exploratory descriptive statistics were performed on each of the 12 psychometrically 

sound scales to obtain a clearer picture of the distribution of students‘ scores across the different 

scales.  Exploring the data in this way allowed the researcher to determine what proportion of the 
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students demonstrate high, average or low levels of motivation, emotional intelligence or 

confidence.  

 

 All positive scale response scales are anchored at ‗1‘ and ‗5‘, with ‗1‘ reflecting, a 

strength or total presence and ‗5‘ a total absence of the component in question.  Although the 

benchmarks for each of the ‗motivation‘, ‗confidence‘ or ‗emotional intelligence‘, scales have 

yet to be established for further studies with larger samples would be needed to establish such 

benchmarks, the researcher suggests that a score lower than 2.5 may be considered as strong 

‗motivation‘, ‗confidence‘ or ‗emotional intelligence‘, 2.5 to 3.5 an indication of a mediocre 

level of ‗motivation‘, ‗confidence‘ or ‗emotional intelligence‘, and scores greater than 3.5  a 

reflection of weak ‗motivation‖, ‗confidence‘ or ‗emotional intelligence‘.   

 

Negative response scales are also anchored at ‗1‘ and ‗5‘, with ‗1‘ reflecting, a total 

presence or weakness and ‗5‘ a total absence of the component in question, which in these 

negative scales would be a strength.  For these negative scales there are no benchmarks that have 

been established for each of the negatively worded ‗motivation‘, ‗confidence‘ or ‗emotional 

intelligence‘ scale.  The researcher suggests that a score greater than 3.5 may be considered as 

strong ‗motivation‘, ‗confidence‘ or ‗emotional intelligence‘, 2.5 to 3.5 an indication of a 

mediocre level of ―‗motivation‘, ‗confidence‘ or ‗emotional intelligence‘, and scores lower than 

2.5 a reflection of weak ‗motivation‘, ‗confidence‘ or ‗emotional intelligence‘. 

 

Identified domains with weak scores may be highlighted as key areas to focus on for 

interventions to help students build their capacity in each of the three domains.  For instance in 

the population under study it was found that some students tend to suffer from academic related 

anxiety.  Perhaps these students would benefit from interventions that aim to build their 

confidence.  
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5.4.1 Motivation scales 
 

Motivation to learn English 

 

The distribution of scores across the 

motivation to learn English scale shows that 

most students (n=185 or 92%) responded 

positively (2.5 to 1) to the items in this scale.  

Very few (n=14) felt neutral or responded 

negatively to the motivation statements.   

Overall, these results indicate that the 

majority, 92% of students,  appear to be motivated to learn English.                     

                                                                                      

 

Motivation to self-direct in English 

 

Results indicate that many students scored 

positively on statements related to 

motivation to self-direct in English.  

However, there is an important proportion 

of students (24%) who scored between 2.5 

and 4.5 suggesting that these students may 

be a little less motivated to self-direct in 

English.   

Figure 7: Motivation to learn English 

Figure 8: Motivation to self-direct in English 
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Desirability to learn English 

  

 

For the most part this scale was 

comprised of a number of negative 

statements.  As such, high scores (4 to 

5) indicate that students tend to 

disagree with the negative statements.   

Overall, these results suggest that most 

students (n=153, 76%) do demonstrate 

a strong desire to learn English. 

 

 

 

 

 

 

 

 

 

 

Short-term academic goals 

  

Most students (98%) responded 

positively to statements related to short-

term academic goals such as finishing 

their degree.   Clearly the students in 

this study are motivated to complete 

their studies. 

 

 

 

 

 

Figure 9: Desirability to learn English 

Figure 10: Short-term academic goals 
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5.4.1.1 Results discussion on participants’ motivation 
 

After reviewing the distribution of the students‘ scores across the four motivation scales, 

it becomes clear that overall the level of motivation is relatively high. Over 90% were motivated 

to learn English and to achieve short-term academic goals such as completing their degree, about 

three quarters were motivated to self-direct, and desired to learn English.  Of note, is an 

important minority (about 25%) who may be less motivated to self-direct and have less desire to 

learn English.  Attention should be paid to this group of students to ensure that they do not lose 

all their motivation and drop out of the program.   

 

These findings inform the first research question ―Is there evidence that female Emirati 

EFL students suffer from a lack of confidence, motivation and emotional intelligence in a tertiary 

EFL academic setting?‖.  Yes, there is evidence that an important minority (about 25%) of 

female Emirati EFL students may suffer from a lack of two specific types of motivation, that 

being motivation to self-direct and a lack of desire to learn English.   

 

In addition, these findings inform the research question (RQ) 1d  ―Is there evidence that 

female Emirati tertiary EFL students have a desire to self-direct or self-improve?  Yes there is 

evidence that about three quarters of female Emirati EFL students have a desire to self-direct as 

demonstrated by their positive response to the items in the scale named ―motivation to self-direct 

in English‖. 
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5.4.2 Emotional intelligence scales 
 

Problem solving  

The problem solving scale was comprised of 

a number of positively worded items related 

to problem solving.  Student`s responses for 

this scale are relatively normally distributed 

across the response options.  While the 

majority of students (71%, n=140) tend to 

agree with problem solving statements, there 

is some indication in the results that suggest 

some students (n=59, 29%) were more likely 

to feel neutral (score above 2.5) about these 

statements.  These findings indicate that there may be an 

 opportunity to increase problem solving skills for some students.   

 

Emotions  

 

The emotions scale was made up  of 

negative statements about oneself.  A 

high score on this scale would be a 

positive sign in that students scoring 

around 4 or 5 did not agree with the 

negative statements. Again scores tend 

to be normally distributed across the 

response categories.  Of concern is the 

high proportion of students (n=87 or 

43%) who scored from 1 to 2.5 

indicating that they tend to agree with 

such negative statements. 

 

Figure 11: Problem solving 

Figure 12: Emotions 
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Life-satisfaction  

 

The life-satisfaction scale was 

comprised of a number of typically 

positive statements about one‘s life.   

The distribution of scores across this 

scale is slightly negatively skewed.  

Overall most students either strongly 

agreed (1) or agreed (2) with the 

positive items in the scale. However, 

there is a considerable number (n=77 or 

38.6%) who tended to feel neutral (3) or 

disagreed (4) or strongly disagreed (5) 

with the positive statements. 

 

Academic-related anxiety 

The emotional intelligence scale, academic 

related anxiety was a negatively worded 

scale comprised of statements that reflect 

academic anxiety.  A low score on this 

scale indicates a high level of academic 

anxiety.  Noteworthy is that very few 

(n=10, 5%) of the students tended to 

disagree with these statements.  In other 

words there seems to be a high presence of 

academic anxiety among these students.  

Indeed, 109 of the 199 or 54.7% of student 

respondents tend to be in agreement with  

statements that reflect academic anxiety.  

This  scale was very slightly negatively skewed. 

 

Figure 13: Life-satisfaction 

Figure 14: Academic-related anxiety 



CHAPTER -5- 
 

125  

 

5.4.2.1 Results discussion on participants’ EI 
 

 

Overall the findings from the four emotional intelligence scales suggest that the majority 

of the students in the study (71%) demonstrate strong problem solving skills, have a positive 

self-perception (57%), and self-image (62%).  However, these majorities are not wide and there 

are many students (29% to 43% depending on the scale) who suffer from a lack of the three 

aforementioned types of emotional intelligence.  Of greater concern is the majority (55%) of 

students who suffer from academic anxiety. 

 

These findings inform the first research question ―Is there evidence that female Emirati 

EFL students suffer from a lack of confidence, motivation and emotional intelligence in a tertiary 

EFL academic setting?‖  Yes, these findings set off an alarm that a very high proportion of 

female Emirati EFL students suffer from a lack of emotional intelligence including problem 

solving (30%), negative self-perception (43%), and  lack of a positive self-image (38%).  Most 

alarming was the high proportion (55%) who suffer from academic-related anxiety.  Of concern 

is the important place that emotional intelligence is taking in coping with life, academic 

achievement and career advancement.  These women could clearly benefit from interventions 

that would build their emotional intelligence skills.  These students may be at risk of dropping 

out of their EFL program. 
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5.4.3 Confidence scales 
 

Confidence in speaking English 

 

The confidence in speaking English scale has 

a very normal distribution of scores.  This 

scale was comprised of a number of 

negatively worded statements and a lower 

score (1 to 2.5) on the scale demonstrates 

lower levels of confidence. Over one third 

(38%, n=77) scored 2.5 or lower on this scale, 

which is an indication that they lack 

confidence in speaking English.  About one third (n=65) of the respondents scored above 3.5 to 

5, indicating that these students have higher levels of confidence in speaking English.  These 

results indicate that there may be an opportunity to increase the student‘s level of confidence in 

speaking English. 

 

Positive confidence 

 

The positive confidence scale was 

slightly negatively skewed.  A low score 

on this scale was an indication of greater 

levels of positive confidence.  For the 

most part there seems to be a wide spread 

of positive confidence within this group 

of students.  Two thirds (n = 132) of the 

students scored between 1 and 2.5 on this 

scale, thus demonstrating positive 

confidence.  Only two respondents tended 

to not disagree with the positive 

statements. 

Figure 15: Confidence in speaking English 

Figure 16: Positive Confidence 
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Academic milieu self-confidence 

 

The academic milieu self-confidence 

scale was made up of a number of 

negative statements.  A high score on 

this scale indicates that the students 

tend to disagree with the negative 

statements.  Overall, the tendency was 

to disagree with the statements.  

Indeed, 84 or 42% of students scored 

between 3.5 and 5 on this scale.  On 

the other hand, there were about 30% 

of students who scored between 1 and 2.5 thus 

indicating that they tend to agree with the negative statements and therefore have lower levels of 

academic confidence.  This scale was very slightly positively skewed. 

 

Lack of confidence 

Again this scale was a negatively 

slanted scale comprised of three items 

that demonstrated lack of confidence.  

On this scale a low score indicates that 

the student may have a lack of 

confidence in their ability to make 

decisions for example.  The scores on 

this scale are negatively skewed, thus 

indicating that they tend to agree with 

statements characteristic with a lack in 

confidence.  Overall, the vast majority 

of students (n=165 or 82%) scored 

between 1 and 2.5 on this scale.  These results give rise for concern and highlight the need to 

increase confidence among the students. 

Figure 17: Academic milieu self-confidence 

Figure 18: Lack of confidence 
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5.4.3.1 Results discussion on participants’ confidence 
 

 

The results from the four confidence scales indicate that the students do have some 

confidence as demonstrated on the high proportion of students (66%) who scored well on the 

positive confidence scale that included statements such as ―I feel confident in myself every day‖, 

and  ―I feel confident in myself when I`m around other people‖.  However,  when it comes to 

specific confidence in speaking English,  the proportion of students who demonstrate this sort of 

confidence falls to around one third of the entire group.   As for the third scale on negative 

confidence, results show that over 30% of the students suffer from negative confidence 

(academic milieu related confidence) as demonstrated by agreement on items such as ―I probably 

will not make it through the ABP‖, ―I lack confidence in myself‖, and ―I don`t believe I can do 

well‖.  The results for the final confidence scale sends out a red flag as the vast majority of the 

students under study suffer from a lack of confidence as demonstrated by their high level of 

agreement on statements including ―I often have trouble making decisions such as…‖, ―When 

I`m in a room with people I don`t know, I feel uncomfortable.‖ and ―I am often unsure of my 

answers on a test.‖ 

 

These findings inform the first research question ―Is there evidence that female Emirati 

EFL students suffer from a lack of confidence, motivation and emotional intelligence in a tertiary 

EFL academic setting?‖  Yes, these findings set off another alarm when it comes to students‘ 

confidence.  Indeed the findings clearly demonstrate that an important proportion (from 30% to 

84% depending on the scale) of female Emirati EFL students suffer from a lack of confidence.  

These students may be at risk of dropping out of their program. 

 

The findings on motivation, emotional intelligence and confidence indicate that 

motivation seems to be less of an issue for the students under study.  On the other hand, it would 

appear that many students suffer from lack of certain types of emotional intelligence and 

confidence.  These findings will inform the upcoming discussion related to this study‘s research 

questions.  
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5.5  Research questions:  Discussion of results: 
 

 

1. Is there evidence that female Emirati EFL students suffer from a lack of confidence, 

motivation and emotional intelligence in a tertiary EFL academic setting? 

 

There is evidence that an important minority of approximately 25% of female 

Emirati EFL students may suffer from a lack of two specific types of motivation, that of 

being motivated to self-direct in learning English and a lack of desire to learn English due 

to their opinion or experience  related to  learning English (i.e. ‗learning English is 

difficult‘).   

 

However, results also clearly indicated (see Figures 7, 8, 9 and 10) that overall the 

level of motivation is relatively high.  More than 90% of the participants in this study 

were motivated to learn English and to achieve short-term academic goals such as 

completing their degree.  Furthermore, approximately 75% were motivated to self-direct, 

and had a strong desire to learn English.  However, in reference to the above RQ 1 an 

important minority, approximately 25%, may be less motivated to self-direct and have 

less desire to learn English.  These results may indicate that if further attention is not  

paid to this less motivated group of students, they may well lose further motivation and 

be at risk of dropping out of their EFL program.   

 

In regards to emotional intelligence (see Figures 11, 12, 13 and14), alarmingly,  

findings would indicate that a very important proportion of female Emirati EFL students 

suffer from a lack of emotional intelligence including problem solving (approximately 

30%), negative self-perception demonstrated in the emotions scale (43%), lack of a 

positive self-image in the life satisfaction scale (38%).  Most worrisome is the high 

proportion (55%) who suffer from academic-related anxiety.  Of concern to the 

researcher is the important role that emotional intelligence is taking in coping with life, 

academic achievement and career advancement.  These women could clearly benefit from 

interventions that would build their emotional intelligence skills.  These students may be 

at risk of dropping out of their EFL program. 
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To inform the last construct of the research question regarding lack of confidence 

the findings set off yet another alarm when it comes to students‘ lack of confidence.  The 

findings clearly demonstrate that an important proportion (from 30% to 84% depending 

on the scale (see Figures 15, 16, 17 and 18) of female Emirati EFL students suffer from a 

lack of confidence.  

  

The findings on motivation, emotional intelligence and confidence indicate that 

motivation seems to be less of an issue for the students understudy.  On the other hand, 

many students suffer from a lack of certain types of emotional intelligence and 

confidence. 

 

a. What factors, if any, appear to affect female Emirati EFL students in the 

areas of confidence, motivation and emotional intelligence? 

 

To answer this research question, participants were queried within the 

CMEII survey and on their progress reports on what  factors or situations had 

affected their studies. The following results offer the themes that emerged from 

the data collected:  

    

Confidence factors:  

 Surprisingly, in the open-ended questions on a progress report asking 

students what situations affected them the most inside the classroom and what 

situations affected them the most outside of the classroom, confidence was only 

mentioned once out of the 92 comments made by participants in answering both 

questions.  In  interpreting the student‘s written comment ― I learned to be more 

confidence and responsibility‖ it can be assumed that the student was lacking  

confidence at one time, but had increased their level of confidence during the 

CMEI workshop. 
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Motivational factors: 

‗Losing interest‘ would appear to be an extremely important motivational  

factor and detrimental to students successfully attaining  academic goals. It was 

mentioned by participants in the progress reports as well as the CMEII survey.  

When participants were asked on the CMEII survey (Q 48) “What factors would 

stop them from completing the ABP?” 47.18% of the 197 participants who 

responded to this question  choose  ‗losing interest‘ as being  the most likely 

reason for abandoning the EFL ABP program.  The second most popular selection  

was ‗ Too much work involved‘ (43.08%),  the third reason ‗the program being 

too difficult‘ (39.8%), ‗family pressure‘ came in as the fourth  (36.74%) closely 

followed by the  fifth  reason ‗getting married‘ (36.6%)  and the final choice 

selected would be ‗other‘ at 26.51%. 

 

EI factors: 

Factors relating to EI were abundant when participants were encouraged to 

share their thoughts responding to the aforementioned open-ended questions on 

what factors affected them inside and outside of the classroom. The results were 

as follows: 

   

Top of the list issues that were discussed in the open-ended questions by 

participants dealt with interrelationships with classmates and friends.  

‗Classmates behavior‘ was mentioned the most, closely followed by 

‗disagreement with friends‘ as can be interpreted from the following simple quote 

―disagreement with friend affect me‖.   Interrelationship issues were mentioned 

38 times out of the 63 comments, approximately representing 60% of the 

participants comments regarding factors that affected them in class.  Comments 

such as ―Some of the students really have to behave because of the laughing and 

Noysce” or ―a lot of noice and talking . do not pay attention‖.  It would appear 

that bad classroom behavior such as noise, impoliteness such as ―when a girl stare 

at me‖ or being laughed at,  affect students‘ comfort levels in the classroom. 

Participants also mentioned not getting enough time with the teacher. 
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Anxiety issues were of priority as well in the participants‘ comments. Out 

of the 63 comments documented, those related to anxiety (14) were the second  

most frequent representing 22% of the comments analyzed from the CMEII 

survey.   Mostly issues that dealt with academic anxiety were mentioned,  such as 

‗grades‘ and  ‗having to ask questions in class‘. ‗Cheating‘ was mentioned twice.  

One student wrote ― student bother me when the lagh at me and take my idea and 

use it in their essay.‖ Another wrote ―when someone cheat in the exam I feel upset 

because he didn‟t study hard.‖  ‗Level of skills‘ seemed to be an issue, as it was 

mentioned by two different respondents. These sentiments were echoed in 

unsolicited emails to the researcher/CMEI workshop facilitator as seen in this 

email sent by a participant in a CMEI workshop expressing her anxiety for an oral 

presentation that she was to present the next day. 

From: Shamma xxxxxxxxxxxxx 

Tuesday - June 2, 2009 7:32 PM 

To: Marianne.Anderson@zu.ac.ae  

Subject: hi miss  

 Hi miss,  

How are you? 

misssssssss I am afraid about tomorrow? 

i am studing now, but i do not know what can i do more  

Please, miss help me !!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!  

 

Figure 19: email- EFL academic anxiety 

 

 It could be assumed that students are concerned,  if not frantic at times 

about their lack of skills in English.  
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 ―Having to use laptops‖ was also a cause of academic anxiety and was 

mentioned twice. Having to fight with friends to study or get homework done was 

also mentioned. 

 

  Other in class issues were not clearly explained due to students‘ level of 

skill in writing in English, but clearly enough explained that it was understood 

that personal and academic problems had an effect on their ability to focus in 

class: 

 ―When I have a problem at classroom and think about it.” 

 ―Disagreement with friend, my marks Afeect me and sometimes fear about 

              something‖ 

 

Outside of  the class issues was also topped by interrelationship factors. 

Out of the 29 comments regarding out of class issues, 12 (49%)  made reference 

to interrelationships among family members, friends, classmates and even 

teachers. Comments such as the following indicate that students find it difficult to 

interact or resolve problems with family as well as friends and classmates. 

“family situation, and personal problem can be big fact and effect in my 

life” 

 “families problems and responsibility while I take as a older sister”  

“problems at home affect in me very much, I just can‟t focus at class when 

I have problem or anything” 

 

„Lack of family support‘ was mentioned 4 times (14%) with comments 

such as ―Parents who cannot understand our goals.” or simple the one word 

quote ―noise‖ meaning the home environment may not be conducive to studying.  

 

Other outside of the classroom factors that had an effect on surveyed 

participants  were ‗lack of sleep‘, and  ‗lack of organization‘, and one that should 

be taken into consideration for those students who have to commute, 

‗transportation problems‘,  as can be interpreted from the last quote, ‗lack of 

time‘: “I don‟t have time.  I arrive home at 7:30 after that I take a shower, have 

my dinner to sleep because I really being tired.  It‟s hard to manage my time.” 
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Personal problems were mentioned 7 times (24%). ‗Obsessing over 

problems‘ seems to be an issue as can be interpreted from this response: 

“its same thing affect me like a problem so I can not concentarat in study and I 

am thinking person and thinking a lot about problems.”   

 

Academic anxiety not only surfaces in the in class comments, but outside 

of class as well with the statement: “student when they try to let me do their 

homework”.  It could well  be that this student has been  pressured into doing 

other students‘ homework outside of class and it makes her uncomfortable. 

 

b. Is there evidence that female Emirati EFL students who suffer from a lack of 

confidence and/or motivation also appear to struggle with emotional 

intelligence issues? 

 

In order to investigate the RQ 1b it was necessary to explore the 

relationship between the different motivation, emotional intelligence and 

confidence scales.  Bivariate and Pearson‘s correlation with two tailed 

significance were performed on the twelve different scales in assisting in 

exploring relationships and seeking tendencies. 

 

The scale motivation to learn English (M1) has a significant positive 

correlation with the emotional intelligence scale (EI1) resolving problems, 

confidence in speaking English (C1) and positive confidence (C2).  This positive 

correlation indicates that as scores for motivation to speak English go up, so do 

the scores for confidence in speaking English and positive confidence.   

 

 

  Motivation to self-direct in English (M2) has a significantly positive 

correlation with (EI1) resolving problems, (EI3) higher life-satisfaction, (EI4) 

academic-related anxiety, and (C2) positive confidence.  Interestingly the results 

would appear to indicate that the higher the academic related anxiety a student has 
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the more likely they are to self-direct in English.  These results also suggest that 

students who have higher scores in self-directing in English also tend to score 

high on positive self-image and positive confidence.  While interpreting these 

results, it is important to state that, at this point of interpretation of results are 

merely associations.  However, it would be safe to say that the results of the 

Pearson‘s correlation matrix show that many of the scales are correlated to each 

other, however, correlations are,  for the most part,  considered weak.   

 

Motivation to self-direct in English (M2) has a significant negative 

correlation with (C3) academic milieu self-confidence.  Those who disagree with 

statements on motivation on self –directing in English also tend to agree with 

statements on negative self-confidence. (note: 1- strongly agree, 5= strongly 

disagree) As negative confidence increases, motivation to self-direct decreases.  

In other words, there is a significant negative correlation between negative 

confidence and motivation to self-direct.  Therefore as motivation to self-direct 

decreases, negative confidence increases, therefore indicating that correlations go 

both ways. 

Desire to learn English (M3) has a positive significant correlation with 

(EI2) negative emotions, (EI4) academic-related anxiety, (C1) confidence in 

speaking English, (C3) academic milieu self-confidence and (C4) lack of 

confidence.  Desire to learn English (M3) has a negative significant correlation 

with (C2) positive confidence.  Surprisingly, these correlations would indicate 

that  the more a student desires to learn English the less they tend to have positive 

confidence.  At this point the researcher is at a loss of how to interpret these 

results and deems that further investigation would be necessary to add further data 

that may help clarify these results.  At this point it would appear that as the desire 

to learn English increases so does negative emotions and lack of confidence.  

Although difficult to interpret, it could mean that although some students may 

have a lack of confidence and suffer from academic-related anxiety they still want 

to learn English.   
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Motivation toward short-term academic goals (M4) has a positive 

significant correlation with (EI1) resolving problems (EI2) negative emotions 

(C2) confidence in speaking English (C4) lack of confidence.  Results indicate 

that as motivation toward short-term academic goals increases so does resolving 

problems and confidence in speaking English.   

 

Resolving problems (EI1) has a significant negative correlation with both 

(C1) confidence in speaking English and (C3) academic milieu self-confidence.  

There is a significant positive correlation between resolving problems (EI1) and 

(C4) positive confidence.  These results would appear to indicate that the better 

you are in resolving problems the more likely you are to have positive confidence 

and the less likely you are to have negative confidence.  

 

The emotions scale (EI2) is significantly correlated with all four 

confidence scales.  There is a significant positive correlation between negative 

self-perception (EI2) and confidence in speaking English (C1), positive 

confidence (C2), and lack of confidence (C4).  Here if you have a low score of the 

negative emotions statements it would appear that you will also have lower 

confidence in speaking English and lower positive confidence.   However, there is 

a significant negative correlation between emotions (EI2) and academic milieu 

self-confidence (C3). This would appear to indicate that if you have high negative 

emotions you would also tend to have low negative confidence. 

 

Positive life-satisfaction (EI3) has a positive and significant correlation 

with (C2) confidence in speaking English (C1). This is a very interesting and 

positive finding regarding confidence and learning English.  Better life-

satisfaction is in line with high confidence in speaking English. 

 

Academic-related anxiety (EI4) has a significant positive correlation with 

three of the four confidence scales including confidence in speaking English (C1), 

lack of confidence (C4), and (C3) academic milieu self-confidence.  
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 These correlations would strongly suggest that as academic anxiety 

increases so does confidence in speaking English. This rather baffling outcome is 

difficult to interpret other than possibly those who may stress about their 

academics have more confidence in speaking English.  Or possibly it could be that 

those who have academic anxiety are concerned and are determined to do well 

compared to those students who aren‘t invested in doing well.   However,  these 

findings are inconclusive and need further exploratory research.  One correlation 

that does make sense, however, is as academic anxiety increases so does lack of 

confidence and negative confidence. 

 

Although there are significant correlations between the different scales 

they are,  for the most part,  weak correlations (see Table 19).  It is also to be 

noted that the correlations are an indication of an association between the scales 

only.  Correlations do not provide any indication of causation meaning that it 

would be inappropriate or unjustified to say, for example – ―If you score high on 

motivation to learn English you will be better at resolving problems‖. 

 
 

Table 19: Inter scale correlations for Motivation, Confidence and EI scales 

  M1 M2 M3 M4 EI 1 EI 2 EI 3 EI 4 C1 C2 C3 C4 

M1.Motivation to learn English  .299** -.231** .019 .155* .027 .081 .128 .149* .157* .008 .139 

M2. Motivation to self-direct in 

English 
  -.296** 

.193

** 
.478** .003 .210** .186** -.028 .442** -.140* .092 

M3 Desire to learn English    -.084 -.093 .300** .011 .145* .234** -.175* .467** .177* 

M4.Motivation toward short-

term academic goals 
    .218** .020 .125 .168* .041 .144* -.137 .159* 

EI1. Resolving problems      
-

.194** 
.391** .064 -.186** .765** -.191** .088 

EI2. Emotions 
      

-

.183** 
.427** .467** -.267** .612** .406** 

EI3.Life-satisfaction        .053 -.110 .375** .021 .108 

EI4. Academic Related Anxiety         .412** -.026 .305** .444** 

C1.Confident in speaking 

English 
         -.365** .445** .314** 

C2.Positive Confidence           -.249** .026 

C3. Academic milieu self-

confidence  
           .279** 

C4. Lack of Confidence             

**  Correlation is significant at the 0.01 level (2-tailed). 

*  Correlation is significant at the 0.05 level (2-tailed). 

Note: the yellow highlights are significant positive correlations and the blue highlights are significant negative correlations. 
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c. Is there evidence that female Emirati tertiary EFL students, who have a 

desire to abandon their studies lack confidence, and/or motivation and/or 

emotional intelligence? 

 

Yes there is evidence that female Emirati tertiary EFL students, who have 

a desire to abandon their studies also appear to lack motivation and EI. 

 

Descriptive statistics (frequencies) were performed on Q 50 „How close 

have you come to abandoning your studies with the ABP?‟ to examine if the 

distribution of students who had versus those who had not considered abandoning 

their studies with the ABP. 

 

A second step in answering RQ 1 c, involved conducting a t-test for 

independent samples.  This test was performed on the data to compare mean scale 

scores on the motivation and confidence scales and to determine if there were 

significant differences between the two groups (1. those who had vs. 2. those who 

had not considered abandoning).  Levene's Test for Equality of Variances was 

performed to determine if equal variance was assumed or not. T-tests were 

selected over ANOVA because comparisons were being made between two 

groups only.  Furthermore, the two statistical techniques are essentially the same, 

with the square root of the F score from the ANOVA being equal to the t score in 

the t-test. 

 

Of the 199 students who answered Q50 on the CMEII survey “How close 

have you come to abandoning your studies with ABP?” 62.8% indicated that they 

had never considered abandoning and the other 37.2%  had come close to or 

almost abandoned their studies. 
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Table 20: Q50. How close have you come to abandoning your studies with the ABP? 

 N Percent 

Never considered abandoning 125 62.8 

Came close or almost abandoned 
74 37.2 

Total 199 100.0 

 

 

 

The results of the t-test indicate that overall, the mean scale scores are 

relatively the same for the two groups of students.  However, for the motivation to 

learn English scale, there is a significant difference between those who did versus 

those who did not consider abandoning (see yellow highlight in Table 21).  The 

mean scale score is significantly higher (p=0.048) among those who came close 

or almost abandoned their ABP (mean score 1.94, SD .66) compared to those who 

never considered abandoning their ABP (mean score 1.77, SD .42).  A higher 

score on this scale is an indication of being less motivated to learn English.   

 

The t-test also showed statistically significant differences between mean 

scale scores for the two groups on two of the emotional intelligence scales; the 

emotions scale (p=.023) and the academic-related anxiety scale (p=.053).  

Students who considered abandoning their ABP had significantly lower mean 

scale scores on the emotions scale, than did their counterparts who never thought 

of abandoning the ABP (mean scores of 2.52 vs. 2.77 respectively).  This was a 

scale comprised of negative statements and these results suggest that students who 

considered abandoning the ABP were more likely to agree with the negative 

emotion statements.  Moreover, students who considered abandoning the ABP 

had a lower mean scale score (mean scale score 1.98) than their counterparts who 

did not consider abandoning (mean scale score 2.18).  The academic-related 

anxiety scale was also comprised of a number of negative statements and a lower 

score indicate that the students agree with the negative statements.  These results 

indicate those students who think of dropping out,  may be more likely to suffer 

from academic-related anxiety than their counterparts. 
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         Table 21: Motivation and confidence mean scale scores according to never thought of abandoning  

         versus came close of almost abandoned. 

 Scale Group N Mean SD (±) P value 

Motivation       

Motivation to learn English Never thought of abandoning 125 1.77 .42 .048* 

  Came close or almost abandoned 74 1.94 .66  

Motivation to self-direct in 

English 
Never thought of abandoning 125 1.97 .56 .559 

  Came close or almost abandoned 74 1.92 .63  

Desire to learn English Never thought of abandoning 125 3.94 .65 .107 

  Came close or almost abandoned 74 3.76 .85  

Motivation toward short-term 

academic goals 
Never thought of abandoning 122 1.41 .45 .848 

  Came close or almost abandoned 71 1.40 .46  

Confidence       

Confident in speaking English Never thought of abandoning 125 2.97 .90 .204 

  Came close or almost abandoned 74 2.80 .95  

Positive Confidence  Never thought of abandoning 125 2.18 .69 .859 

  Came close or almost abandoned 74 2.16 .68  

Academic milieu self-

confidence 
Never thought of abandoning 125 3.39 .83 .185 

  Came close or almost abandoned 74 3.22 .79  

Lack of Confidence Never thought of abandoning 125 2.18 .51 .666 

  Came close or almost abandoned 74 2.22 .65  

Emotional intelligence      

EI Resolving problems Never thought of abandoning 125 2.12 .63 .919 

  Came close or almost abandoned 74 2.11 .61  

EI Emotions Never thought of abandoning 125 2.77 .77 .023* 

  Came close or almost abandoned 74 2.52 .70  

EI Life satisfaction Never thought of abandoning 125 2.26 .83 .375 

  Came close or almost abandoned 74 2.36 .81  

EI Academic Related Anxiety Never thought of abandoning 125 2.18 .69 .053* 

  Came close or almost abandoned 74 1.98 .73  

* Statistically significant at the p≤0.05 level. 
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d. Is there evidence that female Emirati tertiary EFL students have a desire to 

self-direct or self-improve? 

 

The evidence indicates that about 75% of female Emirati EFL students 

have a desire to self-direct as demonstrated by their positive response to the items 

in the scale named ‗motivation to self-direct in English‘ (see Figure 8). 

 

 

2. What, if any, self-coaching methods would female Emirati EFL learners select for 

self-directed improvement? 

 

Comparative statistics were performed on progress reports administered to 

participants who were involved in creating a CMEI journal.  When asked what 

method(s) they chose to use to work towards reaching their personal and 

academic goals. Self-Talk, Prayer and Vision Boards were chosen by over 44% of 

the respondents, with only a few, 8.66% choosing Self-hypnoses.  It is to be noted 

here that most students selected at least two to three methods (i.e. self-talk, prayer 

and  vision board) 

 

a. Which self-coaching methods were reported as being the most popular in 

helping students reach their developmental goals? 

 

 Self-talk appeared to be the most popular having been selected by 48.32% 

of the 127 participants who responded.  Prayer was chosen by 45.67% and the 

vision board followed closely at 44.88%. Once again, it is important to keep in 

mind that most participants used two to three of the methods offered above to 

self-direct. 

 

b. What developmental changes did female Emirati EFL learners deem 

necessary to make in order to become a more successful student and person? 
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To inform this research question, data was gathered from the various 

progress reports (see Appendix H)  administered to the 4 focus groups, recorded 

semi-structured interviews, student emails as well as participants‘ CMEI journal 

entries.  The raw soft and hard  data was then coded, categorized into themes that 

will be detailed in  Table 22. 

 

 

 

Table 22: Development changes 

Progress reports, field notes and audio recorded meetings with participants:  

Participants were asked what were the goals or behavior modifications that they would like to 

improve on during the CMEI workshop.  The participants‘ answers were coded and  

categorized by theme within this table and ordered by frequency (times  mentioned by 

participants). 

Theme # times mentioned 

Academic English   51 

Example statement(s) from participants: 

 ―improve English‖ 

 ―speaking perfect english‖ 

 ―IELTS‖ 

 ―get english diploma‖ 

 ―learn more and develop my English language‖ 

 ―improve my writing in English‖ 

 ―improve my grammar‖ 

 ―improve my Speaking‖ 

 ‗‖passing this course‖ 

 ―Get note taking better in English‖ 

 ―learning English very well and speak it with my friend‖ 

 ―learning English beter‖ 

 ―read more English stories‖ 

 ―My dream is to learn the English language and be perfect in 

English no need any help.‖ 

 ―spelling‖ 

 ―learn new vocabulary‖ 

 ―get more information in listening‖ 

 ―be more careful and active in English class.‖ 

 ―presentations‖  

 ―I get embarrassed when I speak to big group…even in Arabic. 

The group looks at me….I can‘t complete‖ 
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Academic (goals) 34 

Example statement(s) from participants:  

 ―study level 7, work hard to pass‖ 

 ―to get good grades‖ 

 ―to graduate and have the bachelor degree‖ 

 ―move to general‖ 

 ―to do all my work by myself without depending on our teacher‖ 

 ―leave level with good grade‖ 

 ―study hard‖ 

 ―improve my computer skills‖ 

  ―more time to learn and read‖ 

 ―asking about things I don‘t know‖ 

 ―have the ability to save more things in my mind‖ 

 

Confidence:  28 

Example statement(s) from participants: 

 ―To be more confident‖ 

 ―To have self-confidence‖ 

 ―be more confidence‖ 

 ―more self-confidence‖ 

 ―confidence‖ 

 ―I want to be more trust in myself‖ 

 ―have confidence in myself and anything I choose‖ 

 

Self-improvement 27 

Example statement(s) from participants: 

 ―improve myself‖ 

 ―using my vision board to reach my goals‖ 

 ―to change a lot of things in my personality‖ 

 ―be good in my life‖ 

 ―improve my cell to be good student and person with others‖ 

 ―develop myself in  many cases‖ 

 ―pay more attentin in class and around me, home, friends‖ 

 ―learn to work hard‖ 

 ―manage myself‖ 

 ―asking about the things I don‘t know‖ 

 ―become more ambitious‖ 

 ―manage my life‖ 

 ―beware organized‖ 

  ―change habits‖ 

  ―improve my communication skills‖ 

 ―be more social in english class.‖ 

 ―self-talk‖ 

 ―trying to do everything myself‖ 
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Success  23 

Example statement(s) from participants: 

 ―be more successful‖ 

 ―successful‖ 

 ―be a successful person in life‖ 

 

EI (emotions) 19 

Example statement(s) from participants: 

 ―to control my feeling and not be so kind with everyone.‖ 

 ―changing my personality and become strong‖ 

 ―to be patient‖ 

 ―oh be calm and nice with children.‖ 

 ―to know me more‖ 

 don‘t want to be angry with anyone‖ 

 

Motivation 16 

Example statement(s) from participants: 

 ―encourage myself‖ 

 ―To make possible the impossible‖ 

 ―To be motivated.‖ 

 ―to have an aims and goals‖ 

 ―to achieve my goals‖ 

 

Special interests 13 

Example statement(s) from participants: 

 ―help my country to grow up‖ 

 ―having a driving licence‖ 

 ―ride horses‖ 

 ―Learn photography‖ 

 ―reading more five novels‖ 

 ―travel the world‖ 

 ―to be a businesswoman‖ 

 ―learn more about our graphic designer programs‖ 

 

Time management 10 

Example statement(s) from participants: 

 ―Enjoying my free time and was something that I benefit from‖ 

 ―manage time‖ 

 ―do my assignments on time‖ 

 ―organizing my time‖ 
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The transcribed audio-recordings and field notes from the CMEI summer workshop were 

also used to collect data regarding students‘ goals in changing certain behaviors as seen from  the 

following excerpt in Figure 20 taken from the researcher‘s field notes documenting the CMEI 

meeting that took place during the 1
st
 pilot CMEI workshop in April of 2009. Participants‘ goals  

or desired behavioral changes noted in such meetings were also included in the above table. 

Friends 8 

Example statement(s) from participants: 

 ―spend more time with my best friend‖ 

 ―being in con tact with my friends‖ 

 ―make new friends‖ 

 

Lifestyle 8 

Example statement(s) from participants: 

 ―eat healthy food‖ 

 ―reduce my weight‖ 

 ―change my lifestyle to be more healthy‖ 

 ―learn to relax, enjoy life. Not work so hard.‖ 

 

Family 6 

Example statement(s) from participants: 

 ―spend time with my family‖ 

 ―communicate better with my family‖ 

 ―take care of my younger sister and brother‖ 

  “My simblings et aids” 

 

Religion 1 

Example statement(s) from participants:  

Confidence in English 2 

Example statement(s) from participants: 

 ―confidence spaking english‖ 
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Figure 20:transcribed audio recording-goals 

 

 Also included in the table of documented desired behavioral changes were non solicited 

emails from students such as the following (see Figure 21).  In this email,  IELTS is the 

participant‘s desired  EFL or English academic goal. However, it is to be noted that one of the 

issues this student appears to have is related to shyness.  However ‗shyness‘ was not noted since 

the participant did not indicate it was her desire to change this behavior. 

 

Figure 21:email-IELTS goal 
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c. Which educational environment(s) appear to support the development of 

self-coaching strategies?  

 

Since participants did not have the option of participating in more than one focus 

group due to time restraints and work restrictions that prevented the researcher from 

administering further focus groups, this question will be answered by the researcher 

who was personally involved in administering the 3 different types of workshop 

environments.  The three settings in which the workshops were administered were: 

 

1. A small personal CMEI workshop: A group of 3 students out of a possible 32 

who had shown interest in joining a focus group met once a week during lunch 

period for a 45 minute lecture and discussion. Students were offered the 

possibility to work on a CMEI journal.   

 

2. A large summer school CMEI workshop: (35+ participants) where a majority of 

students who had failed a term during the academic year were given the 

opportunity to advance their studies during the summer. 

 

 

3. In class EFL CMEI workshop: Students, in addition to their EFL curriculum 

would be introduced to the CMEI lectures, discussion and CMEI journal.  The 

researcher interacted with 2 groups (11-17 students) per term creating a focus 

group of approximately 34-36 participants per term. A total of 3 focus groups of 

this type were formed (see Table 1: Fall A, 2009, Fall B 2009, Spring A 2010). 

 

Results: 

 

Method 1: (Small personal CMEI workshop – Spring B 2009).  When asked in the 

CMEII survey if students would be interested in joining a CMEII workshop, 32 students 

out of a possible 199 indicated that they would.  However, when workshop  emails (see 
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Appendix J) were sent out to the 32 participants who had shown an interest, only 3 

students regularly participated.  An additional 2 students dropped in for 2 meetings within 

this CMEI workshop.  Signs were posted near the workshop, clearly  indicating dates and 

times of the workshop as well as inviting students to participate.  

 

 Hypothetically, the low attendance may be due to two main reasons.  Students are 

known for not opening emails.  Although 2 emails were sent out weekly through the 

University‘s GroupWise mail server announcing the workshop, it became evident that 

most of the emails were never opened. Upon further investigation, it was revealed by the 

GroupWise administrators that a very high percentage of those emails had never been 

opened even if they had been flagged as being urgent.  Furthermore, those participants 

who had given a personal email address may have received emails that were not easily 

accessible due to Zayed University‘s email provider GroupWise‟s method of delivery 

system.  (Further detail will be given in the limitations section in Chapter 6.)  

 

Participants’ feedback results: Three of the regular participants participated regularly 

over the 9 week period (only 1 student missed one session).  When the 3 participants 

were asked on a progress report to voice their level of agreement with the following 

statement: “I feel the weekly meetings have helped me to improve myself”, all 3 

participants strongly agreed (100%).  In addition, all 3 participants strongly agreed with 

the statement “I feel that joining the YOUU focus group has helped me to deal with my 

emotional issues”. (YOUU is another name used interchangeably  for the CMEI 

Workshop.) When asked the following question: “What I learned in the YOUU focus 

group will help me become more successful in reaching my goals in the future.”All three 

participants responded that they strongly agreed with the statement. Furthermore, when 

asked if they would like to continue meeting at the end of Spring B, 100% (3 

participants) indicated “Yes”. 

 

Feasibility: From the research‘s perspective, although this setting may appear to be ideal, 

in view of the students‘ responses to how beneficial the workshops were to them,  few 

participants who had initially shown interest (32)  actually participated.  As noted earlier, 
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logistics, timing etc.  may have some impact on attendance (i.e. emails not opened, lunch 

hour not appropriate time for many etc.).  It is of the researcher‘s opinion that to reach 

more students, this type of workshop would not be the most popular with the student 

population as a whole. Although it would appear that this individualized workshop was 

highly valued by the 3 participants, it apparently did not respond well to, nor benefit, a 

larger population of students. 

 

Method 2: Large summer school CMEI workshop: The ABP summer school was 

offering 4 EFL classes composed of one Level 6, one Level 7 and two Level 8 classes.    

Out of a possible 57 students, 34 showed interest in joining a CMEI focus group. The 

researcher received permission from the ABP to offer a summer CMEI workshop.  

Contact was made with the teachers responsible for the 4 groups attending summer 

classes.  All 4 teachers consented to having their students participate in the CMEI 

workshops on a voluntary basis.  Students from all 4 groups were to meet, during class 

time in one large amphitheatre that could possibly seat up to 55 students.  This venue 

would offer the opportunity to all of the participants who had shown interest to attend at 

the same time. It was a setting that would hopefully offer the students the forum to voice 

their opinions during CMEI discussion periods.  Sessions started with a short presentation 

on the theme of the day (Confidence/Motivation/EI) whereupon students could access the 

presentation documents online through Blackboard and could add these documents to a 

CMEI journal within their OneNote electronic binder, that is, should they choose to work 

on a CMEI journal on a voluntary basis. Students were to meet in this venue once a week 

for 45 minutes for 5 weeks.  Students were attending remedial EFL classes for the same 

period of 5 weeks, for a period of 4 hours daily, 5 days a week. 

 

Participants’ feedback results: At the end of the 4th week, participants from the CMEI 

summer workshop were queried on the statement “In general, I find the workshop weekly 

meetings helpful”.  Out of the possible 34 participants, 65% (22) of the respondents 

answered.  86% indicated that they agreed with the statement (29% Strongly Agreed, 

57% Agreed, 7% had No Opinion, 7% Strongly Disagreed). When asked on a final 

progress report administered in the last week of the workshop, to what degree did the 
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participants agree with the statement “This self-coaching workshop helped me a lot?”, 23 

(68%) of the possible 34 participants, 78 % of the participants agreed with the statement 

26.09% Strongly Agreed and 52.17% Agreed, 17.39% had No Opinion and 4.35% 

Strongly Disagreed. Furthermore when asked “Will you continue to self-coach after the 

summer school ends?”86% responded ―yes” and 14% responded ―No.‖    

 

Feasibility:  When queried twice about the benefit of the CMEI summer workshops, the 

results strongly indicate that participants‘ felt that the workshops were beneficial and 

helped them a lot (86% + 78%).  However a cautionary note from the researcher; from 

the researcher‘s experience administering this summer workshop may not have been the 

perfect venue.  There were a number of issues that arose during the 5 week session. The 

main issues detailed below should be considered should anyone wish to conduct a similar 

workshop. 

 

1.  It was difficult to find a time where all of the teachers administering the EFL 

remedial classes would allow their students to attend the CMEI workshop.  In fact, 

even when a time was selected, some teacher‘s forgot to advise their students.  One 

class missed 3 of the 5 sessions. A second class missed two of the 5 sessions. 

2. With students leaving their EFL class to go to the amphitheatre, a substantial number 

of students would not make it to the amphitheatre, using the time for personal 

endeavors that were more appealing to them. (To try to remedy this issue, I agreed to 

schedule individual sessions with students in adjoining classes – next to their regular 

class.)  This method appeared to be more successful, but substantially increased the 

amount of time the researcher had to present on campus and administer the 

workshops three fold.  The fact that students were skipping the workshop may 

indicate that their motivation to attend was low, although they strongly indicated that 

the workshops were of benefit to them. 

3. The researcher of this study questions to what degree the teachers believed that self-

coaching workshops may be beneficial to students, to what degree teachers  were 

motivated to encourage students to attend or even what the teacher‘s motives were for 

letting their students attend.  There were,  on occasion, incidents and comments from 
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teachers that indicated they saw this 45 minute segment as a break from teaching 

rather than an opportunity for students to master self-coaching methods to become 

more successful in their academic and personal lives.  

 

In conclusion, the feasibility of conducting such a large workshop is difficult and 

would warrant serious preparation and coordination with all stakeholders.  Throughout 

this workshop, the researcher had to adjust to various obstacles and finally had to offer 

smaller workshops. If not, the researcher would have had to contend with issues of 

absenteeism as well as be accountable for the whereabouts of the students who were 

skipping or not attending this CMEI workshop. 

 

 Method 3: In class EFL CMEI workshop: The final method or venue discussed will be 

the workshop that was offered to 6 classes of students level 6 and 7 students who formed 

a total of 3 focus groups.  The facilitator/researcher of this study was able to offer the 

CMEI workshop to the EFL classes assigned to them during the Fall A, 2009, Fall B, 

2009  and Spring A 2009 (see Table 1). The CMEI workshop was integrated into the 

Level 6 and 7 curriculum which already hosted elements of EI and career choices. While 

attending the ABP EFL classes, participants (105) were able to partake in discussions 

regarding confidence, motivation and EI.  Furthermore, students were offered the 

opportunity to work on a CMEI journal throughout the term. (Fall A, Fall B and Spring A 

terms ranged from 7 to 9 weeks.)  There was no set pre-determined schedule of when 

CMEI issues would be discussed in class.  However, as mentioned earlier in Chapter 4 of 

this study, one CMEI journal chapter (see Appendix C) for the facilitators version of the 

journal ) was presented weekly to the class through the online class management system 

Blackboard.  Students were invited to edit the chapters in OneNote, thereby creating their 

own personal CMEI journal (see Appendices D, E and F for samples of the student‘s 

journals) and therefore making it their own.  

 

Participants’ feedback results: In week 8 of the CMEI in class workshop, 58 participants 

took part in a progress report.  98% agreed (47% Strongly Agreed, 51% Agreed ) with the 

statement “In general I find the in class discussion on self-coaching helpful?” Only 6% 
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had ‗No Opinion‘.  An additional question “Would you like to continue to receive self-

coaching journal entries in the future?” 91% replied ―Yes‖, 9% replied ―No‖.  When 

asked “Do you think the self-coaching segment of this course should be continued in the 

future?” 94% responded with “Yes” and 6% responded with “No”. 

 

It would appear from these results, that students who participated in the in-class 

EFL CMEI workshop highly valued this method of delivery, surpassing the participant‘s 

appreciation of the last method, large summer school CMEI workshop presented above. 

 

Feasibility: This last method was the method most preferred by the researcher and 

apparently by the participants.  Students appeared to be more motivated to participate in 

this setting.  The researcher came to this conclusion due to a number of reasons.  In the 

first CMEI workshops, although the 3 participants appeared to benefit from the workshop 

as indicated in their semi-structured interviews, they were still reluctant to share their 

journals with the researcher. Participants indicated that they hadn‘t done much work in 

their journals, or what was done was in Arabic and they felt a little embarrassed by the 

lack of effort they had put into their journals.  In regards to the 2
nd

 workshop  offered to 

repeating students in the summer of 2009, although there were 34 participants, none of 

the participants volunteered to share their CMEII journals with the researcher.  In fact, 

the researcher  observed that most of the participants had little interest in creating a 

journal during the  short 5 week session.  However, it was noted by the researcher, that 

the  3 remaining workshops that were integrated into the EFL classes,  delivered by the 

researcher during Fall A 2009, Fall B 2009 and Spring A 2010, students not only offered 

to share journals with the researcher,  but in addition, many of the participants insisted on  

presenting  their journals to their fellow classmates.  Furthermore, approximately 30 

students (out of a possible 105) actually volunteered to create additional chapters that 

could possibly be added to future CMEI workshops.  Students appeared to have an 

interest in not only creating their own journals, but showed interest in creating material 

for future journals that may have benefited other students, therefore demonstrating one of 

the desired  EI traits of wanting to help others.  As discussed earlier in the literature 

review in chapter 3, regarding a study done by Rouhani (2008) on how  short literary 
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cognitive-affective readings introduced into the curriculum could help  SLLs  reach a 

desired level of intellectual empathy and intercultural understanding.   It is felt by this 

researcher, in line with  Rouhani‘s study, that students who had the opportunity to create 

a personal journal incorporating elements of confidence, motivation and EI also appeared 

to become more self-aware of their needs and the needs of others (hence the desire to 

create additional CMEI journal chapters for future workshop participants).    The 

researcher thus concluded that participants preferred and benefited the most from CMEI 

workshops delivered within the EFL classroom environment.  Participants appreciation of 

this method  may be due to a number of reasons. 

 

1.  The material covered in the workshop coincided with the curriculum to a certain 

degree. 

2. Students had the opportunity to present their journals in class should they volunteer to 

do so. 

3. Students had the opportunity to showcase their vision boards in their respective 

classes. 

4. Students took the initiative to present their journals or chapters they created during 

oral presentations and therefore demonstrated ownership of the self-coaching 

experience.  

 

From the administrator‘s point of view, the researcher of this study, the in class EFL 

CMEI workshop  was the most feasible venue for the main reasons stated below: 

 

1. Students were able to build a stronger connection with the presenter, in this case the 

researcher and researcher, due to the number of contact hours. This connection or 

relationship created a climate of confidence. 

2. The presenter was able to take advantage of in class situations to support the themes 

being presented (confidence, motivation and EI). 

3. This venue removed the issue of absenteeism. Students were in their home room and 

there was no need to change rooms. 

4. This type of workshop would have more chance of being successful since whomever 
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may want to offer such a workshop would most probably be committed to assisting 

students  learn or improve their skills of self-coaching towards success. As 

experienced in the CMEI summer workshop, this may not have been the case 

regarding the teachers who were responsible for the summer classes. Reasons such as 

not having enough time to deliver the curriculum, or not being interested in the 

delivery of the CMEI workshop,  may have influenced the teacher‘s commitment to 

the project. 

 

For the above stated reasons, combined with  data generated by the participant‘s  

progress reports, it is  this in class method of delivery during regular class hours that  was 

perceived by the researcher to be the most feasible and beneficial for delivering a CMEI 

workshop. 

 

3. Is there evidence to suggest that female Emirati tertiary EFL  students who are 

given the opportunity to mobilize and monitor their emotional intelligence and their 

ability to self-direct through the use of personalized individual strategies while 

learning English can self-coach towards an increased level of personal/and or 

academic success? 

  

According to the 75 participants within this study who were queried in the 

progress reports about the effectiveness of the self-coaching methods used during this 

study, over 85% of  participants indicated that the self-coaching methods they used had 

helped them to improve academically and personally. 

 

 

     Table 23: “The self-coaching methods I have been using to improve…” 

 N Percent that 

Agree 

Neutral Disagree 

Academically 74 85.14 13.51 1.35 

Personally 75 86.67 12.00 1.33 
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5.5.1 Results: main points of interest and the literature 
 

An overview of the results would indicate that certain areas within this study that 

need particular notice and attention in future research. There is evidence that 

approximately 25% of the participants in this study suffer from 2 different types of lack 

of  motivation.  Although participants scored relatively high  on the scale of motivation to 

learn English (92%) the desire or motivation to self-direct in learning English was much 

lower.  Dornyei (2001b) has claimed that very little has been researched about 

motivational influences that have a detrimental, that of which instead of energizing 

student‘s motivation to remain engaged actually  ‗de-energizes‘ it. Furthermore, Dornyei  

believes that ‗this gap ‗in researching this  all too common phenomenon in second 

language learners is regrettable and needs to be addressed. 

 

There is obviously a need to support students in learning how to become 

independent self-directed learners.  Dornyei (2001b) and other second language 

researchers (Hanks, 1998) remind us as educators, as do the results in this study, that if 

further attention is not paid to this less motivated group of students, they may well lose 

further motivation and be at risk of abandoning their studies supporting Tinto (1987) 

warning that close to 50% of students who do not have college educated parents abandon.  

A slightly lower percentage (37%) of participants within this study have already shown 

evidence of wanting to abandon and it is felt that if no further attention is directed 

towards  this matter,  they may well abandon before completing their studies.  

 

Furthermore, results within this study indicated that  24% of the participants  

appeared to be less motivated to self-direct in English.  Concern has been raised that 

students who lack the desire to self-direct in their studies or in other areas of their life for 

that matter,  may be in jeopardy.   Those who work with placing young students in the 

workplace, such as Mr. Al Mulla,  Executive  of NWD (Moussly, 2010), learning to self-

direct once  arrived in a workplace placement program at the end of their studies is too 

late to sufficiently support  Emirati students in being  adequately prepared for the 
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workplace and the  EI challenges that await them.  There is a definite need to encourage 

self-coaching or self-direction earlier on.  In support of this last statement, the executive 

summary report for HSBC  (Oxford Strategic Consulting, 2010) concluded that although 

great advances have been made  in women's education and emancipation in the Gulf 

region, the interface between academia and work  continues to remain a major obstacle.  

According to the HSBC report (Oxford Strategic Consulting, 2010: p. 2), young Islamic  

women are ―ill-prepared for the world of work and the world of work is ill-prepared for 

them.‖   According to many prominent researchers in behavioral developmental issues, 

(Gardner,  2006b;  Deci & Ryan, 2002;  Mayer et al. 2004; Trilling and Fadel, 2009), 

believe that today‘s students  would be better equipped should they develop deeper levels 

of initiative and self-directed skills while progressing through their education prior to 

entering the workforce.  

 

 

  This lack to self-direct in English may be directly tied to the results found in  24% 

of the participants‘ who showed a  lack of desire to learn English because they found it 

too difficult, or simply didn‘t  enjoy the experience of learning English.  If students 

became actively involved in self-coaching or self-directing their learning experience, 

maybe the ―loss of interest‖  (approximately 47%) discussed below, was cited as being 

the most prevalent reason for wanting to abandon their studies would be eliminated 

through self-action to make the course more interesting and  therefore meeting their 

personal needs within and outside of the classroom. 

 

The following  findings stresses the importance of students learning to self-coach 

towards emotional awareness along with reaching their academic and personal goals.  

Alarmingly, findings would seem to strongly indicate that a very important proportion of 

female Emirati EFL students suffer from a lack EI  and confidence  in areas  such as 

problem solving (30%) (see Figure 11) , negative self-perception (43%) as displayed in 

the emotions scale (Figure 12)  and lack of a positive self-image (38%) as seen in Figure 

13.  Factors  that appear to hinder student‘s ability to perform well inside and outside of 

the classroom in EI were abundant.   49% of participants‘ comments made reference to 
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interrelationship issues among family members, friends, classmates and even teachers. 

However, the most worrisome is the high proportion (55%) who suffer from academic-

related anxiety and stress. Krashen (1982) states that motivation and confidence are not 

the only key players in a student‘s ability to learn a language, but  academic anxiety and 

stress, in combination with the aforementioned factors can strongly enhance or suppress a 

SLLs‘  ability to learn a language and that ideally, for a student to adequately learn a 

language, they should feel relaxed and function in a stress free environment. According 

to researchers in this area (Brophy, 2004; Frame, 1996) students who suffer from stress or 

academic anxiety are less likely to take ‗intellectual risks‘ as well as lose the desire to be 

creative while in an academic setting. 

 

  Concerns for participants abandoning their EFL studies are merited for 47 % of 

the 199 participants who responded  to the CMEI survey  choose ‗losing interest‘ as 

being the most likely reason for abandoning the EFL ABP program. Other factors such as 

too much work (43%) program being too difficult (40%)  family pressure (37%) and 

getting married‘ (37% ) may affect students desire to stay with the program or abandon.   

Comments such as ―Parents who cannot understand our goals‖ is a call that cannot go 

unnoticed or unheeded. Researchers investigating culture and gender issues within the 

Gulf setting (Bouhdiba, 1997; Crabtree, 2007; Hokal & Shaw, 1999; Schvaneveldt et al., 

2005)  have raised  concern for the amount of stress  young Islamic women who have to 

contend with trying to meet the challenges and ever changing needs of their rapidly 

progressing  society,  while trying to balance cultural and social issues within their 

homes.  Crabtree‘s (2007) particularly interesting exploratory case study in regards to 

culture, gender and the influence of social changes amongst Emirati families,  is one of 

the first studies in the UAE  that has brought to light the  disconnect, which  was also 

apparent within this study, that exists, between daughters and family members.  Much 

more attention in future research should be directed to better understand this 

phenomenon. Serious concern in better understanding situations that may well  promote 

anxiety and stress in our female Emirati students, and offering self-coaching methods to 

help support students  contend  with these issues  within the realm of their everyday 
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existence should be at the forefront of any future research initiatives in the area of EI in 

the Gulf academic milieu. 

   

In concluding this section, and on a very positive note, over 85% of the 

participants who self-coached and used the various self-coaching methods within this 

study indicated that the self-coaching methods helped them improve academically and 

personally. To not fully understand the value of the participants‘ appreciation of using 

such methods to improve their EI/soft skills would be a shame.  The results of this 

research study, as well as the work of other concerned researchers in this area (Bouhdiba, 

1997;  Crabtree,  2007;  Masalamani, 2007) makes it perfectly clear that young Emirati 

women need the support that self-coaching and self-directing  skills can offer them,  to 

better meet the  challenges of today‘s and tomorrow‘s 21st century lifelong learning 

journey.  

 

This section concludes the chapter on results and discussion.  The following 

chapter,  the final chapter of this thesis,  will offer the researcher‘s brief assumptions on 

the findings related to the research questions.  In addition,  limitations of this study will 

be addressed as well as possible suggestions for future research in the area of confidence, 

motivation and EI.  
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CHAPTER 6 : Assumptions, limitations and future research 
 

6.1 Assumptions regarding the outcomes of this study 

 

As witnessed through the exploration of the relationships that exist between the three main 

constructs of this study, confidence, motivation and EI, there are significant correlations between the 

different motivation, confidence and EI scales. The main assumptions of tendencies drawn by the 

researcher are the following:  

 

1. There is a strong tendency that would suggest that when the level of motivation increases, so 

does the level of confidence in speaking English.   

2. Motivation to self-direct in English has a significant positive correlation with resolving 

problems, higher life-satisfaction, academic-related anxiety (as stated in point 1 above),  as 

does participants‘ positive confidence levels. 

3. As negative confidence increases, motivation to self-direct in English decreases. 

4. As motivation towards short-term goals increases, so does resolving problems and confidence 

in speaking English. 

5. The better a student is at resolving problems, the more likely a student is to have positive 

confidence.  

6. It would appear that students who have high negative emotions would also tend to have low 

negative confidence. 

7. Those students who appear to have high negative emotions appear to also suffer from low 

negative confidence. 

 

Outstanding points* of interest emerging from the correlation analysis of the confidence, motivation 

and EI scales of this study are:  

 

8. Results would appear to indicate that those students who suffer from a higher level of academic 

anxiety also desire to self-direct more (i.e. the higher the anxiety, the increased desire to  self-

direct.  
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9. Better life satisfaction is in line with high confidence in speaking English. 

 

*Note: These two last points (8 and 9) merit special attention and would deserve further  

attention in future research in this area. 

 

The researcher wishes to state at this point, that her interpretations of the results are merely 

associations drawn from the newly created CMEII scales and that further exploratory research is 

needed, especially in light that for the most part, many of the  correlations in this study were weak. 

 

A further note of caution is extended to the reader.  Although certain tendencies have been 

unveiled,  these correlations do not provide causation, but merely an indication of an association 

between the scales. 

 

Having  summarized the above assumptions from the results that were in line with the 

statistical psychometric properties of the CMEII  scales, the following segment is a short summary of 

the research questions and assumptions regarding these results drawn by the researcher.  (For more in-

depth detail, please refer back to section 5.5 of this study. )  

 

1. Is there evidence that female Emirati EFL students suffer from a lack of confidence, 

motivation and emotional intelligence in a tertiary EFL academic setting? 

 

Yes.  Approximately 25% of female Emirati EFL students may suffer from a lack of 

two specific types of motivation:  motivation to self-direct and a lack of desire to learn English. 

Findings would indicate that a very important proportion of female Emirati EFL students suffer 

from a lack of EI problem solving skills (30%). Most worrisome is the high proportion (55%) 

who suffer from ‗academic-related anxiety‘. Lack of confidence findings demonstrated that an 

important proportion of the participants suffered from a lack of confidence (from 30% to 84%) 

depending on the type of confidence. 
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a. What factors, if any, appear to affect female Emirati EFL students in the areas of 

confidence, motivation and emotional intelligence? 

 

The factors are the following:  

 

Confidence factors:  In  the open-ended questions on a  progress report asking students 

what situations or factors affected them the most inside and outside of the  classroom 

only one (1) comment out of the 92 responses from participants mentioned confidence.  

However, when students  answered another open-ended question on what were the 

goals or behavior modifications that they would like to improve on during the CMEI 

workshop, improving self-confidence was noted 28 times.  Therefore the findings are 

ambiguous and therefore  inconclusive and further research is merited. 

 

Motivational factors:  Losing interest,  too much work involved, EFL program being 

too difficult, family pressure and getting married were the factors offered by 

participants  in order of frequency mentioned.  

 

EI factors: Out of the three constructs,  EI  factors were mentioned the most frequently 

by participants as having an effect on them and their studies.  The ‗in classroom‘  

factors  mentioned the most were interrelationship issues such as students‘ bad behavior 

(i.e.  impoliteness amongst students,  making noise, disturbing the teacher, 

unfriendliness).  Disagreements, being laughed at, lack of EFL skills, having to use 

laptops, personal and academic anxiety issues such as being  forced to cheat by peers 

were also mentioned.   The ‗Outside of the classroom factors‘ cited by participants 

indicated that family issues such as lack of family support, parents not relating to 

participants academic goals, having too much responsibility at home and unspecified 

personal problems were cited as having a definite affect on students.  Lack of sleep, 

transportation issues, obsessing over problems were also reported. 
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b. Is there evidence that female Emirati EFL students who suffer from a lack of 

confidence and/or motivation also appear to struggle with emotional intelligence 

issues? 

 

Results indicated that students who suffer from a lack of confidence and or 

motivation also appear to suffer from a lack of EI.  However, these correlations are for 

the most part weak and merit further investigative study. 

 

 

c. Is there evidence that female Emirati tertiary EFL students, who have a desire to 

abandon their studies lack confidence, and/or motivation and/or emotional 

intelligence? 

 

For  37% of the participants who considered abandoning their studies, results 

indicated they were less motivated to learn English than those who had never 

considered abandoning.  Furthermore, students who considered abandoning were more 

likely to agree with negative emotional statements and demonstrated a tendency to 

suffer from academic related anxiety.  

 

d. Is there evidence that female Emirati tertiary EFL students have a desire to self-

direct or self-improve? 

 

The evidence indicates that about 75% of female Emirati EFL students were 

motivated to self-direct in improving their English.  

 

2. What, if any, self-coaching methods would female Emirati EFL learners select for self-

directed improvement? 

 

Self-talk, prayer, vision boards and self-hypnosis were selected to self-direct  

behavioral changes or attainment of goals. 
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a. Which self-coaching methods were reported as being the most popular in helping 

students reach their developmental goals? 
 

The most popular method was self-talk ( 48.32%).  A close second was prayer 

(45.6), third most popular was the vision boards ( 44.88%) and the least self-hypnosis 

selected by only 2 participants.  

 

b. What developmental changes did female Emirati EFL learners deem necessary to 

make in order to become a more successful student and person? 

 

The developmental changes are cited in  more detail in Table 22.  The 

summarized developmental changes are described below. 

 

 Academic English was the area that most participants noted as being an important area 

to self-coach towards improvement. Wanting to improve their 4 skill areas in English 

and passing IELTS were popular.  Academic English factors were noted 51 times.  This 

is in line with the findings of this study that many of the participants seemed to suffer 

from  academic anxiety (54.7%) (see Table 14).  

 

Academic (goals) the second most popular area cited for  behavioral changes.  Once 

again, academic anxiety, as cited in the previous category (Academic English) has 

emerged as a major concern for participants. Wanting to improve grades, study  harder,  

move to the majors, improve computer skills, improve memory skills and become more 

independent to not have to depend on the teacher were developmental themes that 

emerged from the data  34 times.  

 

Confidence: The desire to gain more self-confidence, were  among the developmental 

changes desired and cited by participants.  Themes of confidence were noted 28 times.  

These comments seem to be in line with the findings in the CMEII survey (see Figures 

15, 16, 17 and 18) where the results from the 4 scales showed that participants, on 

average, scored well in the positive confidence scale (66%).  However, it should be 

noted that there is still room to help students improve their confidence levels.  This 

quantitative data  also supports the findings for  RQ 1 that there is evidence that female 

Emirati EFL students do suffer from a lack of confidence. 
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Self-improvement: Desired behavioral changes related to self-improvement through 

self-awareness was noted. Self-awareness themes ranged from improving oneself 

through self-management, becoming more ambitious and changing habits through the 

use of  vision boards and self-talk.  Self-awareness, goals were also on the participants 

agenda.  Being more social and improving communication skills was also noted.  A 

total of 27 self-improvement behavioral changes were noted.  These findings also 

support the results found in RQ 1d ―Is there evidence that female Emirati tertiary EFL 

students have a desire to self-direct or self improve?  They most definitely do. 

 

Success ―to be a successful person in life‖ or just ―successful‖ was noted by many 

participants.  Comments regarding the desire to become more successful were noted 16 

times. This data  also informs the question RQ 1 whereupon students may feel that they 

need to motivate themselves to become more successful. 

 

EI (emotions ) Desired changes related to EI (emotions) were noted 19 times. 

Managing one‘s feelings, learning how to become ―strong‖, to be patient, to know 

themselves more.  One participant wrote ―don‘t want to be angry with anyone‖.  

Obviously participants have a strong desire to learn how to self-manage their emotions 

and therefore, these findings also inform RQ1, whereupon participants appear to sense 

that there is a need to better manage their emotions and improve their EI.  
 

Motivational example statements from students ranged from encouraging oneself to 

achieve goals and the researcher‘s favorite ― to make possible the impossible‖. 

Motivational themes were noted 16 times. 

 

A Special interests category was formed for comments such as‖ help my country grow 

up‖. This student‘s goal was also noted by 4 other participants.  To become a productive 

and active member in the growth of their country appears to be on students‘ minds. 

Learning to ride horses, take pictures, travel the world and careers were also on the 

students‘ list of goals to modify or achieve.  Special interests were noted 13 times. 

 

Time management  issues were also on the list of behavioral changes sought after by 

students.  Time management behaviors were noted 10 times. Wanting to find more free 

time to enjoy life along with getting assignments in on time were mentioned. 
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Friends: Making friends and spending time with friends was noted 8 times. 

 

Lifestyle: Lifestyle changes such as losing weight, eating well, were noted 8 times. 

 

Family issues such as taking care of family, spending more time and learning to 

communicate better with family members were goals or behavioral changes set by 

students. 

 

Religion: was mentioned once.  It may have only been mentioned once since many of 

the participants are extremely devoted and committed to their religion and therefore the 

need for behavioral changes was not needed. 

 

Confidence in English: surprisingly gaining more confidence in English was only 

mentioned once.  

 

c. Which educational environment(s) appear to support the development of self-

coaching strategies?  

 

According to the researcher, the ‗in class EFL CMEI workshops‘ appeared to 

the most supportive environment for the development of self-coaching strategies 

 

3. Is there evidence to suggest that female Emirati tertiary EFL students who are given the 

opportunity to mobilize and monitor their emotional intelligence and their ability to self-

direct through the use of personalized individual strategies while learning English can 

self-coach towards an increased level of personal/and or academic success? 

  

Over 85% of  participants indicated that the methods they used to self-coach 

during the CMEI workshops benefited them both academically and personally. 
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6.2 Methods and design limitations 
 

6.2.1 Instrument limitations:  

 At the onset of this exploratory study, the researcher had hoped that adequate scales to 

measure all three of the investigated constructs, confidence, motivation and EI scales would be 

available and merit only slight adaptations.  However, after an extensive literature review, 

confidence and motivation scales identified were deemed inappropriate by the researcher  

having been constructed in the 1970‘s and 80‘s and were not suited for the participants of this 

tertiary-level students in the Gulf, but were more directed towards students of a western context 

targeting primary and secondary learners, as a whole and not designed specifically for EFL 

students.   

 

Furthermore it was also found that the available EI scales were directed towards the 

sports and/or the workplace environment and were not constructed with the tertiary EFL 

student  in mind.  In addition, these aforementioned scales did not take into consideration the 

EFL Arab students‘ cultural background, which was of the utmost importance to this 

exploratory research project.  The researcher then had to readjust the design of the study to 

include the construction and validation of a survey (CMEII) that would be piloted and used 

within the realm of this study and therefore create adequate scales that would measure 

confidence,  motivation and EI for the targeted EFL population of this research endeavor.  

 

 By taking the decision to create a survey for this study,  this exploratory study become 

much more labor intensive and therefore more time consuming than previously had been 

anticipated.  It was therefore necessary to extend the predicted length of the study for an 

additional year to allow for the development of a quality survey to continue the exploration into 

the constructs of confidence, motivation and EI in the tertiary EFL Gulf setting.  The limitation 

to be taken into consideration therefore is that the  CMEII instrument created for this study  

needs further experimentation and research validation.  
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Finally, although good content and construct validity has been established for the 

CMEII survey specifically designed for this research initiative continuous comparative  

research is needed to provide criterion-related validity of the CMEII scale sets of confidence, 

motivation and EI to those scales that exist or will exist in the near future that measure the same  

or similar constructs.   

 

6.2.2 Translation limitations: 

 

Although the CMEII survey was  made available to students in English and Arabic, due 

to budgetary and time restraints the CMEI in-progress surveys (pie-chart) and  reports were not.  

One issue that may have existed with these progress reports and  questionnaires is that  they  

may not necessarily be appropriate for subjects who have difficulty understanding English.  

According to Seliger and Shohamy (1989: p. 172) this is especially ―relevant to research and 

second-language, subjects who very often have problems reading and providing answers in 

L2‖.  Therefore the limitation to take into consideration in this study is that there is no 

assurance that the questions that were not translated  into Arabic and used by the participants 

within my study have been properly understood by the subjects and answered correctly. 

 

6.2.3 Participant and data collection limitations: 

 

Because of the time and resource constraints, and my personal agenda,  it was inevitable  

that I had to define a narrow scope for the study (Cohen & Manion, 1994) and as a result I 

decided to focus only on female Emirati EFL students in the U.A.E., in particular in the ABP in 

Zayed University in Dubai and therefore the results of this study cannot be used to generalize 

findings within the Gulf region nor abroad. 

 

The first limitation is in regards to the first workshop offered in April of 2009, only 3 of 

the possible 32 participants who had shown interest in the workshop regularly attended all of 

the CMEII lunch hour workshops.  It was felt by the researcher that the numerous weekly 

emails inviting the 32 participants to attend meetings sent via the university email provider 
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GroupWise, may have presented issues in delivering the invitations.  It was later discovered by 

the researcher, upon further investigation into the matter, that participants who had given 

personal addresses other than their Zayed University GroupWise address had received these 

invitations in their personal emails but in a rather user unfriendly manner by which the 

participants would have had to open several units to retrieve the full  message regarding the 

invitations to the workshops.  

 

Furthermore, additional investigation revealed that  students often ignored emails sent 

to their Zayed University email account and for the most part, upon verification by the 

researcher, it was noted that these emails had remained unopened. GroupWise administrators 

indicated that a very high percentage of those emails had never been opened even though they 

had been flagged as being urgent.  The limitation within this context of the study is that emails 

often remained unopened or were not easily accessible to participants. 

 

6.2.4 Objectivity limitations 

 

It should also be noted that since this study leans greatly on the interpretive human 

constructs of reality, the interpretative methods employed within this study do not guarantee 

value-free objective assumptions and critiques. (Guba & Lincoln; 1989).  Special care, 

however, was taken by the researcher, to remain as objective as possible while interpreting 

data. 

 

6.3 Possible future research 
 

Brief comments on possible direction for future research issues: 

 

Anxiety (Academic and general) 

 

1. Which situations cause academic anxiety and stress in the men and women of the tertiary level  

U.A.E. student and how may self-coaching or self-direction strategies be of assistance? 
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Attrition 
 

2. Research into the area of attrition rates within the tertiary level within the U.A.E. and the Gulf 

area in general. 
 

Culture and gender issues: 
 

3. Research investigating culture and gender issues within the U.A.E and  Gulf setting. 

 

4. Research investigating parents‘ view of what the workplace is and what their daughters may 

experience in the workplace in the U.A.E. and in the Gulf area. 

 

EI  
 

5. Within this study, participants scored relatively high (43%) on the negative emotions 

statements therefore meriting further research in this area. 

 

6.  What role can EI play in helping students cope with life, academic achievement and career 

advancement?  
 

7. What are the possible negative outcomes of Gulf female students who do not have IE skills? 

 

8. What interventions would build EI in female Emirati students? 

 

9. What interventions would build EI in male Emirati students? 
 

  

ESL  
  

10. Research into how to integrate soft skills (confidence, motivation and EI) into the EFL 

curriculum. 

 

11. What factors, inside and outside of the EFL/ESL classroom cause students to lack confidence 

in speaking English?  (38% of the participants demonstrated a lack of confidence in speaking 

English.) 

 

 

Factors that affect Confidence, Motivation and EI 

 

12. What factors affect female Emirati students within and outside of the classroom? 

 

13. What factors affect the male Emirati students within and outside of the classroom? 

 

14. How do the above factors affect a SLLs‘ acquisition of language as well as their behavior in 

their role as a student? 
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Motivation 

 

15. Which factors influence a student‘s motivation in such a way as to become detrimental? 

(Instead of energizing student's motivation to remain engaged, these factors de-energizes it). 

 

Self-coaching 

  

16. Research the effects of self-coaching methods and prayer in the EFL/ESL classroom in the 

Arabic context. 

 

Self-talk 

  

17. Arabic student‘s inner voice: What do they say to themselves about themselves?  

 

Who is responsible: 

 

18. Whose responsibility is it to introduce self-coaching skills (is it the students,  the parents, the 

educational institution, the Board of  Ministry of Education or  society)? 

 

19. If educators offer a self-support system to future self-directed learners, in which context should 

it  be administered? 

 

Workplace environment 

 

20. More research is needed into how graduating Emirati students (male and female) contend with 

and perceive the workplace environment in the U.A.E. 

 

21. More research is needed into how the U.A.E.  workplace perceives Emirati graduates (male and 

female)  workers. 

 

 

Findings within this study that were baffling and merit further investigation: 

 

22.  Do students who suffered from high academic anxiety appeared to want to self-direct more? 

 

23.  Do those who  demonstrate a high level of  life satisfaction  also demonstrate high confidence 

in speaking English? 
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6.4 Concluding remarks: 
 

 Tertiary institutions are being forced to adapt to a new reality of not only being held 

accountable for the inputs to the education process, but also for ensuring that students have attained the 

necessary educational skills,  (Bhada, 2002; Mitchell, 2007)  have moved beyond the intellectual know 

how and have expanded to promote emotional intelligence skills to meet the needs of the workplace 

and society.  Future university accrediting groups (Hannay et al., 2010) may require colleges and 

universities to document not only learning processes, but also show that they have added value to 

students‘ ability to self-direct towards reaching their academic and personal goals and therefore 

becoming key role players in helping promote productive valued members of the workplace and 

society as a whole.  

 

 As we have seen over the years, the traditional model of academia characterized by the 

repetitive lecture-testing loop is progressively being replaced by a more student-centered EFL 

classroom that focuses on learning, ― less teaching, more learning‖, (Trilling & Fadel, 2009) and as a 

result,  there has been a paradigm shift in how educators view their teaching methods and delivery.   

As professional and conscientious educators we must recognize the need to update our teaching 

methods to reflect the growing needs of our students and to adequately prepare them to meet their 

present needs inside and outside of the classroom as well as support them in successfully meeting their 

needs of the future.  By promoting students to self-direct in confidence and motivation while 

monitoring their EI skills, teachers will not only benefit  their students, but personally as educators  as 

well (you learn from how and what you teach).  

 

 

The literature review within this study is clearly testament to the fact that teachers promoting 

student self-direction and autonomy-supportive behaviors resulted in students' greater perceived 

academic competence, better academic performance, and increased achievement. 

 

In conclusion, Emirati  female EFL students are caught between a traditional upbringing and a 

very progressive educational system while trying to prepare for a rapidly approaching future in the 

workplace.  Throughout this transition, female Emirati students are precariously trying to balance 
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cultural and societal  needs, which at times appear to be very progressive, yet at times still struggling 

with traditional gender issues and the place of young national women, while trying to blossom in their 

own right.  As modern Arab women, it is my belief that they may well lead the U.A.E. to even greater 

acclaim.  There is, therefore, an immediate need in helping  support these women  in acquiring  the 

necessary skills that help them monitor their confidence, motivation and EI, self-coaching skills,  that 

help them make good choices in life;  soft skills or people skills that make them succeed at home, in 

the workplace or within society as a whole. 

 

 Although there  may be grammatical issues in the following statement, the concluding  

message from a female Emirati participant within this study clearly resonates the message that 

confidence, motivation and particularly EI can help prevent, through self-coaching and self-direction, 

the possible hijacking of this young woman‘s opportunity to reach her full potential as a student, and 

reaching her personal and academic goals in life: 

 

 “when ther eis some problems in my house, I really think of it all the time and it effect 

me. Also when there is soemthing make me happy I do well in the class.” 
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Appendix B  CMEII English/Arabic-April 2009 Survey 
 

  

  
Thank you for doing this survey. 

 

 
 

  

      
 

  

 

   
 شىشًا ٌؼًّ ٘زٖ اٌذساعخ اٌّْغؾ١خ

 

 
د ا٤وبد٠ّٟ ثغبِؼخ أٚاًل، شىشًا إلػـبء ٘زٖ اٌذساعخ اٌّْغؾ١خ ِب رغزؾمٗ ِٓ ٚلذ ٌّغبػذرٕب فٟ اٌٛفبء ثبؽز١بعبد ؿبٌجبرٕب أصٕبء دساعزٙٓ ٌجشٔبِظ اإلػذا

ِؼخ ئوغ١زش فٟ ثش٠ـب١ٔب؛ ٚ ٠شًّ ٘زا اٌجشٔبِظ رأص١ش ػذح ػٛاًِ صا٠ذ، ٚ وزٌه الٔغبص ثؼغ ِٛاد ا٤ؿشٚؽخ اٌزٟ ألَٛ ثاػذاد٘ب ٌجشٔبِظ اٌذوزٛساٖ ثغب

ّّٓ ٘زٖ اٌؼٛاًِ. ػٍٝ ٔغبػ اٌـٍجخ فٟ دساعخ اٌٍغخ اإلٔغ١ٍض٠خ ثؼذ اٌّشؽٍخ اٌضب٠ٛٔخ أصش اٌّؾفـّضاد، ٚ اٌضمخ ثبٌٕفظ، ٚاٌزوبء االٔفؼبٌٟ: ٚ رزؼ . 

 
أعظ اٌزذس٠ت أٚ اٌزٛع١ٗ اٌزارٟ ٌزؾم١ك "رإدٞ ثبٌـٍجخ ئٌٝ اٌزؼّشف ػٍٝ و١ف١خ ئرـّجبع  آًِ أْ رغبػذ ٘زٖ اٌذساعخ اٌّْغؾ١خ ػٍٝ رغ١ًٙ فُٙ اٌـشق اٌزٟ

ًّ ٔضا٘خ ٚ عّش٠خ". إٌغبػ أِب ئرا وٕذ رشغج١ٓ فٟ ِشبسوخ . ئْ ٘زٖ اٌذساعخ اٌّْغؾ١خ ال رشًّ اٌزؼّشف ػٍٝ اعُ اٌـبٌجخ اٌزٟ لّذِزٙب، ٚ عززُ ِؼبٌغزٙب ثى
، فبٌشعبء ئػبفخ اعّه ٚ ثش٠ذن "أعظ اٌزذس٠ت أٚ اٌزٛع١ٗ اٌزارٟ ٌزؾم١ك إٌغبػ"ف ثظٛسح ِشوـّضح ػٍٝ ِغّٛػخ ِٓ اٌـبٌجبد ثغشع اٌزؼّش

  :اإلٌىزشٟٚٔ فٟ آخش ٘زٖ اٌظفؾخ، أٚ ئسعبي اعّه ٚ ػٕٛأه اإلٌىزشٟٚٔ ئٌٝ

Marianne.anderson@zu.ac.ae ع١غشٟٔ االرظبي ثه ٌزؾم١ك رٌه ٚ. 

 

 
ّٓ ص١ّٓ،  ٚ ٌىٓ ػٕذ رخظ١ض ثؼغ اٌٛلذ إلعبثخ ٘زٖ اٌذساعخ ثبٌىبًِ، فإٟٔ ِزأوذح ثأٔه عزغزف١ذ٠ٓ ِٓ اٌٛلذ اٌزٞ ٚ ِغ إٟٔٔ أػشف أْ ٚلزى

ُّ ٚ أػّك  ١ٌظ فٟ عبِؼزه فؾغت، ثً ثّٕـمخ اٌخ١ٍظ ثظٛسح  –خظظزٗ ٌٙب ٚ اٌزؼّشف ػٍٝ سأ٠ه اٌشخظٟ وز١ٍّزح، ٚ ِٓ صُ عزىْٛ ٘زٖ اٌفبئذح أػ

  .خبطخ

 
ٚ ِٓ ٔبؽ١خ أخشٜ، فارا . اٌّؾّٛي ِؼِه ا١ٌَٛ، فزٛعذ ػذح ٔغخ ئػبف١خ ِٓ ٘زٖ اٌذساعخ ٌذٜ اٌّذّسع١ٓ ٠ّىٕه االعزفبدح ِٕٙب أِب ئرا ٌُ ٠ىٓ اٌىّج١ٛرش

 .سغجذ فٟ اٌؾظٛي ػٍٝ ٔغخخ ِٓ ٔزبئظ ٘زٖ اٌذساعخ ف١ّىٕه رٌه ثّغشد ؿٍت رٌه فٟ ٔٙب٠خ اٌذساعخ، أٚ ػٓ ؿش٠ك ػٕٛأٟ اإلٌىزشٟٚٔ

 
اٌٛلذ ٌزمذ٠ُ ئعبثبره ثاخالص ٚ خزبًِب أشىشِن ٌزخظ١ض .  

 

 
 ِبس٠بْ أٔذسعْٛ ِبس٠بْ أٔذسعْٛ 

Marianne.anderson@zu.ac.ae 

 

 
ئرا ٚعذد طؼٛثخ فٟ سؤ٠خ إٌض اٌؼشثٟ ثٛػٛػ فٟ عٙبصن فبٌشعبء ئرـّجبع اٌخـٛاد اٌزب١ٌخ ثبٌزغٍغً: ِالؽظخ : 

ٔ: ػغـٟ ػٍٝ ) View  ٕ؛ ) Encoding  ٖ؛ ) Arabic (٠ٕٚذٚص)  

 

 

First, let me thank you for taking the time to do this survey. To help us better meet the 

needs of our students in the ABP (Academic Bridge Program) and as part of my thesis for a 

doctoral program with the University of Exeter the UK, I am doing a study on how 

motivation, confidence and emotional intelligence may affect students who are learning 

English at a tertiary level. 

 

It is hoped that the data accumulated from this survey will facilitate a better understanding 

on how students can better self-direct or self coach themselves towards success. This is an 

anonymous survey, and the data from this survey will be will be kept confidential.  

 

Should you be interested in joining a focus group of students who will work towards finding 
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various innovative methods to "self-coach" towards success, please add your name and 

email address at the end of the survey, or simply send an email to 

marianne.anderson@zu.ac.ae and I will contact you. 

 

I know your time is valuable, but please do take the time to complete the entire survey. 

Your insight, from a student's perspective, will undoubtedly add more depth to this area of 

groundbreaking research, especially in the Gulf region. 

 

Should you desire to receive a copy of the findings, you will be able to do so by making a 

request at the end of the survey or by sending an email to my attention. 

 

Your honest response is most appreciated,  

 

Marianne Anderson 

marianne.anderson@zu.ac.ae 

 

Note: Should you have trouble seeing the Arabic version in your browser, please go to 

"view" in your browser, select "encoding" and select Arabic (Windows) 

    
  

     
 

  

   The Arabic version of this survey may have formatting issues in certain areas. The survey instrument 
would not allow us to format as needed. My sincere apologies.  

ٌٍٕض اٌؼشثٟ ِٓ ٘زٖ اٌذساعخ، ئر لذ ٠ىْٛ ِٓ اٌظؼت ِضط إٌض ثبٌٍغز١ٓ  فٟ ؽبي ٚعٛد ثؼغ اٌظؼٛثخ فٟ اإلخشاط ثبٌٕغجخ

شىشًا اإلٔغ١ٍض٠خ وّب ٠غت ثظفؾخ ٚاؽذح، فبلزؼٝ االػززاس، ٚ اٌؼشث١خ ٚ . 
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Please take the time to answer all the questions. 
 

  .٠شعٝ أخز اٌٛلذ اٌالصَ ٌٍشد ػٍٝ ع١ّغ ا٤عئٍخ

 

 

  

      
 

  

 1.  What campus do you study at? ٞعبِؼٟ َرذسع١ٓ؟ فٟ أ ٍَ ؽش * 

  -- Please Select --
 

    
 

 

  

 

     
 

  

 2.  How old are you?وُ ػّشن؟* 

  -- Please Select --
 

    
 

 

  

 

     
 

  

 3.  Do you have children? If so, how many children do you have?  

  ً٘ ٌذ٠ِه أؿفبي؟ ئرا أعجذ ثـِٕؼُ، فىُ ػذدُ٘؟

 

  -- None --
 

    
 

 

  

 

     
 

  

 4.  Please select your marital status.  

:  * اٌؾبٌخ االعزّبػ١خ

  -- Please Select --
 

    
 

 

  

 

     
 

  

 5.  How long have you been with the Academic Bridge Program? (ABP)  

 * ا٤وبد٠ّٟ ٔبِظ اإلػذاداٌّذح اٌزٟ لؼ١ِزٙب فٟ دساعخ ثش

Note: 1 term = 10 weeks  أعبث١غ ٓٔ= فظً ٚاؽذ  

  -- Please Select --
 

    
 

 

  

 

    
 

  

 6.  What level are you presently in? ِٞغزٜٛ رذسع١ٓ ؽب١ًٌب؟ فٟ أ * 

  -- Please Select --
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 7.  Where do you live?  * دساعزه ثغبِؼخ صا٠ذ؟ أ٠ٓ رم١ّ١ٓ، أصٕبء

(While attending Zayed University.) ثغبِؼخ صا٠ذ؟ أصٕبء دساعزه  

  -- Please Select --
 

    
 

 

  

 

     
 

  

 8.  Do you live away from home while attending Zayed University?  

 * عبِؼخ صا٠ذ؟ ً٘ رم١ّ١ٓ ثؼ١ذًا ػٓ ِٕضٌه ا٤طٍٟ خالي دساعزه فٟ

  -- Please Select --
 

   
 

 

  

 

     
 

  

 9.  If your answer is yes to the above question, do you find living away from home makes it easier or more 
difficult for you to pursue your studies? 

رغذ٠ٓ اإللبِخ ثؼ١ذًا ػٓ ِٕضٌه ا٤طٍٟ أوضش عٌٙٛخ أٚ أوضش طؼٛثخ فٟ عج١ً  ػٓ اٌغإاي اٌغبثك، فًٙ" ٔؼُ"ئرا وبٔذ اإلعبثخ 

دساعزه؟ ِزبثؼخ  

 

  -- None --
 

    
 

 

  

 

     
 

  

 10.  How do you usually get to and from the university? 

 * ٚع١ٍخ اٌّٛاطالد اٌّغزخذِخ ٌٍز٘بة ئٌٝ اٌغبِؼخ ٚاٌؼٛدح ِٕٙب

  -- Please Select --
 

    
 

 

  

 

     
 

  

 11.  On average, how long does it take you to commute to and from the university every day? 

اٌزٟ رمؼ١ٕٙب وً ٠َٛ ر٘بثب ٚ ئ٠بثب ِٓ ٚ ئٌٝ اٌغبِؼخ؟اٌض١ِٕخ  ِب ٟ٘ اٌّذح: فٟ اٌّؼذي * 

  -- Please Select --
 

    
 

 

  

 

     
 

  

 12.  Does the time that you travel affect your attitude towards your studies? 

: اٌغبِؼخ ػٍٝ دساعزه ِب رأص١ش اٌٛلذ اٌزٞ رمؼ١ٕٗ ِٓ ٚ ئٌٝ * 

  -- Please Select --
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 13.  How do you usually spend your travel time to and from the university? 

ّّب ٠ٍٟ ٔأع١جٟ ػٍٝ )اٌز٘بة ئٌٝ اٌغبِؼخ ٚ اٌؼٛدح ِٕٙب؟  و١ف رغزغ١ٍٓ اٌٛلذ اٌزٞ رمؼ١ٕٗ فٟ: ثظٛسح ػبِخ فمؾ ِ )* 

Please choose only one answer. ( ّّب ٠ٍٟ ٔأع١جٟ ػٍٝ  فمؾ ِ ) 

  

I study or do my homework. اٌذساعخ ٚ وزبثخ اٌفشٚع 

I relax and do nothing. االعزشخبء ٚ ػًّ ال شٟء 

other, explain رفغ١ش آخش 

     

    
 

 

  

 

     
 

  

 14.  How many times are you late for classes per term? ًوُ ػذد اٌّشاد اٌزٟ رزأخش٠ٓ ف١ٙب ػٓ اٌؾظض اٌذساع١خ فٟ و 

 *فظً؟

  -- Please Select --
 

    
 

 

  

 

     
 

  

 

15.  If you are late for class, what is usually the reason for being late? 

 * ػبدًح؟ ٍٝ اٌؾظخ اٌذساع١خ، فّب ٘ٛ اٌغجتئرا رأخشد ػ

Please choose only one answer( ّّب ٔأع١جٟ ػٍٝ  ٠ٍٟ فمؾ ِ ) 

  

I am often responsible for being late.     أوْٛ أٔب اٌغجت فٟ اٌزأخ١ش غبٌجب

My bus driver is often late.     اٌزأخ١ش ِٓ لجً عبئك اٌؾبفٍخ

My personal driver is often late.     اٌزأخ١ش ِٓ لجً اٌغبئك اٌخبص

Other, explain: آخش خ١بس  

     

    
 

 

  

 

     
 

  

 16.  Does being late have an effect on your studies? ه؟ً٘ ٠ٕزظ ػٓ رأخشن أٞ أصش ػٍٝ دساعز * 

  -- Please Select --
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 17.  What percentage of classes were you absent last term? ِب ٟ٘ إٌغجخ اٌّئ٠ٛخ ٌزأخشن فٟ اٌفظً اٌّبػٟ؟* 

  -- Please Select --
 

    
 

 

  

 

     
 

  

 18.  How do you usually feel when you walk into class late? 

أػـٟ ئعبثخ ٚاؽذح فمؾ)اٌذساع١خ ؟  ِب ٘ٛ اٌشؼٛس اٌزٞ ٠ٕزبثه ػبدح ػٕذِب رزأخش٠ٓ فٟ دخٛي اٌؾظخ )* 

Please choose only one answer. (أػـٟ ئعبثخ ٚاؽذح فمؾ) 

  

It doesn't bother me.ال أرؼب٠ك 

I feel embarrassed.أشؼش ثبإلؽشاط 

other choice,اٌشعبء روش٘ب   

   

    
 

 

  

 

     
 

  

 19.  On average, how much sleep do you get every night during the week? 

 * أعجٛػ١ًب؟ فٟ اٌؼبدح، ِب ػذد عبػبد ِٔٛه وً ١ٌٍخ ِٓ

  -- Please Select --
 

    
 

 

  

 

     
 

  

 20.  On average, how much television do you watch every day?? ح اٌزٍفبص وً ٠َٛػذد اٌغبػبد اٌزٟ رمؼ١ٕٙب فٟ ِشب٘ذ 

* 

  -- Please Select --
 

    
 

 

  

 

     
 

  

 21.  On average, how much exercise do you get every week (7 days).. 

  ئعجٛع ؟ وُ ػذد ِزٛعؾ اٌغبػبد اٌزٟ رّبسط ف١ٙب اٌش٠بػخ فٟ وً

 

  

0 

1 hour /1 عبػخ 

2 hours / 2 ْعبػزب 

3 hours /3عبػبد 

4 hours / 4عبػبد 

5 hours / 5عبػبد 

6 hours +/ +6 أٚ أوضش عبػبد  
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 22.  Do you feel that you can manage difficult everyday situations? 

اٌغبِؼخ؟ ِب ِذٜ طؼٛثخ اٌذساعخ فٟ إٌّضي ثؼذ * 

  -- Please Select --
 

    
 

 

  

 

     
 

  

 23.  To what degree are the following statements true: : اٌزظش٠ؾبد اٌزب١ٌخئٌٝ أٞ ِذٜ رٛافم١ٓ ػٍٝ  * 

  

    

Strongly 

agree 

بدزجت  مىافقت

 كبٍسة

  
Agree 

 مىافقت
  

No 

opinion 

 محاٌدة

  
Disagree 

 غٍس مىافقت
  

Strongly 

disagree غٍس 

مىافقت بدزجت 

 كبٍسة

It doesn't matter how busy I 
am, I'll find a way to keep up 

with my school work.  ِّٙب وٕذ

خ فبٟٔ أعذ ٚلزب ٌٛاعجبرٟ ِٕشغٍ

 اٌغبِؼ١خ

  
 

 
 

  
 

  
 

  
 

My family encourages me to 
spend time on my studies. 

 ػبئٍزٟ رشغؼٕٟ ػٍٝ رخظ١ض ٚلذ

 ٌٍذساعخ

  
 

  
 

  
 

  
 

  
 

I don't like what I have to do in 

my studies, it's boring. ال أؽت

ٚ أعذ٘ب ٍِّخ ٚاعجبرٟ اٌذساع١خ  

  
 

  
 

  
 

  
 

  
 

There are too many things that 
distract me from my books 

when I'm at home. ِٓ  ٕ٘بٌه اٌىض١ش

ا٤ش١بء اٌزٟ رؼـ١ٍٕٟ ػٓ اٌذساعخ 

 ػٕذِب أوْٛ فٟ اٌج١ذ

  
 

  
 

  
 

  
 

  
 

It's important to me to do well 

academically. ْئٕٟٔ أ٘زُ وض١شا ثأ

ع١ذًا ٠ىْٛ أدائٟ ا٤وبد٠ّٟ  

  
 

  
 

  
 

  
 

  
 

The only reason I am in the 

ABP is be with friends and meet 

new people. ٌزٛاعذٞ  ٛؽ١ذاٌغجت اٌ

فٟ ثشٔبِظ اإلػذاد ا٤وبد٠ّٟ ٌزؼض٠ض 

 اٌٍغخ اإلٔغ١ٍض٠خ ٘ٛ ثغجت طذ٠مبرٟ ٚ

 سغجزٟ فٟ اٌزؼشف ػٍٝ طذ٠مبد عذد

  
 

  
 

  
 

  
 

  
 

I entertain myself on my 
computer rather than 

study. أعٍٟ ٔفغٟ ثٛاعـخ اٌؾبعت

ثذاًل ِٓ اٌذساعخ ا٢ٌٟ  

  
 

  
 

  
 

  
 

  
 

I don't have enough time to 

work in my books at home. ال
  

 
  

 
  

 
  

 
  

 

 

  



Appendices 
 

196  

 

اٌذساع١خ فٟ  ٚلذ ٌذٞ ٌؼًّ ٚاعجبرٟ

 إٌّضي

It's easy to study at home. ِٓ

 اٌغًٙ ػٍٟ أْ أدسط فٟ إٌّضي
  

 
  

 
  

 
  

 
  

 

Spending time with my friends 
and having fun is more 
important to me than my 

studies.  ٟلؼبء اٌٛلذ ِغ طذ٠مبر

ُ٘ ثبٌٕغجخ ٌٟ ِٓ دساعزٟأ  

  
 

  
 

  
 

  
 

  
 

 

    
  

     
 

  

 24.  Who is usually most responsible for you not being able to get your homework or assignments in on 

time?  

أغٍت اٌؾبالد ػٓ ػذَ رغ١ٍّه ٌفشٚػه فٟ اٌٛلذ اٌّؾذداٌّغإٚي فٟ  ِٓ ٘ٛ ? * 

  -- Please Select --
 

    
 

 

  

 

    
 

  

 25.  During the school week, approximately how much time do you spend studying or doing homework after 

classes every day? ا١ِٛ١ٌخ؟ خالي ا٤عجٛع اٌذساعٟ، ِب ٟ٘ ػذد اٌغبػبد اٌزٟ رمؼ١ٕٙب فٟ اٌذساعخ خالي االعزشاؽخ * 

  -- Please Select --
 

    
 

 

  

 

     
 

  

 26.  If I'm studying for an important exam that day, and my friends start to fool around and have fun, I 
would usually: 

 * ئرا ِب وٕذ رذسع١ٓ الِزؾبْ ُِٙ ٚ عبءره طذ٠مزه ٚ ثذأد رزغٍٝ فأٔذ :

  

find another place if I can't get them to focus. رجؾض١ٓ ػٓ ِىبْ آخش ٌٍذساعخ  

  get upset, not say anything and try to work. اٌزشو١ض رغزبئ١ٓ ٚال رم١ٌٛٓ ش١ئب ِؾبٌٚخ  

  have fun with my friends.   أرغٍـّٝ ِغ طذ٠مبرٟ

  get very angry at them.   اغؼت وض١شا ِٕٙٓ

  No Opinion ٌٟ ٞثزٌه ال سأ  

   

    
 

 

  

 

  

  

  

Thank you شكسا لك.  
 

You have completed more than half of the survey  ،ا٢ْ ٔظف ٘زٖ اٌذساعخ ٌمذ أوٍِّذِّزبص  Please continue on. Your valuable input is 

much appreciated ئعزّـّشٞ، أسعٛن، ئٕٟٔ ألّذس ِشبسوزه ٚ رؼبٚٔه  
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 27.  To what degree are the following statements true?  

 *ئٌٝ أٞ ِذٜ رٛافم١ٓ ػٍٝ اٌزظش٠ؾبد اٌزب١ٌخ?

  

    

Strongly 
Agree 

بدزجت  مىافقت

 كبٍسة

  
Agree 

 مىافقت
  

No 
opinion 

 محاٌدة

  
Disagree 

 غٍس مىافقت
  

Strongly 

Disagree غٍس 

مىافقت بدزجت 

 كبٍسة

I find it very difficult to learn 

English. أعزظؼت اٌذساعخ عذًا ثبٌٍغخ 

 االٔغ١ٍض٠خ
  

 
  

 
  

 
  

 
  

 

My teachers are too 

demanding.أعبرزرٟ ٠ـٍجْٛ اٌىض١ش 
  

 
  

 
  

 
  

 
  

 

I'm too shy so I don’t ask 

questions. أخغً وض١شا ٌزٌه ال أعأي

 أ٠خ أعئٍخ
  

 
  

 
  

 
  

 
  

 

My teachers are excellent. ٟأعبرزر

 ِّزبصْٚ
  

 
  

 
  

 
  

 
  

 

My classes are really 

interesting.ئٕٟٔ أ٘زُ ثذسٚعٟ وض١شًا 
  

 
  

 
  

 
  

 
  

 

If I wasn't in the ABP, I would 

still find a way to learn English. ٌٛ

رم٠ٛخ اٌٍغخ  ِب وٕذ فٟ ثشٔبِظ

االٔغ١ٍض٠خ، ٌٛعذد ؿش٠مخ أخشٜ ٌزؼٍُ 

 اٌٍغخ

  
 

  
 

  
 

  
 

  
 

If I have a problem 
understanding, I ask my teacher 

to help me.  ُٙػٕذِب أعذ طؼٛثخ فٟ ف

 دسٚعٟ، فأٟ أعأي أعبرزرٟ

  
 

  
 

  
 

  
 

  
 

If my teacher wanted someone 
to do an extra English 

assignment, I would volunteer.  ئر

ؿٍت ا٤عزبر ِٓ أؽذ ِٕب أْ ٠ؼًّ أٞ 

 فشع ئػبفٟ، فإٟٔ أرـٛع ٌؼًّ رٌه

  
 

  
 

  
 

  
 

  
 

When I get my assignments 
back, I take note of my 

mistakes. ٞػٕذِب ٠ؼ١ذ ٌٟ أعزبر

اٌذساع١خ، فإٟٔ أساعؼٙب ٤فُٙ  ٚاعجبرٟ

 أخـبئٟ

  
 

  
 

  
 

  
 

  
 

When we correct homework in 
class, I make sure I correct my 

mistakes. إٌّضٌٟ  ػٕذِب ٔؾً اٌفشع

َ ثزظؾ١ؼ فٟ غشفخ اٌظف، فإٟٔ أٌزض

 أخـبئٟ

  
 

  
 

  
 

  
 

  
 

We get too much homework. 

اٌىض١ش ِٓ اٌٛاعجبد  ٠ُـٍت ِٕب ػًّ

 اٌذساع١خ
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I wish I could speak many 

foreign languages. أرّٕٝ ٌٛ أعزـ١غ

أعٕج١خ اٌزؾذس ثؼذح ٌغبد  

     

I get nervous when I have to 
answer a question in English 

Class. اإلعبثخ ػٍٝ  أرٛرش ػٕذِب أؽبٚي

عإاي ثبٌٍغخ اإلٔغ١ٍض٠خ فٟ غشفخ 

 اٌذساعخ

  
 

  
 

  
 

  
 

  
 

I look forward to going to 

English class. ّٛق ٌؾؼٛس أرشـ

 ؽظض اٌٍغخ االٔغ١ٍض٠خ

  
 

  
 

  
 

  
 

  
 

I like that English is spoken in 

most public places in 

Dubai. ْ اٌٍغخ ٟ ؽم١مخ أ االٔغ١ٍض٠خ  رؼغجٕ

٠زؾذس ثٙب ِؼظُ إٌبط فٟ إٌّبؿك 

 اٌؼبِخ فٟ دثٟ

  
 

  
 

  
 

  
 

  
 

I get very nervous when I have 

to speak English to a tourist. أشؼش

ػٕذِب أػـش ئٌٝ  ثىض١ٍش ِٓ اٌزٛرش

 اٌزؾذس ثبالٔغ١ٍض٠خ ِغ أؽذ اٌغ١بػ

  
 

  
 

  
 

  
 

  
 

Studying English is not 

enjoyable.  دساعخ اٌٍغخ االٔغ١ٍض٠خ غ١ش

 ِّزؼخ
  

 
  

 
  

 
  

 
  

 

I never feel sure of myself when 

I am speaking in my English 

class. فٟ ٔفغٟ ػٕذِب  ال أشؼش ثبٌضمخ

 أرؾذس ثبالٔغ١ٍض٠خ فٟ غشفخ طفٟ

  
 

  
 

  
 

  
 

  
 

Knowing English isn't really an 

important goal in my life.  ئْ رؼٍـُّ

اٌٍغخ االٔغ١ٍض٠خ ١ٌظ ٘ذفب ِّٙب فٟ 

 ؽ١برٟ

  
 

  
 

  
 

  
 

  
 

My parents feel that it is very 
important for me to learn 

English. ثأٔٗ ِٓ اٌُّٙ  ٚاٌذاٞ ٠شؼشاْ

ٍُ ٌٍغخ االٔغ١ٍض٠خعذًا أْ أرؼ  

  
 

  
 

  
 

  
 

  
 

I hate learning English. أوشٖ دساعخ

ٌٍغخ االٔغ١ٍض٠خا  
  

 
  

 
  

 
  

 
  

 

I would like more English class 
time so I could learn more 

English. ٓ ؽظض  أس٠ذ دساعخ اٌّض٠ذ ِ

 اٌٍغخ االٔغ١ٍض٠خ ٤رؼٍُ أوضش

  
 

  
 

  
 

  
 

  
 

Studying English is important 
because it will mean I'm more 

educated. ُِٙ رؼٍُ اٌٍغخ االٔغ١ٍض٠خ

 ٤ٔٗ ٠ٛؽٟ ثإٟٔٔ أوضش رؼ١ًٍّب

  
 

  
 

  
 

  
 

  
 

We should be allowed to miss as 

many classes as we wish without 
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being penalized. اٌغّبػ ٌٕب أْ  ٠غت

ٔزغ١ت ػٓ اٌؾظض ِزٝ ِب أسدٔب دْٚ 

 أٞ ػمٛثبد

It worries me that other 
students in my class seem to 
speak English better than I 

do. ألٍك ػٕذِب أسٜ اٌؼذ٠ذ ِٓ اٌـبٌجبد

فٟ غشفخ اٌفظً ٠زؾذصٓ اٌٍغخ االٔغ١ٍض٠خ 

ِٕٟ أفؼً  

  
 

  
 

  
 

  
 

  
 

I usually give up if I don't 
understand something in 

class. ئرا ٌُ افُٙ  الـغ ا٤ًِ فٟ اٌؼبدح

 ش١ئًب فٟ غشفخ اٌذساعخ

  
 

  
 

  
 

  
 

  
 

I plan to learn as much English 

as possible. اخـؾ ٤رؼٍُ أوضش ِب

االٔغ١ٍض٠خ ٠ّىٓ أْ أرؼٍّٗ ثبٌٍغخ  

  
 

  
 

  
 

  
 

  
 

I wish my teacher would give 

explanations in Arabic. ْأرّٕٝ ٌٛ أ

اٌؼشث١خ أعزبرٞ ٠ششػ ثبٌٍغخ  

  
 

  
 

  
 

  
 

  
 

I wish I could speak English as 

well as I speak Arabic. ٌٛ ّٕٝأر

رؾذس وّب أ أرؾذس ثبٌٍغخ االٔغ١ٍض٠خ

 ثبٌؼشث١خ

  
 

  
 

  
 

  
 

  
 

I wish my English teacher's 

mother tongue was Arabic. ّٕٝأر

اٌٍغخ  ٌٛ أْ اٌٍغخ ا٤َ ٤عزبرٞ ٟ٘

 اٌؼشث١خ

  
 

  
 

  
 

  
 

  
 

When I'm in class, I'm very 

focused on learning English. ػٕذِب

رشو١ضٞ  أوْٛ فٟ غشفخ اٌفظً فاْ

 ٠ىْٛ ػٍٝ رؼٍـُّ اٌٍغخ اإلٔغ١ٍض٠خ

  
 

  
 

  
 

  
 

  
 

I'm easily distracted in English 

class. ٠غًٙ ػٍٟ ػذَ اٌزشو١ض فٟ ؽظخ

اإلٔغ١ٍض٠خ اٌٍغخ  

  
 

  
 

  
 

  
 

  
 

I worry that my classmates will 
laugh at me when I speak in 

English. طذ٠مبرٟ  أخشٝ ِٓ عخش٠خ

 ِٕٟ ػٕذِب أرؾذس ثبٌٍغخ االٔغ١ٍض٠خ

  
 

  
 

  
 

  
 

  
 

When I finish the ABP, I will stop 

learning English. ِٓ ٟٙثؼذ أْ أز

اٌٍغخ االٔغ١ٍض٠خ،  فٟثشٔبِظ اٌزم٠ٛخ 

 عٛف أرٛلف ػٓ دساعزٙب

  
 

  
 

  
 

  
 

  
 

 

    
  

     
 



Appendices 
 

200  

 

  

 28.  How motivated are you to: : رؾفضن ي ِب ِذٜ  

 

  

    

Extremely 
motivated 

 متحفزة جدا

  
Motivated 

 متحفزة
  

No 
opinion 

 ال زأي

  

Not very 
motivated 

 متحفزة قلٍال

  

Not 
motivated at 

all  غٍس متحفزة

 على اإلطالق

Speak English with 
friends.  

اٌزؾذس ثبٌٍغخ االٔغ١ٍض٠خ ِغ 

  طذ٠مبره

  
 

  
 

  
 

  
 

  
 

Speak English with 
family members. 

اٌزؾذس ثبٌٍغخ االٔغ١ٍض٠خ ِغ 

 ػبئٍزه

  
 

  
 

  
 

  
 

  
 

Speak English in class. 

اٌزؾذس ثبٌٍغخ االٔغ١ٍض٠خ فٟ 

  غشفخ اٌذساعخ

  
 

  
 

  
 

  
 

  
 

Finish your program 
with the ABP. 

االٔزٙبء ِٓ اٌذساعخ فٟ 

  ثشٔبِظ اٌٍغخ االٔغ١ٍض٠خ

  
 

 
 

  
 

  
 

  
 

Finish a degree in Gen 
Ed. (Bachelor's 

degree) االٔزٙبء ِٓ اٌذساعخ

 ٚ اٌؾظٛي ػٍٝ شٙبدح

 اٌجىبٌٛس٠ٛط

  
 

  
 

  
 

  
 

  
 

Get a Master's degree. 

اٌؾظٛي ػٍٝ شٙبدح 

  اٌّبعغز١ش

  
 

  
 

  
 

  
 

  
 

Get a Doctorate 

degree. شٙبدح ٝ اٌؾظٛي ػٍ

 اٌذوزٛساٖ
  

 
  

 
  

 
  

 
  

 

 

    
 

 

  

 

     
 

  

 29.  How motivated were you to learn English when you started with the ABP? 

ػٕذِب أؼّّذ ئٌٝ ثشٔبِظ رؼض٠ض اٌٍغخ االٔغ١ٍض٠خ ِب ِذٜ ؽفضن ٌزؼٍُ اٌٍغخ االٔغ١ٍض٠خ * 

  -- Please Select --
 

    
 

 

  

 

     
 

  

 30.  At the end of this academic year (June 2009) how motivated do you believe you will be to learn 

English? َاالٔغ١ٍض٠خ؟ ِبرا رزٛلؼ١ٓ أْ ٠ىْٛ ِمذاس رؾفضن ٌزؼٍُ اٌٍغخ 2ٕٓٓا٤وبد٠ّٟ فٟ ١ٔٛ٠ٛ  ِغ ٔٙب٠خ اٌؼب * 

  -- Please Select --
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31.  To what degree do the following statements play an important role in your staying with the ABP?: 

ا٤عجبة اٌزب١ٌخ فٟ ثمبئه فٟ ثشٔبِظ رؼض٠ض اٌٍغخ االٔغ١ٍض٠خ ئٌٝ أٞ ِذٜ رإصش :* 

  

    

Very 
Important 

جدًا مهم  

  
Important 

 مهم
  

No 

opinion 

 ال زأي لً

 برلك

  
Unimportant 

 مهم
  

Very 
Unimportant 

مهم ابدًا غٍس  

The quality of the 

curriculum. ؿج١ؼخ اٌؾظض

 اٌذساع١خ
  

 
  

 
  

 
  

 
  

 

The quality of the 

teachers. ؿج١ؼخ ا٤عبرزح 
  

 
  

 
  

 
  

 
  

 

The class sizes.  ػذد

 اٌـبٌجبد فٟ اٌظف
  

 
  

 
  

 
  

 
  

 

The level of competency 
I will gain in 

English. عٛدح ِب ؽظٍذ

 ػ١ٍٗ ِٓ ِؼشفخ اٌٍغخ

١ٍض٠خاإلٔغ  

  
 

  
 

  
 

  
 

  
 

Being taught by 
teachers from different 

countries. اٌزؼٍُ ِٓ أعبرزح

اٌجٍذاْ ِٓ ِخزٍف  

  
 

  
 

  
 

  
 

  
 

Getting an 

education.ُرؾظ١ً اٌزؼ١ٍ 
  

 
  

 
  

 
  

 
  

 

Getting a degree from 
Zayed 

University. ٌؾظٛي ػٍٝ ا

صا٠ذ شٙبدح ِٓ عبِؼخ  

  
 

  
 

  
 

  
 

  
 

Spending time with 

friends. لؼبء اٌٛلذ ِغ

 اٌظذ٠مبد
  

 
  

 
  

 
  

 
  

 

Meeting new 

people. ٌؼذ٠ذ ِٓ االٌزمبء ثب

 ا٤شخبص
  

 
  

 
  

 
  

 
  

 

Being away from 

home. ٌّٕضياٌجمبء ثؼ١ذا ػٓ ا  
  

 
  

 
  

 
  

 
  

 

Being with people who 
want to learn 

English. اٌٛلذ ِغ  رّؼ١خ

 أشخبص ِٙز١ّٓ ثزؼٍُ اٌٍغخ

 االٔغ١ٍض٠خ

  
 

  
 

  
 

  
 

  
 

Advancing towards my 

professional goals. َاٌزمذ

ا١ٌّٕٙخ ٔؾٛ أ٘ذافٟ  
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Gaining more self 

confidence. ٟرؼض٠ض صمز

 ثٕفغٟ
  

 
  

 
  

 
  

 
  

 

Making my parents 

happy.ٓئعؼبد اٌٛاٌذ٠ 
  

 
  

 
  

 
  

 
  

 

Using technology. 

 اعزخذاَ اٌزىٌٕٛٛع١ب
  

 
  

 
  

 
  

 
  

 
 

    
  

     
 

  

 

32.  Indicate, to what degree, do the following individuals or factors, motivate you to learn English.* 

  

    

Motivate 

me a lot 

 ٌحفـّزونً كثٍسًا
  

Motivate 

me a little 

 ٌحفـّزونً قلٍاًل
  

No 

opinion  ال

برلك زأي لً  

  

Don't 
motivate 

me ال 

 ٌحفـّزونً

  

Don't 
motivate me 

at all  ال

 ٌحفـّزونً أبدًا

Friends ا٤طذلبء   
 

  
 

  
 

  
 

  
 

Parents ْاٌٛاٌذا    
 

  
 

  
 

  
 

  
 

Siblings ا٤خٛح   
 

  
 

  
 

  
 

  
 

Teachers ا٤عبرزح    
 

  
 

  
 

  
 

  
 

 

    
 

 

  

 

     
 

  

 

33.  How motivated are you now to learn English?  

 *ئٌٝ أٞ ِذٜ أٔذ ِزؾفضح ا٢ْ ٌزؼٍُ اٌٍغخ اإلٔغ١ٍض٠خ؟

  -- Please Select --
 

    
 

 

  

 

     
 

  

 

34.  If you are more motivated, or less motivated than you were when you first started the ABP, 

please explain why your level of motivation has changed over time. 

وض١شا أٚ ألً ِّب وٕذ ػ١ٍٗ ػٕذِب أؼّّذ ئٌٝ ثشٔبِظ رؼض٠ض اٌٍغخ االٔغ١ٍض٠خ،  ئرا ِب وٕذ فٟ اٌٛلذ اٌؾبٌٟ ِزؾفضح

  عجت رغ١ش رؾفضن ٌٍزؼٍُ ِغ اٌٛلذ اششؽٟ
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35.  How true are the following statements. ِب ِذٜ ِظذال١خ اٌغًّ اٌزب١ٌخ * 

  

    

Strongly 

agree مىافقت 

 بدزجت كبٍسة
  

Agree 

 مىافقت
  

No 
opinion 

 محاٌدة

  
Disagree 

 غٍس مىافقت
  

Strongly 

disagree غٍس 

مىافقت بدزجت 

 كبٍسة

I am good at resolving my 
personal issues. 

ٌذٞ اٌّمذسح ػٍٝ ؽً ِشبوٍٟ 

  اٌشخظ١خ

  
 

  
 

  
 

  
 

  
 

I never lose my temper. 

  ال أفمذ أػظبثٟ أثذا
  

 
  

 
  

 
  

 
  

 

I feel good about myself. 

 أشؼش ثبٌشػب ػٓ ٔفغٟ
  

 
  

 
  

 
  

 
  

 

I often feel that my teachers 
don't like me as much as the 
other students. 

. ثأْ أعبرزرٟ ال ٠ؼٍّٕٟٛٔ وّب  أؽظ

  ٠ؼبٍِْٛ اٌـبٌجبد ا٤خش٠بد

  
 

  
 

  
 

  
 

  
 

I will be a life long 

learner. عأعؼٝ ٤ْ أرؼٍُ ؿٛاي

 ؽ١برٟ ٚ ٌٓ أرٛلف

  
 

  
 

  
 

  
 

  
 

I am a disciplined person. 

 أٔب شخظ١خ ِٕؼجـخ
  

 
  

 
  

 
  

 
  

 

I feel that I am very much in 

control of my life.  

ثؾ١برٟ أٔب لبدسح ػٍٝ اٌزؾىُ  

  
 

  
 

  
 

  
 

  
 

When I get upset, I continue 
to obsess over it for a long 
time. 

. ألٍك، فاْ ٘زا اٌشؼٛس  ػٕذِب أعزبء أٚ

  ٠ٕزبثٕٟ ٌفزشح ؿ٠ٍٛخ

  
 

  
 

  
 

  
 

  
 

I probably will not make it 
through the ABP. 

ال أظٓ إٟٔٔ عأٟٔٙ رؼ١ٍّٟ فٟ 

  رؼض٠ض اٌٍغخ االٔغ١ٍض٠خ ثشٔبِظ

  
 

  
 

  
 

  
 

  
 

I feel confident in myself when 

I'm around other people. 

ؽٛي  أوْٛ ٚاصمخ ثٕفغٟ ػٕذِب أوْٛ

 أٔبط آخش٠ٓ

  
 

  
 

  
 

  
 

  
 

I usually finish everything I 

start.   أٟٔٙ وً ِب أثذأ ثٗ
  

 
  

 
  

 
  

 
  

 

I often have trouble making 

decisions. فٟ ثؼغ ا٤ؽ١بْ، أعذ

  فٟ ارخبر اٌمشاساد طؼٛثخ
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When I'm in a room with 
people I don't know, I feel 
uncomfortable. 

غشفخ ١ٍِئخ ثأٔبط ال  ػٕذِب أوْٛ فٟ

  أػشفُٙ، ال أؽظ ثبالسر١بػ

  
 

  
 

  
 

  
 

  
 

When I have too many 
problems, I feel sick or tired. 

اٌّشبوً  ػٕذِب رىْٛ ٌذٞ اٌؼذ٠ذ ِٓ

  فأٟٔ أؽظ ثبٌزؼت ٚ اإلؽجبؽ

  
 

  
 

  
 

  
 

  
 

I get very anxious when I 
have deadlines to keep for 
handing in assignments. 

وض١شا ػٕذِب ٠زؼٍك ا٤ِش ثزغ١ٍُ  أرٛرش

 فشٚػٟ فٟ اٌٛلذ اٌّؾذد

  
 

  
 

  
 

  
 

  
 

I like learning how to improve 

myself.   اعزّزغ ثى١ف١خ رـ٠ٛش رارٟ
  

 
  

 
  

 
  

 
  

 

I don't think people respect 

my opinion. ال أظٓ أْ إٌبط

  شِْٛ آسائ٠ٟؾز

  
 

  
 

  
 

  
 

  
 

When I decide I'm going to do 
something, I do it. 

.  ػٕذِب ألشس أ اٌم١بَ ثؼًّ ِب، فأٟ

 ألَٛ ثٗ

  
 

  
 

  
 

  
 

  
 

In the future, I will have an 
important role to play in the 

development of the U.A.E. 

فٟ اٌّغزمجً، ع١ىْٛ ٌٟ دٚس وج١ش فٟ 

  رـ٠ٛش دٌٚزٟ

  
 

  
 

  
 

  
 

  
 

I'm confident that I can deal 
efficiently with unexpected 

events. 

ثمذسرٟ ػٍٝ اٌزؼبًِ ِغ  ٌذٞ اٌضمخ

 ا٤ؽذاس اٌغ١ش ِزٛلؼخ فٟ ؽ١برٟ

  
 

  
 

  
 

  
 

  
 

I often feel that students in 
my classes don't like me.  

أسٚق ٌض١ِالرٟ  أؽظ أؽ١بٔب إٟٔٔ ال

 فٟ غشفخ اٌذساعخ

  
 

  
 

  
 

  
 

  
 

I feel very sad most of the 
time. 

  بْأشؼش ثبٌؾضْ فٟ ِؼظُ ا٤ؽ١

  
 

  
 

  
 

  
 

  
 

I often get discouraged and 
give up when it comes to 

doing my homework or 
assignments. 

غبٌجب ِب أؽظ ثبإلؽجبؽ ٚأعزغٍُ 

ثفشٚػٟ ػٕذِب ال أعزـ١غ اٌم١بَ  

  
 

  
 

  
 

  
 

  
 

I am a good problem solver. 

 أػزجش ٔفغٟ لبدسح ػٍٝ ؽً اٌّشبوً
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It's difficult for me to set 
goals. 

 أعزظؼت ٚػغ أ٘ذاف ٌؾ١برٟ
  

 
  

 
  

 
  

 
  

 

I feel that most people don't 

understand me. 

٠زفّٕٟٙٛٔ أؽظ ثأْ أغٍت إٌبط ال  

  
 

  
 

  
 

  
 

  
 

I can resolve most problems if 
I invest the necessary effort. 

ئرا ِب  أعزـ١غ ؽً ِؼظُ ِشبوٍٟ

 ؽبٌٚذ عب٘ذح ٌؾٍٙب

  
 

  
 

  
 

  
 

  
 

I sometimes have to resort to 
cheating because I don't think 
I'll pass if I don't. 

فٟ ثؼغ ا٤ؽ١بْ أٌغأ ئٌٝ اٌغش ٤ٔٗ 

ٌٕغبؽٟ ٠ىْٛ اٌغج١ً اٌٛؽ١ذ  

  
 

  
 

  
 

  
 

  
 

I already have a good idea of 

what I want to do in life. 

أس٠ذ أْ ألَٛ  ٌذٞ ِخـؾ فٟ رٕٟ٘ ٌّب

 ثٗ فٟ ؽ١برٟ

  
 

  
 

  
 

  
 

  
 

I have a plan on how I will 
become successful in the 
future. 

ٔبعؾخ فٟ  ٌذٞ خـخ ٤وْٛ شخظ١خ

 اٌّغزمجً

  
 

  
 

  
 

  
 

  
 

My friends think I'm a happy 

person, but I'm not. 

 طذ٠مبرٟ ٠ظْٕٛ إٟٔٔ فزبح عؼ١ذح،

 ٌىٕٕٟ ٌغذ وزٌه

  
 

  
 

  
 

  
 

  
 

I often feel overwhelmed 

when I am in a test. 

 فٟ ثؼغ ا٤ؽ١بْ أؽظ ثبالسرجبن فٟ

  االِزؾبٔبد

  
 

  
 

  
 

  
 

  
 

I am often unsure of my 
answers on a test. 

 فٟ ثؼغ ا٤ؽ١بْ ال أوْٛ ِزأوذح ِٓ

  ئعبثبرٟ ػٍٝ ٚسلخ االِزؾبْ

  
 

  
 

  
 

  
 

  
 

I feel confident when I go into 

an exam. 

٤لذَ أوْٛ ٚاصمخ ثٕفغٟ ػٕذِب أر٘ت 

  ِب الِزؾبْ

  
 

  
 

  
 

  
 

  
 

I remain calm when in a 
conflict with someone. 

 أثمٝ ٘بدئخ ػٕذِب أوْٛ فٟ خالف ِغ

  شخض ِب

  
 

  
 

  
 

  
 

  
 

When I have a problem, I 
usually can find a solution. 

فأٟ  ػٕذِب أوْٛ ٚالؼخ فٟ ِشىٍخ،

  لبدسح ػٍٝ ئ٠غبد ؽً ٌٙب
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I like to be challenged in my 
studies. 

 اعزّزغ ثزؾذ٠بد دساعزٟ
  

 
  

 
  

 
  

 
  

 

When I am in trouble, I 

usually remain calm. 

 ػٕذِب رٛاعٕٟٙ ِشىٍخ ِب، فأٟ أوْٛ

 ٘بدئخ

  
 

  
 

  
 

  
 

  
 

I find it difficult to stay 
focused in my studies. 

دساعزٟ أعذ طؼٛثخ فٟ اٌزشو١ض ػٍٝ  

  
 

  
 

  
 

  
 

  
 

I know how to deal with 
complicated situations. 

 أػشف و١ف أرؼبًِ ِغ اٌّٛالف

 اٌّؼمذح

  
 

  
 

  
 

  
 

  
 

When I'm upset, I often say 
things that I later regret. 

أرفٖٛ ثىالَ  ػٕذِب أوْٛ ِغزبءح، فأٟ

  أٔذَ ػ١ٍٗ الؽمب

  
 

  
 

  
 

  
 

  
 

I feel confident in myself 
every day. 

٠َٛأوْٛ ثبٌضمخ ثٕفغٟ وً   

  
 

  
 

  
 

  
 

  
 

I am good at managing my 
time. 

 أع١ذ رٕظ١ُ ٚلزٟ
  

 
  

 
  

 
  

 
  

 

I would like to learn how to 

deal with conflicts. 

 ؼٍُ و١ف١خ اٌزؼبًِ ِغأٚد أْ أر

  اٌظؼٛثبد

  
 

  
 

  
 

  
 

  
 

I wish I had more control over 

my feelings. 

 أرّٕٝ ٌٛ إٟٔٔ أعزـ١غ اٌزؾىُ أوضش

 ثّشبػشٞ

  
 

  
 

  
 

  
 

  
 

I am good at resolving difficult 
issues. 

  أع١ذ ؽً اٌّشبوً اٌظؼجخ

  
 

  
 

  
 

  
 

  
 

I am able to effectively help 
others with their problems. 

  ثفؼب١ٌخ أع١ذ ؽً ِشبوً ا٢خش٠ٓ

  
 

  
 

  
 

  
 

  
 

I am a very happy person. 

  أٔب شخظ١خ عؼ١ذح
  

 
  

 
  

 
  

 
  

 

I often feel worried about my 

studies. 

 وض١شا ِب ألٍك ثغجت دساعزٟ

  
 

  
 

  
 

  
 

  
 

I lack confidence in myself. 

 أفزمذ ٌٍضمخ ثٕفغٟ
  

 
  

 
  

 
  

 
  

 

I don't believe I can do well. 

ال أعذ اٌضمخ ثىٟٛٔ لبدسح ػٍٝ أْ ألَٛ 

ع١ذ ثؼًّ  
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I am satisfied with my life. 

 أٔب ساػ١خ ثؾ١برٟ
  

 
  

 
  

 
  

 
  

 

So far, I have gotten the most 
important things I want in life. 

إٟٔٔ ؽظٍذ ػٍٝ  ٌؾذ ا٢ْ أػزجش

 ِؼظُ ا٤ش١بء اٌزٟ أس٠ذ٘ب فٟ ؽ١برٟ

  
 

  
 

  
 

  
 

  
 

If I could live my life over, I 
would change most of it.  

ِٓ  ٌٛ اعزـؼذ أْ أػ١ش ؽ١برٟ

  عذ٠ذ، عأغ١ش أغٍت ِب ف١ٙب

  
 

  
 

  
 

  
 

  
 

I'm not very happy with my 
life, but I accept it the way it 
is. 

ٌىٕٕٟ ألجٍٙب وّب  ؾ١برٟ،ٌغذ عؼ١ذح ث

ٟ٘ 

  
 

  
 

  
 

  
 

  
 

 

    
  

     
 

  

 

36.  If my teachers could describe what type of student I am, they would say: 

اٌـبٌجبد أٔب، فأُٔٙ ع١مٌْٛٛ ٌٛ أْ أعبرزرٟ ٠ظفْٛ أٞ ٔٛع ِٓ : * 

Please select only one answer. ّّب ٔأع١جٟ ػٍٝ  ٠ٍٟ فمؾ ِ ) If you select "other" please explain. ئرا اخزشد

١ؼرٛػ ٠شعٝ" أخشٜ" ) 

  

I'm a hard worker and get good grades.     ؿبٌجخ ِغزٙذح ٚ دسعبرٙب ػب١ٌخ

I do just enough to pass.     ثؼًّ ِب ٠زـٍت ٌزٕغؼ فمؾ رمَٛ

I don't do very well because I'm not motivated.     ال رمَٛ ثؼًّ ع١ذ ٤ْ ال شٟء ٠ؾفض٘ب

Sometimes I do well and sometimes I don't.     فٟ أؽ١بْ رىْٛ ِغزٙذح ٚ فٟ أؽ١بْ أخشٜ ال رىْٛ

I try hard, but I still have trouble passing.     رؼًّ عب٘ذح ٌىٕٙب رغذ طؼٛثخ فٟ إٌغبػ

Other, please روش٘ب أٚطبف أخشٜ، اٌشعبء       

    
 

 

  

 

     
 

  

 

37.  If I were to describe what type of student I am, I would say: :  ،إٟٔٔ أطف أٞ ٔٛع ِٓ اٌـبٌجبد أٔب ٌٛ

ألٛي فإٟٔ * 

Please select only one answer. ّّب ٔأع١جٟ ػٍٝ  ٠ٍٟ فمؾ ِ ) If you select "other" please explain. ئرا اخزشد

رٛػ١ؼ ٠شعٝ" أخشٜ"  

  

I'm a hard worker and I get good grades.     ؿبٌجخ ِغزٙذح ٚ دسعبرٟ ػب١ٌخ

I do just enough to pass.     ثؼًّ ِب ٠زـٍت ٤ٔغؼ فمؾ ألَٛ

I don't do very well because I'm not motivated.     ثؼًّ ع١ذ ٤ْ ال شٟء ٠ؾفضٟٔ ال ألَٛ

Sometimes I do well and sometimes I don't.     فٟ أؽ١بْ أوْٛ ِغزٙذح ٚ فٟ أؽ١بْ أخشٜ ال أوْٛ

I try hard, but I still have trouble passing.     ٌىٕٕٟ أعذ طؼٛثخ فٟ إٌغبػ أػًّ عب٘ذح

Other, please specify. أخشٜ، اٌشعبء روش٘ب أٚطبف  
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38.  Who would say the following comments about you? 

مبد اٌزب١ٌخِٓ ع١مٛي ػٕه اٌزؼ١ٍ :* 

  

    

I 
would 

 أنا
  

My 
teachers 

 أستاذتً
  

My teachers 

and I  أساترتً و

 أنا
  

no 

one  ال

 أحد

I'm a very positive person in class. 

 أٔذ ئ٠غبث١خ فٟ غشفخ اٌذساعخ
  

 
  

 
  

 
  

 

I like to help my fellow classmates. 

 رؾج١ٓ ِغبػذح ص١ِالد اٌذساعخ
  

 
  

 
  

 
  

 

I'm very confident. 

 أٔذ ٚاصمخ ثٕفغه
  

 
  

 
  

 
  

 

I'm very smart. 

 أٔذ رو١خ عذا
  

 
  

 
  

 
  

 

I'm very motivated in class. 

 أٔذ ِزؾفضح ٌٍزؼٍُ فٟ غشفخ اٌذساعخ
  

 
  

 
  

 
  

 

I will do well in life. 

  لبدسح ػٍٝ أْ رزذثشٞ أِٛس ؽ١بره ع١ذا
  

 
  

 
  

 
  

 

I'm a good role model for other students. 

 أٔذ ِضبي ٌٍـبٌجبد ا٤خش٠بد
  

 
  

 
  

 
  

 

I get my assignments done on time. 

 أٔذ ر١ٕٙٓ فشٚػه فٟ اٌٛلذ اٌّؾذد
  

 
  

 
  

 
  

 

I usually hand in very good work. 

  أٔذ رغ١ٍّٓ فشٚػه وبٍِخ ٚ ثبِز١بص
  

 
  

 
  

 
  

 

I'm attentive in class. 

  أٔذ رٕزج١ٙٓ ٌششٚػ ا٤عبرزح فٟ غشفخ اٌذساعخ
  

 
  

 
  

 
  

 

I'm very easy to get along with. 

 ِٓ اٌغًٙ ػٍٝ ا٢خش٠ٓ اٌزؼبًِ ِؼه
  

 
  

 
  

 
  

 

I don't get discouraged easily. 

 ال رغزغ١ٍّٓ ثغٌٙٛخ
  

 
  

 
  

 
  

 

I'm lazy. 

 أٔذ وغٌٛخ
  

 
  

 
  

 
  

 

I like to participate in class. 

  رؾج١ٓ اٌّشبسوخ فٟ غشفخ اٌذساعخ
  

 
  

 
  

 
  

 

I try to learn as much as I can. 

رزؼ١ٍّٗ رؾب١ٌٚٓ أْ رزؼٍّٟ وً ِب ٠ّىٕه أْ  
  

 
  

 
  

 
  

 

I will ask questions when I don't understand. 

  رغأ١ٌٓ ػٕذِب ال رف١ّٙٓ عإاال ِب
  

 
  

 
  

 
  

 

I would rather socialize in class than work.  

اٌفظً ثذي أْ  رفؼ١ٍٓ أْ رىٟٛٔ اعزّبػ١خ فٟ غشفخ

  رذسعٟ

  
 

  
 

  
 

  
 

I am honest and would not cheat on exams. 

االِزؾبٔبد أٔذ أ١ِٕخ ٚال رغش١ٓ فٟ  
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I am empathetic towards others. 

 رزؼبؿف١ٓ ِغ ا٢خش٠ٓ
  

 
  

 
  

 
  

 

I have no trouble expressing how I feel to 
others. 

أِبَ ٣ٌخش٠ٓ ال رغذ٠ٓ طؼٛثخ فٟ اٌزؼج١ش ػٓ ٔفغه  

  
 

  
 

  
 

  
 

I'm a great communicator. 

 رغ١ذ٠ٓ اٌزٛاطً ِغ ا٢خش٠ٓ ثشىً ِّزبص
  

 
  

 
  

 
  

 
 

    
  

     
 

  

 

39.  List various factors that you believe would help motivate you to learn English. 

: اٌٍغخ االٔغ١ٍض٠خ أروشٞ اٌؼٛاًِ اٌزٟ رؾفضن ٌزؼٍُ  

example: More one on one time with my teacher اٌّض٠ذ ِٓ اٌٛلذ اٌخبص ِغ اٌّذسع١ٓ: ِضبي رٌه  

  

1st 

factor: ًِاٌؼب

 :ا٤ٚي
  

2nd 

factor: ًِاٌؼب

 :اٌضبٟٔ
  

3rd 

factor: ًِاٌؼب

 :اٌضبٌش
  

 

    
 

 

  

 

     
 

  

 

40.  Have you ever had to repeat a level in the ABP?.  د فٟ ثشٔبِظ رؼض٠ض اٌٍغخً٘ عجك ٌه أْ أػذد أؽذ اٌّغز٠ٛب

 *االٔغ١ٍض٠خ؟

  -- Please Select --
 

    
 

 

  

 

     
 

  

 

41.  What type of student are you? . ِٓ اٌـبٌجبد أٔذ؟ أٞ ٔٛع * 

  -- Please Select --
 

    
 

 

  

 

     
 

  

 

42.  What grades do you usually get? اٌؼالِبد اٌزٟ رؾظ١ٍٓ ػ١ٍٙب فٟ اٌؼبدح؟ ِب ٟ٘ * 

  -- Please Select --
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43.  How do you feel about studying within the ABP at Zayed?  ِب ٘ٛ شؼٛسن ارغبٖ اٌذساعخ فٟ ثشٔبِظ رؼض٠ض

االٔغ١ٍض٠خ؟ اٌٍغخ * 

  -- Please Select --
 

    
 

 

  

 

     
 

  

 

44.  Do you believe you get the grades you deserve? رؼزمذ٠ٓ أٔه رؾظ١ٍٓ ػٍٝ اٌذسعبد اٌزٟ رغزؾم١ٕٙب؟ ً٘* 

Complete this sentence: My grades are usually:  

  -- Please Select --
 

    
 

 

  

 

     
 

  

 

45.  If the university offered workshops on how to self coach for success, you would most probably:  

فأٔه اٌغبِؼخ ٌه دٚساد رذس٠ج١خ رغبػذن ػٍٝ أْ رذسثٟ ٔفغه ِٓ أعً أْ رىٟٛٔ شخظ١خ ٔبعؾخ ، ئرا ِب ٚفشد :  

 

  -- None --
 

    
 

 

  

 

     
 

  

 

46.  Have you ever sought help to better deal with personal issues (school, councillor etc.) 

اٌخ..... اٌغبِؼخ، اعزشبسٞ، )ِٓ أؽذ ػٕذِب ٚاعٙذ اٌظؼٛثبد فٟ ؽ١بره؟  ً٘ ٌغأد ئٌٝ ؿٍت اٌّغبػذح )* 

  -- Please Select --
 

    
 

 

  

 

     
 

  

 

47.  Have you ever read any self-help books?لشأد أٞ وزت رزؼٍك ثّغبػذح راره؟ ً٘* 

  -- Please Select --
 

    
 

 

  

 

     
 

  

 

48.  What factors could stop you from completing the ABP?.  

  ئوّبي ثشٔبِظ رؼض٠ض اٌٍغخ االٔغ١ٍض٠خ ٓ اٌّشعؼ أْ رإدٞ ثه ئٌٝ اٌزٛلف ػِٓب ٟ٘ اٌؼٛاًِ اٌزٟ ِ

 

  

    

Very 
Likely 

 مسجح جدا

  
Likely 

 مسجح
  

No 
opinion 

 محاٌد

  
Unlikely 

 غٍس مسجح
  

Very 

Unlikely  غٍس

على  مسجح

 اإلطالق

The program being too difficult. 

 طؼٛثخ اٌجشٔبِظ
  

 
  

 
  

 
  

 
  

 

Too much work involved. وضشح

  اٌفشٚع
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Getting married.اٌضٚاط   
 

  
 

  
 

  
 

  
 

Family pressure ػغؾ اٌؼبئٍخ   
 

  
 

  
 

  
 

  
 

Losing interest فمذاْ اٌؾّبط   
 

  
 

  
 

  
 

  
 

other ٜأخش    
 

  
 

  
 

  
 

  
 

 

    
  

     
 

  

 

49.  If you indicated "other" as being an important factor in the possibility of you leaving the program, 
please explain.  

االٔغ١ٍض٠خ فٟ اٌغإاي اٌغبثك، اٌشعبء  وىٛٔٗ عججب ِّٙب فٟ ئِىب١ٔخ رشوه ٌجشٔبِظ رؼض٠ض اٌٍغخ" أخشٜ"ئرا أعجذ ة 

  اٌزٛػ١ؼ

 

  

 

    
 

 

  

 

     
 

  

 

50.  How close have you come to abandoning your studies within the ABP?  

 * اٌٍغخ االٔغ١ٍض٠خ ئٌٝ أٞ ِذٜ فىشد فٟ رشن دساعزه فٟ ثشٔبِظ رؼض٠ض

  -- Please Select --
 

    
 

 

  

 

     
 

  

 

51.  If you would you like to receive the findings from this survey please provide your email address.  

 * ػٍٝ ٔزبئظ االعزج١بْ اٌشعبء وزبثخ ثش٠ذن االٌىزشٟٚٔ اٌشغجخ فٟ اٌؾظٛي ئرا وبٔذ ٌذ٠ه

  
 

    
 

 

  

 

     
 

  

 

52.  Would you like to learn more about self-coaching? Would you like to participate in a small focus 

group that will work towards finding creative and inventive ways to self coach or self-direct to 
success? Then please leave your email address in the text box below and I will contact you. 

ػٓ رذس٠ت اٌزاد ِٓ أعً إٌغبػ؟ ً٘ رٛد٠ٓ أْ رشبسوٟ فٟ ِغّٛػبد طغ١شح رمَٛ ثبٌجؾش  ً٘ رشغج١ٓ فٟ رؼٍُ اٌّض٠ذ

ٚ عٕزٛاطً ِؼه ٌشعبء رشن ثش٠ذن االٌىزشٟٚٔاإلثذاػبد ٌزذس٠ت اٌزاد ِٓ أعً إٌغبػ؟ ئرا وٕذ ِٙزّخ فب ػٓ .  

  

 

    
 

 

  

 

     
 



Appendices 
 

212  

 

 

  

 

53.  Would you be available for a short interview? ع١ىْٛ ٌذ٠ه اٌٛلذ اٌىبفٟ إلعشاء ِمبثٍخ ِؼه؟ ً٘ If so, 

please leave your email address in the text box or contact me at: ػٕٛأه  ئرا أسدد رٌه ٠شعٝ وزبثخ

  marianne.anderson@zu.ac.ae :اإلٌىزشٟٚٔ أٚ االرظبي ثٟ ػٍٝ ػٕٛأٟ ٘زا

 

  

 

    
 

 

  

 

     
 

  

 

Thank you for giving so generously of your time.  

ّشِه ثزخظ١ض اٌٛلذ اٌىبفٟ ٌؼًّ ٘زٖ اٌذساعخ،شىشًا ٌزىـ  

 
Marianne Anderson 
marianne.anderson@zu.ac.ae 

 

 

  

 

  

The Arabic version of this survey may have formatting issues in certain areas. The survey instrument would not allow us to 
format as needed. My sincere apologies. 

اإلٔغ١ٍض٠خ وّب  خ ٌٍٕٚض اٌؼشثٟ ِٓ ٘زٖ اٌذساعخ، ئر لذ ٠ىْٛ ِٓ اٌظؼت ِضط إٌض ثبٌٍغز١ٓ اٌؼشث١ فٟ ؽبي ٚعٛد ثؼغ اٌظؼٛثخ فٟ اإلخشاط ثبٌٕغجخ

شىشًا ٠غت ثظفؾخ ٚاؽذح، فبلزؼٝ االػززاس، ٚ .. 
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