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Abstract

The purpose of this study was to develop a questionnaire to identify students who are at
risk of developing academic difficulties related to literacy in higher education in Saudi
Arabia.

The study adopted a mixed methodological pragmatic approach with two phases.
Data for Phase One was obtained from 341 female Saudi students through the Student
Academic Difficulties at Risk (SADR) questionnaire, administered at the beginning of
the academic year. After six months, three sets of data were gathered: Students’ Self-
Inventory (SSI) with 188 students, teacher reports on students’ academic performance
with five teachers reporting on 96 students, and students’ academic Grade Point Average
(GPA). In Phase Two, based on the findings of the SADR questionnaire, two students
were purposively chosen from each of three different groups for case studies.

The findings from Phase One suggested that some of the SADR subscales had

high reliability and others showed poor reliability. The results also showed that the SADR
questionnaire and GPA correlated and that the regression analysis showed a predictive
value for the reading scale. However, case-level analysis showed that the SADR
questionnaire could not be reliably used to predict GPA.
Additional analysis showed that SSI had high reliability for all subscales and correlated
with the SADR questionnaire as well as with GPA. The reading and writing subscales
from the SADR questionnaire can predict continued academic difficulties that are related
to reading and writing at university level.

Phase Two involved case study investigations into true positive, false positive,
and false negative predictions of the reliable scales in the SADR questionnaire. The
findings of Phase Two showed that a variety of influences affected academic attainment,

such as motivational, wellbeing-related, and socio-cultural reasons.
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Chapter One

1 Exploring the Gap

1.1 Introduction

The focus of this study is the development of a screening questionnaire to identify
students in higher education who experience academic difficulties related to literacy in

Saudi Arabia.

However, this was not the original starting point of this study. The current
research can be best described as a journey. Along the way, there were a number of
turning points where previously held conventions were challenged. In education literature
in the Arabic language, students with phonological processing difficulties, and who have
a discrepancy between their academic performance and apparent intellectual ability, can
be diagnosed as having dyslexia. My interest in this field grew out of my own experiences
as a teacher in primary school, dealing mainly with students with specific learning
difficulties. It was my belief at that time that students who struggle with reading at the
word level are dyslexic; after I moved to teaching at the university level, I realised that
the struggles of some students persist and encompass reading in higher education.
Therefore, in this study it was initially believed that dyslexia was the only reason for
profound literacy difficulties on a phonological level, and that dyslexic students were the
only students who needed help and support in higher education, which is what the Arabic
literature, such as a study by Elbeheri and Everatt (2011), supports. However, it was
necessary for the study to quickly move away from dyslexia in the diagnostic sense, in
order to consider academic difficulties related to literacy in a broader, more

conceptualised way.

This chapter starts by setting out the rationale for the study. This is followed by

an account of the overall aims of the current study and the questions associated with these
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aims. Additionally, the research approach adopted will be presented in brief. The
significance of the study will also be briefly presented, followed by the context of Saudi
Arabian education, including general and special education, with a particular focus on
specific learning difficulties (SpLDs). Finally, the chapter will conclude with an overview

of the thesis.

1.2 Rationale for the study

In Saudi Arabia, awareness of the importance of equal education opportunities for all
students is growing, with a particular focus on early intervention in special education for
certain groups of students, such as those who have SpLDs and dyslexia. However, little
or no attention has been paid to adult students who may not belong to this group and may

not belong to other disability groups in higher education (HE).

Such students seem to be slipping through the cracks in the Saudi HE system (Al-Saud,
2006). In a study conducted by Damietta (2011), the researcher found that female students
from the University of Taibah in Saudi Arabia were performing below their ability and
had academic problems that contributed to their failure, so as educators we must ask
ourselves why this is happening and how we can help. Sadly, assistance is only provided
for students who have a specific problem (Alquraini, 2011), the number of which are very
limited within the Arab world to start with (Elbeheri and Everatt, 2011). As a result, many
students with academic difficulties that are not directly caused by an apparent disability
are not recognised, even when they reach university level. This creates a real problem as
adult students undeniably have more burdens and demands placed on them in their
domestic and financial lives than younger students, meaning that effectively dealing with

their academic difficulties is even harder.

The current research sheds light on adult students who have academic difficulties

related to literacy in HE by developing a screening questionnaire that is intended to
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identify difficulties at the beginning of the academic year and exploring the personal and
academic aspects of their lives. The purpose of this is to establish a resource and
information centre to increase awareness and offer help and support for future generations
of students with any kind of academic difficulties or challenges. Ultimately, the goal is to

achieve a university environment that is supportive of academic difficulties.

This research seeks to address this important educational issue which, to the
researcher’s knowledge, has not been previously discussed in Arabic studies. This is the
identification of students with academic difficulties related to literacy at university level,
not just dyslexia; although dyslexic students might be included. The findings of the study
will hopefully convince administrators and policymakers in the country of the importance
of having a resource and information centre that deals with students’ educational

difficulties and their emotional state and wellbeing.

1.3 Study aims and questions

This research was carried out in two phases, with each phase having specific aims and

questions.

Phase One aims:
1. To design a screening questionnaire to identify students in higher education who
experience academic difficulties related to literacy.
2. To evaluate the screening questionnaire in terms of its reliability and predictive

predictability.
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Phase One research question:
How can we identify students in higher education in Saudi Arabia who have
academic difficulties relating to literacy?
Sub-questions:
1. How reliable is the Student Academic Difficulties at Risk (SADR) questionnaire?
2. To what extent can the SADR questionnaire be used at the start of the year to
predict end of year academic GPAs?
3. How stable are students’ literacy and study skills over a six-month period?
4. To what extent do an end of year Student Self-Inventory (SSI) and teachers’
reports on student’s academic performance correlate with end of year academic
GPAs?

Phase Two aim:
The aim of this phase of the project is again twofold, as follows:

1. To explore, in detail, the reasons for the Phase One outcomes for specific
types of students.
2. To understand how the screening questionnaire does or does not predict

students’ academic performance.

Phase Two research question:

To what extent do the academic and non-academic experiences of selected case studies
help in understanding how the questionnaire can predict students’ academic

performance?
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1.4 Research approach

In the current study, a mixed methodological approach was adopted, consisting of two
research phases, to answer two types of research question. This study adopted a mixed
methodological approach because the need was not just to gather two different sets of
data, but the lens that looked at the results and the interpretation was different in each
phase. The justification for using a mixed methodological approach will be explained in
detail in the methodology chapter.

Phase One, quantitative data gathering, included constructing and applying a
screening questionnaire, the first of which is called the Student Academic Difficulties at
Risk (SADR) questionnaire for first-year undergraduate students in a university in Saudi
Arabia. This mainly concerned the academic experience of the student and was aimed at
identifying students who experience academic difficulties related to literacy. The second
questionnaire, called the Student Self-Inventory (SSI) questionnaire, was constructed
based on the corresponding scales from the SADR questionnaire, and it was concerned
with the academic experience at university with the aim of testing the continuity of
academic difficulties. It was conducted six months after the SADR questionnaire. At the
same time, teachers’ reports on students’ academic performance were studied in order to
gather information from the teachers’ perspectives on the students who completed both
the SADR and SSI questionnaires. The students’ academic Grade Point Average (GPA)
was also collected.

Phase Two was qualitative data gathering. The data was gathered through semi-
structured interviews with six students from three different groups. The students were
chosen purposively from three different groups, based on the SADR findings: true

positive, false positive, and false negative groups.
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1.5 Significance of the study

This study was designed to be original in terms of the study methodology, the conceptual
view of academic difficulties related to literacy, and the age group being studied, since
academic difficulties related to literacy have not been researched from the current angle.
The research carried out in the field of literacy difficulties has mostly been conducted
with children; there are significantly fewer studies about reading difficulties in adults than
in children (Gwernan-Jones and Burden, 2010). It can be said that the research is original;
although in the Western literature review there have been previous studies about academic
difficulties related to literacy in higher education, they are only from dyslexic students’
points of view (Gilroy and Miles, 1996; Hunter-Carsch and Herrington, 2001;
McLoughlin et al., 1994; Richardson et al., 2003; Mortimore and Crozier, 2006). From
the Arabic literature perspective, there is even more originality because the subject of
literacy difficulties is under-researched in general, and at university level in particular,
and what is available is also usually about dyslexia in children. Therefore, this study will
be the beginning of much-needed research into adult students with academic difficulties

related to literacy in Saudi Arabia and the Arab world.

In practice, this study gives a voice to students from three different groups in terms
of difficulties related to literacy and academic attainment, as projected by their GPA,
which establishes the grounds for understanding the experiences and obstacles that
students with academic difficulties related to literacy face. It provides a better
understanding of these students for teachers at university, which will hopefully help with
the provision of effective teaching. The current study also provides a reliable
questionnaire that can, to some extent, identify students with academic difficulties related

to literacy in higher education in Saudi Arabia.
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The researcher hopes that the results will help policymakers in Saudi Arabia
realise the importance of identifying students with academic difficulties in higher
education and provide the resources required to meet their needs. The findings support
the need for an appropriate identification method and the need for a resource and

information centre in universities.

An information and resource centre in universities is essential for any student with
any kind of difficulty; it is important to ensure that students can access appropriate
information and resources at all times. It is the overall aim of this research to help
policymakers understand the importance of including these centres in universities. These
centres might implement a much-needed accommodation. “In general ‘accommodation’
refers to a strategy that changes the academic environment and, therefore, enables
students to demonstrate what they know. An accommodation usually does not alter the
information or amount of information that the student must learn” (Wadlington et al.,

1996: 2).

1.6 Saudi Arabia: An overview

An understanding of the socio-political environment of Saudi Arabia is essential in order
to fully appreciate the topic of this study. Many factors, including historical, geographical
(international, national and local) and social issues should be taken into consideration
when studying the socio-political environment and educational context of a country
(Cohen et al., 2000). Saudi Arabia is located in south-west Asia, and is the second-largest
Arabic state by land (see Appendix I), occupying 2,150,000 square kilometres (four-fifths
of the Arabian Peninsula). According to the 2014 Census conducted by the Central
Department of Statistics and Information, the total population of Saudi Arabia is over 31
million. The history of the education system in Saudi Arabia will be described briefly in

this chapter in two sections, general and special education, with particular reference to
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the Ministry of Education’s roles in the overall development of the education system

(Wilson & Graham, 1994).

1.7 Education system: Saudi Arabia

1.7.1 General education

The earliest form of education system in Saudi Arabia began with the teaching of the
Qur’an and Hadith. These were taught along with reading and writing in Arabic in schools
called kuttabs. These schools were open to all who wanted to attain Islamic knowledge.
According to the Saudi Arabia Culture Mission, it was only in 1925 that a formal
education system was established, with the advent of the Directorate of Education,
followed a year later by the appointment of the first basic instructors, a move that heralded

the start of a centralised national system of education (Wilson & Graham,1994).

A new epoch in the development of a modern education system was marked by
the establishment of the Ministry of Education in December 1953. A 6+3+3 education
system was established: 6 years in elementary school, 3 years in intermediate school and
another 3 years in high school. There was a separate, tailored curriculum for each of these

three stages (Turay and Morawski, 2010.).

1.7.2 Special education

The first special school in Saudi Arabia was created for visually impaired children in
1960 and was called Al-Noor Institute. This was a major step towards the provision of
special education. Over the five decades since the creation of Al-Noor, a range of
resources have been developed to meet the requirements of students with disabilities
and/or special needs (Al-Wabli, 1996). Students with mild to moderate disabilities attend

primary school from the age of six until thirteen; after this, they attend secondary school
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until eighteen. Following this, opportunities for such students to pursue further education

are limited to vocational training centres (Al-Ajmi, 2006).

According to the Ministry of Education (2008), between 2007 and 2008, 96% of
students in Saudi Arabia with multiple and/or severe disabilities received their education
in separate institutions. These institutions provide residence, food, financial aid and
assistance to students. Students only return home at weekends. Segregating students in
this way had its reasons: according to Al-Faiz (2006), students with disabilities in Arabic
countries still receive their education in segregated settings because of the social stigma
associated with disabilities, and a general lack of awareness and training among

schoolteachers at government-funded schools about disability and special needs.

Students with SpLDs were the last group in special education to be provided with
services by the Ministry of Education, which did not happen until 1971, also in the form
of a day school (Aldabas, 2015). However, more emphasis was still paid to students with
observable disabilities. In this process, students with SpLDs often go unseen. Therefore,
educators fail to identify SpLD and dyslexic students because of the absence of a physical
and/or observable disability. There has thus been a failure to design appropriate education
for students with dyslexia, and this has been largely responsible for the slow progress of

such students (Smythe et al., 2004).

1.7.3 Rules and legislation for special education

Saudi Arabia aspires to stay up to date with the development of education systems and
regulations across the globe, in order to meet the Kingdom’s education demands with
optimal resources and staff. The Regulation of Special Education Programmes and
Institutes (RSEPI) were formulated by the Ministry of Education in 2001. RSEPI was the
first regulatory body in Saudi Arabia for students with SpLDs, and it was created to

outline the rules and regulations governing students who require special education. It was
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also tasked with the implementation of new legislation, and with working towards
continued improvement. The main categories of disabilities classified by RSEPI are
visual impairment, hearing impairment, SpLDs, and multiple disorders. The regulations
describe the procedures for determining whether a student is eligible for special
education, and how he or she needs to be assessed and evaluated. RSEPI designed a
special individual education programme (IEP), listing the basics of the programme and
describing the type of student who can participate in or qualify for an IEP (Turay and

Morawski, 2010).

There are some other pieces of legislation, such as the Legislation of Disability
passed in 1987, the first piece of legislation in Saudi Arabia ensuring equal rights for
people with special needs; this legislation contains sub-articles that define disabilities and
describe programmes for prevention, intervention, and assessment to determine eligibility
for special education services. There is also the Disability Code, passed by the Saudi
government in 2000 to ensure that people with disabilities have access to free and
appropriate services, including medical, social, and educational services, through public
agencies. Despite these developments, however, there is no legislation in Saudi Arabia
prohibiting discrimination against children with disabilities and guaranteeing their right

to access facilities (Alquraini, 2013).

1.7.4 Higher education in Saudi Arabia

In a globalised world, government investment in higher education is often a result of its
role in ensuring that the labour market remains economically competitive, through a
continuous supply of workers who are highly skilled and educated (Wilkins and Burke
2013). With this in mind, the Saudi Ministry of Higher Education was established as a
separate department responsible for implementing reforms at all levels of the education

system. In addition, it is responsible for the provision of support for students with specific
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learning difficulties and physical disabilities. As mentioned before with the Ministry of
Education, the Ministry of Higher Education does provide support for students with
physical disabilities, but this has been at the expense of students with non-physical
disabilities, such as academic difficulties and SpLDs, for whom levels of support are far
lower. According to Smythe, Everatt, and Salter (2004), centralising control of the
education system in this way may create a problem and might be one of the reasons why

the needs of students with academic difficulties have been overlooked at a structural level.

Following the World Education Forum’s adoption of the Dakar Framework for
Action, Education for All: Meeting our Collective Commitments (2000), and in order to
implement its recommendations, the Saudi Ministry of Education inaugurated the
National Forum on Education for All in 2004. It then published its ten-year action plan
(2004-2014) to provide basic education to all citizens (as citied in Turay and Morawski,
2010). Despite the Ministry’s stated goal of providing education for all, however, meeting
the needs of children with ‘invisible’ disabilities (such as dyslexia or academic difficulties
related to literacy) has remained peripheral to its endeavours. Unfortunately, educational

provision for children with SpLDs remains markedly absent from the policy agenda.

The education system in Saudi Arabia is aware of global developments and
changing demands in the global education scene. Education policies go through
continuous transformations to meet changing requirements so as to make the education
system and its students competitive in the global system. The educational framework is
built around social and religious parameters, and guidelines are influenced by

international standards and agreements.
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1.8 Overview of the study chapters

The thesis is arranged in five chapters:

Chapter One has provided a rationale for the study, and reported the research aims and
questions in two phases. It then undertook a brief introduction to the research approach,
followed by a look at the educational system in Saudi Arabia, both in terms of general
and special education, with a particular look at SpLDs. After this, the rules and
regulations in Saudi Arabia, and the status of students with SpLDs at university level,

were mentioned.

In Chapter Two, a background to achievement in higher education and issues
surrounding HE is provided, followed by an overview of study skills, academic
difficulties related to literacy and other difficulties that might affect achievement in HE.
Then, the chapter takes a more detailed look at SpLDs, and dyslexia as one type of

academic difficulty related to literacy, which is extensively covered by literature.

Chapter Three details the study’s approach; the methodological concerns that inform the
research framework of the current study, the study’s aim and research questions, and the
research design are presented and discussed. Then, the philosophical assumptions for
each phase are presented, in order to answer the research questions for each part of the
study and ultimately fulfil the aim of the study as a whole. Therefore, the paradigm,
ontology, epistemology, data collection and analysis are detailed for each phase, ethical

considerations are dealt with and the methodological limitations are also discussed.

Chapter Four provides analysis of the results of the two phases of the study. First, the
results of the research questionnaires from Phase One are analysed, with particular
attention directed towards SADR’s ability to predict GPA and its ability to predict the

continuation of academic difficulties. After this, a summary of Phase One’s results is
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presented. Following this, the results from the case study are analysed and presented,
providing a portrayal of students’ perceptions of their academic experiences. Each case
study is presented, then a summary is provided for each case; the chapter finishes with a

summary of the results of Phase Two.

Chapter Five incorporates all of the research findings into a logical discussion, directly
connecting the results to the review of the available literature. Each of the research
questions is discussed, and then answered based on the results presented in Chapter Four.
This is followed by a presentation of the study’s main findings, the limitations of the

study and suggestions for future research.
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Chapter Two

2 Literature Review

2.1 Introduction

This chapter reviews the literature related to the current study. The chapter begins by
examining the existing literature that highlights important issues affecting attainment in
higher education. Secondly, it examines study skills and academic difficulties that clarify
additional issues with regards to attainment in higher education. An investigation into

other possible conditions or reasons for low attainment sheds further light on the issues.

The purpose of this chapter is to show that literacy difficulties is a subject that has
not received much attention, and that researchers are more interested in dyslexia as a form
of literacy difficulty than in issues relating to poor reading skills or students with study
skills difficulties, especially at the university level, which is what drives this research.
Therefore, although the interest here is not dyslexia, due to this lack of research, SpLDs
and dyslexia will both be referred to in this chapter.

The research and studies discussed in this chapter are from countries such as the
United States and the United Kingdom because, unfortunately, there is a dearth of studies
on SpLDs and dyslexia conducted in Saudi Arabia. There is also a tendency in Western
literature to discuss dyslexia as the only type of academic difficulty related to literacy that
requires intervention. Not only does this tendency overlook other academic difficulties,
such as poor reading skills, but it also focuses on children and young people, whilst

ignoring adults in higher education.

2.2 Attainment in higher education

The term ‘higher education’ (HE) describes post-18, college- or university-level

education, especially that which involves formal learning and research leading to the
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awarding of a degree rather than training in practical, technical or vocational skills
(Galiher, 2006). The proliferation of HE institutions is an important measure of a

country’s economic development (OECD, 2013).

The underlying goal of university education is to gain knowledge and professional
qualifications that set one on a career path of one’s choice (Robertson, 2010; Peretomode
and Ugbomeh, 2013). However, university education is very challenging for many
students, particularly because it requires pertinent foundational skills or higher-order
information processing skills that aid understanding, such as reading, research, and
critical thinking (Pirttimaa et al., 2015). Without these crucial skills, university students
are not able to participate effectively in their own learning, and therefore fail to
accomplish both their professional and academic goals (Pineteh, 2014). Often, academic
attainment is calculated using a student’s grade point average (GPA) with scores ranging
from 0 to 4 (Galiher, 2006). Any difficulties in achieving high, or even average, scores
can make students susceptible to failure, resulting in them potentially dropping out of

college or university.

2.2.1 Issues surrounding academic attainment
Several educational factors determining attainment have been addressed in the literature.
In this section, I will discuss the following factors determining educational attainment:
access, students’ socio-economic backgrounds, social attitudes towards education and
gender.

In Saudi Arabia, there are a number of complicated issues concerning non-citizens
and dual citizens with regard to HE, and access is one of them. Some of these students
find it difficult to secure places at Saudi universities, for example, if they are born to a

Saudi mother and a foreign father. Although the law is generally on their side, there have
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been some cases that have reached court, in which these students met with unfair
treatment that affected their access to higher education (Sabri, 2015).

Another determinant of educational attainment according to a studies done outside
Saudi Arabia is the socio-economic background of students themselves. Studies have
shown that socio-economic factors have a direct influence on academic achievement
(Ferguson et al., 2007). Young people from more deprived socio-economic backgrounds
are less likely to attend HE establishments. If they do, they are more likely than their more
privileged peers to take up part-time employment during their time at college (Van Dyke
et al., 2005). Such financial constraints may result in fewer study hours and lower grades

(Burke, 2012).

A third factor affecting educational attainment is social attitudes towards education.
For example, parents’ lack of engagement with, and experience of, education can affect
their children’s attainment in HE. Parents who have a lower level of education may find
it difficult to provide their children with financial, motivational, and emotional support,
as well as the necessary guidance in order to make well-reasoned choices about their
courses of study (Ball et al., 2000; Reay et al., 2005). On the other hand, children of
parents who are highly educated are often capable of making nuanced choices about their
studies. In addition, they tend to receive greater support and encouragement to continue
into higher education (Kintrea et al., 2010).

In addition to the above factors, gender-based discrimination also negatively
impacts girls’ and women’s attainment in higher education (UNESCO, 2004).
Contrasting levels of investment in boys’ and girls’ education has meant that gender
discrimination operates at the structural level in Saudi Arabia. On a social level, girls are
often expected to remain at home after marriage, as mothers and housewives.
Furthermore, female students are still prohibited from entering higher education (and,

indeed, the workplace) without the consent of their (male) guardians. Transport, and
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travel in general, are also restricted for women who are expected to travel only with their
guardians (Sandekian et al., 2015). Not only are female students socially discouraged
from participating in HE, they must also choose between a limited range of poorly
resourced colleges and universities. A further issue regarding gender in HE is that female
students in Saudi Arabia are limited by religious authorities as to what professions they
can enter. This, therefore, also constrains women’s access to education (Cordesman,

2003).

A study by Szilagyi (2015) into Saudi female students undertaking online studies
found that the main reasons they do so are due to existing limitations on travelling to
university campuses and the gender-segregated education enforced in Saudi Arabia. For
such women, online education offers the opportunity to gain research-based knowledge
in their preferred professions, without restrictions and limitations. Table 2-1 shows the
numbers of female and male students in each discipline. It suggests that the number of
female students decreases in professions not supported by religious leaders, such as

business and engineering.
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c o Total female Total
Discipline male
students
students
Secondary stage/equivalent specialisations 936,813 1,134,068
Teacher training and educational science 302,677 268,062
Humanities 194,946 96,296
Social and behavioural sciences 49,736 40,084
Health 21,988 49,645
Business and administration 19,335 113,758
Computing and information technology 12,345 38,143
Engineering and engineering related occupations 1,998 92,559
Other professions 111,486 150,639
Total 1,651,324 1,983,254

Table 2-1: Number of females and males with at least a secondary or equivalent certificate, by discipline.
Data source: Central Department of Statistics and Information, detailed results of 1425 AH (2004)
population and housing census

2.2.2 Study skills

Academic life involves the use of study skills to succeed. According to the website of the
University of Sheffield’s Department of Student Skills and Development Centre, students
should be proficient in everyday skills such as time management, organisational skills,
working with numbers and computers, critical thinking, and creativity. Furthermore, the
Centre advises that students have learning skills such as (proficient) reading, listening,
note taking, and self-assessment. Other study skills listed on the University’s website
include writing skills (generic, academic, and professional); communication skills
(visual, formal, and dialogue communication); and research skills relating to design,

methodology, and working with data.

Underscoring this list of study skills, Hoover and Patton (1995) report that “study
skills include the competencies associated with acquiring, recording, organizing,
synthesizing, remembering, and using information”, and that “these competencies
contribute to success in both non-academic (e.g. employment) and academic settings”

(quoted in Gettinger and Seibert, 2002: 350). In addition, they argue that good study skills

27



reduce the risk of failure and enable students to become effective learners. As such, they
suggest that not only must students try to develop a wide range of study strategies, but
they must also develop the skill of knowing when and how to apply them. Since students
with low academic attainment tend to opt out of classroom activities and assume a passive
role in learning, often relying on others, they may adopt unproductive approaches to the
development of study skills. Therefore, Hoover and Patton argue, they must learn to
maintain focus, devise stricter self-management strategies, and dedicate more time and
effort to studying and the retention of information in order to succeed. Failure to engage
in effective study behaviour may be due to insufficient motivation, low engagement, or
lack of home support. Gettinger and Seibert (2002) also argue that, for study skills to be

effective in promoting academic competence, students must be willing and motivated.

Yip’s (2009) study in Hong Kong with 100 distance learning students argues that
improving study strategies at university level can improve students’ academic
performance. His study found that academic performance and study strategies were
significantly related, with study strategies being good determinants of academic success.
The results of this study demonstrate that academic high-achievers scored significantly
higher than low-achievers in all subscales of tests that asked students about strategies

used in their academic work.

Similar studies have found strong correlations between academic attainment and
specific kinds of study skills. For example, a study conducted by Gajria and Salvia (1992)
examined the effectiveness of a summarisation strategy on increasing comprehension in
students with SpLDs in the United States. Thirty students who were identified as students
with SpLDs were chosen from grades six to nine, and were split into experimental and
control groups. Students from the experimental group were taught five rules for
summarisation. The researchers found that a direct summarisation strategy significantly

increased students’ reading comprehension, and also that the strategy was maintained and
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applied to other aspects of their work. Similarly, Baumann and Bergeron (1993) looked
at cognitive organisation as a study skill believed to increase reader comprehension in
young students. Using this strategy, the reader engages prior knowledge and combines it
with organisation, prediction, and creating maps of images. The study found that
instruction in story mapping is an effective instructional strategy for promoting students’

abilities to identify central narrative elements in literature.

Zimmerman (1998) has also investigated self-regulatory processes related to
effective studying. In this study, carried out in the United States, students reported the use
of specific strategies during their studies, such as the self-regulated process of the
imaginary, which refers to creating or recalling vivid mental images to assist learning.
Another self-regulated system is the process of self-instructing, by which students
verbalise the words while studying, incorporating the use of pitch and tone (for example,
alternating between talking softly and loudly). Self-regulation also includes time
management (knowing how long it should take to complete a piece of homework or an
assignment, and developing the necessary time management technique to achieve this)
and self-monitoring (systematically checking oneself and earning or withholding
rewards, according to the work done). Further self-regulation methods mentioned in
Zimmerman’s study include structuring a self-regulated environment and seeking help by
choosing specific models, teachers, or books to assist with problem solving. Another self-
regulation study conducted by Zimmerman and Martinez-Pons (1986) found that high

achievers reported using study strategies twice as often as low achievers.

A study conducted by Hassanbeigi et al. (2011) at a Middle Eastern university
investigated 179 male and female medical students to uncover the relationship between
various study skills and academic performance. The study found that the use of study
skills at university level can play an important role in improving students’ academic

performance. The findings of the study also suggested that students who adopt more
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learning strategies (such as time management, concentration, memory, study aids, note
taking, test strategies, managing test anxiety, organisation, processing information,
motivation, attitude, and reading and selecting the main idea) achieved higher GPAs than

those who adopted fewer strategies.

As noted in the studies conducted by Zimmerman (1998) and Zimmerman and
Martinez-Pons (1986), regulatory strategies—also referred to as metacognitive regulation
(Maclellan and Soden 2006)—are the means by which students manage their different
learning activities. The system adopted depends on the type of learning difficulty that a
student exhibits. Therefore, students with SpLDs develop their own strategies, as Heward
(2009) states; students with SpLDs and dyslexia actively seek different methods of coping

at university.

In self-regulated approaches, a student is responsible for executing most regulatory
actions themselves. A self-regulatory approach therefore includes the student checking
whether their study practices are in line with their academic goals. If not, there are
alternative strategies that can be used to assess why a student is not accomplishing his or
her learning objectives. Since it encourages a deeply-embedded approach to study,
teachers encourage students with dyslexia to take up a self-regulated approach, until it
becomes a habit. The main reason for this is that this self-regulated approach evolves into
a high-quality, meaningful, and independent learning method, which eventually leads to
a more profound level of comprehension. Dyslexic students are able to be in control of
their approaches to learning through ensuring that they take individual responsibility for
development and learning (Steenkeen, 2000). Heward (2009) suggests that dyslexic
students need more self-regulating strategies at university level than non-dyslexic
students, including revising their notes regularly, checking they have understood
everything, and ensuring they have all the necessary information in their notebooks and

reference books.
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However, Vermunt and Verloop (2000) believe that such regulatory practices are
significantly affected by a student’s individual learning and reasoning capacity, in respect
of his or her personal motivation. Indeed, the different cognitions that students display
with regards to the process of learning will help to influence the strategy they choose as
the most suitable aid to comprehension in their studies. These cognitions include their
attitude towards learning, and self-efficacy, which comprises the student’s individual
capabilities and judgements to carry out whatever is needed to achieve designated levels
of educational performance (Vermunt and Verloop, 2000). Dynamic self-efficacy
convictions influence learning in many ways. A sense of dynamic self-efficacy induces
students with dyslexia to assume more challenging responsibilities. A student’s personal
understanding of regulatory strategies, on the other hand, is significant when it comes to
selecting the most suitable learning strategy. According to Vermunt and Verloop (2000),
in cases where students have a constructive learning conception, they usually have an

inner drive to learn and seek comprehension of their study material.

Of course, learning strategies can be hugely individual. What works for one student
with dyslexia may not work with another, as no two dyslexic students are the same. Many
students with dyslexia find it helpful to use colour to differentiate between or highlight
sources, they may prefer visual representations, so use elements such as bullet points and
physical space, for example, by placing papers in different locations in a room, in

accordance with the type of information represented (Kember et al., 2004).

Another study skill is the use of graphic organisers; Lerner (2000) endorses the use
of graphic organisers, integrating both pictures and text, as important illustrative
representations of information, knowledge, or concepts. Graphic organisers may consist
of Venn diagrams, semantic maps, flow diagrams, tree diagrams, and matrices (Reynolds
and Fletcher-Janzen, 2007). Often, these representations make it simpler for a student

with dyslexia to comprehend information by enabling them to absorb multifaceted
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relationships. Graphic organisers are therefore considered extremely useful in supporting
dyslexic students’ reading and learning in different academic areas (Brunswick, 2012).
For example, the use of graphic organisers might enhance the retention of information

presented in lectures and seminars.

It is noteworthy that technology is growing in use among students as a study skill;
however, for students with dyslexia existing technology is largely restricted to support
for writing, arithmetic, reading, and memory (Zdzienski, 1998). Organisational support
systems seem to be few and far between. Much existing contemporary software relates to
issues associated with human-computer interaction. These issues include making layout,
colour, and content available to dyslexic and non-dyslexic users. There is also visual aid
software, such as the magnifying tool ScreenRuler, while additional tools include
SpeakOUT, BrowseAloud, and text-to-speech. Study skills software includes mind
mapping and Nessy BrainBooster. Other software that can also be used by dyslexic

students includes MindGenius and Mindful (Beacham et al., 2003).

2.2.3 Low attainment and academic difficulties

As stated previously, attainment in HE in Saudi Arabia is affected by a number of
determining issues. This study is focused on academic difficulties that relate to literacy,
but it is worth explaining that there are broader reasons that can affect attainment. The
website of the Center for Academic Success at the University of Alabama lists some of
the causes of low attainment, which are:

e Not fully comprehending the amount of work required: According to the study,
some students failed to realise that there is a difference between the workloads of
secondary school and higher education.

o Other activities of interest. Students with low GPAs may have other interests that

take priority over their studies.

32



o Vagueness about long-term goals: Students do not have a sense of working
towards a personal goal.

e [nappropriate choice of major subject: The study found that, in order to achieve
their best, students must be aware of their personal strengths, limitations, and
abilities.

e Poor language skills: Students at university level must have already mastered the
use of language. They must be able to read, write, speak, and listen effectively. A
lack of any of these skills might cause profound difficulties later.

o Lack of personal standards or quality: Many students are unable to judge the
quality of their work.

o [nterference from psychological problems.

o Failure to assume responsibility.

e Lack of ability and/or poor high school preparation.

In a study on low attainment amongst medical students in Saudi Arabia, Ali et al.
(2009) demonstrated that four factors are crucial in student success rates. Firstly, they
argue that a significant correlation exists between parents’ educational levels, household
income, and children’s educational attainment. Secondly, their study found that students
retained more information when they were taught as active learners—that is, when their
teachers expected them to apply the knowledge they had gained through problem solving
activities, answering questions, group discussions, brainstorming, debating and
formulating questions of their own. Thirdly, the study found that attendance has a small
but statistically significant effect on student performance. In other words, students who
missed class on any given date were more likely to respond incorrectly to questions
relating to material discussed on the day they were absent. Finally, the study found that
students who participated in school-based extracurricular activities had higher grades

than those who did not.
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A similar study, conducted more recently by Salem et al. (2013) at a Saudi medical
school, found that academic performance was significantly affected by the student’s study
skills and personal motivation. According to Salem et al., not only did students with high
GPAs display higher levels of motivation and more developed study skills, they were able
to relate their knowledge to past experiences and apply it in their daily lives. Furthermore,
these students also engaged in more problem-based discussions, which enabled them to
better assimilate new information into their existing knowledge base. According to
Shathele and Oommen (2015), in Saudi Arabia family support is the most important factor
that influences high attainment in higher education. According to their study, support
from family and partners is imperative for achieving a high GPA. Shathele and Oommen
also established that other factors affecting attainment include good health, sufficient time
for self-study, adequate language proficiency, enough time for sleep, management of

anxiety and stress, and understanding the teaching methodology.

Based on these studies, the causes of low attainment in higher education can be

grouped into three categories, as follows:

1. Students’ personal qualities. The student should have sufficient personal
motivation to complete the course of study; adequate language proficiency;
the aspiration to succeed; and higher study skills, such as time management.

2. Socio-economic factors. Students are more likely to have greater success
when they are encouraged and supported by their parents. This is especially
true of students whose parents have experience of the education system and
are also high earners.

3. Teaching methods. Students’ experiences of different types of teaching and
learning at the primary and secondary levels affect how they study and learn

at university.
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Despite the usefulness of these studies, a discussion of academic difficulties related
to literacy in relation to low attainment is noticeably absent. One reason for this may be
that general literacy difficulties are not seen as reasons for low attainment. However, this
absence also highlights a disparity in the support offered by university disability centres
to students who are struggling with their learning. For example, this support is mainly
directed at students with dyslexia and neglects students with the problems outlined above.
It seems that the assumption made by disability centres is that a student experiencing
academic difficulties must be dyslexic—despite the fact that research shows there are

many other contributing factors.
2.3 Academic difficulties related to literacy

Literacy is essential for effective participation in modern life. People who struggle with
reading and writing face difficulties in their daily lives, which may affect their
performance both in higher education and in the workplace. In 1997, the Organisation for
Economic Cooperation and Development (OECD) report, Literacy Skills for the
Knowledge Society, defined literacy as “a particular skill, namely the ability to understand
and employ printed information in daily activities at home, at work and in the community,
to achieve one’s goals, and to develop one’s knowledge and potential” (OECD, 1997:
10). UNESCO (2003) defines literacy as the “ability to identify, understand, interpret,
create, communicate and compute, using printed and written materials associated with
varying contexts” (ibid.: 13), and that “Literacy involves a continuum of learning in
enabling individuals to achieve their goals, to develop their knowledge and potential, and

to participate fully in their community and wider society” (ibid.: 10).

In 2006, UNESCO further clarified this definition, stating that:

“[The] most common understanding of literacy is that it is a set of tangible

skills—particularly the cognitive skills of reading and writing—that are
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independent of the context in which they are acquired and the background of

the person who acquires them” (UNESCO, 2006: 149).

UNICETF refers to “functional literacy” as “the ability to use reading, writing and
numeracy skills for effective functioning and development of the individual and the

community” (quoted in UNESCO, 2006: 158).

However, UNESCO (2013) estimated that 774 million adults worldwide—two-
thirds of them women—Ilack basic literacy skills. Although the highest illiteracy rates are
to be found in the developing world, adult literacy remains a concern in developed
countries. For example, forty-three percent of American adults lack the necessary literacy
skills to enable them to comprehend anything more than basic prose and text documents
(Kutner et al., 2007). A high number of people experience reading and writing difficulties,
despite having educational opportunities; difficulties in this specific area include SpLDs

and dyslexia, which are discussed in the next section.

The literature unfortunately does not discuss academic difficulties related to literacy
at the university level. These tend to be discussed only in the context of dyslexia.
Although students who have academic difficulties related to literacy are sometimes
referred to as poor readers, they are mostly overlooked, especially when it comes to
services. Usually, a student must be labelled dyslexic in order to be eligible for university

support.

2.3.1 Other difficulties

University students all over the world experience many difficulties in the course of their
education and training in institutions of higher learning (Malek, 2014). These difficulties
include physical, emotional, and even psychological issues. While many of these
problems may seem insurmountable at first, they are actually stepping stones to scholarly

excellence, and overcoming them is vital to the process of preparing students to cope with
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the demands of life and the labour market (Wangeri et al., 2012). Thus, this section briefly
explores some of the difficulties faced by many university students and how they affect

both their personal and academic lives in general.

The ever-increasing cost of higher education is a significant concern for students
(Ebersole, 2014), as some students experience financial difficulties over the course of
their studies. Without sufficient funds to meet the high cost of living and tuition fees,
among the other expenses involved in HE, many university students are forced to take up
part-time employment. This may result in reduced time for studying and negatively affect

their grades.

Stress, especially as a result of the high demands of university education, is also a
major difficulty that nearly every university student has to deal with (Bocar, 2013).
Students are likely to feel stressed in response to both academic-related and personal
triggers, such as low test results or relationship problems. Moreover, the heavy workload
of university students in the form of large research and reading assignments is in itself a
significant cause of stress, besides often being a difficulty in its own right as well
(Pettigrew, 2014). For most degree and diploma programmes, university students are
expected to read and research widely and to produce a colossal quantity of written
material in the form of term papers for their end of semester evaluation, besides revising
thoroughly for examinations (O’Connor and Moodie, 2007). This entire workload is more
likely to trigger stress, especially bearing in mind that university students must

accomplish all these tasks successfully, while adhering to strict deadlines.

Given that university education entails huge workloads in a limited time, lack of
effective time management is also a common difficulty experienced by nearly all
university students (Bocar, 2013). While effective time management can be learnt, it is a
skill that takes a lot of time and practice to master and perfect; therefore, most university

students struggle with time management issues throughout their university life (Pettigrew,
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2014), especially because university students are required to complete assignments and

projects within stipulated timeframes or face punitive penalties for lateness (Bocar, 2013).

The preceding discussion highlighted some of the critical difficulties faced by university
students; generally, university students face difficulties such as study problems, financial
hardships, stress, heavy workloads, and time management issues. However, these
difficulties are not entirely negative, especially bearing in mind that surmounting them
prepares university students for dealing with life’s challenges, and to be successful in

their forthcoming professions.

2.4 SpLDs and dyslexia

According to Deponio and Macintyre (2003), SpLDs is an umbrella term that points to
students displaying significant discrepancies across the learning spectrum. Such students,
they argue, demonstrate areas of high competence alongside major difficulties. There are
many types of difficulty, many of which tend to overlap, making it hard to establish clear-
cut differences. Nonetheless, the Learning Difficulties Association of America (2005)
lists a number of disorders that fall under the term SpLD, which include dyslexia
(language and reading difficulty), dyscalculia (problems with arithmetic and
mathematical concepts), dysgraphia (illegibility caused by a writing disorder), dyspraxia
(problems with motor coordination), central auditory processing disorder (difficulty
processing and remembering language-related tasks), visual perceptual/visual motor
deficit (the inability to copy accurately, the tendency to lose one’s place when reading,
difficulty cutting things or holding a pen, and poor hand-eye coordination), non-verbal
learning disorders (trouble with non-verbal cues such as body language), and
aphasia/dysphasia language disorders (difficulty in understanding spoken language and

poor reading comprehension) (Emmons and Anderson, 2005).
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2.4.1 Terminology used to describe SpLDs in the USA and UK

In this research, the term ‘specific learning difficulty’ (SpLD) is used, or the group is
referred to as ‘SpLDs and dyslexia’. Although studies from different countries are
reviewed, these terms will be unified, referring to the focus of this study as SpLD. This
is the term used in the UK. However, it is important to clarify that the terminology is

different from one country to another.

Pumfrey and Reason (1991) indicate that the term ‘learning disability’ (LD) is
used in the USA to refer to problems similar to those described in the UK as SpLD. They
also suggest that several definitions of SpLD, LD, and dyslexia are drawn upon in the

UK, the USA, and other countries.

The term ‘learning disability’ in the UK is constantly used in different contexts
within the health and social care fields. Such definitions as mild, severe, and moderate
are used to show the extent to which a child is affected by their learning disability (Further
Education Funding Council, 1999). In the USA, on the other hand, the term ‘learning
disability’ has a different meaning to that used in the UK. In the USA, the term is used to
cover a number of specific learning disorders that are related to reading, writing, and
mathematics, such as dyslexia (Beecham et al., 2002; Schmidtet al., 2014). In the United
States, the term ‘intellectual disabilities’ is used in the same context as that used in the
UK for ‘learning disabilities’. This difference in definition is understandable, because the
term is used in diverse contexts. The diverse contexts within which the understanding of
the term ‘learning disability’ was developed can be considered one of the reasons for the
differences in its definition in these two countries. Therefore, the differences in the
understanding of learning disabilities in these two countries can be attributed to the
differences in the scholarship that has been conducted in both the United States and the

UK.
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2.4.2 Prevalence of SpLDs and dyslexia

Kleinert (2012) put the prevalence rate of SpLDs at sixteen to twenty percent of the
university population in the United States, with those with specific SpLDs at three to five
percent. The prevalence of students with SpLDs differs from university to university, with
certain universities registering over thirty percent of their student population with
learning problems. In the UK, it is estimated that five to ten percent of the population as

a whole has some form of dyslexia (NHS Choices, nd).

The exact prevalence ranges for SpLDs are almost impossible to determine since,
globally, no consistency has been established in defining the term ‘specific learning
difficulty’ (Dodge and Kendall, 2004). For example, in the prevalence rates presented
above, the terms ‘general SpLD’ and ‘specific SpLD’ have been used in the United States
and ‘dyslexia’ has been used in the UK. The diversity of definitions observed here, and
how they are applied to students who are considered to have literacy difficulties, makes
arriving at accurate numbers extremely problematic, especially when translating
definitions from different languages. Furthermore, it is difficult to identify which students
are being referred to whenever practices and policies for students with SpLDs are being

discussed or described.

According to statistics provided by the Saudi Ministry of Education in 2010, the
number of students in Saudi schools exceeds five million. Building on UK studies that
estimated the incidence of SpLDs in any society as one in ten (BDA, nd), it can be inferred
that the number of Saudi students in school with SpLDs is between a quarter and half a
million. However, available statistics show that very few of these students have actually
been identified and provided with programmes and services by their schools, and
unfortunately there are no statistics available about the prevalence of dyslexia among

students in HE in Saudi Arabia. Furthermore, despite there being over 28,000 schools in
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Saudi Arabia, less than five percent offer programmes and services for students with

SpLDs (Ministry of Education of Saudi Arabia, 2012).

2.4.3 Models explaining SpLDs

2.4.3.1 Medical model versus social model

The ‘medical model” denotes the assumption that disability located within the individual,
and as such should be remedied (Rothman, 2010). Conversely, the ‘social model’ refers
to the assumption that disability is a result of a social construction, and not an individual’s
impairment or difference. As such, the social model plays a role in finding ways to
eliminate barriers considered to limit life choices, particularly for persons with
disabilities. In essence, when such barriers are removed, persons with disabilities are
better placed to have a sense of autonomy and be treated as equals in the social realm
(Thomas, 2004).

In relating the medical model to specific learning difficulties, the focus is often
on an individual’s pathology and impairment. As such, individuals presenting with
academic difficulties. As stated before, among the common difficulties related to literacy
in school settings is dyslexia. Subsequently, from a medical model perspective, the focus
involves the use of ith the use of an intervention that can lessen the impact of the
disability. Applying the medical model in school settings, students presenting with
academic difficulties related to literacy, such as dyslexia, may be separated from other
non-dyslexic students to ensure they access specialised learning (Rothman, 2010).
Furthermore, in order to help students with dyslexia adapt to the existing education
system, specialised institutions can be created to cater for their special needs.

However, viewing academic difficulties from the perspective of a medical model
is likely to lead to a cycle of dependency and exclusion. When medical models dominate,

the focus on providing for students with special educational needs is often informed by
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viewing the individual with academic difficulties as being different, thus requiring
assessment and the provision of remedies. The drawback of a focus on using a medical
model to address SpLDs in school settings is that it is likely to lead to stereotyping notions
that can impact negatively on the esteem of students with special academic needs,
particularly in a school setting (Johnston, 1996).

Alternatively, a focus on using the social model to understand specific learning
difficulties provides an alternative solution to the limitations associated with the medical
model. In essence, the social model recognises that some students in a school setting are
likely to present with physical or psychological differences that can have an impact on
their learning ability. As such, the emphasis in learning settings should be on how to
provide support networks for students with academic difficulties, as a way to not only
improve their learning experience, but also to promote an education system that is
inclusive. This model also notes that the oppression experienced by persons with any kind
of disability is socially constructed. Consequently, it is the responsibility of society to
shift their perceptions of persons with disabilities. In this sense, society needs to regard
persons, regardless of their disabilities, as being able to make their own choices regarding
their needs, in order to do away with stereotypical notions associated with disabled people
(Shakespeare & Watson, 1997).

In school settings, rather than creating specialised institutions to cater for
students’ needs, the education system should develop policy and practice that ensures
their needs are addressed in a school setting where they can interact with other students.
In essence, the application of the social model is vital in enabling diversity in school
settings. Within both society and school settings, students presenting with academic
difficulties are exposed to the same economic, cultural and environmental challenges
experienced by their peers. As such, instead of viewing students with academic

difficulties as being different, which may lead to interventions that segregate, the focus
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among educators should be on how to incorporate teaching styles that resonate with the
needs of students with SpLDs (Riddick, 2001).

On another note, most learning environments tend to overlook the needs of
students with academic difficulties. For instance, classrooms may lack assistive
technology that suits the needs of students presenting with academic difficulties. In this
sense, rather than a focus on learning styles that only suit one group of students, the social
model perspective ensures that schools appropriately address the learning needs of all
students, including those with difficulties. Furthermore, in addressing the needs of
students with SpLDs, the social model plays a role in the implementation of education
systems that embrace diversity. Such a focus promotes that all students, whatever their
abilities, excel in their learning endeavours. The social model as used in education circles
plays a role in ensuring that the focus on students with academic difficulties is not on the

specific student, but on the learning environment (Riddick, 2001).

2.4.3.2 Affirmative model and SpLD

The ‘affirmative model’ denotes a positive way of looking at SpLDs presented by
students in a school setting. The social model of disability influences this model and
provides the framework necessary to understand persons with disabilities, not only in a
school setting, but also in their social spheres (Swain & French, 2000). Furthermore,
affirmative models create the assertion that difficulty does not equate to inability, and as
such, motivates persons with difficulties to exploit their potential in different settings.
The affirmative model plays an important role in encouraging diverse students to develop
positive attitudes regarding their disabilities, as a way to improve their learning

experiences particularly in an inclusive learning environment (Swain & French, 2000).
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2.4.4 SpLDs and dyslexia: Saudi Arabia and other Middle Eastern countries

Awareness of dyslexia began to emerge in Gulf countries in 1992 when a three-day
workshop was conducted by the Department of Psychology at Bahrain University in
Manama. The workshop, entitled Assessment and Teaching of Dyslexia Children, had
been organised to promote an understanding of the issue of dyslexia in children and was
headed up by the Institute for Dyslexic Students in England. At that time, there were no
schools in Saudi Arabia dedicated to children with SpLDs, and the Saudi Ministry of
Education participated in the workshop to understand the educational situation. Shortly
after this, the Special Education Department at King Saud University in Riyadh designed
and offered a degree course in SpLDs, which included training in the teaching of SpLD
strategies and techniques, to meet the needs of various schools in the country (Al-Hano,
2006). King Faisal University in the Eastern Province of Al-Hasa also set up a department

to meet the growing demand for specially trained teachers of students with SpLDs.

In Saudi Arabia, the Ministry of Education’s Regulation of Special Education
Programmes and Institutes (2002) introduced a manual explaining disability types and
categories, and the procedures to be adopted to determine the eligibility of a student for
special education. Referred to as so ubat al-taal’um in Arabic, and ‘specific learning
difficulties’ in English, Saudi Arabia follows US federal law in defining the term SpLD.
A “specific learning difficulty” is defined, in part, as “a disorder in one or more of the
basic psychological processes involved in understanding or in using language, spoken or
written, that may manifest itself in the imperfect ability to listen, think, speak, read, write,
spell, or to do mathematical calculations, including conditions such as perceptual
disabilities, brain injury, minimal brain dysfunction, dyslexia, and developmental

aphasia” (U.S. Department of Education, nd).
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2.5 Dyslexia

As noted earlier, dyslexia is one of a number of specific learning difficulties. Moody
(2007) delineates dyslexia as an explicit learning difficulty or disability, the source of
which is neurological. It is typified by difficulties in fluent and/or accurate word
identification and by the lack of decoding abilities and poor spelling. Moody also
considers the root of dyslexia difficulties to be the inadequate provision of classroom
instruction, the consequence of which is a reduced reading experience and lower reading
comprehension, which in turn can lead to a reduced rate of growth in terms of a student’s
background knowledge and vocabulary. Dyslexia presents an enduring problem with
writing and reading that individuals will struggle with all their lives (Rose, 2006).
Dyslexia may also include deficiencies in speech production and phonological awareness,
so individuals may need strategies to deal with processing phonological information,

involving encoding and retrieving (Wadlington et al., 1996).

Two types of dyslexia have been distinguished in the literature. Developmental
dyslexia refers to a condition whereby a person has never been able to read at a ‘normal’
level. On the other hand, acquired dyslexia refers to a condition in which a person loses
the ability to read, having previously shown the ability to do so (Hultquist, 2006).

Dyslexia can present itself as mild, moderate, or severe.

In addition, dyslexia involves some complicated issues such as labelling, definition,
and identification. There are ongoing debates about dyslexia in relation to the nature and
extent of learning difficulties, including its causes, diagnosis, and types of intervention,
which are important to address (Elliott and Grigorenko, 2014). For example, the causes
of dyslexia and how it is manifested are arguably poorly understood. For years,
psychologists, neurologists, and other researchers have tried to find an answer to the
question of what dyslexia actually is, but no universally accepted definition has been

developed. Although many experts believe that a convincing theory and explanation of
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dyslexia is not far away, it remains a condition without a generally agreed-upon definition

(Fitzgibbon and O’Connor, 2002).

One issue in the search for an agreed definition and understanding of dyslexia
relates to the distinction between ‘poor reading’ and dyslexia. This has caused substantial
debate. For example, Elliott and Grigorenko (2014) consider the latest research in
cognitive science, genetics, and neuroscience insufficient to diagnose dyslexia. Instead,
by focusing on other students with the same problems as dyslexic students, such as poor
readers, but who are not identified as dyslexic, they have tried to develop methods of
identification and intervention for all students with reading difficulties. Furthermore, they
consider the application of the label of dyslexia to be unscientific, because while one
clinician may diagnose and label a student as dyslexic, another clinician may refute that
diagnosis and consider the child not to be dyslexic. For example, Clinician 1 may apply
the label ‘dyslexia’ to any student who struggles with learning to read, whereas Clinician
2 may focus on reading difficulties when accompanied by other intellectual
characteristics. To complicate matters further, Clinician 3 may diagnose dyslexia as being

due to cognitive ‘markers’ such as phonological or visual defects.

The poor reader may have developed the problem due, for example, to his or her
frequent absence from school or lack of motivation and encouragement. However, in the
case of the dyslexic student, there is evidence of different clinical, educational,
psychological, and/or social factors (all of these, or perhaps a mix of some of them). With
dyslexia, there is no diagnostic biomarker and, as different disorders overlap, there is no
clear boundary between a dyslexic student and a poor reader. Therefore, the debate goes,
the label ‘dyslexic’ is not necessarily needed clinically, educationally, psychologically,

or socially in order to mark dyslexic difficulties.

Elliott and Gibbs (2008) thus argue against the concept of dyslexia or, more

specifically, the application of the diagnosis itself. They contest that the label itself
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promotes stigma, disenfranchisement, and an unequal use of resources. More importantly,
they argue that it deprives poor readers who are not diagnosed as dyslexic of access to
the resources that would be provided for dyslexic students. They also argue that the term
‘dyslexia’ permits people who are diagnosed with the condition to receive various kinds
of treatment that are denied to the poor reader. Their argument stresses the importance of
ensuring that all children receive equal educational opportunities, as they see the concept

of dyslexia to be undefined and unverifiable.

This is also supported by the work of Stanovich (1994), who emphasised that the
available research embraced unverified assumptions about the meaning of the term
‘dyslexia’, which can be misleading and limiting. He also criticised the notion that
educators need a diagnosis of dyslexia, and the current separation of it from other
theoretical terms such as reading disabled and poor reader. Stanovich suggested that
rather than being fixated on the term ‘dyslexia’, it may well be more productive for the
field of education to explore the implications of conceptualising reading, and looking at

reading as containing a continuum of developmental language disorders.

That being the case, there may be no point in diagnosing dyslexia. Rather, the
resources, time, and money could be invested in support provided for all students with

reading problems.

2.5.1 Characteristics of students with dyslexia

Tables 2-2 and 2-3 present a summary of the characteristics displayed by students with
dyslexia at different ages. The characteristics of students in preschool and early years,
students after spending two years in school, middle school students, and high school
students are adapted from Reid (2009); the characteristics of dyslexic students at
university level are adapted from the Cambridge University website and from Miller-
Shaul (2005).
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Level of study of students with dyslexia

Characteristics of students with dyslexia

Students in pre-school and early years

History of dyslexia in the family

Difficulty learning nursery rhymes

Forgetfulness

Speech difficulty

Reversal of letters

Difficulty remembering letters of the alphabet

Difficulty remembering the sequence of letters of the alphabet
Coordination difficulties

Difficulty with tasks that require fine motor skills, such as tying shoelaces
Slow at reacting to some tasks

Reluctance to concentrate on a task for a reasonable period of time
Confusing words that sound similar

Reluctance to go to school

Reluctance to read

Difficulty learning words and letters

Difficulty with phonics (sounds)

Poor memory

Difficulty forming letters

Difficulty copying

Difficulty colouring

Poor organisation of materials

After approx. 2 years at school

Hesitancy in reading, therefore has poor reading fluency

Poor word attack skills — difficulty decoding new words and breaking these words down into syllables
Poor knowledge of the sounds of words

Difficulty recognising where in words particular sounds come

Spelling difficulty

Substitution of words when reading, for example ‘bus’ for ‘car’

Middle school

Behavioural difficulties

Frustration

May show abilities in other areas of the curriculum apart from reading
Attention and concentration difficulties

Table 2-2: Part one of the summary of the characteristics of dyslexic students in different age ranges
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Secondary/high school

Takes a long time to finish homework

Misreads words

Relies on others to give him/her information

Poor general knowledge

Takes longer than others in written tasks

May not write a lot in comparison to his/her knowledge of the subject
Difficulty copying from books

May spend a great deal of time studying with little obvious benefit
May not finish class work or examinations; runs out of time
Attention and concentration difficulties

University level

Students with dyslexia at university level may have one or more of difficulties in:

Written composition

Speed and legibility of handwriting

Planning, organizing, ordering and structuring writing and ideas

Retaining and manipulating long lists of orally given instructions
Formulating and retaining ideas (both in speech and in writing)

Proof reading (ability to recognise own errors)

Sentence structure/grammar/punctuation

Listening and taking notes simultaneously, and selecting essential information
Summarising from source material/paraphrasing

Scanning and skimming information rapidly

Maintaining focus and focusing accurately on the text for a sustained period
Task and time management, such as planning and structuring time

Workplace/ postgraduate level

Adults with dyslexia can be:
Slower and less accurate with vocal reading
Using compensating strategies effectively

Table 2-3: Part two of the summary of the characteristics of dyslexic students in different age ranges
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It is apparent, therefore, that there is a broad range of difficulties faced by dyslexic
students in the study process. For a student with dyslexia, the management of any
difficulties may differ greatly from secondary to tertiary education, as the nature of the
workload and the methods of study make increasing demands. Grant (2010) states that,
even though students with dyslexia may satisfy the requirements needed to gain
admission to post-secondary institutions, most of them have additional problems when
compared with non-dyslexic students (see Table 2-3). Such additional difficulties for
dyslexic students relate to the organisation of academic work, note taking, and the ability
to express ideas, particularly in writing (Miller-Shaul, 2005). According to the BDA
dyslexic students in HE mostly experience problems with information processing, note
taking, essay writing, and organisation. A further issue concerns difficulty in pace and
accuracy when reading, which may constrain students in HE from progressing with their

education and later in the workplace (Reid and Kirk, 2001).

Studies further show that considerable differences exist between dyslexic students
and their non-dyslexic peers when it comes to levels of learning motivation. Types of
learning that help dyslexic students to maximise their individual capabilities include
informal, lifelong, behavioural, situated, collaborative, and constructivist learning;
dyslexic students are able to retain control of the approaches to learning by ensuring that
they take individual responsibility for development and learning (Steenkeen, 2000). This
mainly entails the use of conceptual and analytical thinking. From a descriptive
viewpoint, researchers have attempted to find probable connections between
psychopathological, cognitive, and motivational variables, and the educational
accomplishments of students with learning difficulties. For example, Sideridis (2003,
2006, 2007) performed a series of research projects that not only added to existing
information, but also verified the important links between lack of achievement, not

fulfilling academic goals, low self-esteem, depression, and anxiety.
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2.5.1.1 Self concept, self-esteem and SpLDs

“Self-concept” denotes being aware of oneself in terms of the image that individuals
attach to themselves. There are several factors that are associated with self-concept, and
they include, for example, certain personality traits, personal values and one’s role in a
given social setting. As posited by social identity theory, self-concept consists of two key
parts: personal identity and social identity. An individual’s personal identity encompasses
their personal traits and other attributes that make them unique. Conversely, social
identity relates to the groups that individual belongs to or associates with, such as a
community or religious group (Campbell et al., 2003).

Educators are likely to separate students presenting with academic difficulties
from their peers, which can lead to negative self-thoughts that may in turn interfere with
positive learning experiences, as a result of being seen to be different from other students.
Here, educators can help students with academic difficulties to develop a positive self-
concept by treating them in a similar manner to the peers. Such an endeavour may involve,
for instance, providing them with supportive structures in an inclusive learning

environment (Campbell et al., 2003).

2.5.2 Identification of students with dyslexia

Cory (2011) states that in the United States, dyslexia is presented as a recognisable
disability category in both the Individuals with Disabilities Education Act 2004 (IDEA)
and the Exceptional Children’s Education Act (ECEA). Recently, a considerable shift has
taken place in the United States in the way people think about dyslexia and how to
recognise it. As a result of the IDEA, emphasis was placed on efficient core intervention
and instruction, leading to improved educational results for all students, including those
who are at risk of an SpLD such as dyslexia, as well as those already diagnosed with

dyslexia.
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The previous ‘test, to eligibility, to intervention’ approach in the United States had
frequently led to a ‘wait to fail’ situation because the point had not been reached when
intervention through special education was justified, since the assessed discrepancy
between achievement and aptitude had not proved to be sufficiently great (Korbel et al.,
2011). This method of identifying dyslexia has now been replaced by a problem-
solving/response to intervention (RtI) approach, which offers different interventions.
They act as components of problem-solving procedures at the first indication of a learning
need. Then, if insufficient progress is made, and low achievement is still apparent, the
student’s reactions to the administered interventions, in conjunction with pertinent data,
are observed. This may yield data that outlines the need for a disability diagnosis or a

special education referral.

By the time a dyslexic student enters HE, it is highly probable that he or she has
developed what are called ‘accomplished compensatory strategies’, whilst those who
‘fail’ at school may have been unable to devise or master such strategies and are,
therefore, more readily identified (Reid and Kirk, 2001). Consequently, this may make
the matter of identification very difficult and complex. In the UK, it is not unusual to find
students being identified as dyslexic only after leaving school. A survey of more than a
hundred UK learning institutions indicated that on average 51 students per institution (a
range of 10-225) declared themselves to be dyslexic on their application forms (1.5% of
the total student population), yet 43% of the total dyslexic student population were only
identified as dyslexic after admission to university. These figures do not include
undiagnosed dyslexic young adults, who are likely to account for more than 1% of the

school-leaving population (Reid and Kirk 2001).
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2.5.3 Strategies employed by students with dyslexia

Students with dyslexia may employ strategies that are different to students without
dyslexia. They may also employ strategies that differ from other students who have
dyslexia. Additionally, a single dyslexic student may employ many different strategies to
cope with reading and writing. A study conducted by Trainin and Swanson (2005) showed
that secondary school students who are identified as dyslexic can overcome their
difficulties with sufficient support. Furthermore, by refining their time management skills
and decision-making methods, they can prepare themselves for the transition from
secondary school to university. According to Kirby et al. (2008), dyslexic students are
often able to demonstrate better comprehension and reading rates than those who do not
have dyslexia, because they are able to employ techniques to help overcome their word-

reading difficulties.

In terms of SpLD learning approaches, it has been well documented that students
with SpLDs in university utilise a diverse range of study strategies (Lerner, 2000). These
strategies are mainly dependent on the perceptions and experience of the students.
Students devise different coping mechanisms to ensure a smooth transition to higher
education and, eventually, the workplace. Some students develop a deep approach
founded on the comprehension of course resources. Examples of a deep approach include
actively seeking to understand the subject, interacting vigorously with the content,
making use of evidence, enquiring and evaluating, taking a broad view and relating ideas
to one another, relating concepts to everyday experience, and reading and studying
beyond the course requirements (Lublin, 2006). Other students come up with a surface
strategy that involves studying only for assessments. Examples of surface learning
include trying to learn in order to repeat what has been learned, memorising information
needed for assessments, making use of rote learning, taking a narrow view and

concentrating on detail, failing to distinguish principles from examples, and tending to
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stick closely to the course requirements. The adoption of different approaches is
dependent on what suits the student best, since dyslexia affects people in a variety of

ways.

According to Kirby et al. (2008), students who display positive discernment are
most likely to choose a strategic or deep approach. Therefore, they do not usually adopt
a superficial or surface strategy, since this is attributable to students with negative
discernments. Students who possess a deep strategy for learning show greater intrinsic
motivation when attempting to learn and understand the deeper meanings of the learning
task. The motivation these students possess helps them learn how to perform and

complete tasks faster than those with a surface approach.

As students with dyslexia adopt different strategies, they often demonstrate better
comprehension and reading rates. This means that dyslexic students invent techniques to
overcome their basic word reading problems, which, to some degree, enable them to
thrive in HE. Students with SpLDs have often identified other ways of surviving in post-
secondary institutions (Kirby et al., 2008). These techniques often consist of study aids
and time management strategies. Many support strategies applied by institutions
encourage dyslexic students to engage in techniques that enhance their time management

capabilities, in order to help them make the transition from university to employment.

2.5.4 Academic and social experiences of students with SpLDs

Although there is a diverse range of SpLDs, making it difficult to generalise concerning
them, in general Steenkeen (2000) suggests that students with SPLDs can be expected to
gain from comprehensive, longstanding services such as in-class support, tutor support,
exam arrangements, and IT support, which would enable them to become more

productive, independent, and active.
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Attending university or college can present students with SpLDs with a number of
challenges, such as lack of support services and facilities, which can seriously limit
geographical mobility, independence, and employment prospects after leaving education.
To illustrate how difficult such challenges are, research in the US has shown that most
university students with SpLDs who withdraw at the end of their first year do not resume
their studies (Heward, 2009). It is relevant and important to recognise that such students
often drop out because their teachers are unaware of, or simply do not take into account,
their problems. A further factor is that institutions do not demonstrate interest in exploring
potential ways to solve such problems. Brysbaert (2013), points out that some students
with dyslexia and other learning difficulties may have different academic problems and
behavioural issues. Certain problems may be apparent in the classroom, while others can

be identified when students complete their assessment forms at the end of a semester.

Such indicators, which could potentially be recognised by professors or teachers as
signs that a student has social or academic issues, include lateness to class, absenteeism,
incomplete assignments and class tasks, sending text messages or calling out during class,
low test scores, rudeness towards instructors, and anxiety in exams; these issues in the
classroom could lead to students dropping out. As a consequence of frustrating
relationships with adult instructors or professors, who may perceive students with SpLDs
to be lazy, these students may then develop a distrust of authority figures. In an academic
setting, this reduces a student’s focus on achieving his or her educational goals, causing

many to lag behind (Humphrey and Mullins, 2002).

While students with SpLDs encounter various academic difficulties, they must also
contend with the social repercussions of the label itself. These repercussions mostly
present as negative responses when interacting with their peer group, taking instructions,

or participating with other students in an academic setting. The result is that such students
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are perceived as being slow, easily diverted and lacking concentration, absent-minded,

and generally as having a behavioural problem (Michail, 2010).

Compounding the perception of SpLDs as a weakness is the reluctance of students
to seek help. The fear of stigmatisation is probably the main reason for students being
reluctant to seek , In addition, Quinn et al. (2009) point to the limited number of staff able
to make the link between students’ learning difficulties and their financial problems,
isolation, and poor accommodation. Beyond academic support, it is proposed that a
university’s specialist service should be in a position to help all these students realise their
full potential, regardless of their disabilities. With the right support, students can learn
different ways of socialising with their peers, as well as being better able to relate to their

teachers and lecturers.

Frequently, labelling is depicted as a process of stigmatisation and discrimination.
A major reason for students not making their disabilities known to university
administrators is to avoid this stigmatisation and labelling (Lisle, 2011). The stigma is
evident when students display reluctance to reveal their SpLD or dyslexia. Monk (2004)
states that only a small percentage of students are comfortable enough to reveal their
problems on campus, and even then are extremely cautious in their choice of authority

figures to whom they disclose their condition.

In addition, a number of factors force students with SpLDs to abandon their studies,
such as inadequate academic preparation during university admission in terms of writing
skills, reading and maths techniques, and training in time management. In most cases,
students with SpLDs are faced with unfavourable campus conditions and an ambivalent
(sometimes even hostile) classroom climate, which impose severe obstacles to their

integration and learning.
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2.6 Perceptions of students with SpLDs that influence their academic
abilities
According to Choi (2005), the negative or positive experiences of able students are
dependent on problem-solving skills, intellectual ability, coping styles, emotional
stability, self-esteem, and locus of control. Other determinants include attributional style,
personality variability, learning approaches, and a sense of mastery. Similarly, there are
distinct determinants specifically for students with SpLDs. These include problem-
solving skills, resource use, perceived social support, stressful events, contentment with
the university’s disability resource centre, and extracurricular involvement. As such,
attachment to peers and parents, and the perceived provision of counselling and academic
support are also important determinants. Several studies have recognised the general
attributes of successful adults and college students with a low-to-medium range of

academic difficulties.

According to Quinn et al. (2009), psychosocial adaptation to disability is outlined
as the emotional approval of an individual’s disability, usually revealed through the
realisation of an individual’s positive self-value potential, and the ability to overcome
different obstacles. Furthermore, individuals become active in their determination to
reach their goals. Variables that relate to psychosocial adaptation to disability include
self-esteem, self-concept, coping styles and strategies, and emotional responses such as
depression, anxiety, and anger. These psychosocial determinants explain the extent to
which the positive or negative reactions of students with SpLDs can be observed by other
people. There is a strong connection between the extent to which students with SpLDs
can adjust to different situations and their ability to adapt to the pressure exerted by

instructors or by their peers.

57



2.6.1 Dyslexic students’ perceptions of their academic difficulties in HE

Students demonstrate varying levels of motivation and different approaches to learning,
and react in diverse ways to particular instructional practices and classroom
environments. The more thoroughly instructors understand these variations, the better the
prospect of meeting the learning requirements of all students (Steenkeen, 2000). Although
there has been an increase in the number of dyslexic students enrolling in higher
education, this group also displays a high attrition rate (Pino and Mortari, 2014). This
comes as no surprise because the negative stereotypes associated with the SpLD label
means that the university environment alienates such students. Nevertheless, it is hard to
evaluate the impact of these difficulties on students without paying attention to social and
emotional impacts. The perceptions of students with SpLDs regarding their academic
difficulties cannot be solely based on their views, but must also take into account

environmental issues.

Some dyslexic students perceive themselves as failures, particularly in an academic
setting (Falgout, 2014). These feelings are usually derived from emotional and social
interactions with both adults and fellow students. This partially explains the difficulties
they have in terms of behaviour and social interactions. They perceive other students as
non-dyslexic and therefore able to excel in their studies without any dynamic effort to
produce significant competition between these students (Steenkeen, 2000). The
frustration of prolonged failure in a variety of curriculum units, leading to a mind-set of
insecurity and an absence of confidence, has a considerable influence upon friendship
patterns, social status, adjustment, and acceptance in leisure activities. This explains why
students with SpLDs may develop antisocial behaviour, since they do not perceive
themselves as students without difficulties and therefore believe they are not good enough
to interact with others. Insecurity and stress in students with SpLDs may lead, Steenkeen

(2000) suggests, to a deterioration of information processing abilities. In some cases, the
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students do not deem themselves to be responsible enough to be compared with other
students who do not have SpLDs or dyslexia. This applies to both academic and social

settings.

In addition to these feelings of inadequacy and the shame of failure, students with
SpLDs often perceive themselves as lazy (Pollak, 2002). This is also a view commonly
held by the majority of non-SpLD students. As a result, students with SpL.Ds tend to think
that they are not exerting enough effort in order to achieve their academic goals. Such
self-perceptions are also reinforced by teachers’ impatience. Some teachers who do not
comprehend how to deal with students with difficulties find themselves putting much of
the blame on the students themselves (Heward, 2009), which only intensifies the students’
confusion, frustration, and anxiety, leading to harmful effects on their self-esteem. The
various descriptions ascribed to students with SpLDs can have a considerable impact on
their perception of their academic difficulties. Sometimes, dyslexic students present
themselves as having negative self-perception and low self-esteem (Alexander-Passe,

2010).

Some students with SpL.Ds develop into passive students, due to the self-perception
of learned helplessness (Lapraik, 2012). This perception demonstrates the little
conviction some students have as to their individual capabilities. They are inclined to give
up immediately if they perceive a specific assigned task to be complex, and because of
this helplessness, even in instances where they perform well in tasks or tests, they
perceive this success as luck or ‘sympathetic teaching’. Indeed, they frequently think that
if a person is not bullying them, they are sympathetic towards their form of SpLD and are
not displaying honesty when evaluating or judging them. With this form of perception, it
is hard for teachers, parents, and counsellors to provide students with sufficient

motivation to develop confidence and more positive individual self-perceptions. This is
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mainly because their record of failures has created self-doubt and negative feelings

regarding their abilities (Steenkeen, 2000).

2.6.2 Dyslexic students’ perceptions of their teachers and universities

The environment of a university plays a major role in a dyslexic student’s decision to stay
in education or drop out. Teachers, too, play a major role in such decision-making (Sung,
2010). Faculty complaints by students with SpLDs are common in cases where their needs
are not being satisfied. Students with SpLDs do not exhibit a preference for teachers who
show a lack of understanding regarding SpLDs. Clearly, students cannot benefit from
instructors who do not understand their condition. Such teachers may treat them like other
students, thus teaching through the application of uniform teaching strategies. Because of
this, in circumstances where students with SpLDs display a deficiency of information and
skills, this fault is attributable to instructors’ failure to give these students the
consideration they need. Different students’ perceptions of their university and its
teaching staff show that teachers should make every effort to enhance their teaching
quality, which in turn demands an understanding of the learning requirements of today’s

dyslexic students and knowledge of how to apply the necessary teaching methods.

Since no two students are alike, the methods used by teachers should be adaptable
to accommodate the needs of all students (Sung, 2010). Devlin (2002) points out that
students feel that the amount of attention they receive in class is determined in part by
their abilities and their prior research or homework. Furthermore, she adds that students
feel that their backgrounds, interests, sense of responsibility, motivation levels, study
strategies, and strengths and weaknesses are not similar, and therefore it is necessary for
teaching strategies to be differentiated. Teachers, therefore, play a major role in academic
attainment in the identification of the different characteristics of the students and adapting

their teaching styles accordingly. For example, Devlin distinguishes between those who
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mainly lecture, those who focus on activities or demonstrations, those who pay more
attention to the principles of the subjects they are teaching, those who focus more on
application, those who place greater emphasis on understanding, and those who set

greater focus on memorising (Devlin, 2002).

The concept of improving teaching does not necessarily mean that teachers have to
discover the deep-rooted characteristics of each dyslexic student. Rather, it means that
different teaching strategies need to be applied. By applying diverse teaching methods,
the needs of multiple dyslexic students can be considered and met to ensure that they
receive the best education. There should also be monitoring of the university environment
to ensure that there are no hindrances to the learning of students with dyslexia. More
importantly, dyslexic students feel that universities should put measures in place to ensure

that there is close monitoring of their progress (Goode, 2007).

2.6.3 Perceptions related to classroom inclusion

Wigfield and Wagner (2005) have highlighted that the move to emphasise the inclusion
of students with SpLDs in class, particularly in general education, has become a growing
educational trend. Not only does the inclusion of dyslexic students yield enhanced
academic performance, but it also provides opportunities for them to socialise with their
peers, most of whom do not identify as disabled. While greater focus is placed on how
students with SpLDs relate to their non-dyslexic peers, much less attention is paid to these

students’ perceptions of teachers and the university learning environment.

Singal (2006) argues that including students with SpLDs in general classrooms
augments the responsiveness of each interrelated element of the university as a
community. Observable results are affected by the forms of inclusive approaches that are
applied by teachers. Generally, students who are involved in support programmes

initiated by their teachers have positive perceptions of teachers (Hornstra et al., 2010).
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In cases where teachers do not intervene, the final result is students dropping out of
university. Unfortunately, some teachers do not engage with students on a level that
encourages them to feel confident enough to confide in them regarding their academic
and social issues. In cases such as these, students feel disadvantaged mainly because of
their difficulties (Ogunleye, 2011). Wigfield and Wagner (2005), for example, suggest
that teachers demonstrate more positivity towards students who are physically disabled
than students who suffer from academic difficulties. Students with SpLDs agree that in
some areas, especially mathematics and spell-checking, they exhibit delayed
responsiveness to the teachers. This causes longer lecture times in some cases where

teachers have to focus on attending to the learning needs of students with SpLDs.

Different university staff exhibit different attitudes towards students with SpLDs.
For some teachers, for example, there is a level at which a particular disability will be
deemed acceptable. According to students with SpLDs (Cassady, 2016), the most
widespread sentiment they encounter from staff administrators in general is either pity or
admiration. Negative social attitudes and pity towards students with SpLDs can be
perceived as invisible restrictions to access and learning. Furthermore, the impact of
negative social attitudes contributes to preventing students with SpLDs from

mainstreaming effortlessly into the university community.
2.6.4 Motivation of undergraduate students with SpLDs

Several distinct factors affect whether students who register at university finally complete
their degrees. Hallahan and Kauffman (2000) suggest that adjustment during transition
periods is a continuous process and that, for students with SpLDs, the transition from high
school to university can be complex. This transition process requires incoming
undergraduates to possess high levels of maturity, whilst avoiding the temptations offered
by freedom and autonomy. With less instructional time at the university level, learning is

student-led, with emphasis placed on independent learning. For students with SpLDs, it
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can be difficult to adapt to this environment and manage both short- and long-term
objectives. Skills such as self-awareness and self-advocacy are important when students

with SpLDs transition to higher education.
2.7 Transition and academic preparedness

Research conducted on student retention points to the academic preparation of students
with SpLDs as one of the most important indicators of student motivation and persistence
to finish their degree programmes (Steenkeen 2000; Maclellan and Soden, 2006).
Students who have a good understanding of their abilities, disabilities, and interests can
usually find the most appropriate university for them. Through the identification of these
elements, a student can develop the intrinsic motivation necessary to handle any problem
that arises. However, there is a need for parents and teachers to become seriously involved
in the learning process and decisions made by students, by encouraging them to fully
explore their interests and abilities. This can serve as further motivation for such students
to complete their degrees. Most students who focus on personal ambitions are more
motivated to accomplish their academic goals, and therefore students with SpLDs can
graduate just like other students. Simply put, the integration of motivation with personal
interests and dynamic positive self-perceptions is an important factor in ensuring that

students with SpLDs complete their degrees (Steenkeen, 2000).

On the other hand, students with SpLDs who go through a difficult transition to
university may encounter teachers who do not take the time to acquaint themselves with
a student’s interests or disabilities. Some studies reported that university teachers could
be condescending and offensive towards students with dyslexia (Riddell and Weedon,
2006; Hanafin et al., 2007). A number of studies have explored staff attitudes towards
students with dyslexia in higher education from the perceptions of students themselves;
a key finding was that university teachers sometimes lack an understanding of dyslexia

and do not have adequate training in teaching and assessing students with special needs
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(Riddell and Weedon, 2006; Hanafin et al., 2007). As previously mentioned, other
demotivating factors include labelling and stigmatisation due to academic difficulties. In
such situations, a student may end up dropping out during their first year at university, or
at some other time. In situations such as this, it is advisable for an institution’s
management to find the cause. In cases where they are able to rectify situations such as
stigmatisation and disregard for a student’s abilities and disabilities, the student may find
it easier to resume their studies and complete their degree. It should be noted that students
who do not receive such support and withdraw from universities often do not choose

careers that highlight their strengths (Brigham et al., 2011).

2.8 The Disability Resource Information Centre (DRIC) model

This section will examine the DRIC model, which is the service provided in higher
education in the US for students with SpLDs. The reason for including a discussion of
this model as an example is because, as stated before, in Saudi Arabia the American
definition of an SpLD has been adopted. This model of providing support for students
with SpLDs in higher education may therefore be a relevant one to consider applying

within the Saudi education system.

Establishing positive relationships with parents, instructors, and counsellors can
empower dyslexic students to call upon a diverse range of individuals for help during
their time at university. Furthermore, they derive help from counsellors in instances where
they are faced with problems after graduation. Counsellors gradually help them to
develop confidence in their additional skills and abilities (Hall et al., 2009). This provides
a way for students to make correct decisions and support different learning needs. In cases
where dyslexic individuals do not feel at ease with the programmes and services provided
by organisations and universities, they should have the right to be provided with student

services.
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2.8.1 Components of a DRIC

It is therefore essential to evaluate how the DRIC model works by examining its
components. A conceptual representation of the DRIC model was developed under the
American Disability Act 1990, and has been implemented at university. It is therefore a
requirement of every institution to build up a local disability resource information centre.
This creates a resource through the use of which students with SpLDs can develop
different abilities in education, while seeking recourse to support services where
appropriate. The model acts as a source of current information for instructors on how to

deal with different learning difficulties.
2.8.1.1 Students

Students are one of the most important elements of a DRIC. It is impossible for a centre
to function without them, since they are the principal reason for the development of
DRICs. The main purpose of a DRIC is to provide students with various support services.
These services include tutoring help, a Braille library service, parking locations, and
wheelchair accessible facilities, among other services. Student disabilities include visual
impairments, hearing disabilities, and mental incapacitations. Students go through an
accommodation process in DRICs. By law, it is expected that students can make requests
for accommodation individually (Cory, 2011). Hence, they are the instigators of the DRIC

accommodation process.

In order to make requests for accommodation, they must demonstrate willingness
to disclose their respective disabilities to the DRIC. During this process, an additional
party may be present to assist with the documentation of the student’s disabilities. The
documentation must offer an unambiguous diagnosis and the practical effect of the
individual’s disability on university-related activities such as class participation, taking

examinations with other students, and doing homework. According to Cory (2011), when
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students initially reveal their individual disability to the DRIC, they are engaged with by
professionals. The discussion focuses on how their disabilities may affect them in the
institution’s environment. Equally, the conversation also addresses other institutional
issues. The meeting will also address the issue of accommodation, if the university
provides it. After a discussion with the student, the DRIC and third parties then consider

their access to all facilities of the university, both inside and outside the classroom.
2.8.1.2 Faculty and teaching staff

Typically, the faculty and teaching staff in the DRIC help to engage students in detailed
conversations. This occurs after the student confirms that they will attend the university
(Shaw et al., 2009), and may occur at the beginning of the first semester or when the
student decides to reveal their individual disability, which does not have to take place at
the beginning of the semester. In the conversation between the staff member and the
student, the staff member will build a working relationship with the student, through
which they will be able to determine the student’s experiences and academic goals. As
such, they will also establish the history of the disability and its effects on the student’s
life. During this discussion, the staff member can take the student’s accommodation
request. Using the student’s report and documentation, the staff member makes
accommodation suggestions based on what is typically presented to the university faculty.
The presentation is done in the form of a letter regarding accommodation. The student is
given letters describing their disabilities and needs, which are conveyed to teaching
assistants and instructors personally. In cases where the student would like to instigate

conversations regarding individual needs, such letters are used.
2.8.1.3 Perceptions of students toward DRICs

DRICs assist students with disabilities to cope with obstacles that could otherwise reduce

their professional, personal, and academic potential. The nature of these obstacles may
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be attitudinal, or university-related. DRICs also offer direct coordination and services
with other university programs and state agencies to ensure identical access. The purpose
of DRIC:s is to offer students with disabilities equal opportunities to access all university
programmes. Students with SpLDs are able to get easier access to support services that
help them to achieve their academic goals. DRICs help students to transition through
university. As such, it is a significant resource to help them overcome any difficulties
experienced during their studies. Some services offered by DRICs include pre-admission
inquiries, intake interviews, academic accommodations, consultations, and resources or
referrals. Most students with SpLDs may not be fully acquainted with the university
system during the admissions process. Students are supposed to submit appropriate
documentation about their disabilities to the DRIC offices. Subsequently, they receive

individual services from the centre’s administration.

Some resources that are specifically handled by DRICs include note-taking
services, sign language interpreters, classroom relocations, alternative print formats,
disability parking, and assistive listening devices (Eisenstadt and Moss, 2005). These are
some basic requirements that ensure that the transition for students with SpLDs in HE is
more manageable. Most students feel that the presence of DRICs helps them to have
better access to the resources they need for successful study. In addition, students also
find it easier to associate with counsellors that base their counselling services in the
DRICs. As a result, they become more expressive over the problems they encounter in
school. They also become more open to the suggestions and opinions of the counsellors
in these services. In cases where students with SpLDs exhibit reluctance to ask for help
from their peers, DRICs act as facilitators for seeking help. This is in relation to students’
positive and negative perceptions of their disabilities and how they affect their academic

achievement (Hartman-Hall and Haaga, 2002).
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2.9 The role of academic advice centres in Saudi Arabia

In Saudi Arabia, disability resource centres exist in some universities. However, upon
contacting the faculty and staff at female and male universities by telephone and email,
they agreed that the services provided are below the expectations of students, and that the
services provided by these centres are very limited. It seems that the main role of these
centres is to organise entertainment, trips, and academic excursions for certain students
with visual and hearing impairment and physical disability. Upon asking the university
staff about academic difficulties related to literacy, they said that students who have
academic difficulties related to literacy are not included in the operations of these centres.
Furthermore, the universities providing these services do not produce any literature
outlining their activities and services. Although in some cases there are some services
advertised on university websites, there are no confirmed changes in the nature of the

services provided, as stated by university staff who were contacted by the researcher.

The lack of student services in Saudi Arabia demonstrates how, by developing
stronger strategies for helping students with non-visible difficulties, starting by
identifying students with literacy difficulties and acknowledging their difficulties, this
research can call the attention of policy makers to the importance of student services. This
research supports the need for a wider discussion on achievement. Currently, there is little
research being carried out in Saudi Arabia on achievement, dyslexia, and the broad range

academic difficulties related to literacy.
2.10 Summary

The literature review covered aspects of achievement in HE, and issues that surround low
achievement and academic difficulties, with a specific focus on academic difficulties
related to literacy. Unfortunately, very little research on this topic has been conducted at

the HE level, and very little has focused on literacy difficulties in general from a
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conceptual point view. The available literature largely focuses on children, and on
dyslexia as one form of academic difficulty relating to literacy, but overlooks other types
of student who also struggle on a phonological level, similar to dyslexics, but are not
themselves dyslexic. Discussions concerning students with SpLDs and dyslexia in this
chapter are necessary, since the topic under investigation is under-researched and this is

the material that is available.

As shown in the literature review, little or no attention is given to students at
university level who have academic difficulties related to literacy, but are not labelled
dyslexic; there are few studies about university-level students who are struggling
academically. In general, what is available is usually about children. This study tries to
cover this gap in the literature about these students by investigating academic difficulties
related to literacy in a more conceptual way, which is lacking in previous research, and

doing so with university students.

Considering what is covered by the literature about disability and resources centres,
it is necessary to rethink the provision of support offered by those centres in Saudi Arabia,
starting with the groups their services are offered to, and including the process of
labelling, which may be counterproductive. There is a need to improve educational
achievement for all students, without exception, which is a view shared by many other
researchers—that every person should have an equal chance in education (Elliot and
Grigorenko, 2014; The Dakar Framework for Action: Education for All, 2000), all
students must have the same level of support, and the education system must consider

poor readers and dyslexics equally.
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Chapter Three
3 Research Design and Methodology

3.1 Introduction

This chapter presents the methodological framework of this research, as well as the aims
and research questions, with a discussion of the research design. In addition to describing
the uses of different research methodologies, the chapter offers a justification for adopting
a mixed methodology. This is followed by a presentation of the ontological,
epistemological, and methodological assumptions and justifications of the research
approach in each of the two phases of the project. Additionally, a description of the two
phases of the study (scientific survey and case studies), data collection methods,
sampling, and data analysis methods are presented. The reliability and validity of the first
phase and the trustworthiness of the second phase are assessed. Finally, the chapter

concludes by considering a number of ethical issues relevant to this project.

In general, a research project should reflect the systematic process implemented to
gather, record, and analyse data concerning particular issues, in order to find a reliable
solution to a given problem or to contribute to further knowledge in a given field. The
research purposes, and the practical procedures needed to accomplish these purposes, will
be discussed. Fundamentally, the purpose of the research will be converted into research
questions in an attempt to find answers to a given research problem. This necessary
process is undertaken in order to accomplish the purpose of the research through the
implementation of practical steps, such as data collection, data analysis, and data

interpretation (Shaughnessy et al., 2003).
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3.2 Research design, research aims and questions

The concept of research design encompasses the procedures undertaken for collecting,
analysing, and interpreting data (Creswell and Plano Clark, 2011). Kothari describes the
research design as “the arrangement of conditions for collection and analysis of data in a
manner that aims to combine relevance to the research purpose with economy in
procedure” (2004: 31). Therefore, the research design follows on from the task of defining
the research problem. This vital step implies decisions related to what, where, when, how

long, and by what means the study is conducted (Kothari, 2004).

These planning procedures assist in ensuring that the gathered data enables the
researcher to address the research problem in an effective manner. Furthermore, a
thorough research design provides the researcher with a detailed plan, which contributes
to guiding and focusing the research process effectively. For this reason, a two-phase
design was adopted in this study, in which Phase One is informed by the scientific
paradigm, and Phase Two by the interpretivist research paradigm. By adopting both
paradigms, the research can be seen to follow a ‘mixed methodology’ approach,

combining both ‘quantitative’ and ‘qualitative’ approaches.

The diagram below demonstrates the steps taken to define the research problem,
and the phases of the study with each phase, including the relevant methodology chosen

and the data collection methods used.
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Define aims Design project as
and research two-phase, mixed
questions methodology study

Review of the
literature

Phase One: Scientific survey
questionnaires:

1. Student Academic Difficulties at Risk
questionnaire ( SADR)

2. Student Self-Inventory (SSI)

3. Teachers’ reports on students’ academic
performance

4. Students’ Grade Point Averages (GPAs)

Phase Two:
Case studies:

semi-structured
interviews

Triangulation
of results

Overall
conclusions

Figure 3-1: The research design



As can be seen from Figure 3.1, the literature review formed the first step in
designing the study. The aims and research questions were then formulated using
information uncovered during the review process, related to literacy and study skills
difficulties among students in higher education. Conducting the review enabled the
assembly of a clearer picture about the topic under consideration. The research aims and

questions were defined based on this review.

In order to better understand the issue of learning provisions in Saudi higher
education, the study consisted of two research phases. During Phase One, the aim was to
identify students who have academic difficulties related to literacy, through the
development and application of a screening questionnaire. As part of this first phase, the
screening questionnaire was used to predict future academic difficulties, alongside
analysis of the Student Self-Inventory (SSI), teachers’ reports on students’ academic
performance, and finally the students’ grade point averages (GPAs). During Phase Two,
the aim was to explore why the screening questionnaire did or did not predict future
academic difficulties. This was done by adopting a case study methodology, involving
semi-structured interviews, and was based on six case studies of university students
chosen on the basis of the screening questionnaire’s prediction versus their actual level

of achievement.

When designing research, the primary purpose of choosing a research method and
style is to decide which methodology would be most appropriate to provide sufficient
relevant data about the questions being asked (Goodson and Sikes, 2001). This project
was organised in a sequential pattern (Onwuegbuzie and Collins, 2007) in which the first
two research aims relate to the first phase of the study, and the third aim relates to the

second phase.
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Phase One
The aim of this phase of the project was twofold, as follows:

1. To design a screening questionnaire to identify students in higher education who
experience academic difficulties related to literacy.”
2. To evaluate the screening questionnaire in terms of its reliability and predictive

validity.
The research question guiding this phase

How can we identify students in higher education in Saudi Arabia who have academic

difficulties relating to literacy?
Sub-questions

1. How reliable is the Student Academic Difficulties at Risk (SADR) questionnaire?

2. To what extent can the SADR questionnaire be used to predict end of year
academic GPAs at the start of the year?

3. How stable are students’ literacy and study skills over the six-month period?

4. To what extent does an end of year Student Self-Inventory (SSI) and teachers’
reports on student’s academic performance correlate with end of year academic

GPAs?
Phase Two
The aim of this phase of the project is again twofold, as follows:

1.To explore, in detail, the reasons for the Phase One outcomes for specific

types of students.

2.To understand how the screening questionnaire does or does not predict

students’ academic performance.
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The research question guiding this phase:

To what extent do the academic and non-academic experiences of selected case studies
help in understanding how the questionnaire can predict students’ academic

performance?

3.3 Research terminology

There are a number of items of terminology and complex philosophical terms that are
often discussed and understood by researchers in multiple ways. These different
understandings depend on the paradigmatic beliefs adopted by the researchers
themselves, and this applies to the term ‘mixed methodology’. Whereas many researchers
adopt this approach in their research, they refer to it by different terms. For example, early
articles have referred to this approach variously as multi-method, integrated, combined,
or mixed methodology research (Creswell and Plano Clark, 2007: 6). Adding to this list
of terms, Denzin (1978) refers to using both quantitative and qualitative methods as
‘methodology triangulation’, and Patton (1980) adopts the term ‘methodological mixes’.
Furthermore, Caracelli and Greene (1993) and Onwuegbuzie and Teddlie (2003) suggest
the term ‘mixed model’ to differentiate research designs integrating qualitative and
quantitative data from those that simply employ quantitative or qualitative data. On the
other hand, some researchers dispute the term ‘mixed methods’ to describe research
designs that intentionally use both qualitative and quantitative approaches across or
within phases of the research study (Johnson and Onwuegbuzie, 2004). Indeed, some
dispute the concept itself. Therefore, there has been intense debate with regards to the
appropriateness of combining multiple methods that are often based on fundamentally

different paradigmatic assumptions (Denzin and Lincoln, 1994; Guba, 1987).

Despite the fact that the terms ‘mixed methods’ and ‘mixed methodology’ have

sometimes been used interchangeably in the social and behaviourial sciences, there are
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significant differences between the two in terms of the researcher’s worldview. In mixed
methods research, a researcher applies two or more research methods, yet may (or may
not) be restricted to a solitary worldview (Mingers and Brocklesby, 1997; Teddlie and
Tashakkori, 2003, 2009). Therefore, the term ‘mixed methods’ is used in two different
ways: when there is a solitary worldview and both kinds of data are used, and when there
are multiple worldviews and both kinds of data are used. The latter might be better called
‘mixed methodology’ because it is more concerned with utilising tolerance, acceptance,
and respect for pluralism to create a deeper understanding of educational phenomena,
fully comprehending that every single phenomenon involves layers of particularity and
generality, contextual complexity, patterned regularity, internal and external

perspectives, the whole and parts, and so forth (Miller and Fredericks, 2006).

It is confusing to talk about mixed methods without referring to the worldview
paradigm that informs the use of different kinds of data. For example, Caracelli and
Greene talk about mixed methods as “combining the qualitative and quantitative
approaches within different phases of the research process” (1993: 195). The problem
with this definition is that it does not refer to paradigms or worldviews, and so it does not
account for the researcher’s beliefs, which underline their research approach. However,
some researchers are against this mixed methodological approach, arguing that it is
impossible for qualitative and quantitative research to be associated with two distinct
paradigms that are incompatible with one another (Bazeley, 2002). Table 3-1 shows the

different terminologies used to describe methodology.
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Pure designs: Multi-method Mixed designs:
Purely quantitative designs: Designs where
or purely qualitative | Designs where both elements of
designs (may involve | quantitative and quantitative and
the use of several qualitative approaches | qualitative approaches
data sources and/or | are used, but they are combined in
data gathering remain relatively various ways within
instruments from the | independent until the | different phases of the
same approach). interpretation stage. study.
grislhakkorl Mixed model studies
Teddlie Monomethod studies | Mixed method studies | Mixed methodology
1998 studies
Brewer and
Hunter, . . . Composite method
1989/1998 Monomethod studies | Multimethod studies studies
o Two-phase design .
Cresswell, | Quantitative study ; Mixed-methodology
1995 Qualitative study | DOminant-less design
dominant design
o Triangulation
Marks and | Quantitative study . %
o Bracketing model
Shotland, Qualitative study
Complementary
1987 o
multiplism
Bryman, Quantitative study Ten different methods | Methodological
1988 Qualitative study of integration hybrids
Patton, 832&233;2‘[8&3(1}, Triangulation Mixed-methodology
1980 Y & design
*The triangulation and bracketing model can be used within the purely quantitative
or qualitative studies as well.

Table 3-1 Terminologies used to describe methodology, adopted from Niglas (2004)

3.4

Why a mixed methodology?

Creswell and Plano Clark (2011) argue that combining quantitative and qualitative
approaches may result in gaining a deeper understanding of the research problem
compared to using a single method. Denscombe (2008) agrees with this assertion, arguing
that each single method can provide an alternative tool for collecting data, which would
enable the researcher to develop a clearer picture about the information, an accurate

measurement of the data, and evidence that supports the topic in question. Whereas these
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authors only discuss methods and ways of collecting data, mixed methodology refers to
an approach that combines worldviews and paradigms. The term ‘mixed method’ was
suggested by Tashakkori and Teddlie (1998) as more applicable to projects in which
multiple methods are used at any or all of a number of phases of the research. They make
the valid point that mixing often extends beyond just the methods employed in research.
Therefore, ‘mixed methodology’ is the term used to describe the methodology adopted in

this research, as different worldviews are represented in different phases.

According to Gorard and Taylor (2004), educational research should overcome any
rigid methods or identities implied by terms such as qualitative and quantitative, and that
using either or both is a decision that ought to be driven by the research context and
questions. Adopting a mixed methodology in this study therefore has the potential to
enhance the research conducted, by balancing the strengths and weaknesses of
quantitative and qualitative data. The combination of both a scientific survey and a series
of case studies can help overcome the limitations of one methodology alone. On the one
hand, scientific survey data provides a general understanding of difficulties facing
students in higher education with regard to literacy and study skills. For example, a survey
such as a questionnaire helps to assess a large number of responses to specific variables.
On the other hand, case studies involving semi-structured interviews provide detailed
information about students’ experiences and life contexts. In addition, such data can be
used to understand why the questionnaire may not predict some of the students’ literacy

difficulties.

In terms of the philosophical assumptions underpinning this research, as both
scientific and interpretive methodologies were utilised, each phase of the project is
situated within its own paradigm, ontology, and epistemology. The ontological
assumptions of this study are multifaceted: the project assumes that some students in

higher education in Saudi Arabia have literacy difficulties due to diverse reasons, and that
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these multiple realities can be understood. So, this study simultaneously makes another
assumption: that there are multiple realities constructed by the students’ experiences and
feelings. As a result, this study explores a multi-layered reality, as explained by Miller
and Fredericks (2006), in that the ontological view of mixed methods research has a
multi-layered reality and is not restricted by a one-way lens. Consequently, the
epistemological stance of this project is both objective and subjective, given its view of
the knowledge being sought; hence, understanding will be more effectively achieved

because knowledge is gained in more than one way.

The paradigmatic position of this project can thus be viewed as pragmatic, a
deconstructive paradigm encouraging the use of mixed methodology in research, which
“focuses on ‘what works’ as the truth regarding the research questions under
investigation” (Tashakkori and Teddlie, 2003: 713). By adopting a duality of beliefs and
worldviews, pragmatism rejects a position between two opposing viewpoints. Pragmatists
state that there is a close relationship between the choice of approach and the nature and
purpose of study questions (Creswell, 2003). At the core of the debates about scientific
versus interpretivist approaches in social research lies a separation between realism and
anti-realism. This separation is rejected by pragmatists, who generally take an agnostic
view towards ontological issues. For these pragmatists, there is such a thing as reality,
but it is ever-changing (Morgan, 2014). This approach fits with the research aims and
questions of this project, as they have been conducted in two phases, where each phase
has its own worldview. Table 3-2 summarises the philosophical assumptions,

methodology, ontology, and epistemology in the two phases of the current study.
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Philosophical

Phase 1: Scientific Phase 2: Interpretive
assumption
Methodology Scientific survey Case studies

Realism position: reality is | Relativism position: reality is
Ontology objective and separated subjective and varies from one

from researcher. individual to another.

Objective: discovering Subjective: the world is linked to
Epistemology

absolute knowledge. our knowledge.

Table 3-2: Summary of the philosophical assumptions of the methodologies

3.5 Philosophical assumptions for phase one: scientific survey

Table 3-3 summaries the philosophical assumptions of Phase One.

Philosophical assumptions for Phase One scientific paradigm

Paradigm Scientific paradigm

Realist position: reality is independent from any conscious
Ontology
perception

Epistemology Objective position: Discovering absolute knowledge empirically

Methods Questionnaires and students’ GPAs

Table 3-3: Philosophical assumptions of Phase One

3.5.1 Paradigm

Paradigms have been defined as “world-views that signal distinctive ontological (view of
reality), epistemological (view of knowing and relationship between knower and to-be-
known), methodological (view of mode of inquiry), and axiological (view of what is
valuable) positions” (Dalziel, 2015: 96). Scientific and interpretivist research may be
considered as the two main empirical research approaches within the social sciences.
Each one of those approaches has its own worldview and set of beliefs about knowledge

and truth; these values, beliefs, and assumptions also address ontology and epistemology.
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Although they may be hidden within the research, they play an important role in
grounding and facilitating the formulation of the methodology and, accordingly, the

consequent implementation of the methods (Slife and Williams, 1995).

The first phase of the research was concerned with predictability. As such, I
embraced the scientific paradigm because it strives for objectivity, measurability,
predictability, controllability, patterning, and the construction of laws and rules of
behaviour (Cohen et al., 2000). The scientific paradigm was adopted in the first phase, in
order to gather trusted data about students’ academic performance through the use of the

questionnaire in relation to their GPAs.

3.5.2 Ontology

Every piece of research is bound to include some ontological assumptions. The term
‘ontology’ has been defined as a field of study “address[ing] the nature of existence”
(Crotty, 2003: 10). Guba and Lincoln (1989) state that ontological assumptions are those
that respond to the question ““what is there that can be known?’ or ‘what is the nature of
reality?’* (ibid.: 83). Thus, ontological assumptions are concerned with the nature of
reality. In the words of Cohen et al. (2000), they refer to the “very nature of the essence
of the social phenomena being investigated” (ibid.: 5). In practical terms, it is important
to know the ontology of a research field, simply because individuals’ ontological beliefs
shape how a researcher thinks about reality; it either exists in thought or in the real world.
Ontology involves how a researcher sees and experiences the world, in order to better
understand it. Within the social sciences, some argue that reality is out there to be

discovered, whereas others believe that it is socially constructed.

The current research adopts a realist ontology in the first phase. Realism is
recognised as the ontological assumption providing the overall foundation for the

scientific research approach, which suggests a reality that exists independently of
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conscious perception. In other words, it insists on an objective metaphysical existence
(Ernest, 1994). Therefore, the scientific worldview relies on realism by viewing objects
as being independent of the researcher. It is a framework that follows the physical world
in which researchers assume the existence of a reality. Here, the researcher assumes that
there is a reality in which there exist higher education students who have academic

difficulties related to literacy.

3.5.3 Epistemology

Epistemology refers to the theory of knowledge that is concerned with the origins and
nature of knowing, as well as the construction of knowledge. Crotty (2003) has argued
that epistemology is “a way of understanding and explaining how we know what we
know” (ibid.: 3), including the claims and assumptions made about the nature of
knowledge. Thus, epistemology fundamentally involves questioning the sources and

reality of knowledge, essentially what we know and how we can know it.

During the first phase of this research, objectivism was the epistemological
position. According to Crotty (2003), objectivist epistemology holds that meaning and
therefore meaningful reality, exists as separate from the operation of any consciousness
on the part of the researcher or research participants. The mind of the researcher is
regarded as detached from the objects of research. Thus, researchers are simply
discovering a meaning that has been waiting to be discovered, and then claim to have
found “the way things really are and the way things really work” (Pring, 2004: 40).
Consequently, the epistemology of the scientific survey methodology, as adopted in the
first phase of the project, seeks to gather the meaning detached from whatever reality
exists apart from any consciousness. The scientific survey method provided quantitative

data that was then analysed for the purposes of prediction and generalisation.
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3.5.4 Methods

According to Crotty (1998), methods refer to the particular techniques and procedures
implemented for collecting and analysing data. The data collected may be qualitative or
quantitative in nature. Scientific survey research is applied to phenomena that can be
quantified (Kothari, 2004), and investigates and evaluates correlations between different
variables (Shaughnessy et al., 2000). This first phase of the study consisted of three
scientific surveys as methods for collecting data: an initial screening questionnaire for
identifying academic difficulties and at-risk students; an academic self-inventory for
students; and a teacher’s report on students’ academic performance, together with the

students’ GPAs.

The questionnaire attempted to not only establish what academic difficulties
university students in Saudi Arabia encounter, but also to determine whether it is possible

to predict future academic difficulties using SADR.
3.6 Sample

The university which is the site of this study was chosen according to ease of access
for the researcher; because of gender segregation, as previously explained, the university

caters for female students.

The method of sampling adopted in this study was purposive sampling, whereby
participants are chosen based on a variety of criteria (Oliver, 2013). Participants were
female university students in the first year of a university degree at a college of education,
and their university teachers. The sample was also based upon participants’ willingness

to engage in the project and their study schedules.

During the first phase, university teachers of first year students, 12 teachers, were
initially asked to invite their students to participate. students and teachers were given an
information leaflet describing the nature of the study and how they would be expected to
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participate (see Appendix II). Seven teachers agreed and asked for student volunteers in
their classes, resulting in 455 students being asked (this would include some students who
were in more than one class). A total of 358 female students (78.7%) agreed to take part
in the first phase of the research, completing the screening questionnaire, entitled Student
Academic Difficulties at Risk (SADR; see Appendix III). Seventeen questionnaires were
excluded for reasons such as incomplete responses and participant withdrawal.

Ultimately, the sample consisted of 341 female participants, with a return rate of 95.2%.

After completing this first questionnaire, a total of 153 students dropped out of the
study and did not wish to participate any further. Most of these students did not offer
reasons or explanations. Those who did offer reasons stated that they did not see the
purpose of participating in the study or perceive any personal advantage. Others explained
that their families simply did not want them to be part of the study. A total of 188 students
went on to complete the second questionnaire, the Student Self-Inventory (SSI; see
Appendix IV). The second sample of Phase One consisted of those university teachers
who taught the participating students. These teachers were selected based on the fact that
they had taught the students at the beginning for the academic year, and they also acted
as academic advisors to these students. This meant that they met their students on a
regular basis. As stated earlier, seven of the possible twelve university teachers agreed to
ask their students to complete the first questionnaire; five of these seven agreed to
participate themselves and undertook the process of rating reports on the students’
academic performance questionnaire (see Appendix V) These five teachers evaluated 110
students. A number of teachers’ reports on students’ academic performance were
excluded for technical reasons such as incomplete responses. Eventually, the data

consisted of evaluations of 96 female university students.
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3.7 Data collection

As stated earlier, the first phase of the study employed scientific surveys: the Student
Academic Difficulties at Risk (SADR) questionnaire, the Student Self-Inventory (SSI)
questionnaire, and the teachers’ reports on students’ academic performance. Student GPA
data was also collected. Table 3-4 shows the data collection methods, their aims and what

they were measuring.

Questionnaire Aim What it is measuring

Reading, writing, maths,
Student Academic To identify students with
attention, motivation, self-
Difficulties at Risk academic difficulties related to
esteem, compensatory

questionnaire literacy at the beginning of
strategies, visual stress,
(SADR) their university experience.
memory.
To measure the ability of the Motivation, memory,

Student Self- SADR questionnaire to predict | feelings and attitudes, time
Inventory (SSI) continued academic difficulties | management, organisation,
related to literacy. attention, reading, writing.

To measure the ability of the
Teachers’ reports on
SADR questionnaire to predict
students’ academic Students’ academic levels.
continued academic difficulties
performance
related to literacy

To measure SADR’s prediction Students’ average
GPA
ability university grades

Table 3-4: Data collection methods, aims, and what is measured for Phase One

The first method of data collection used in this study was the Student Academic

Difficulties at Risk questionnaire, which aimed to identify students who might have
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characteristics and behaviour commonly associated with academic difficulties at the
beginning of students’ first year at university. The aim of the second questionnaire, SSI,
and the teachers’ reports on student’s academic performance were to measure the
continuation of the academic difficulties measured in the SADR questionnaire, and GPA
data was collected to measure the prediction ability of SADR; all three took place six

months after collecting the SADR data.

3.7.1 First questionnaire: Student Academic Difficulties at Risk

This questionnaire was developed based on a concept map (see Appendix VI), the
development of which will be explained below, and consisted of 145 items. Table 3-5

shows the components of the Student Academic at Risk questionnaire.
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Dimension Sub-dimension

1.1 Literal comprehension

1.2 Inferential comprehension

1.3 Listening comprehension

! Reading comprehension 1.4 Critical comprehension

1.5 Affective comprehension

1.6 Lexical comprehension

2.1 Omission

2.2 Substitution

2.3 Gross mispronunciation

2 Oral reading (reading aloud) 2.4 Hesitation or repletion

2.5 Inversion or transposition

2.6 Insertion

3.1 Tension movement

3.2 Insecurity

3 Reading habits 3.3 Loses place

3.4 Holds material close

4.1 Mispronunciation

4 Word recognition 4.2 Unknown word

4.4 Fluency

5.1 Composition

5.2 Spelling

5.3. Omission

5.4 Substitution

5 Written expression 5.5 Transposition

5.6. Insertion

5.7 Visual discrimination

5.8 Handwriting

6.1 Incorrect operation (calculation disorder)

— (RN = [WINR—IRN [N |WIN[—]|W[N[— W[ W

6.2 Incorrect number fact (basic number fact
disorder)

—_

6.3 Incorrect algorithm

6.4 Mathematical estimation disorder

6.5 Mathematical language disorder

6 Maths 6.6 Mathematical measurement disorder

6.7 Mathematical navigation disorder

6.8 Mathematical organisation disorder

DO | = [ | = [ = | DN

6.9 Symbolic mathematical operation
disorder

—_

6.10 Temporal or monetary math disorder

6.11 Visual spatial math disorder

7 Attention and hyperactivity -

S

8 Motivation -

9 Self-esteem -

10 Compensatory strategies -

11 Social and emotional problems -

12 Problems with pragmatics -

13 Visual problems (stress) -

14 Memory -

16.1 Parents’ academic levels

16.2 Family literacy

15 Family history 16.3 Literacy support

16.4. Birth history and general health

Total

=IO [ WISV [N [N =]~ (D

o~
NS

Table 3-5: Components of the Student Academic Difficulties at Risk questionnaire



The questionnaire went through a three-stage development process. Firstly, a review was
conducted of the literature relating to literacy and academic difficulties, particularly with
regards to the identification of students with academic difficulties in higher education and
the support provided for them. A good literature review will aim to “weigh up the
contribution that particular ideas, positions or approaches have made to the topic” (Hart,
1998: 9). Hart’s quote stresses the important critical and evaluative function of literature
reviews, which were considered in this research. Secondly, a review was conducted of
the few instruments available online. Thirdly, questions were formulated based on the
concept map presented in the appendix (see Appendix VI), the concept map was
constructed based on the literature review. One of the most important factors that was
considered during the development of the questionnaire was the adoption of a functional
assessment of difficulties approach, identifying academic difficulties in general and
addressing student problems in particular. The design was thus based on definitions and
assumptions found in educational texts and included in the literature review related to this

project.

The questionnaire was designed to screen students through items that specifically
addressed academic problems, before presenting more general questions about literacy
and numeracy. The construction of each item in the questionnaire (except for the

demographic questions) adopted a bipolar scale:

The bipolar scale is a specific style of rating scale characterized by a
continuum between two opposite end points. A central property of the bipolar
scale is that it measures both the direction (side of the scale) and intensity
(distance from the centre) of the respondent’s position on the concept of

interest. (Kennedy, 2008.p71).
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3.7.1.1 Pilot study

According to Shaughnessy et al. (2000), a pilot study tests the questionnaire prior to
conducting the main study. Furthermore, Creswell and Plano Clark (2011) outlined that
the purpose of a pilot study is to accomplish the following: to filter the questionnaire to
avoid any potential problems arising during the answering of the questions by the
respondents, to avoid problems while recording data, and to arrive at a general assessment
in terms of the validity and reliability of the study instruments. In order to assure the
reliability indicator of this project, a pilot study was conducted with a small-scale sample,
which consisted of 73 female Saudi Arabian first year university students from the

university under study, who did not take part in the final sample of the study.

This pilot study aimed to improve the question wording, to maximise respondents’
comprehension of the questions, to estimate the time needed for the completion of each
questionnaire, and to eliminate ambiguity in the questions. A student feedback form
(Appendix VII) was provided to respondents in order to obtain a clearer view about the
instruments in terms of content and answering time. At the end of the pilot study, valuable
feedback was obtained and appropriate modifications were undertaken. The pilot study
results indicated that the time needed to complete the questionnaire ranged between thirty
and forty minutes. The wording of five questions was changed as a result of student
feedback, although the wording of the English version remained unchanged because it
was not affected by the Arabic change of words. These changes were verified by the same
language experts who tested the English-Arabic translation. Furthermore, an explanation
of the formatting was added before administering the questionnaire with the final sample
of the study, because fifteen students said they did not understand the bipolar format of
the questionnaire; the translation process of this questionnaire and the other two (SSI and

the teachers’ report on the students’ academic performance) is explained in Table 3-7.

89



3.7.1.2 Administration of SADR

The researcher conducted the questionnaire in person. Consent forms were sent before
administering the questionnaire and a second consent form was also included on the cover
page. SADR took around thirty-five minutes to complete; it was administered in one of
the university auditoriums, which holds up to seventy students per lecture. The time
allocated for completion was agreed earlier with the teachers, in order to avoid disturbing
lecture times. Additionally, a verbal explanation was provided of the research and its
overall aim, and students were asked to fill out the questionnaire honestly, as there were
no right or wrong answers. My name, contact number, and email address were written on
the board, even though these details had already been given to the students on their

consent forms.

3.7.2 Second Questionnaire: Student Self-Inventory (SSI)

This questionnaire included thirty-two items divided equally into eight dimensions,
corresponding to those in SADR: motivation, memory, feelings and attitudes, time
management, organisational skills, attention, reading, and writing. The scales in SSI were

chosen based on the reliability measures for the corresponding scales in SADR.

The items in SSI were constructed with only university level students in mind,
students were asked to answer for the experience since they started university and not the
time before that. A Likert-type rating scale was adopted; the Likert scale used in this
study consisted of five points according to the following ratings: does not apply, never,

rarely, sometimes, and always.

The dimensions and items are listed below.
Motivation

e [ am very enthusiastic about finishing university and getting my degree.
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e [ have a set of goals that I want to achieve after I graduate from university.
e [ have felt discouraged about my academic work since September.

e [ have found it difficult to complete a task that I have started.

Memory

e [ have the ability to remember things that have been discussed in class.

e [ can remember what is said in class regarding my university assignment.

e [ have difficulty recalling dates or days with regard to deadlines and meeting
times.

e I don’t have the ability to recall instructions or a series of directions when I need

them.

Feelings and attitudes

Overall, I like reading as part of my coursework.

Overall, I like writing as part of my coursework.

I think that I have literacy problems at university.

I have felt bored during lectures and when preparing assignments.

Time management

Since September, I have tended to be late for my classes.

I have not needed more time than my peers at university to complete written tests.

I have felt that I take longer than I should to read a text from an academic book.

I don’t take longer than my peers to finish a regular university task (assignment).

Organisational skills

e If I have to describe my organisation skills with regard to my university work, I

would say that I have been organised.
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I have the ability to keep my things in order (e.g. personal belongings).
I have found it difficult to follow orders or instructions given by my teacher in

class.
I don’t have a diary (paper diary or electronic diary) to record my lectures and

deadlines.

Attention

I have found it difficult to recognise mistakes in my written university work.

I have found it difficult to keep track of what is being said in the class.

I have the ability to concentrate sufficiently to finish university tasks (tests or
assignments).

I have found that I can maintain focus during lectures, even with minor

distractions (such as soft voices outside the classroom).

Reading

I have found that when it comes to my coursework, it is difficult to understand
what [ am reading.

When I read my coursework I can evaluate what I have read.

I have found it difficult to recall basic facts from a passage that I have read.

I have found that I can skim and scan a paper for the main ideas and key points.

Writing

I have found that when it comes to writing, I tend to make a lot of spelling

mistakes.
I know that my handwriting has been very difficult to read.
I have found that copying a text from the blackboard is easy.

I can write correctly from dictation.
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3.7.2.1 Pilot Study

I piloted the questionnaire with students from the university who were not in the final
sample. I asked the participants for feedback to identify ambiguities. The time taken to
complete the questionnaire was recorded as approximately twenty-five minutes. No re-
wording was needed, because the participants’ feedback was positive regarding clarity

and the format of the questionnaire.
3.7.2.2 Administration of SSI

The researcher conducted the questionnaire in person. Participants who completed the
first SADR questionnaire were asked to complete this second one after a period of six
months. SSI took about twenty-five minutes to complete. It was administered in the same
university auditoriums that were used to administer the SADR questionnaire. As stated

earlier, the number of students who completed both the SADR and SSI was 188.

3.7.3 Third questionnaire: Teachers’ reports on students’ academic performance

This instrument consisted of seven items. These items were decided upon by asking the
teachers who agreed to take part in the study about which questions they could answer.
The teachers’ reports on students’ academic performance were originally based on the
same scales as SSI, which are motivation, memory, feelings and attitudes, time
management, organisational skills, attention, reading, and writing, with two questions for
each scale, but it was shortened to one question per scale. This was due to feedback from
teachers that they were willing to participate only if it was a short questionnaire, and that
they will not be able to answer questions about motivation, memory and reading.
Therefore, the questionnaire was constructed around feelings and attitudes, time
management and organisational skills, attention, and writing. The first item described
students’ academic performance based on the following five levels: poor, average, above

average, good, and excellent. The first item appeared as:
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1. Please circle what you think best describes your student’s academic

performance: poor, average, above average, good, excellent.

However, the other six items were designed to explore the students’ difficulties
relating to learning and studying skills. They adopted a Likert-type rating scale, consisting
of five points with the following ratings: do not know, never, rarely, sometimes, always.

The items appeared as follows:

1. This student is enthusiastic about finishing this course.

2. This student has effective study skills.

3. This student can complete written tasks in the time allocated.

4. Thave noticed that this student seems focused during lecture time.

5. This student can skim and scan a paper for the main idea and key points.

6. This student tends to have very few spelling mistakes.
3.7.3.1 Pilot study

The teachers’ reports on students’ academic performance were sent to two teachers via
email to comment on the content. One suggestion from both teachers was to change the
wording of question number 5, which was originally “I have noticed that this student
seems focused”. The words “during lecture time” were added, based on the teachers’

suggestion.
3.7.3.2 Administration of teachers’ reports on students’ academic performance

A total of twelve consent forms were sent to teachers who were academic advisors and
taught the selected students more than once a week; these students were those to whom
the SADR and SSI questionnaires were administered. Six university teachers declined to
participate, stating that they were too busy. One completed the questionnaire, then

withdrew her consent, leaving a total of five university teacher participants.
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The researcher conducted this part of the study by email. Electronic communication
sets up a ‘“democratisation of exchange” that avoids more orthodox research
methodologies (Selwyn and Robson, 1998). The principal advantage of using email as a
research tool is the speed and immediacy it offers. An almost immediate dialogue was
possible between researcher and the teachers in the event that they wanted to clarify
something. The potential for asynchronous communication that email offers is another
attractive feature when considering its use as a research tool (Thach, 1995). Participants
are not obliged to provide an immediate response but can communicate at their
convenience. Using email as a means of distributing the teachers’ reports with the
university teachers helped to a great extent because of their busy schedule. They were
generally unwilling to take part in the research, without giving reasons; by using email as
a communication method, the university teachers were more open to the idea of

participating, without feeling pressurised into doing it.

The teachers were asked to complete the teachers’ reports on students’ academic
performance based on their knowledge of the students; these teachers were selected based
on the fact that they had taught the students at the beginning for the academic year, and
they also acted as academic advisors to these students. the questionnaire was
administrated at the same time as SSI, after six months after administering the SADR

questionnaire.

3.8 Translation of the questionnaires

According to Esposito (2001), translation is a process that implies transferring meaning
from one language (the source) to another language (the target). In this sense, the
translator undertakes the process of interpreting the vocabulary and grammatical structure
of the words, while taking into account the individual situation and the overall cultural

context. Accordingly, the focus on generating accurate and meaningful data from the
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process of translation is crucial. Since all the study instruments were written in English
with the intention of being administered in an Arabic-speaking context, it was necessary
to translate these instruments from English to Arabic, accounting for the fact that not all
respondents had the necessary proficiency in English. Answers given in Arabic also

required back-translation into English for use in the study.

Both translation and back-translation methods were performed thoroughly, to
ensure no significant semantic loss or shift emerged between the Arabic and the English
versions. Equivalence between the two versions was checked at two levels. Firstly, the
original Student Academic at Risk (SADR) questionnaire was translated with the purpose
of making the best sense and expressing the content in as natural Arabic as possible. The
translation was completed first from English to Arabic by a certified translator. Care was
taken not to produce a mechanical translation, as it is not always possible to convey the
message effectively and naturally with a word-for-word translation. Secondly, the back-
translation (Arabic to English) was completed by a different translator. For equivalence,
the two translations were compared and combined into one single version by two
academic professionals. Semantic equivalence between Arabic and English versions were
checked through a double-fold translation and back-translation procedure. Initially, the
English-Arabic translation was tested. Five expert bilinguals were invited to rate the
equivalence of each item in the English and Arabic versions on a scale from one to ten,
ten being 100% synonymous and one being not related at all. Statistical analysis revealed
a 95.6% synonymy between the two versions, indicating a high level of match. Therefore,
it is safe to say that the Arabic version used in this study sufficiently represented the

content presented in the scale items of the English version.
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3.9 Reliability and validity of the quantitative phase

For the quantitative phase, validity was achieved by piloting all three questionnaires.
Before conducting the study, it was important to validate the questionnaires to be used.
According to Shaughnessy et al. (2000), the validation process is known to be crucial for
verifying any measuring instruments. Moreover, the validation process can be assured by
relying on various methods, such as reliability, construct validity, and content validity
(Creswell and Plano Clark, 2011). In order to guarantee the indicators of validity, and to
enable a greater understanding of the factors that may influence the process of identifying
those students who encounter academic difficulties related to literacy and study skills,
validation in the form of content validation took place, in which the SADR questionnaire
was evaluated by five specialists in education to evaluate and rate each item.

Later, I employed Cronbach’s alpha, (), one of the most commonly used tests of
internal reliability, based on the rationale that items measuring the same dimension will
highly correlate (Bryman 2008). Cronbach’s alpha reliability coefficient was used to test
the reliability of the two questionnaires, SADR and SSI, and test-retest reliability was

also employed for the SADR questionnaire.

3.9.1 Data from GPAs

The GPA system is the standard way of calculating academic achievement in Saudi
universities. Each course is allocated a certain number of units, depending on the content
of the course. University courses have a workload of three units (approximately three
hours of lectures per week). The GPA system assumes a grading scale of A+, A, B+, B,
C+, C, D+, D, F. Each grade is assigned a number of grade points, which are detailed in

Table 3-6.

97



GPA Percentage Grade
5.00 95-100 A+
4.75 90-94 A
4.50 85-89 B+
4.00 80-84 B
3.50 75-79 C+
3.00 70-74 C
2.50 65-69 D+
2.00 60-64 D
1.00 0-59 F

Table 3-6: GPA scores and grade

3.10 Philosophical assumptions for phase two

Table 3-7 summarise the philosophical assumptions of Phase Two.

Philosophical assumptions of Phase Two: Interpretivist paradigm
Paradigm Interpretivist paradigm
Ontology Relativism position
Epistemology Subjective position. There is no absolute knowledge.
Methods Semi-structured interviews, medical records

Table 3-7: Philosophical assumptions for Phase Two

3.10.1 Paradigm

During this phase of the study, I moved from a scientific to an interpretivist paradigm.
According to Pring (2015), the “purpose of research is to explain what is the case or what
has happened” (ibid.: 80). In other words, it is a reason for seeking understanding and

meaning. That is why this phase was conducted by adopting the interpretivist paradigm,
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which is concerned with exploring phenomena from the interior (Flick, 2009). In
attempting to interpret the students’ answers from the SADR questionnaire, an adoption
of the interpretivist paradigm has made it possible to answer the questions from the
second phase of the study, which has a qualitative emphasis and supports the

understanding that there are multiple truths and realities.

3.10.2 Ontology

The second phase of the study adopts a different kind of ontology, which is essentially
that of a social world of meanings. This kind of ontology is called relativism:
“Ontological relativism is about the nature of reality. It is the belief that reality itself is
determined by our language or conceptual scheme” (Schwandt, 2007: 190), and that
access to this reality is only through social constructions, such as language and shared
meanings (Crotty, 2003). The interpretivist paradigm views reality subjectively—that is,
individuals’ realities are mediated by their senses (Scotland, 2012). The second phase of
this study assumes that students in higher education have their own thoughts, feelings,
interpretations and meanings; hence, the use of case studies as a research method focusing

on the students’ opinions, feelings, experiences and inner thoughts.

3.10.3 Epistemology

During the second phase of the research, the epistemology holds a construction of
meaning that is transmitted within a social context, and this is shown in the interviews.
The constructivist form of epistemology rejects this view of human knowledge and the
idea of an objective truth waiting for us to discover it, claiming that “meaning comes into
existence in and out of our engagement with the realities in our world” (Crotty, 2003: 9).
Therefore, the epistemological stance in this phase was subjective, where “meaning does
not come out of interplay between subject and object but is imposed on the object by the

subject. Here the object as such makes no contribution to the generation of meaning”
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(Crotty, 2003, p.9). So primarily, interpretivism relies on subjectivism by linking the

world and the individual’s knowledge.

Subsequently, the researcher will depend on the participants’ views and how the
see their reality using their voices and their interpretation for the second phase. Since the
epistemology for the interpretive paradigm considers knowledge as being individual and

subjective, it can answer the qualitatively focused questions.

3.10.4 Methods

During this phase of the study, the researcher conducted semi-structured interviews with
six case study students. Semi-structured interviews allow participants the scope and time
to share their opinions on any particular subject. The objective of the interviews in this
study was to understand participants’ perspectives. Ayres (2012) characterises semi-
structured interviews as a qualitative data collection method where the researcher has
more control over the topics of the interview than in unstructured interviews. The
researcher asks participants a sequence of predetermined but open-ended questions, but

does not expect a fixed range of answers.

In this sense, the semi-structured interview differs from the questionnaire. It
attempts to understand the world from the subject’s point of view and to uncover the
meaning of their lived world. The interviews give voice to the interviewees, allowing
them to freely present their life situations in their own words. They also allow for a close

personal interaction between researcher and subjects.

3.10.5 Case study methodology
The case study methodology can be used in a diverse number of situations, based on the
needs of the study being conducted. The first of these situations is where there is a need

to answer the how and why questions, and how they are related to the study being
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undertaken. Additionally, it is an important design when there is no possibility of
manipulating the behaviour of individuals under study. It is also an important method to
be employed when dealing with contextual issues, especially in situations where there is

a belief that these issues are relevant to the study (Knafl and Breitmayer, 1989).

3.11 Sample

In total, 175 students were initially considered for participation in Phase Two; these were
the students who had completed both SADR and SSI, and for whom there were GPA
scores. Students were then selected for case studies based on their score in SADR, in

relation to their GPA score, and if they had agreed to participate in this interview phase.

A standard deviation of two above mean for the total score of all of the reliable
scales in the SADR was used. These reliable scales were reading, writing, attention and
hyperactivity, motivation, compensatory strategies, social and emotional problems and
memory. Therefore, any score above 221 was considered to mean that the students had
some type of academic difficulty. With regard to the GPA scores used, a cut-off point of
2.5 was used, so any score above this was considered to mean that students encountered
no academic problems. A score of less than 2.5 was considered to mean that students
encountered academic problems. These criteria were then used to select the case study

group, as illustrated in Table 3-8.

True positive

False positive

False negative

GPA

GPA <25

GPA >2.5

GPA <25

Questionnaire

SADR >221

SADR >221

SADR <221

Table 3-8: Criteria were then used to select the case study group

The groups were chosen to understand how the SADR questionnaire can and
cannot predict students’ academic performance. The true positive group consisted of

those students who achieved a high score in the SADR questionnaire — more than two
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standard deviations above the mean (which may indicate academic difficulties) —and had
low GPA scores; these are true positives, as the questionnaire predicted that they would
have academic problems, and this was borne out by their GPAs. The false positive group
consisted of those students who scored highly in the SADR questionnaire, but had average
or above-average GPAs; these students are the false positives, whom SADR predicted
would have academic difficulties, but this is not shown by their GPAs. The false negative
group consisted of those students who scored low in the questionnaire (which may
indicate a lack of academic difficulties) and had low GPAs; this group are the false
negatives, for whom SADR did not predict academic difficulties, but their GPAs

suggested that they do have difficulties.

The researcher received twenty-eight agreements from students willing to
participate in the interviews, which is a satisfactory number if one considers that the
interview-based approach is a rarity within the Saudi education system. A total of six
female students were then randomly chosen, two from each of the three groups. Table 3-

9 shows the number of students in each group and the number of students selected for

interviews.
Number of students
Number of students Number of
Group who agreed to take
in each group students selected
part

True positive 11 3 2
False positive 27 8 2
False negative 34 17 2

Table 3-9: Number of students in each group
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3.12 Data collection

Due to geographical distance and location, it was initially intended that all the interviews
would take place on Skype; however, circumstances changed and a choice of face-to-face
interviews became possible. Despite this, some students still preferred to be interviewed
via Skype. One student, Sophie, agreed to be interviewed on Skype and asked that her
uncle be present as her supporter. Skype interviews were held without a camera due to
Saudi cultural restrictions. Table 3-10 shows the type and length of these interviews. The

students’ names presented in this study were chosen by the participants and are not their

real names.
Type of interview Duration
Skype, accompanied by
True positive/Sophie 45 minutes
her uncle
True positive/Eve Skype 40 minutes
False positive/Judy Face-to-face 1 hour and 15 minutes
False positive/Sara Skype 40 minutes
False negative/Britney Face-to-face 30 minutes
False negative/Soma Skype 1 hour

Table 3-10: Interview type and length

In carrying out the interviews, the researcher tried to establish a comfortable environment
for the participants so that the interviews appeared to be more like a conversation.
Interviews were digitally recorded, and permission to use a recorder was sought. In
addition, written consent was obtained from participants before conducting the interviews
(see Appendix VIII). The students were first asked to indicate on a scale (the pre-
interview scale) how they felt about certain topics, in order to guide the interview and

assist with questioning (see Appendix X). Therefore, the pre-interview scale was mainly
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used to ask relevant follow-up questions and to help to obtain more specific or in-depth

information.

The interviews were semi-structured, guided by open-ended questions (see
Appendix IX). They were carried out in Arabic. The interview technique of verbal
probing was used. Because the key to a successful interview is learning how get more
information by probing effectively (Bernard, 1995), this meant ‘exploring’ silence, as
well as summarising what participants said. Questions such as “Could you tell me more?”,
“Can you explain more?”, or “What do you mean by that?” were asked. Therefore, the
questions used to guide the interviews were broad, with the aim of expanding the topic
and maintaining flexibility. The participants were frequently asked whether they would
like to add to their answers or wished to comment further. At the end of each interview,
participants’ ideas, opinions and so on would be summarised to ensure I had completely

understood what had been expressed.

3.12.1 Data analysis

Once the researcher completed the interviews, the researcher listened to the audio
recordings, before transcribing them into Arabic (see Appendix XI). Then, the researcher
listened to the recordings again to make sure nothing had been missed. Prior to analysing
the data, copies of the Arabic transcript were provided to each participant to allow them
to check and modify the content; this gave participants the right to withdraw or change
any part of an answer that, on reflection, they might see as inappropriate or too sensitive,
but no changes were made. Next, the researcher translated the Arabic transcripts into
English (see Appendix XII). After this, the researcher started to work through the
transcript manually, first dividing the transcript into passages, using coloured pins to the
create categories as they were read. Following this, the researcher recorded what the

students had said and noted any common themes that became apparent. The researcher
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then used this information to combine the notes on one sheet of paper per student (see
Appendix XIII) and used colour-coded cards on this sheet to make some key headings
(such as reading difficulties and other subheadings, such as comprehension). Finally, the
researcher drew up a map of each student’s themes to understand each case study.

Analysis thus followed these steps:

1. Produce the full transcript in Arabic.

2. Produce the transcript in English line by line

3. Divide the transcript into passages.

4. Create categories using coloured pins.

5. Use paper with colour-coded cards to determine the main themes for each

student and draw a map to summarise the findings.

Based on the above process, the researcher wrote up each case (see Chapter Four) based

on the themes that emerged from the analysis (see Table 3.11)

Themes In school In the university
Reported reading difficulties | Blending letter sounds | Reading fluency
Comprehension
Reading aloud
Reported writing difficulties | Spelling Organizing thoughts

Using the correct grammar
Illegible handwriting Finding a starting point
Translating ideas into words

Study skills Colored cards Use of technology (recording
devices and computers)

Clay molding Preparation (reading material
beforehand)

Time management

Mind maps

Other reported problems Self-image Attention
Motivation issues
Social and personal
problems

Table 3-11 Interview themes
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3.12.2 Trustworthiness

Instead of the concepts of reliability and validity, trustworthiness is used to consider the
quality of qualitative research. Several criteria are considered when ensuring
trustworthiness; these include credibility, transferability, dependability, and

confirmability.

3.12.3 Credibility

One of the most important criteria to be addressed in the second phase of the research is
internal validity, which essentially seeks to make sure that the study is able to test for
what is actually intended (Lincoln, 1995). Under such circumstances, the concept of
credibility deals with matters concerning how the research is related to reality, and
whether it can be applied to real situations. Therefore, ensuring credibility is one of the
most significant aspects of qualitative research, because it brings about the establishment
of trustworthiness.

In promoting credibility, there were several provisions that had to be put in place
to make sure that confidence in the second phase of the study was established. The first
of these was the adoption of a research design and methodology, and the establishment
of a justification for the use of such a methodology, that would give confidence in the
semi structured interview method used in the second phase. Secondly, the adoption of the
correct standard measurement for concepts being studied was essential for establishing
the means by which the study was conducted, while at the same time adhering to methods
that eventually lead to the establishment of trustworthiness in the findings (Erlandson et
al., 1993). Thirdly, a provision was put in place that the researcher was familiar with the
culture of the university before an attempt to collect data took place. Similarly, it was
essential to make sure that there was a random sampling of individuals who participated,
in order to negate potential charges against the researcher that they may be biased towards

a certain selection of participants (the group sampling was a purposive sample, but a
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random sampling from within each group, as explained in the Sampling section). These,
among other provisions, enhance the credibility of the qualitative research, which in turn
improves its trustworthiness.

The researcher used peer examination, also known as auditing. Guba and Lincoln
(1989) recommend the use of such an approach. In the current research, the manuscript
drafts and all data were sent to a PhD student at the University of Exeter, whose role was
the accurate transcription of the Arabic digital recorder from the interviews, and then the
review of the Arabic and English versions of the transcript, to enhance and evaluate

credibility.

3.12.4 Transferability

The extent to which the findings of a study can be applied to other situations is an
important aspect of qualitative research. This is because it enhances the study’s
trustworthiness through its ability to be applied to a diverse number of situations that are
connected to the subject matter of the study. Thus, transferability creates an environment
where the results of the study can be applied to a wider population through the transfer of
findings from one small population to other situations and populations (Firestone, 1993).
Therefore, researchers are required to make sure that they adopt those methods that are
likely to demonstrate findings and conclusions that can be applied widely, in order to
improve the trustworthiness of the study. In practice, most studies that are conducted
qualitatively cannot be generalised conventionally, because to do so would be to negate
their credibility. Additionally, most of these studies tend to be conducted in a way that
greatly enhances their specific contexts, making it extremely difficult for them to be
generalised. However, the researcher made sure wherever possible to bring about the
ability to generalise, even though each of the studies conducted might be unique, meaning
that its transferability may either be accepted or rejected (Guba, 1981). However, despite

the importance of transferability, there are instances where it might end up belittling the
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significance of contextual factors that are essential for the advancement of the study, and

which might be essential in advancing the credibility of the subject being studied.

3.12.5 Dependability

When seeking to address the issue of reliability, there is often an attempt to make sure
that when the same procedure is undertaken, with varying methods and participants, it
produces a similar result as before. However, the changing circumstances of subjects
scrutinised by qualitative researchers tend to make it extremely difficult to repeat
procedures when conducting other studies (Fidel, 1993). Nevertheless, using multiple
methods, such as three questionnaires and semi-structured interviews, as well as the use
of mixed methodology, it becomes possible to reduce the probability of misinterpretation
and make sure that there is a degree of credibility in the study. In this way, credibility and

dependability are related; one cannot happen without the other.

3.12.6 Confirmability

There is a constant difficulty in bringing about the achievement of real objectivity in any
study, because most results tend to come about because of human perceptions and skills.
The intrusion of researcher bias is an inevitable aspect of research, meaning that it is
essential for the researcher to establish the concept of confirmability in their work (Van
Maanen, 1983), especially when absolute objectivity in social research is impossible to
achieve. The use of confirmability means that it is important for the researcher to be as
free from prejudice and as completely unbiased in every step of the research as possible,
and try to ensure the participants’ meanings come through. All that the research can show
is that the research was conducted in good faith; it should be clear that the researcher did
not overtly control the conduct of the study and the findings derived (Lincoln and Guba,

1985).
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3.12.7 Ethical considerations in mixed methodology

Firstly, before conducting this study, the research was approved by the Ethics Committee
of Exeter University to conduct this research, an ethical approval signed by the
researcher’s supervisors was obtained (see Appendix XIV). Additionally, an official letter
was sent by the researcher to the Saudi Cultural Bureau in London, requesting
authorisation from the Saudi Ministry of Education to perform the research in Saudi
Arabia. The letter contained details about the research methodology, the approximate
number of participants that would participate in the study and the measures that would be
taken to ensure that the participants’ identities and personal information would not be
comprised in any way. It also included the research questions and methods of data
collection; a letter noting the knowledge and approval of my supervisors concerning the

methodology for the research was also sent.

Before gathering data, one of the most fundamental ethical considerations when
conducting research is that participants have to participate voluntarily in the study. This
is mainly because it is a means through which to make sure that the participants are not
only comfortable, but also better able to establish a strong relationship with the research.
This then allows them to willingly provide more information than would have been the
case otherwise. Additionally, it is highly pertinent that the participants have an
understanding of the purpose and all the procedures involved in the study. The researcher
has the responsibility of making sure that he or she informs the participants in advance
concerning what to expect in the study and, as a result, seek to bring about the full
cooperation of the participants (Bazely, 2004).

Moreover, it is the responsibility of the researcher to provide a copy of the results
of the study to the participants, in order for them to see their contribution to the results.
The participants have to be informed concerning the potential benefits that will be accrued

by the study, but at the same time, the researcher has to make sure that their privacy is
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maintained. It is also through an understanding of potential benefits that the researcher is
able to ensure they possess an awareness of the environment within which they work and
the potential impact that they might have on it, ensuring that such impact is minimised.

It is also essential that care be taken to identify and nullify any actual or perceived
issues that might occur, where there is the potential for the abuse of power between the
researcher and the participant (Johnson and Onwuegbuzie, 2004). In addition, the
anonymity of participants was maintained through the entire study process, in such a way
that even during the analysis of the data, the participants were given numbers and the data
was locked in the researcher’s personal computer with a passcode for the participants’
data files. Due to the need to maintain participant anonymity, the use of different names
was maintained throughout, and participants were never mentioned using their real
names.

The researcher also had to be extremely careful when it comes to matters
concerning the production of results and conclusions. The writing process of these parts
of the research could have brought about the involvement of the personal opinions of the
researcher, meaning that there was a high potential for bias to be shown to a particular
group under study based on ethnicity, age or another factor. Therefore, there had to be an
advancement of the interests of all parties involved in the research, through the strict
observation of non-biased guidelines from King Faisal University ,that establish the
credibility of the study. Finally, the details of the study were carefully explained
throughout, in order to make sure that readers were able to judge its ethical quality for

themselves.

The participants in this study gave their informed consent, and those who felt that they
no longer wanted to participate dropped out of the study without interference from the
researcher. Participants were not being subjected to harm in any way whatsoever.

Whenever the participant wanted a break, or wanted to stop during both the questionnaires
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administration and the interviews, the researcher ensured that this happened.
Communication in the research was done with honesty and transparency. The highest
level of objectivity was maintained throughout discussion and analysis during the

research.

Another ethical consideration relevant to this study is to ensure that the student
participants are not identifiable. Therefore, students who were identified, based on
SADR, as having academic difficulties must remain anonymous. The researcher
encouraged participants to choose their own aliases to ensure anonymity. Confidentiality
was explained to each participant: the students’ results remained confidential and were
not shared with teachers, classmates, which ensured that their learning experience in
university was not impacted negatively in any way. The students’ data was kept safe,

using codes and passwords known only to the researcher.

3.13 Methodological limitations

A primary setback in this study has been the lack of available data and previous studies
on this topic, especially studies pertaining to the Middle East in general and to Saudi
Arabia in particular. There has been no previous study looking at academic difficulties
related to literacy from the current angle in the Saudi university system. This, of course,
has limited the scope of analysis, and it emphasises the need for future research on

academic difficulties related to literacy in HE.

With regards to the measure used to collect the data, after completing the
interpretation of the findings the researcher discovered that the SADR questionnaire,
which was the primary instrument in gathering the data, did not capture students’
perceptions of their transition to university from school. In retrospect, such questions

would have been valuable for this study. Including more questions might have yielded
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more data about the transition from school to university, which emerged as a factor later
in the study. The researcher acknowledges this limitation; however, it indicates that there
is a need for more research to be carried out on the transition from school to university,

and ways to help students cope through it.

In hindsight, it would have been beneficial to have been able to conduct all the
interviews face-to-face, because these produced more data than Skype interviews.
However, at the time of collecting the data, this simply was not practically feasible
because many students declined the face-to-face interviews, and the researcher simply

adhered to their wishes.
3.14 Summary

This chapter has provided the research design that the current research implemented, and

the mixed methodology that was adopted.

The ontological and epistemological philosophical assumptions underpinning the
study were discussed for each of the two phases of the study. Additionally, the sampling
of each phase, procedures, data collection, and subsequent analysis were presented and

explained. The related ethical considerations were also outlined.
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Chapter Four

4 Results

4.1 Introduction to the quantitative data

The first part of the chapter is based on the analysis of the quantitative data from the
questionnaires. This study is based on three main data sources: the Student Academic
Difficulties and At-Risk questionnaire (SADR), the Student Self-Inventory questionnaire
(SSI), and the teachers’ reports on students’ academic performance. The first section of
this chapter will report the results from each of the questionnaires in relation both to GPAs
and to each other. The first part of the chapter is divided into two sections: the first is
descriptive and the second is inferential. The descriptive section aims to explain reliability
tests and the inferential section discusses correlations between the three questionnaires
and the GPAs; regression and cross-tabulation are also used. Inferential statistics allow
results to be extrapolated from the limited sample to the wider population. The data from
all three questionnaires were entered into a computer and an SPSS software programme

(v.22) was employed to answer the first phase questions.
Phase One research question

How can we identify students in higher education in Saudi Arabia who have academic

difficulties relating to literacy and study skills?
Sub-questions

1. How reliable is the Students’ Academic Difficulties and At-Risk questionnaire

(SADR)?
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2. To what extent can SADR be used to predict end of year academic GPAs at the start
of the year?

3. How stable are students’ literacy and study skills over a six-month period?

4. To what extent do an end of year Student Self-Inventory (SSI) and teachers’ reports on

student’s academic performance correlate with end of year academic GPAs?
4.2 Results related to research sub-question 1

How reliable is the Students’ Academic Difficulties and At-Risk questionnaire (SADR)?

4.2.1 Reliability of the questionnaire
Internal reliability of SADR

In order to answer the research question, the internal consistency and reliability of SADR
was measured through the Cronbach’s alpha test. This test establishes the level of stability
between answers within each of the eleven scales. The test (see Table 5.1) reveals that
not all scales or constructs within the questionnaire were reliable. The table shows that
the reliability of the reading scale is .906, writing is .848 and maths is .860. It also shows
the reliability of motivation is .718 and self-esteem is .709. These results indicate highly
internally reliable scales (using the convention of 0.7 as the cut-off point). However, other
scales showed low reliability. For example, the attention and hyperactivity scale is.623,
the compensatory strategies scale is.625, the social and emotional problems scale is.508,
the problems with pragmatics scale is.601, the vision stress scale is.614 and the memory

scale 15.536.
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Scale Cronbach’s alpha
Reading .906*
Writing .848*
Maths .860*
Attention and hyperactivity .623
Motivation 718*
Self-esteem .709*
Compensatory strategies .625
Social and emotional problem 508
Problems with pragmatics .601
Vision stress .614
Memory 536

Table 4-1: Internal reliability (Cronbach’s alpha) for SADR (* means > 0.7)

Test-retest reliability for SADR

These scales need to be stable over time, so the stability, or test-retest reliability, of these
scales was assessed. This involved examining the consistency between answers for the
341 student participants at two points in time: when they were first given the
questionnaire, and when they were given the same questionnaire three weeks later. The
reliability was calculated using Pearson’s R correlation coefficient in order to establish
the relationship between answers in both questionnaires. The reliability was measured for

the overall sums generated under each of the categories.

The results showed that there was a high consistency between answers in the first
and second assessments: reading (r=0.79), written expression (r=0.84), maths (r=0.97),
attention and hyperactivity (r=0.73), motivation (r=0.98), self-esteem (r=0.92),
compensatory strategies (r=0.88), social and emotional problems (r=0.98), problems with
pragmatics (r=0.84), visual stress (r=0.91), and memory (r=0.98). This questionnaire

reflected high reliability, in that the measure was consistent over a three-week period.
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Correlation between answers at each point in time for 341 students

Reading 0.794"
Written expression 0.842"
Maths 0.973"
Attention and hyperactivity 0.732"
Motivation 0.984"
Self-esteem 0921
Compensatory strategies 0.880"
Social and emotional problems 0.980"
Problems with pragmatics 0.848"
Visual stress 0911
Memory 0.989"

Table 4-2: Consistency between variables using Pearson’s correlation coefficient

4.3 Results related to research sub-question 2

To what extent can the SADR questionnaire be used to predict end of year academic
GPAss at the start of the year?

Pearson’s R correlation coefficient

This section will present the correlations between SADR scales, teachers’ assessments of
attainment and students’ GPAs. The relationship will be assessed using correlational
analysis and regression analysis, specifically Pearson’s R correlation coefficient and

multiple linear regression.

Pearson’s R correlation coefficient is a statistical test that measures the correlation
(relationship) between two variables; scores range between -1 and +1 (positive or
negative correlation, respectively). A significant result leads to the conclusion that
correlation exists between the two variables and the sign (- or +) indicates the direction
of the relationship. A significant negative correlation indicates that an increase in one
variable leads to a decrease in the other. A significant positive correlation indicates that
an increase in one variable leads to an increase in the other. The results have to be

significant (p<0.05) to assume that a relationship exists.
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Multiple linear regression

Multiple linear regression is a statistical test that allows the researcher to see whether one
variable (dependent variable) can be predicted using one or more independent variables
(predictors). In other words, it allows the researcher to comprehend to what extent one or
more predictors explain variances in the dependent variable. This study used different
predictors to predict students’ GPA scores (for example by using the SADR questionnaire

scales).

4.3.1 GPAs and teachers’ reports on students’ academic performance

Teachers evaluated students on six items that reflect different studying and learning skills.
Teachers were asked to evaluate students based on whether the student was enthusiastic
about finishing the course (enthusiasm), has effective study skills (study skills), can
complete written tasks in the time allocated (writing skills), seems focused during lectures
(focus), can skim and scan a paper for the main ideas and key points (skimming) and
tends to make very few spelling mistakes (spelling). Different teachers and lecturers were
asked to fill in this short questionnaire. Thereafter, an average was calculated for each of

the questions, along with an overall academic average.

Higher scores reflected a higher level of skill (greater competence). Teachers’
evaluations were taken at the end of the academic year and based on students’ academic
performance during the full year. Teachers’ evaluations were correlated with GPA scores
using Pearson’s R correlation coefficient and the results indicated that there is a
significant, low-to-medium, positive correlation between GPAs and academic skills
(overall average): R(83)=0.421, p=0.000; study skills: R(83)=0.332, p=0.002; and
skimming: R(83)=0.270, p=0.013. However, no significant correlation was found
between GPA scores and enthusiasm: R(83)=0.105, 0.346; writing skills: R(83) =0.097,
p=0.384; focus: R(83) =0.160, p=0.149; and spelling: R(83) =0.008, p=0.943 (see Table
4-3).
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It can be concluded that teachers’ ratings of study skills and skimming skills are
moderately related to higher GPA scores, while the overall academic outcome is also

associated with higher GPA scores.

4.3.2 Correlation between teachers’ evaluation items

The overall average of teachers’ evaluation items was correlated significantly and
positively with all other items (p<0.05). All other items within the teachers’ reports were
correlated positively (from 0.20 to 0.68; p<0.05). This indicates that if teachers assess a
students’ level as good in one of the learning skills, there is a tendency for them to also
rate them as good in other skills. However, no correlation was found between spelling

and enthusiasm and between focus and spelling (p>0.05) (see Table 4-3).

Correlations
1 2 3 4 5 6 7 8
r 1
GPA
Sig.
N 177
r 217 |1
Teachers’ average Sig. | .000
N |82 94
r .105 4277 |1
Enthusiasm Sig. | .346 .000
N |83 94 96
r 3327 ] .6907 | .3277 |1
Study skills Sig. | .002 .000 .001
N |83 94 96 96
r .097 6347 | 2767 | 4847 |1
Writing skills Sig. | .384 .000 .007 .000
N |83 94 96 96 96
r .160 666 | 4457 | 5717 | 640 | 1
Focus Sig. | .149 .000 .000 .000 .000
N |83 94 96 96 96 96
r 271 | 5907 | 2987 | 5017 | 5107 | 4507 |1
Skimming Sig. | .013 .000 .003 .000 .000 .000
N |83 94 96 96 96 96 96
r .008 204" | -135 | 3217 | 2617 | .179 250" |1
Spelling Sig. | .943 .049 .189 001 010 .080 014
N |83 94 96 96 96 96 96 96
** Correlation is significant at the 0.01 level (2-tailed)
* Correlation is significant at the 0.05 level (2-tailed)

Table 4-3: Correlation between GPA and items of teachers’ evaluations
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4.3.3 Correlation between SADR and teachers’ reports on students’ academic
performance
The total scores of each of the scales in SADR were also correlated with teachers’
evaluation of academic skills six months later. Given the correlations between GPA and
teachers’ evaluations, some predictive correlations would be expected. Table 4.4 clearly
shows the correlation between the five scales from the teachers’ evaluations (which were
previously related to GPA scores) and the SADR scales. There is a different pattern of
correlations in this table when compared to the correlations of the SADR scales with GPA
scores. The significant correlations are fewer and at a lower level. For this reason, no
further analysis was carried out into the predictive relationship of the SADR scales and

attainment as indicated by teachers’ academic evaluation ratings.
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Average/Academic | Study Skills | Skimming
r -225 -.200 -.166
Reading Sig. .029 .051 .106
N 94 96 96
. r -.168 -.080 -219°
Written Sig. 106 440 032
N 94 96 96
r -.097 -.158 -274"
Maths Sig. 350 124 007
N 94 96 96
. . . r 016 -.090 .063
Attention and hyperactivity Sig. 330 385 539
N 94 96 96
o r -239° -309" -235
Motivation Sig. 020 002 021
N 94 96 96
r -.011 -.030 -.018
Self-esteem Sig. 919 769 364
N 94 96 96
Compensatory strategies . 081 038 029
P y g Sig. 437 711 782
N 94 96 96
. . r -.033 .056 .070
Social and emotional problems Sig. 749 390 499
N 94 96 96
. . r -.116 -.066 -.076
Problems with pragmatics Sig. 264 501 459
N 94 96 96
r 172 .016 .020
Visual stress Sig. .098 .877 .847
N 94 96 96
r 3197 268" 247
Memory Sig. .002 .008 .015
N 94 96 96

Table 4-4: Correlation between SADR and teachers’ academic evaluations.

4.3.4 Pearson’s correlation between GPA scores and SADR

The aim of this study is to see whether or not literacy difficulties as measured by the use
of SADR can predict GPA over a six-month period. SADR included eleven constructs or
scales measuring various academic characteristics. All scales were based on the total
scores of items, where high scores indicate greater difficulties. It was important to
determine whether or not GPA scores were correlated across all the eleven scales (overall

total of each).
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The Pearson’s R correlation coefficient test was used to measure whether or not
the different academic difficulties have significant correlations with students’ GPA
scores. The results (Table 4-5) show that GPA scores have a significant, low-to-medium,
negative correlation (at p<0.05 level) with reading comprehension: R(177)=-0.552,
p=0.000; written expression: R(177)=-0.373, p=0.000; maths: R(177)=-0.289, p=0.000;
attention and hyperactivity: R(177)=-0.201, p=0.007; motivation: R(177)=-0.235,
p=0.002; self-esteem: R(177)=-0.186, p=0.013; and compensatory strategies: R(177)=-
0.155, p=0.039. This indicates that higher scores on these scales tend to predict, at low to

moderate levels, whether students will have low GPA scores.

On the other hand, the GPA scores had a low, significant, positive correlation with
memory: R(177) =0.235, p=0.002, which indicates that students with higher GPA scores
tend to report more problems with memory. No significant correlation was found between
GPA scores and social and emotional problems: R(177) =-0.097, p=0.197; problems with

pragmatics: R(177) =0.060 p=0.427; and visual stress: R(177) =0.026 p=0.729.

Pearson’s correlation between SADR scales

Additionally, the scales in the SADR questionnaire were shown to be significantly
correlated with each other (see Table 4-5). The reading scale was significantly and
positively correlated with all other scales (p<0.05), except that it correlated negatively
with memory (p<0.05) and had no correlation with visual stress (p>0.05). Written
expression was positively correlated with all scales (p<0.05) apart from visual stress and
memory (p>0.05). Maths was positively correlated with all scales (p<0.05) apart from
social and emotional problems, problems with pragmatics, visual stress and memory
(p>0.05). Attention and hyperactivity showed a significant positive correlation with all
scales (p<0.05). Motivation showed a significant positive correlation with all scales, apart
from memory (p>0.05). Similarly, self-esteem showed significant correlations with all

scales (p<0.05), apart from memory (p>0.05); compensatory strategies was also
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significantly correlated with all scales apart from memory (p<0.05). Social and emotional
problems showed significant positive correlation with all scales, apart from maths
(p>0.05); problems with pragmatics also showed significant correlation with all scales
apart from maths (p>0.05). Visual stress showed significant positive correlation with all

scales apart from reading comprehension, written expression and maths (p>0.05).
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Correlations

1 2 3 4 5 6 7 8 9 10 11 12
r 1
GPA Sig.
N 177
r -552" 1
Reading Sig. | .000
N 177 341
r -3737 686 1
Writing Sig. | .000 .000
N 177 341 341
r -289" 4547 4747 1
Maths Sig. | .000 .000 .000
N 177 341 341 341
. r =201 3027 279" 274 1
ﬁyt;ee‘f;‘c’t‘;vai;‘; Sie. | .007 000 000 000
N 177 341 341 341 341
r =235 476 385 345" 484" 1
Motivation Sig. | .002 .000 .000 .000 .000
N 177 341 341 341 341 341
r -.186 387 327 2637 4117 5627 1
Self-esteem Sig. | .013 .000 .000 .000 .000 .000
N 177 341 341 341 341 341 341
Compensatory r -.155 318 2317 273" 4107 506 465 1
strategies Sig. | .039 .000 .000 .000 .000 .000 .000
N 177 341 341 341 341 341 341 341
Social and r -.097 1547 136" 037 306" 2927 3187 354" 1
emotional Sig. | .197 .004 012 499 .000 .000 .000 .000
problems N 177 341 341 341 341 341 341 341 341
Problems with r .060 154" 165" 102 383" 358" 355" 376" 4317 1
pragmatics Sig. | 427 .004 .002 059 .000 .000 .000 .000 .000
N 177 341 341 341 341 341 341 341 341 341
r 026 069 066 084 288" 2137 249" 328 329" 445" 1
Visual stress Sig. | .729 207 222 121 .000 .000 .000 .000 .000 .000 .00000
N 177 341 341 341 341 341 341 341 341 341 341
r 235 -.148" -.094 -2427 2197 028 071 .106 305 345" 3347
Memory Sig. | .002 .006 082 .000 .000 .609 191 051 .000 .000 .000 .000
N 177 341 341 341 341 341 341 341 341 341 341 341
1 |2 | 3 | 4 IE | 6 | 7 | 8 9 | 10 | 11 | 12

**_ Correlation is significant at the 0.01 level (2-tailed)

*_ Correlation is significant at the 0.05 level (2-tailed)

Table 4-5: correlation between SADR scales, and correlation between SADR scales and GPA
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4.3.5 Regression analysis: Predicting GPA from SADR

After testing for correlations between students’ GPAs and the 11 different scales in SADR
separately, the next step was to see whether or not such predictive correlations exist when all
the variables were combined, which requires general linear regression analysis. The linear
regression model produced the following result: F (11,165) =7.78, P=0.000, {R=0.584,
R’=0.342 adjusted R*=0.298}. Although GPA could be significantly predicted in this analysis,
only the reading scale predicted GPA; the other scales made no independent contribution to
predicting GPA at the end of the year. The predictive power of each of the scales makes it
evident that only reading could significantly (p<0.05) predict GPA at the end of the academic
year (Beta=-0.562, P=.000). This clearly illustrates that students with greater problems with
reading are likely to have lower GPAs. Other scales showed no significant prediction of GPA,

as shown in Table 4-6.

Model Summary

Model R R Square Adjusted R Square SD. Error of the Estimate

1 .584° 342 298 .68012

Table 4-6: Model summary showing variances explained by the model using SADR scales

ANOVA®
Model Sum of Squares df Mean Square F Sig.
Regression 39.601 11 3.600 7.783 .000°
1 | Residual 76.324 165 463
Total 115.925 176

Table 4-7: ANOVA results showing the significance of the mode
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Coefficients

Unstandardised | Standardised Collinearity

Coefficients Coefficients : Statistics

3D. t Sig.
B Beta Tolerance | VIF
Error

(Constant) 4.754 | .450 10.574 | .000
Reading -.024 |.005 -.562 -5.183 | .000 | .339 2.948
Written 005 | .009 .060 599 550 | .397 2.518
Maths -.002 |.007 -.025 -.307 759 | .612 1.634
Attentionand o501 16 |-107 -1.285 | 201 | .574 1.742
hyperactivity
Motivation 009 |.015 054 616 539 | 511 1.956
Self-esteem 017 |].024 061 728 468 | .566 1.768
Compensatory | _o91 | 016 | -.006 -077 | .939 | 615 1.626
strategies
Social and
emotional -.033 |.024 -.104 -1.405 | .162 | .726 1.377
problems
Problems with | 35 | 4 119 1.467 | .144 | 606 1.650
pragmatics
Visual stress -.010 |.023 -.033 -415 678 |.630 1.588
Memory 038 |.022 136 1.724 | .087 | .640 1.561
a. Dependent variable: GPA

Table 4-8: Regression coefficients of SADR scales when predicting

4.3.6 SADR: Cut-off point for those with reading problems

The range of SADR scores was divided into scores that represented a reading problem and

those that did not; an 80™-centile cut-off point was selected. SADR scores were coded as 0 and

1, where 0 was the score for students scoring below the top 80" centile on the reading scale

(low scores or no reading problem), and 1 for those scoring within the top 20 centiles (high

scores, meaning they have reading problems). The top 20 centiles is a conventional cut-off

point and was selected for that reason. This was another attempt to see whether or not the

SADR scales can predict GPA when manipulating the data.
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Accuracy of predicting GPA from SADR reading cut-off

To further test the ability of SADR to predict GPA, a reading scale cross-tabulation was
performed; see Figure 4-1, which shows the frequency of GPA scores depending on whether
students had a problem or no problem with their reading scores six months previously. This
shows that the tendency is for those with prior identified reading problems to have lower GPA
scores, although some with reading problems had higher GPA scores, within the range of those
with no prior reading problems. The mean GPA score for those with no prior reading problems
was 4.22, (SD=0.83), compared to those with a prior reading problem: 3.13, (SD=0.83). This

was a statistically significant difference in the mean GPA scores (t=7.6, df=172, p<0.000).
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Figure 4-1: Frequency of students’ GPAs based on top 20% reading scale cut-off (0 represents no academic
difficulties and 1 academic difficulties)
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In the first analysis, SADR was used to predict whether students would score low GPAs, using
a GPA of less than 2.5 as the cut-off on the GPA scale. This is the point at which students are

given a formal warning about their low GPA scores.

Reading based on total original and then top 20

Count percent Total
0 = no problems 1= problems
GPA <251 3 9 12
GPA>250 127 38 165
Total 130 47 177

Table 4-9: Number of students based on a 2.5 cut-off point GPA and reading score

Table 4-9 shows that 127 students reported no problems on the reading scale in advance and
scored above 2.5 GPA (true negative; 127/177 = 71.7%). Of the 47 students identified with
reading problems, 38 scored a higher GPA than 2.5 (38/47 = 81%). This means that only 19%
of students with reading problems scores had low GPAs (less than 2.5). Twelve students had
low GPA scores (less than 2.5 GPA); of these students, nine were predicted six months in
advance with the reading scale (9/12 = 75% true positives); three of the 12 (3/12 = 25%) were
not predicted. Of 130 identified in advance as having no reading problems, only three scored
low GPAs (3/130 = 2.3%); the majority were predicted correctly as scoring higher GPAs

(127/177 =171.7%). Overall, 78.5% were predicted correctly as true positives or true negatives.

In the second analysis, reading scales were used again to predict whether students had
low GPAs using a GPA of less than 3.00 as the cut-off point. This is the point at which students

start to get a D-level grade, which means being at an inadequate level.
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Reading based on total original and then top 20
Count percent Total
0 = no problems 1= problems
GPA<311 10 37 47
GPA>300 103 27 130
Total 113 64 177

Table 4-10: Number of students based on 3 cut-off point GPA and reading score

As shown in Table 5-10, 103 students reported no problems in advance and had GPAs higher
than 3.00 (true negative; 103/113 = 91), which may indicate no academic difficulties. Of the
64 students identified with reading problem, 27 turned out to have higher GPAs (27/64 =

42.2%), and 57% (37/64) with lower GPAs.

Table 5-10 also shows that 47 students had low GPA scores (GPA lower than 3.00).
Of these students, 37 were predicted six months in advance with the reading scale in SADR
(37/47 = 78.7% true positives); 10 of the 47 were not identified (10/47 = 21%). Of 113
identified in advance as having no reading problems, only 10 turned out to have lower GPAs
(10/113 = 2.3%); the majority were identified correctly as having higher GPAs (103/177 =
58%). This makes the total percentage of accurately identified students, both those who had

problems and those who did not have reading problems, was 79%.

Comparing the two analyses shows that the first analysis with a cut-off point of 2.5 for
GPA showed a lower predictability, with only 19% of students with low GPA identified earlier
by the reading scale in SADR as at-risk of having reading problems. But the second analysis,
using 3.00 GPA as the cut-off, the prediction level increases from 19% to 57% accuracy in

terms of students being identified as having problems from the reading scale in SADR and also
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having low GPA scores, which shows an increase of 38% in the reading scale’s ability to

predict students with low GPAs.

4.3.7 Predicting GPA from the demographic questions

Students were asked to state whether or not they had learning difficulties or health conditions
that could impact their studies, and frame their replies as a yes/no answer. Using regression
analysis, it was shown that the model was not significant overall: F (8,168) =1.09, p=0.372
{R=0.222, R’=0.049, adjusted R’=0.004}. However, when examining each of the variables as
predictors, it was shown that GPA can be predicted using overall difficulties, i.e. those who
have some form of difficulty in school are likely to have low GPA scores (B=-0.386, p=0.045).
However, it can be concluded that none of the other variables was a significant predictor of

GPA.

Model Summary

Model R R Square Adjusted R Square SD. Error of the Estimate

1 222° .049 .004 .80992

Table 4-11: Model summary of variances explained by the module

ANOVA *
Model Sum of Squares df Mean Square F Sig.
Regression 5.721 8 15 1.090 372
1 | Residual 110.204 168 .656
Total 115.925 176

Table 4-12: ANOVA showing the significance of the regression model
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Coefficients
Unstandardised Standardised Collinearity
Coefficients Coefficients t Sig. | Statistics
B SD. Error | Beta Tolerance | VIF
(Constant) 3.725 | .089 41.961 | .000
Any kind of
difficulty in -386 | .191 -.154 -2.024 | .045 | .973 1.028
school
Premature at birth | -.193 | .355 -.043 -.543 .588 | .896 1.116
Complications 287 | .200 110 1437 | .153 | .968 1.033
during birth
Complications 130 | 272 039 478 633 | .862 1.160
after birth
Long illness that
involved school -.028 | .143 -.015 -.196 .845 | .960 1.041
absence
Auditory 131 | 495 021 265 |.792 | .908 1.101
problems
Vision problems | -.058 | .137 -.032 -.425 672 | 977 1.024
Delayed or -380 | 336 ~.091 1131 | 260 | .865 1.156
deficient speech
a. Dependent Variable: GPA

Table 4-13: Regression coelfficients for predictors

4.4 Results related to research sub-question 3
How stable are the students’ literacy and study skills over a six-month period?

To answer this research question, there is a need to first assess the internal reliability of

SSI. The SADR and SSI scales will then be correlated with each other.

4.4.1 Internal reliability (Cronbach’s alpha) for SSI

The internal consistency/reliability of SSI was measured using the Cronbach’s alpha test,
which measures the level of internal consistency or reliability of the items making up the scale.
It should be noted that some of the items were written positively, and were therefore reverse
coded (positive to negative) to ensure one direction for all items within all scales. Overall there
were eight scales, each including four items. All scales proved themselves reliable, as can be

seen in Table 4-14. This demonstrates that all scales/constructs within the questionnaire were
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reliable; all scales within the questionnaire have acceptably high levels of internal reliability,

except for the motivation scale, which is below the usual 0.7 level.

Scale N Cronbach’s alpha
Motivation 4 0.603
Memory 4 0.725
Feelings/attitudes 4 0.725
Time management 4 0.834
Organisational skills 4 0.860
Attention 4 0.849
Reading 4 0.870
Writing 4 0.870

Table 4-14: Cronbach’s alpha reliability tests for each of the scales in SSI

4.4.2 SADR scales correlation with scales in SSI

This section assesses whether or not scales within the SADR questionnaire have a predictive
correlation with scales in SSI. Using Pearson’s correlation coefficient, it was found that reading
comprehension, writing expression and motivation all showed significant positive correlation
with their corresponding scales in SSI (p<0.05). Reading from SADR was correlated with
reading from SSI (.666); written expression correlated with writing (.559); attention and
hyperactivity correlated with attention (.199); motivation correlated with the motivation scale
in SSI (.389); compensatory strategies correlated with two corresponding subscales, time
management with a correlation of .203, and organisational skills (.281); and social and
emotional problems correlated with feelings and attitudes in SSI (.426). Therefore, all scales

correlated positively with their corresponding scales in SSI, except for memory (p<0.05).
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SADR scales SSI scales Correlation

Reading Reading 666**
Written Writing S559%*
Attention and hyperactivity Attention 199
Motivation Motivation 389+
Time management 203%
Compensatory strategies g

o : 281%*

Organisational skills
Social and emotional problems Feelings/attitudes 4605
Memory Memory -318%*

Table 4-15: Correlation between SADR and corresponding SSI scales (** mean p<0.05)

4.43 Cross-tabulation of students identified above 80™ centile in SADR and SSI

To summarise the relationship between two sets of variables, which are the scales from SADR
and their corresponding scales from SSI, the researcher used cross-tabulation, working with
those identified as having reading problems in both SADR and SSI at the 80" centile cut-off
point. The tables below show the number of times that each of the possible category
combinations occurred in the data, which are: reading from SADR with reading in SSI, written
expression in SADR with writing in SSI, attention and hyperactivity in SADR with attention
in SSI, motivation in SADR with motivation in SSI, compensatory strategies in SADR with
both time management and organisational skills in SSI, social and emotional problems from

SADR with feelings and attitudes in SSI, and memory from SADR with memory in SSI.
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Reading SSI scale
Reading SADR scale Total
No problem Problem
No problem 132 4 136
Problem 15 34 49
Total 147 38 185

Table 4-16: Cross-tabulation between reading scales in SADR and SSI

Table 4-16 indicates that students who reported having reading problems in SADR continued
to have problems in SSI (34/38, or 89%), while those who reported having problems in SADR
and not in SSI were 15/147, or 10.2%, and only 4/38, or 10.5%, reported difficulties in SSI but
not in SADR. Students who reported having no problems in both scales were 132/147, or
89.7%. Therefore, 166/185 or 89.7% were identified in advance as students who either have or

do not have reading problems.

Writing SSI scale
Writing SADR scale Total
No problem Problem
No problem 127 13 140
Problem 25 24 49
Total 152 37 189

Table 4-17: Cross-tabulation between writing scales in SADR and SSI

Table 4-17 shows that students who reported having writing difficulties in the SADR scale and
still reported having writing difficulties in the SSI scale were 24/37, or 64.9%, while students
who reported not having writing difficulties in SADR and not having difficulties in SSI were
127/132, or 83.5%, and students who were identified in SADR as having writing difficulties

but did not report any difficulties in SSI were 25/152, or 16.4%. Students who reported having
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writing difficulties in SSI but not in SADR were 13/37, or 35%. Therefore 151/189, or 79.8%,

of the students were identified in advance as either having or not having problems.

Attention and hyperactivity Attention and hyperactivity SSI scale
Total
SADR scale No problem Problem
No problem 118 28 146
Problem 28 15 43
Total 146 43 189

Table 4-18: Cross-tabulation between attention and hyperactivity scale in SADR and SSI

Table 4-18 shows that 15/43, or 34.9%, of students who reported attention and hyperactivity

problems in SADR continued to have those problems in SSI. The number of students who

reported having problems in SADR but not in SSI was 28/146, or 19%, the students who

reported problems in SSI but not in SADR were 28/43, or 65%, and the students who reported

not having a problem in both scales was 118/146, or 80%. Therefore 133/189, or 70%, of

students were identified in advance as having or not having problems with attention and

hyperactivity disorder.

Motivation SSI scale
Motivation SADR scale Total
No problem Problem
No problem 130 13 143
Problem 39 6 45
Total 169 19 188

Table 4-19: Cross-tabulation between motivation scale in SADR and SSI
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Table 4-19 shows that students who reported motivational problems in SADR and still reported
problems in SSI were just 6/19, or 31%, students who reported having motivational problems
in SADR but not in SSI were 39/169, or 23%, and students who reported having problems in
SSI but not in SADR were 13/19, or 68%, and students who reported no problems on both
scales were 130/169, or 76.9%. This means the percentage of students who were identified by

both scales as either having or not having problems was 136/188, or 72%.

Compensatory strategies Organisational skills SSI scale
Total
SADR scale No problem Problem
No problem 119 26 145
Problem 26 13 39
Total 145 39 184

Table 4-20: Cross-tabulation between compensatory strategies scale in SADR and organisational skills in SSI

Table 4-20 shows that students who reported not developing compensatory strategies in SADR
and not having organisational skills in SSI were 13/39, or 33%, students who reported having
problems in SADR but not in SSI were 26/145, or 17.9%, students who reported having
problems with organisational skills in SSI but did not report problems in the corresponding
scale in SADR were 26/39, or 66.6%, and students who reported no problems in both scales
were 119/145 or 82%; this means that the students that were identified by both scales in

advance as either having or not having problems were 132/184, or 71.7%.
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Compensatory strategies Time management SSI scale
Total
SADR scale No problem Problem
No problem 119 29 148
Problem 26 13 39
Total 145 42 187

Table 4-21: Cross-tabulation between compensatory strategies scale in SADR and time management in SSI

Table 4-21 shows that students who reported not developing compensatory strategies in SADR
and having problems with time management in SSI were 13/42, or 30%, students who reported
having problems in SADR but not in SSI were 26/145, or 17.9%, students who reported having
problems with time management in SSI but not reported problems in the corresponding scale
in SADR were 29/42, or 69%, and students who reported not having a problem in both scales
were 119/145, or 82%. This means that the students that were identified by both scales in

advance as either having or not having problems were 132/187 or 70% of students.

Social and emotional problems Feelings/attitudes SSI scale
Total
SADR scale No problem Problem
No problem 102 53 155
Problem 22 11 33
Total 124 64 188

Table 4-22: Cross-tabulation between social and emotional problems scale in SADR and feelings and attitudes

in SSI

Table 4-22 shows that students who reported having social and emotional problems in SADR
and problems with their feelings and attitudes in SSI were 11/64, or 17%, students who reported
having problems in the scale in SADR but not in SSI were 22/124, or 17%, students who

reported having problems with feelings and attitudes in SSI but did not report problems in the
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corresponding scale in SADR were 53/64, or 82.8%, and students who reported no problems
on both scales were 102/124, or 82%. This means that the students that were identified by both

scales as either having or not having a problem in advance were 113/188, or 60% of students.

Memory SSI scale
Memory SADR scale Total
No problem Problem
No problem 81 34 115
Problem 66 7 73
Total 147 41 188

Table 4-23: Cross-tabulation between memory scale in SADR and memory in SSI

Table 4-23 indicates that students who reported having memory problems in both SADR and
SSI were only 7/41 or 17%, while those who reported having problems in SADR and not in
SSI were 66/147, or 44%, students who reported problems with memory in SSI and not in
SADR were 34/41, or 82%, and students who reported no problems in both scales were 81/147,
or 55%. This means that the total number of students who were identified as either having or

not having memory problems was 88/188, or 46.8%.

A summary of the cross-tabulation between the SADR and SSI scales is presented by
Table 4-24. This summary shows that only the reading scale has above 80% accuracy in
predicting problems over a six-month period; 89% of students reported having reading

problems in both SADR and SSI.
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Percentage of

Percentage

students of students Total percentage of
identified as identified as students who were
havine problems not having | identified by both scales as
in b(;gtlll) SADR problems in either having or not
and SSI both SADR having problems
and SSI
Reading 89% 89.7% 89.7%
Writing 64.9% 83.5% 79.8%
Attention and 34.9% 80% 70%
hyperactivity
Motivation 31% 76.9% 72%
Cpmp ensatory strategies 33% 82% 71.7%
with organisational skills
qunpepsatory strategies 30% 229, 70%
with time management
Social and emotional
problems with feelings 17% 82% 60%
and attitudes
Memory 17 55% 46.8%

Table 4-24: Summary of the cross-tabulation between SADR and SSI scales

4.5 Results related to research sub-question 4

To what extent does an end of year Student Self-Inventory (SSI) and teacher’s report on

student’s academic performance correlate with end of year academic GPA?

4.5.1 Correlation between SSI scales

Pearson’s correlation coefficient was calculated to measure the extent of the correlation

between the eight SSI scales, as can be seen in Table 4-25. It clearly indicated that all scales

were significantly and positively (p<0.05) correlated with each other. Some correlation

coefficients appear to be larger than others. It can be concluded from this that participants who

had problems (or score highly on one scale) were likely to score highly on any other scale.

Evidently motivation, memory, feelings/attitudes, time management, organisational skills,

attention, reading and writing were all correlated with each other.
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Correlations

1 2 2 3 4 5 6 7 8
r 1
GPA Sig.
N 177
r 196 1
Motivation Sig. .009
N 176 188
r =236 630" 1
Memory Sig. .002 .000
N 176 187 188
r -182 495" 630" 1
Feelings/attitudes Sig. .016 .000 .000
N 176 187 187 188
r -597" 366" 4217 524" 1
Time management Sig. .000 .000 .000 .000
N 177 186 186 186 187
r 549 4417 5317 545" .784™ 1
Organisational skills Sig. .000 .000 .000 .000 .000
N 173 183 183 183 183 184
r =527 450" 494™ 578" 7317 749 1
Attention Sig. .000 .000 .000 .000 .000 .000
N 177 188 188 188 187 184 189
r -599™ 4307 5197 608" 756" 137 804" 1
Reading Sig. .000 .000 .000 .000 .000 .000 .000
N 173 184 184 184 183 181 185 185
r 598" 3347 394" 503" 787" 749 770" 814 1
Writing Sig. .000 .000 .000 .000 .000 .000 .000 .000
N 177 188 188 188 187 184 189 185 189

** Correlation is significant at the 0.01 level (2-tailed)

* Correlation is significant at the 0.05 level (2-tailed)

Table 4-25: Pearson’s correlation coefficients indicating the correlation between different scales in SSI and

between SSI and GPA

4.5.2

Teachers’ reports on students’ academic performance items and SSI

The overall average of teachers’ evaluations was significantly and negatively correlated with

motivation, memory, time-management, organisational skills, and attention (p<0.05).
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Enthusiasm was shown to have a negative correlation with motivation and organisational skills

(p<0.05). Studying skills were negatively correlated with memory and organisational skills

(p<0.05). Writing was negatively correlated with feeling/attitude and organisational skills as

well as attention and reading (p<0.05). Being focused was correlated negatively with

motivation, memory and time-management. Skimming was not correlated with any of the

scales in SSI (p>0.05). Finally, spelling was only negatively correlated with writing (p<0.05).

Correlations
Overall | Enthusiasm sslillll(lisy- Xirlll‘[:en Focused | Skimming | Spelling

r -3397 [ -260° -152 | -.095 -240° -.137 026
Motivation Sig. | .001 011 144 364 020 189 804

N |92 94 94 94 94 94 94

r -3137 [ -.133 -248" | -.195 -210° -.147 -.134
Memory Sig. | .002 200 016 .059 042 158 197

N |92 94 94 94 94 94 94

r 126 -.150 -180 |-250" |-.182 117 -.050
Feelings/attitudes Sig. | .233 148 083 015 079 260 630

N |92 94 94 94 94 94 94

r -284" | -.165 -154 | -.191 -224° -.052 -.001
Time-management | Sig. | .006 114 139 .067 .031 618 994

N |91 93 93 93 93 93 93
Organisational r 2331 | -2797 -335 | -230" | -.200 -.155 -.139
kills Sig. | .002 .008 001 029 059 144 193

N |88 90 90 90 90 90 90

r -263° | -.081 -146 | -3147 | -.190 113 -.148
Attention Sig. | .011 436 159 .002 066 274 151

N |93 95 95 95 95 95 95

r -203 -.136 -164 | -2517 |-.091 -.158 -.147
Reading Sig. | .056 199 119 017 390 134 165

N |89 91 91 91 91 91 91

r -.044 044 -019 | -.103 -.002 -.047 -254"
Writing Sig. | .675 669 856 319 983 653 013

N |93 95 95 95 95 95 95

** Correlation is significant at the 0.01 level (2-tailed)

Table 4-26: Correlation between items in teachers’ reports on students’ academic performance and SSI
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4.5.3 Predicting GPA from SSI

SSI included seven scales, all of which were used as predictors to explain variances in GPA.

Using multiple linear regression, it was evident that the resulting model was significant, in that

it explains variances in GPA: F(8,158)=17.11, p=0.000 {r=0.681, R*=0.464, adjusted

R’=0.437}. By looking individually at each of the scales, it was shown that reading (B=-0.075,

p=0.002), feelings/attitudes (B=0.067 p=0.001) and writing (B=-0.046 p=0.047) were all

significant predictors of GPA. It could be predicted that students with problematic reading and

poor writing skills were likely to have a poor GPA, and also those who stated problematic

feelings/attitudes were more likely to have lower GPA scores. On the other hand, memory (B=-

0.023 p= 0.356), organisational skills (B=-0.023, p=0.305), reading (B=0.003 p=0.913),

attention (B=-0.024 p=0.280) and motivation (B=0.017 p=0.508) did not significantly explain

variances

in GPA.

Model Summary

Model

R

R Square Adjusted R Square

SD. Error of the Estimate

1

.681°

464 437

.61416

Table 4-27: Model summary showing variances explained by the model using SSI scales

ANOVA®
Model Sum of Squares | df Mean Square F Sig.
Regression 51.653 8 6.457 17.118 .000°
1 Residual 59.597 158 377
Total 111.250 166
Table 4-28: ANOVA results showing the significance of the regression model
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Coefficients
Unstandardised Standardised Collinearity
Coefficients Coefficients . Statistics
3D. t Sig.
B Beta Tolerance | VIF
Error
(Constant) 4.513 178 25.308 | .000
Motivation .017 .025 .052 .664 508 | .562 1.779
Memory -.023 .025 -.082 -.926 356 | 432 2316
Feelings/attitudes -.067 .021 288 3.243 .001 | .431 2.318
Time management .003 .025 .014 .109 913 | .207 4.837
Organisational skills | -.023 .023 -117 -1.030 | .305 | .261 3.830
Attention -.024 .023 -.125 -1.085 | .280 | .255 3.926
Reading -.075 .023 -.372 -3.223 | .002 | .254 3.930
Writing -.046 .023 -.260 -1.998 | .047 |.200 4.991
a. Dependent Variable: Cumulative

Table 4-29: Regression coefficients of SSI predictors when predicting GPA

4.6 Summary of the quantitative data results

To answer the first research questions about reliability, a Cronbach’s alpha test was employed,
which showed that the SADR reading, writing, and maths results indicated high internal
reliability, and that motivation and self-esteem had a reliability that was higher than 0.7, which
was used as a cut-off point; the other scales had lower reliability. The second reliability test,
which was test-retest, was used to test the stability of SADR over time that showed high

reliability for all SADR scales.

To answer the second research question about SADR’s ability to predict students’
GPA:s, the results of the teachers’ reports on students’ academic performance indicated that
there was a significant, low-to-medium, positive correlation between GPAs and academic
skills, study skills and skimming. However, no significant correlation was found between GPA
scores and enthusiasm, writing skills, focus and spelling, and there was a low correlation
between teachers’ questionnaires and SADR, therefore no further tests were conducted. A
Pearson’s R correlation coefficient test was used to measure whether or not the different
academic difficulties have significant correlation with students’ GPA scores. The results

showed that there was a significant negative correlation (this indicates that higher scores on

142



SADR scales tend to predict, at low-to-moderate levels, whether students will have low GPA
scores) between GPA and reading, written expression, maths, attention and hyperactivity,
motivation, self-esteem, compensatory strategies and memory. No significant correlation was
found between GPA scores and social and emotional problems, problems with pragmatics and
visual stress. Furthermore, the scales in the SADR questionnaire were shown to be significantly

correlated with each other.

Regression analysis showed that only the reading scale predicted GPA; the other scales
made no independent contribution to predicting GPA. It was apparent from the analysis that
only reading could independently and significantly predict GPA at the end of the academic
year. This clearly illustrates that students with greater problems in reading were likely to have
a lower GPA. Further to the regression analysis, cross-tabulation was carried out to get a better
understanding of the predictive ability of the reading scale in SADR. The test was carried out
twice, one with a 2.5 GPA cut-off point, and a second time with a 3.0 GPA cut-off point. The
2.5 GPA cut-off point showed that only 19% of students with high reading problem scores
turned out to have low GPAs, but using the 3.0 GPA showed that 58% of students who reported

reading problems turned out to have low GPAs.

Regression analysis was conducted on the demographic questions as well. The analysis
showed that GPA can be predicted using overall difficulties, i.e. those who have some form of
difficulty at school are likely to have low GPA scores; the individual demographic questions

were not significant.

Results related to the third research question showed that all eight scales of SSI were
internally reliable. Pearson’s correlation analysis, testing the correlation between SADR scales
and their correspondent scales in SSI, found that reading had the most significant correlation,
while others had medium-to-low significance with their correspondent scales in SSI; written

expression, attention and hyperactivity, motivation, compensatory strategies and emotional
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problems all correlated positively with their corresponding scales in SSI except for the
memory. To summarise the relationship between the two variables, the scales from SADR and
their corresponding scales from SSI, the researcher used cross-tabulation. Students who
reported having reading problems in SADR and continued to have problems in SSI were 89%,
students who reported having writing difficulties in SADR and still reported having writing
difficulties in SSI were 64.9%, 34.9% of students who reported attention and hyperactivity
problems in SADR continued to have those problems in SSI, students who reported not
developing compensatory strategies in SADR and not having organisational skills in SSI were
33%, students who recorded motivational problems in SADR and still reported those problems
in SSI were 31%, and students who reported having memory problems in both SADR and SSI

were only 17%.

For results related to the fourth research sub-question, the Pearson’s correlation
coefficient was calculated to measure the correlation between the eight SSI scales. The results
showed that all scales significantly and positively correlated with each other, and the teachers’
reports on students’ academic performance again showed negative correlation. Regression
analysis was used to measure SSI’s ability to predict GPA; the resulting model was significant
in that it explains variances in GPA. By looking individually at each of the scales, it was shown
that reading, writing, and feelings and attitudes were all independent significant predictors;
those who stated having issues with reading, writing, or feelings/attitudes are more likely to
have lower GPA scores. On the other hand, memory, organisational skills, reading, attention

and motivation did not significantly explain variances in GPA.
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4.7 Introduction to the qualitative data

The second part of the chapter presents the results obtained from the qualitative phase of the
study. These findings are drawn from data collected from interviews with a sample of six
students from three groups. These students completed SADR and SSI questionnaires and were
included in the teachers’ questionnaire. The criteria used to choose these students have been

explained in the methodology chapter.

Identifying and studying any problems concerning the real-life situations of a given set
of individuals may be difficult if adopting a quantitative method alone. This type of difficulty
arises because of the complexity associated with the nature of human beings, their
psychological status and their social interactions (Shaughnessy et al., 2000). Therefore, the
case study methodology paradigm was an optimal choice for investigating any human cases.
Moreover, case studies provide the researcher with a thorough understanding of the phenomena
under investigation. The current investigation addresses the experiences within a sample of
purposely selected university students who might have encountered some kind of academic
difficulties concerning literacy and study skills. Through selected cases, this phase of the
current research aimed to explore students’ academic and non-academic experiences to
understand the questionnaire’s limitations with regards to predictability, and explore true

positives, false positives and false negatives. Some themes emerged (see Appendix XV)
4.8 Results related to the Phase Two research question

To what extent do the academic and non-academic experiences of selected case studies help in

understanding how the questionnaire can predict students’ academic performance?

The study undertaken in Phase Two gave a broad overview of the current situation
concerning academic difficulties related to literacy in Saudi Arabia. The first phase was

supposed to identify students with academic difficulties and predict students’ future
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performance, while the second phase investigated SADR’s ability to predict students’ academic
difficulties and the role of the social and academic experiences of students, thereby
complementing and validating the findings of Phase One by gaining a deeper insight into the
psychological, social and academic background of adult students in Saudi Arabia. This was
achieved through the use of a case study methodology, where in-depth semi-structured
interviews with the students concerned were conducted with the help of a semi-structured

questionnaire. The interviews were conducted once with each participant.

4.8.1 Case study 1
Sophie was from the true positive group; she scored highly in the SADR questionnaire and had

a low GPA, which may point to academic difficulties.

As shown in Table 4-30, Sophie’s reading score for the SADR questionnaire was 106,
with a mean of 66 and SD of 16, which is more than two SDs above the mean. This may
indicate academic difficulties related to literacy; Table 5-31 shows that Sophie’s reading score
on SSI was 18 with a mean of 9.50 and SD of 4.04, which also may indicate reading problems.
This implies that Sophie’s reading problems continued into higher education. She also had a
score of 55 for writing in SADR, with a mean of 32.39 and SD of 7.8, which may indicate
some academic difficulties in writing, and she scored 19 for writing on SSI, with a mean of
8.60 and SD of 4.46. For attention and hyperactivity, she scored 23 with a mean of 24.6 and
SD of 4.19 and 8 with a mean of 9.45 and SD of 4.07, in SADR and SSI respectively; this
student’s scores do not indicate a problem in this area. For motivation, in SADR the student
scored 25 with a mean of 22.47 and SD of 4.50, and her corresponding score in SSI was 8 with
a mean of 8.10 and SD of 2.53, which may indicate that she does not have a problem in that

area either.
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In compensatory strategies, she scored 9 with a mean of 18.37 and SD of 4.15; her
scores in the corresponding scales in SSI were 19 for time management, with a mean of 8.66
and SD of 3.95, and a score of 4 for organisational skills, with a mean of 9.09 and SD of 3.95,
which may mean that she has problems with time management, but not with organisational
skills. For social and emotional problems, the student scored 20 with a mean of 14.38 and SD
of 2.59 in SADR, which may indicate a problem in that area. Her score on the corresponding
scale in SSI, feelings and attitudes, was 18, which may also indicate a problem. For memory,
Sophie scored 28 with a mean of 14.12 and SD of 2.88, which may indicate a problem in
memory, but the corresponding scale in SSI does not show a problem in that area, where Sophie
scored 10 on the memory scale, with a mean of 9.02 and SD of 2.95; in memory it seems that

the student reported a problem in school but it did not continue in university.

Table 4-32 includes scores on the post-interview scale (this scale was used to help guide
the interview process), which included five statements; on this scale, the student circled a
number that is most representative of their state. Sophie’s scores indicated negative feelings

towards all the scale questions (the score is out of ten, with ten being the most negative).
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Student Minimum Maximum Mean Of, all SD
score students’ scores
Reading 106 37.00 146.00 65.95 16.26
Writing 55 19.00 74.00 32.39 7.80
Attentionand 5 10.00 38.00 24.63 4.19
hyperactivity
Motivation 25 10.00 37.00 22.47 4.50
Compensatory | 8.00 30.00 18.37 4.15
strategies
Social and
emotional 20 6.00 22.00 14.38 2.59
problems
Memory 28 5.00 20.00 14.12 2.88
Cumulative
GPA 2.50 2.00 5.00 3.67 .82

Table 4-30: Sophie’s scores in SADR compared to group mean scores

Student Minimum | Maximum | Mean | SD
SCore
Motivation 8 4.00 19.00 8.10 |2.53
Memory 10 4.00 17.00 9.02 |2.95
Feelings/attitudes | 18 4.00 19.00 10.35 | 3.47
Time 19 4.00 20.00 8.66 |3.95
management
Organisational | , 4.00 20.00 9.09 |3.95
skills
Attention 8 4.00 20.00 945 | 4.07
Reading 18 4.00 20.00 9.50 | 4.04
Writing 19 4.00 20.00 8.60 | 4.46

Table 4-31: Sophie’s scores in SSI compared to group mean score
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Statements Student indication

School attainment satisfaction | 8

Feelings about your GPA 10
Reading ability 6
Writing ability 6
Academic support 10

Table 4-32: Sophie’s indications in the pre-interview scale

Findings
The following findings regarding Sophie’s case were gathered from investigating and
analysing scores from the SADR and SSI questionnaires, her GPA, medical records and her

interview responses.

Age of onset: In Sophie’s case, the signs of academic difficulties were observed during her
first year in school. Specifically, as indicated by her uncle and herself, Sophie has exhibited
low levels of literacy and study skills since she was a child. The causes of her difficulties are
unknown to her, and those difficulties still persist as she struggles in her studies in higher

education.

Health condition: In general, Sophie is in good health, and she has not suffered from any

serious health problems, although she thinks there is something physically wrong with her:
“There must be something wrong with my wiring, in my brain”.

IQ test: An IQ test was administered to Sophie during senior high school. She scored below

the average on that test; she then undertook another where her scores were within the norm:

“I was diagnosed by a specialist from Egypt, and after a one-hour test he told

my uncle that I am mentally challenged. Although I was expecting that there
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was something wrong with me, I was really disappointed, and so was my uncle,
who wanted to seek another opinion. I felt broken and kind of defeated, but then

the other specialists said I was fine, only slow”.

Parent’s awareness of the condition: Both of Sophie’s parents are aware of her academic
problems but they lack sufficient information about the IQ test that she took. Her uncle is the
only one with that information, but her parents are consistent in their attempts to provide her

with assistance while studying.

School attainment: Sophie encountered many studying problems throughout her schooling.
She failed to pass the first and second grades, although her attainment in mathematics was

satisfactory.

It seems that the main struggle when Sophie was in the early years of school was the

blending of sounds and words correctly.

“I couldn’t blend like other students did...  would spend twelve hours studying,
but barely get by. I became more and more aware that there was something

wrong with me”.

By the seventh grade, she started reading, but she still thought that it took her far longer than

her peers; it seemed that she had a problem with her reading speed:

“...but I could read so I was over the moon.... I still take a long time to read
questions on an exam or read textbooks, and when [ finish I have to read it

again to understand”.

Sophie also had writing difficulties, finding spelling the most difficult aspect of writing,
especially when younger and with barely legible handwriting. Now she uses computers for her
assignments, and has found organising her thoughts in a coherent manner to be challenging,

along with using appropriate grammar:
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“It seems that my thoughts are not expressed in the right words and sentences.
[ get feedback from the university teachers with something along those lines,

i3

like saying ‘you should have explained more’”.

Sophie was unquestionably positive that she had no difficulties in mathematics, with her

problems in mathematics being mainly when questions are expressed in written form:

“I can solve problems in my head. I visualise the steps, and the answer comes

tome”.

University attainment: Sophie has encountered problems with studying at university. These
problems are reflected in her low GPA, and she always feels at risk of having severe academic

problems, which she attributes mainly to a problem with her time management:

“I think if I only had more time to do stuff like, you know, homework and

assignments, that I would do much better”.

It seems that Sophie still has problems with slow reading even at university level and she thinks
that her reading speed is not as it should be, especially when she compares it to her friends.

She explained that seeing a word that she does not know terrifies her because she feels like:

“... a toddler having to spell each letter, it is a very embarrassing situation for

»»

me .

Sophie has some difficulties in effective comprehension, which could explain the effort she

puts into concentrating on her reading speed.

However, for Sophie listening comprehension seemed much easier than having to read
and then understand. She said that she thinks she would understand subjects presented to her

much faster if her friends or teacher read the material aloud for her:
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“But I know that when one of my university teachers says something ...

[whether] reading or PowerPoint, I get it right away”.

Assistance received: Sophie received assistance from her family and relatives, especially her
uncle. She indicated that her teachers were careless regarding her condition and felt that the
assistance she received was not sufficient and not specialised. She implied more than once that
she did not know the exact nature of her problem, although she felt that the teacher should
have. She had negative feelings concerning the support provided by her school, which at one
time made her hate school, with her feeling stigmatised and not smart, or as she put it, “dim”,
which didn’t help with her literacy problems at all. Moreover, she thought special classes were
no more than a means to get her out of the classroom, and thought that in addition her social

life was affected, which contributed to her problems:

“I couldn’t write at all, and my teachers were mean. Instead of trying to help
me, I was sent to a special class [taquaia] outside the classroom. I hated it. The
other students were mean as well. I hated school at that time ... It was supposed
to help me with my reading and writing, but I really don’t think I got any real

help at all”.

She suggested that any assistance from her friends would be valuable, but they were busy all

the time with their own studies.

Social life: She encountered serious social problems, since she failed to build real friendships
with her peers within school, and so felt isolated. In contrast, out of school this problem was

absent and she was able to make friendships:

“I was doing well in everything but school. Outside school, my family and
friends would swear that I was smart, but in school, I couldn’t even make

friends”.
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Personal traits: Her responses manifested that she may encounter low self-esteem. Sophie
kept comparing herself to other students who were at the same level. She was aware of having

a problem early on:

“I knew there was something wrong. I could not really blend in like other
students did. All the other students were doing much better than me. In grade
four, they were writing and reading, and it seemed that everyone was doing

much better than me.

I was being caged and I did not talk with anyone about it, but I felt all my
teachers wanted to do was to get me out of the way so they could teach the smart
kids ™.

Despite suffering with her condition, she always attempted to do her best, which reflects high

levels of motivation:

“I don’t know why, but I never got the grades that I work so hard for. I know

it’s me”.
Self-awareness: Sophie frequently showed during the interview that she possesses high levels
of awareness regarding her literacy and study skills. She always compares her performance

with her peers. She recognised that her problems were in reading and writing and indicated that

she was slow in reading and writing.

Coping strategy: Sophie used many strategies in order to cope with her literacy and study

difficulties, but she relied on memorising as a means of gathering knowledge:

“I take a very long time to get my homework done ... I have a very strong

memory”.

Moreover, she used another compensatory strategy by implementing coloured cards to help her

with blending letters:
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“I had short sounds in one colour then long sounds in another, and I put single

letters in between. But to be frank, I still used memorisation—and I still do”.

Sophie developed her earlier technique of using coloured cards by adding pictures and

drawings

“What I did was highlight the letters that I got mixed up when I wrote. Then [
drew a picture to help me remember ... [ would spend hours just focused on my

technique”.

Furthermore, she resorted to another compensatory strategy by using clay to formulate words,
especially unfamiliar words. She found these strategies, which had emerged by the fifth grade,
very useful in overcoming her problems. She indicated ongoing problems, but a slow
improvement in her studies, and became able to read by the seventh grade, although compared
to her peers her reading ability was limited. Later, she started using computers to accomplish
her assignments, which helped to overcome her difficulties in handwriting, spelling, and

organising her thoughts.

Summary of case study 1

Sophie indicated more than once that she feels shy and nervous around campus, and that she
encounters social problems when interacting with peers; Sophie said the she has a tendency
towards isolation. The problems that Sophie has with literacy and study skills have been
apparent since the first grade where she found herself lagging, which had negative implications
later on for Sophie in her academic life. In many situations, Sophie was able to evaluate her
condition and improve her self-image and performance, and has always appeared to be self-
motivated. Despites the negative perceptions she thinks are held by her peers and teachers,
Sophie persists in working towards finishing her degree. To help herself, she has sought out

coping strategies that enable her to learn more effectively, such as techniques involving
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coloured cards, drawings, pictures, clay and the use of computers. Sophie’s reading problems
started early in school with difficulty in blending sounds, and she was late to start reading
independently. Although she had family support, especially from her uncle, and supportive

classes at school.

4.8.2 Case study 2

Eve was from the true positive group, where students scored highly in SADR and had a low
GPA, which may indicate academic difficulties. Her scores are shown in Tables 4-33 and 4-
34. Eve’s reading and writing were above the mean questionnaire scores, which may indicate
that this student was at risk of academic difficulties in reading and writing. The student’s score
for reading in SADR was 98, and in SSI it was 16; in writing her score in SADR was 49 and
in SSI it was 17. Both questionnaires show that Eve has difficulty with reading and writing,
indicating that she has academic difficulties related to literacy that continued into higher

education.

On the attention and hyperactivity scale, the student scored 32 in SADR and 18 in SSI;
both indicate that the student might have a problem in that area. On the motivation scale, in
SADR the student scored 10, and her score on the corresponding scale in SSI was 8; in both
questionnaires the student’s scores indicate that she does not have a problem with motivation.
She scored 17 on compensation strategies in SADR; for time management in SSI she scored
11, and for organisational skills she scored 15, which may show that she did not have a problem
in these areas before going to the university, confirmed by the implication that she also did not
have these problems upon starting university. In social and emotional problems, the student
scored 14, and she scored 10 on the corresponding scale in SSI; it seems from both scores that
the student does not have a problem in this area. In memory she had a score of 14 in SADR

and 7 in SSI, which may indicate that the student does not have a problem here either.
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Table 4-35 shows the student-indicated scores on the post-interview scale of five
statements; Eve’s scores indicate generally negative feelings towards all the scale questions,

especially towards her reading.

Student Minimum | Maximum Mean Of, all SD
score students’ scores
Reading 98 37.00 146.00 65.95 16.26
Writing 49 19.00 74.00 32.39 7.80
Attentionand | 5, 10.00 38.00 24.63 4.19
hyperactivity
Motivation 10 10.00 37.00 22.47 4.50
Compensatory | |, 8.00 30.00 18.37 4.15
strategies
Social and
emotional 14 6.00 22.00 14.38 2.59
problems
Memory 14 5.00 20.00 14.12 2.88
Cumulative
GPA 2.50 2.00 5.00 3.67 .82

Table 4-33: Eve’s scores in SADR
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Student Minimum Maximum Mean SD
score
Motivation 8 4.00 19.00 8.10 2.53
Memory 7 4.00 17.00 9.02 2.95
Attitudes/feelings 10 4.00 19.00 10.35 347
Time management | 11 4.00 20.00 8.66 3.95
Organisational 15 4.00 20.00 9.09 |3.95
skills
Attention 18 4.00 20.00 9.45 4.07
Reading 16 4.00 20.00 9.50 4.04
Writing 17 4.00 20.00 8.60 4.46
Table 4-34: Eve’s scores in SSI
Statements Student indication
School attainment 4

satisfaction

Feelings about your GPA | 4

Reading ability 5
Writing ability 5
Academic support 4

Table 4-35: Eve’s indications in the pre-interview scale
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Findings
The following findings regarding Eves’ case were gathered from investigating and analysing
scores from the SADR and SSI questionnaires, her GPA, and her interview responses. Eve’s

medical records were not available.

Age of onset: Eve showed some indication of academic difficulties during her years in school,
but overcame them with the help of her parents, and never repeated a year. She says she found
schoolwork challenging but loved reading; she hated maths and writing. Her low achievement
became more prominent whilst at university, which could be attributed to a lack of help and

support at this level.

Health condition: In general, Eve said that she has good health and does not suffer from any

serious health issues, although her medical records were not accessible.

Feelings towards university attainment: She has negative feeling towards the university
system and blames the education system and teaching methods at the university for her low

achievement:

“I just thought that it would be so much different than the ugly reality. I was
shocked and saddened that I still have to rely on memory and my malzma [a
folder that has everything the student should read]. I would ve loved to explore
by myself. I know that I am very good at that, exploring and solving problems,

but no. We had to be treated like elementary kids”.

University support: In terms of support, Eve feels that the university is not supportive or
understanding of her needs. She seemed to hold the university accountable for her low

achievement:
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“Yes, I am doing well considering that the university doesn’t really appreciate
great minds. I have no doubt that I am smart enough to do what I want. Well, 1

felt a little thick in school, but my parents always assured me that I was not”.

Self-concept: Eve seemed to have a positive image of herself, despite her low achievement;

she demonstrated confidence and seemed sure of her abilities.

Family support: Eve had what seemed like strong family support. Her reading confidence was
enhanced by this family support. Her mother and father helped her with her assignments until
she graduated from high school; even at university level she still got some help from her father.
Eve’s statements show that her mother’s support played a major role in helping her reach
university. It seems that Eve is convinced that her school and teachers did not help in any way.

This could be because she didn’t show any signs of difficulty:

“Without any doubt, in my mind it’s my mum, through repetition and building
my confidence. Knowing that she believed in me made me believe in myself ...
My mum worked on my reading even before I went to school, and she would sit
with me each day after school. It was fun. She would let me tell my little sister

her bedtime story, and I think that gave me confidence. I know I can read”.

Motivation: Eve seemed motivated and was a hard worker, although perhaps not all the time;
this could be a result of repeated frustration. She seemed to like reading and indicated that she
reads for personal gratification and to attain knowledge. When I asked her if she thought that

her GPA reflected her achievement, she didn’t seem sure about whether it did or not:

“Well, sometimes I work really hard, sometimes I don’t. So I think it does in a

way reflect my studies—like in a small way”.

She implied more than once during the interview that she put in a lot of hours and effort to get

the university work done:
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“I struggled, but I passed my exams with Bs and Cs in school. It seems a bit
harder now. I did it with a lot of hard work. I sometimes end up somewhat
disappointed because [ think [ deserve better and still work hard.
Comprehension is definitely not a problem. Whenever I am reading or hearing

someone else read, I don’t have a problem there”.

Impulsivity and attention disorder: Eve indicated that in her daily life she makes hasty
decisions that she later regrets, which might indicate impulsivity. In addition, she drifts into
daydreams effortlessly—not just during lectures, but even when she is doing things she enjoys,
such as reading a book. This could indicate attention and focus problems. She explained that
daydreams happened early on in school, before she enrolled at university, but she seemed to

blame the teachers’ methods for her lack of focus and interest:

“Right now my main problem is that I cannot keep focused on the task for a
long time. Whatever it is, I have lots of daydreams—not that I can help it, but
there is a lot to think about, lots of hopes, and they seem to choose lecture times

to suit themselves.

...] always found it difficult to maintain any sort of focus for a long time on
anything, especially in the classroom. They go on and on, and it just puts me to

sleep mentally. I mean, I'll be snoring and having a dream.

.1 just lose interest in doing stuff. Like I'll be cooking with mum and leave
halfway through. I want things to be done quickly—over and done—but instead

they drag on and on”.

Time management: Eve indicated that she manages her time well, but it all depends on her

workload. She seems to think that teachers do not care what the students achieve. Therefore,
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she blames her teachers for her work overload and explained that she found it difficult at times

to manage her studies:

“Some weeks we have no assignments at all, and others we would have like
three assignments to work on at one time. I think the teachers don’t really care
to organise this matter so they can ensure that it won't happen. They don’t

bother—why would they? We don’t really matter”.

Reading and writing: When it comes to reading and writing in school, the data suggest that
Eve’s reading and writing problems might be caused by a lack of fluency, but she did not seem
to view this as a problem. Eve specified that she enjoys reading, although she had some

difficulties in school with both reading and writing:

“I enjoy reading and writing, but I read really slowly compared to my

classmates”.

According to Eve, her reading problems related to phonics and blending. However, she later
contradicted this statement and seemed confident that it has nothing to do with her phonics and
blending; rather, she seemed to think that her only problem was speed. When she started school,

she received crucial support from her parents:

“I have always been good at that, but it just takes me longer than what it should.
Then again, mum always says that there is not a ‘should’ in reading time, just

read at your own pace. That’s what she says and what I did”.

She appeared sure that she didn’t really have a problem, although her answers indicated that
she did. Eve either doesn’t recognise or doesn’t want to admit to having academic difficulties,
although her statement shows that she might have difficulties. Eve repeatedly said that she did
not have a problem, so I asked why she indicated a five on her rating scale. Her answer

suggested that she is content that she is doing her best, but she is not satisfied with her current
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grades. However, she is simultaneously proud of her achievements. It seems that her academic
difficulties have become more pronounced at university than they used to be, and this again
may be related to fluency:

“[ think it is more speed than anything else. It could be memory as well. I can’t

memorise that well for sure. Attention—well, sometimes it is an issue, especially

if there is something on my mind. I can’t put it on hold. It just pops up and 1

can’t really control that.
I was strong; I just needed more time to get things done”.

She believes that she has illegible handwriting and bad spelling. Eve’s writing difficulties are

evident in speed and spelling, especially with long and short sounds. Eve seemed more aware
of her writing problems than her reading issues.

She indicated that when it comes to writing, her main problem was finding a starting
point; she also has problems determining how to translate her thoughts into ideas and

organising and presenting them in a coherent manner.

“My handwriting was also of poor quality, and I was slow at both [i.e., reading

and writing]. Thank God for computers.

As for my writing, I always find it a bit difficult to find what and where I should
begin and how to organise those ideas. In my mind, they seem great, but in
writing ... they do not seem to be understandable for other people ... It seems
that sometimes my ideas are all over the place. They make sense to me, but
apparently not to my teachers, so I try to put small numbers at the start of each

paragraph and then rewrite the paper based on what I think makes sense”.
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When I asked her to explain further, Eve stated that what she does is write everything down.
After finishing, she reads it out loud and then numbers the paragraphs to indicate what she

thinks is the right order. After that, she types the text up on her computer.

Nevertheless, she still seems to blame the educational system for her inability to achieve
her full potential in school, and she pointed out that she thought the school’s methods relied

heavily on memorisation:

“In school, you don’t have to be smart to succeed. You only have to have a good
memory for each subject. For teachers, it’s always the same: memorise this by
heart, like your own name. So anyone with even a tiny memory problem will

undoubtedly have a very hard time surviving school”.

When she was in school, Eve avoided reading out loud because of her feelings of
embarrassment about being slower than her peers, but her teachers forced her to stand up and
read. She thinks this contributed to her low achievement because it made her avoid reading

class by taking lots of water and toilet breaks:

“Back in school, I think it was reading out loud time. A teacher asked me to
stand up and read. I was 14 and I felt insulted in a way because I had talked to
my teacher before and I told her that I am willing to read one on one, but not in
front of the class. She said she understood, so I was surprised when she called
on me, and [ felt sick. I didn’t read, although the teacher said that I would lose
points if I didn’t. I never stood in front of the whole class again. I take longer
than the other kids to spell. I do it slowly, but I am not unintelligent. [ am much

better at it now than I used to be, but I still need time to get it right”.

As for comprehension, Eve seems confident that she can fully comprehend what she reads and

critique it at the same time.
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Maths difficulties: Eve seemed convinced that she did not have any problems in this area;
although she showed some difficulties with multiplication tables, these apparently are not to a
great extent. She indicated that she had a problem with written maths. She seems to think that
the main problem is the time consumed when reading the problem, but according to her, once

she read them, she could solve them:

“I didn’t struggle with maths—maybe just a bit, very early on, but once I got it,
1 got it.  mean, multiplication tables were a problem because we were asked to
memorise them and I have the memory of a fly, but I think with repetition and

reasoning I got that, so I don’t think I have problems in that area”.

Compensatory strategies: Eve implied that she used some strategies while studying,
especially with writing. These included using a computer, writing down her ideas and
organising these using numbers for the paragraphs, before typing them up on a computer. Eve

specified how she studied and used specific strategies, such as highlighting key points:

“I try to choose a really quiet place away from any noise or distractions. Then

1 use a highlighter to indicate the key points”.
Self-regulated learning (SRL): Eve is convinced that all she needs is discipline, and that she
is well-disciplined:

“I know I have to work harder than my younger sister, but I am okay with it.
It’s all about discipline. I plan my studying and my breaks, and I am doing

okay”.

Memory: Eve seems to think that she has a memory problem that is causing her other academic
difficulties. She seems to think that she has profound problems when it comes to her memory,

but did not want to elaborate:
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“Notes cover my life, and even with that I keep forgetting, but I don’t think that

would have been a problem if I studied anywhere but Saudi Arabia”.

Summary of case study 2

Eve experienced low academic achievement. Her problems with literacy and study skills
started early, while at school, where she had problems with phonics and blending sounds; she
found it especially difficult to read aloud in the classroom when she was in school. Her reading
problems persist at the university level and her main problem is reading speed. She seems to
have writing difficulties; although she said that the use of computers has helped her, she uses
other strategies as well, such as numbering her paragraphs and writing down her ideas. She
also has difficulty with maths, but centred around written maths, which could be related to her

reading difficulties.

Although Eve recognised that she has a problem, she seemed to blame the school and
university system, stating more than once that no one offered to help her. She stated that she
had difficulty concentrating for a long time on any given task, but blamed teachers’ methods
for her “forced daydreams”, which might indicate an attention disorder. Beyond that, Eve
seemed motivated and eager to graduate. Eve had strong family support and described her
parents as her “rock”, who helped her past school obstacles to the point where her reading and
writing difficulties did not reflect on her grades in school. However, at university level it seems

that her difficulties became more apparent.

4.8.3 Case study 3

Sara was in the false positive group, which consists of students who scored highly in SADR,
which may indicate academic difficulties, but their GPAs do not show low achievement. Sara
scored 140 for her reading in SADR and 6 for reading in SSI, as shown in Tables 4.36 and

4.37, which may indicate reading problems in school, but that problems with reading did not
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continue into higher education, as her reading score in SSI does not indicate any difficulties.
Sara’s writing score in SADR was 67, and 7 in SSI; the SADR questionnaire score indicates
that she may have difficulty with writing, but her score on the corresponding scale in SSI shows

that she does not have a problem with writing.

Sara’s score for attention and hyperactivity in SADR was 32, and in SSI was 5, which
again indicates a problem on the first scale but not the second; she had a problem with attention
and hyperactivity in school but not in higher education. Sara scored 10 on the motivation scale
in SADR and 5 on the corresponding scale in SSI; both scores indicate that the student does

not have a problem in this area.

Sara scored 21 on compensatory strategies in SADR, which may indicate that the
student does not have a problem in developing or implementing strategies, and scored 8 for
time management and 5 for organisational skills in SSI, which also indicate no problems in
these areas. Sara’s score for social and emotional problems in SADR does not show problems
in this area, and the same for the corresponding scale in SSI, feelings and attitudes, where the
student scored 10. Sara’s score for memory in SADR was 18, and for the corresponding scale

in SSI was 9; both scores indicate that the student does not have a problem in this area.
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Table 4-38 shows the student-indicated scores on the pre-interview scale; Sara’s scores

indicated mostly positive feelings towards university support and her GPA.

Student | Minimum | Maximum | Mean of | SD
score all
students’
scores
Reading 140 37.00 146.00 65.95 16.26
Writing 67 19.00 74.00 32.39 7.80
Attention and 32 10.00 38.00 24.63 4.19
hyperactivity
Motivation 10 10.00 37.00 22.47 4.50
Compensatory | 21 8.00 30.00 18.37 4.15
strategies
Social and 20 6.00 22.00 14.38 2.59
emotional
problems
Memory 18 5.00 20.00 14.12 2.88
Cumulative 3.00 2.00 5.00 3.67 .82
GPA

Table 4-36: Sara’s scores in SADR
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Student | Minimum | Maximum | Mean | SD
score
Motivation 5 4.00 19.00 8.10 |2.53
Memory 9 4.00 17.00 9.02 |295
Attitudes/feelings | 10 4.00 19.00 10.35 | 3.47
Time 8 4.00 20.00 8.66 | 3.95
management
Organisational 5 4.00 20.00 9.09 |3.95
skills
Attention 5 4.00 20.00 945 |4.07
Reading 6 4.00 20.00 9.50 | 4.04
Writing 7 4.00 20.00 8.60 | 4.46

Table 4-37: Sara’s scores in SSI

Statements Student indication
School attainment 9
satisfaction

Feelings about your GPA | 9

Reading ability 7
Writing ability 7
Academic support 8

Table 4-38: Sara’s indications in the pre-interview scale

Findings
The following findings regarding Sara’s case are based on the investigation and analysis of her

responses to the SADR and SSI questionnaires, her GPA, and her interview responses.
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Age of onset: Sara started to experience academic difficulties that manifested during her school
years (i.e., before university), especially during elementary school and junior high school. They
stopped being as severe when she started high school, which was when she noticed a change

in her overall scores. In high school, she studied science and loved physics and maths:

“I always loved maths. It is the only subject that has never been challenging—
or challenging, but in a good way. Not in an ‘I can’t do it’ way, but in an ‘I

have to work harder at it’ way”.

Health condition: Although no medical records were reviewed in Sara’s case, based on her
statements she is not suffering from any medical conditions other than a tremor in her hand,
which is embarrassing to her. Based on her statements, this tremor is not triggered by any
illness. She has experienced it for a long time, and it gets worse only when she is tired or under

stress.
School attainment: Sara has encountered several problems while studying:

“I found it hard to follow what the teacher was saying. For example, I was at a
new school, where they taught level three reading, whereas I only reached level

one in my old school”.

She insists that her grades are the direct result of her family moving a lot, which she blames

for her academic difficulties:

“The instability of it all—a new home, sometimes a new city, a new

neighbourhood; I hated having friends, because it meant making moving hard”.

Sara refused to discuss her reading and writing in detail. She seemed to regard that period as

painful and repeatedly said that she does not want to remember it:
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“All I know is that I was not doing well. [ was hardly passing, so any problem
you can think of, I had. My reading was bad, so was my writing, but that was

then. I am doing much better now”.

University attainment: Sara seems to enjoy university life, as she indicated that she finds her
discipline really interesting. She wants to work with troubled children who are experiencing
what she has been through. She chose this discipline as she thinks that she can make a

difference:

“I believe that, in order to understand someone’s experiences, you have to walk
in their shoes. I had difficult family circumstances, and I come from a broken
home. I can help those who have experienced those unfortunate circumstances.

I can make a difference”.

Time management: Sara thinks that her time management and the hours that she spends make

a considerable difference. Having had a tutor for the last four years also helps:

“No one knows that in the university or they would be laughing at me, but 1
have a tutor who reads my work and helps me with my study skills. She is a

friend of my mum. She started helping me in high school. I really owe her”.

She compliments herself for doing the best that she can. It seems that she is focused in her

efforts:

“I believe with all of my heart that everything that happened to us as a family
(and a lot has happened) is because of my mum’s lack of education and her not

having a job, so I am determined to have both”.

Assistance received: Sara has never received any assistance from her school, perhaps because

she has not stayed in one school long enough to be recognised as needing help, or because she
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has never asked for it. She indicated that her maths teachers were always impressed by her

performance:

“My only real problem was reading, blending mostly. I see now that it was a
lack of practice. No one read to me or helped me study. My father was gone
most of the time and mum just didn’t, so since year one I have studied by myself.

Moving didn’t help either”.

Coping strategy: Sara used many strategies in order to cope with her reading problem during
her school years, before university. Most of her efforts have focused on coping with the stress
of moving. She explained that she used her imagination a lot, but she did not fully explain how.
She said to cope with everything, she imagined her life to be different and planned and lived it

accordingly:

“I hate to say it, but I think what really helped me was being selfish. I stopped
thinking of mum’s problems, the moving and helping; I only thought of me. 1
mean someone should. I hated that about myself sometimes, but then when we
moved in with my grandparents, grandma actually encouraged me, saying
‘Think only of Sara’. The more time I spent thinking of me, the better things got

for me”.

Sara’s tutor also helped her develop her coping strategies, such as mind maps, scanning and

highlighting important ideas:
“She doesn’t do my work, she just showed me how”.

Sara reads the notes related to a lecture and tries to fully understand them. She researches the

topics beforehand so she can participate, and she always gets full marks on her participation:

“I need to feel prepared, so during the lecture I can concentrate more on what

is being said and not spend time reading the PowerPoint slides. My teachers
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are so understanding, and they provide me with printed PowerPoint slides,
which I can read to be prepared ... After the lecture, I study right away;

otherwise, I will forget”.

She seemed keen on being prepared, explaining that it helps her organise her thoughts and

develop an overall picture. She stated that lectures help her understand the secondary subjects:

“If I don’t really fully comprehend the full picture, [ won’t be able to understand

anything. I won’t get the little sub-topics if I don’t get the whole picture”.

Exams are the most difficult for Sara because she needs more time to understand the questions.
She explained that it takes time to read the questions, although she thinks that there is nothing
wrong with her reading. She just needs time to read and re-read them, in order to understand
them. She said that she earned a high grade when a teacher allowed her to take the exam in her

office and did not limit her time, telling her to take as much time as she needed.

Self-perception: Sara thinks that her levels of stress have affected her self-perception, which

have in turn affected her academic performance:

“I was so worried every time I started a new school. My heart would start
pounding, my hands would be sweating, and then my hand would start to shake,
which made everything much worse because I knew that everyone could see it.

All that I could think was ‘they don’t like me, they hate me, they think I am odd’.

...1 just wanted to make everything go away. It would have been better if I had.
I wanted the teachers to just leave me alone. I didn’t want to read. I didn’t want

to look like a fool, reading like a child”.

She found it hard to cope with a different environment each time she moved.

She envies other students who did not have to go through such experiences:
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“Some of my friends who never changed schools don’t know how lucky they are.

1 feel so envious sometimes, wondering ‘why me?’”.

Family support:

Neither of Sara’s parents offered any kind of support. She indicated that her father was between
jobs, which put him in a “sour” mood, and her mother just did not offer any help. Help came
when her parents divorced and the family moved in with her grandparents; although illiterate,
her grandmother encouraged Sara and her sisters to read and write. Then she asked a friend of
Sara’s mother called N to help. She paid for these lessons, which—based on Sara’s statement—

have played a crucial role in helping Sara understand school and schoolwork:

“When N came, everything changed. I can see things differently now. I stopped
being angry that nobody cared and started caring for me. She showed me how
to study. I was 16 at the time, and no one had ever studied with me or showed
me how. She showed me that I am super smart. I mean, I never repeated a year,
which Nadia explained was an accomplishment in itself, even if I didn’t have

good grades”.

Summary of case study 3

Sara’s parents are divorced, and her father has a new wife and three children from this marriage.
Sara lives with her mother and grandparents, whom she regards as her support system,
especially her grandmother. Her grandmother does not know how to read or write, but
encourages Sara and her sisters to read to her, especially the Qur’an, which she has said helps
her with her reading. Her academic difficulties seem to be mainly because of her family
situation and constant moving; she refused to discuss in detail her reading and writing
difficulties and stated more than once that it was a problem that passed. Sara stated that her

only current problem is with reading, and that she uses several coping strategies such as

173



preparing before a lecture and preparing notes. Despite issues with her reading speed, she stated

that she is doing well in university, which is reflected in her GPA.

4.8.4 Case study 4

Judy was in the false positive group, those students with high scores in the SADR questionnaire
but which are not reflected in their GPAs. Her scores in SADR and SSI are shown in Table 4-
39 and Table 4-40, respectively. Judy’s scores for reading and writing indicates that she may
encounter academic difficulties. Her reading score was 146, which is the maximum score for
the reading scale in SADR, and she scored 17 for reading in SSI, which may indicate that she
still encounters academic difficulties related to literacy. Judy’s score on the writing scale in
SADR was 47, and in SSI she scored 20 on the writing scale. This may indicate that the

difficulties encountered by her in school continued to the university level.

Judy’s score for attention and hyperactivity in SADR was 23, and on the corresponding
scale in SSI was 18; it appears from both scales the student encounters problems in this area.
However, her motivation scores in both SADR, where she scored 25, and SSI, where she scored

11, show that the student does not have a problem with her level of motivation.

In the SADR questionnaire, her score for compensatory strategies was 17, and on the
corresponding scales in SSI, for time management it was 8 and organisational skills was 13,
which may point to the student not having a problem in this area. For social and emotional
problems, the student’s score was 16 in SADR, and on the corresponding scale of feelings and
attitudes in SSI, the student’s score was 6, which may indicate that the student has no problems
when it comes to her feelings and attitudes. For memory, the student scored 15 on the SADR
scale and 16 on the SSI scale, which may indicate that the student encounters some problems

with memory.
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Table 4-41 shows the student-indicated scores on the pre-interview scale, with Judy’s
scores indicating generally positive feelings towards all the scale questions, especially towards

academic support.

Student Minimum | Maximum | Mean of all SD
score students’
scores

Reading 146 37.00 146.00 65.95 16.26
Writing 47 19.00 74.00 32.39 7.80
Attention and 23 10.00 38.00 24.63 4.19
hyperactivity
Motivation 25 10.00 37.00 22.47 4.50
Compensatory | 19 8.00 30.00 18.37 4.15
strategies
Social and 16 6.00 22.00 14.38 2.59
emotional
problems
Memory 19 5.00 20.00 14.12 2.88
Cumulative 3.25 2.00 5.00 3.67 .82
GPA

Table 4-39: Judy’s scores in SADR
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Student score Minimum Maximum Mean | SD
Motivation 11 4.00 19.00 8.10 2.53
Memory 16 4.00 17.00 9.02 2.95
Feelings/attitudes 6 4.00 19.00 1035 | 3.47
Time management 8 4.00 20.00 8.66 3.95
Organisational skills | 13 4.00 20.00 9.09 3.95
Attention 18 4.00 20.00 9.45 4.07
Reading 17 4.00 20.00 9.50 4.04
Writing 20 4.00 20.00 8.60 4.46

Table 4-40: Judy’s scores in SSI

Statement Student indication
School attainment 6
satisfaction

Feelings about your GPA | 7

Reading ability 7
Writing ability 7
Academic support 10

Table 4-41: Judy’s indications in the pre-interview scale

Findings
The following findings related to Judy’s case are based on the investigation and analysis of her

responses to the SADR and SSI questionnaires, her GPA, and her interview responses.
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Age of onset: Judy had some academic difficulties that manifested during her elementary
school years. Judy also has a long medical history of sick cell anaemia. Her academic issues
continued, although she explained that she has been able to deal with her illness, which she
sees as a cause of her low achievement. Because of her illness, she said that she is in constant

pain and suffers from a lack of sleep and chronic fatigue:
“I am tired all the time”.

Over time, she has developed strategies to deal with her illness, in order to prevent the effects
from taking over her academic life. She had great admiration for her teachers and school before
entering university, and greatly appreciates their understanding and support; she seems to have

positive feelings toward her university teachers as well.

Health condition: Judy’s medical records show that she has sickle cell anaemia and that she
has been suffering from the side effects of this disease, including dehydration, infection, sudden
changes in temperature, stress, episodes of excruciating pain, and an enlarged spleen.
Throughout her life, she has often been hospitalised as a result of one or more of these issues,

and seems to hold her illness accountable for her academic problems at school.

School attainment: Judy encountered several problems at school due to being late to submit
homework and being absent from school, but she explained that her reading and writing skills
were not affected. Judy explained that she loved reading and never found it difficult, and
believes that her grades have been a direct result of her condition. She explained that her
frequent school absences due to sickle cell complications contributed to her poor academic

performance:

“I am absent most of the term and it is worse in winter. In third grade, over the

whole academic year, I attended for only four months; I had to repeat the year.
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My mum studies all the subjects with me and makes mock exams for me at

home”.
Judy is very proud of her reading and writing skills:

“It takes me longer to do everything but once I get it, that is it. I read a lot,
especially at the hospital... When I am at the hospital everything gets boring—

playing games, watching TV, everything! But not reading. I read and it takes

me away from everything”.

University attainment: Judy loves university. She finds her discipline intriguing and the

prospect of holding down a job very exciting. She has high opinions of teachers in general and

her university teachers in particular:

“They are so understanding and helpful. I don’t have to worry about deadlines
or exam dates. Before when they didn’t really know me, they would ask for
medical reports, but now I don’t even have to bring anything. It’s enough for
me to say I had an episode or was at the hospital and that would be enough.

There are not enough words to describe my gratitude to them all”.

Assistance received: Judy has received help from her schools and university, such as repeating
an exam if she was absent, being provided with lecture notes, and being given extra time to
complete the exam. Her parents have made sure that her schools were aware of her situation,

and Judy stated that her parents made sure that they kept in communication with the headmaster
and her teachers:
“My father has a folder where he keeps notes on my health condition, medical

reports, and some of his own research about my sickle cell, especially when [

was in elementary school. He would call my teachers in person and make sure

that they read and understood it.
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In return, I think they were very understanding and very helpful. I hated the
pity, but I needed the help. They were understanding of my need to be absent
and [ think they tried to understand the pain, although again I have to say [

didn’t like the ‘you poor thing’ looks”.

Pain control and effect on studies: According to Judy, her grades got better as she got older.
Following her doctor’s instructions to the letter enabled her to get a “firmer grip”, as she
explained, and over time it helped her health improve, which meant she could concentrate more

on her academic life. She stated that the healthier she felt, the better grades she got:

“I kept well hydrated. And I kept cool but not too cold, so I know now not to
allow myself to be really hot or cold. I have frequent rest periods so I don’t
overwork myself trying to keep up with everyone else. I have enough sleep. 1

found simple things like daily warm baths take the edge off the pain.

[ think with maturity comes understanding and acceptance. I thought when 1
grew up I would get cured. In a way, I am living healthier now. Although I will

never be cured, I know that I will be fine”.

Body image problem: During the interview, Judy stated that she hated the way she looks. At
one point, it made her hate going to school. She referred to her looks more than once. On some
occasions, she brought up the matter when it had no relation to what she was saying at the time,

using words such as “ugly” and “revolting” to describe the way she looked:

“I look like a skinny boy. I really hate the way I look. I can wear thope

[traditional clothes for Saudi males] and no one would know I am a woman ™.

Coping strategy: With the help of her parents and teachers, Judy has used strategies to cope
with her academic achievement problems, such as having a big board in her bedroom where

her parents and her brothers help her with studying:
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“I had a schoolroom in my room, so there was a board and magnetic numbers
and letters. Every day I would have a lesson. I never minded because I loved
learning. Learning meant that I didn’t have to think of anything else. I would
do my homework from school and from my parents. It became a habit. My

university teacher would ask for one report and I would submit two”.

She said that her friends record lectures that she has missed, and she appreciates that some
teachers do not object, although she has heard from more than one friend that recording lectures
was not allowed and they have to do it behind the teacher’s back. She stated that she is really

good at making mind maps and scanning:

“I help my friends understand when they feel lost. They take one look at my

concept map and understand all the information included in the lectures”.

According to Judy, she is always prepared and tries to read and understand the information

before the lecture, especially if she is feeling the beginnings of a pain episode:

“It saves time so in case I don’t attend, I won’t miss that much. I will know what
the lesson is about. It’s only difficult with some teachers who don’t give me the

material in advance”.

Judy also uses course selection as a coping strategy. She chooses subjects that are taught early
in the morning and tries to avoid taking courses late in the afternoon. She makes arrangements

for any subjects that might be taught late in the day:

“One of my teachers tries very hard to change the timing of her section so I can

register for it”.
In addition, she tries to choose subjects that reportedly require less effort.

Family support: Both of Judy’s parents have played a major role in her education. She stated

more than once that they supported her fully and unconditionally.
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Summary of case study 4

Judy demonstrated average academic attainment. She has been diagnosed with a severe case
of sickle cell anaemia. Her total score on the questionnaire may indicate academic difficulties
in terms of her reading and writing scores. But it seems that her difficulties were caused mainly
by her health problem; she was late in submitting homework and was often absent from school.
She insists that she loves reading and never found it difficult; she explained that the reason why
she answered the questionnaires the way she did was because she encountered difficulties at
every stage of her life, but not because she did not understand or because it was difficult. The
difficulties were in her opinion caused be her repeated absence from school. She received
support from both her family and the university; she also developed several coping strategies,
including course selection depending on time of day to avoid late lectures, using a recording

device for lectures, and preparing and reading the materials before lectures.

4.8.5 Case study 5

Britney was from the false negative group, containing students who scored low in the SADR
questionnaire, which indicates no academic difficulties, but had below average GPAs. Tables
5-43 and 5-44 show Britney’s scores in the SADR and SSI questionnaires, respectively. Her
reading score in the SADR questionnaire was 48, which may indicate the absence of academic
difficulties. Britney also scored 5 on her SSI reading scale, which may also suggest no
difficulties with reading. She also got low scores on both the SADR and SSI scales for writing:

27 in SADR and 6 in SSI.

From Tables 4-42 and 4-43, it can be seen that Britney had a high score, 23, on the
attention and hyperactivity scale in SADR and a score of 6 on the corresponding attention scale
in SSI; for both scales the score indicates that the student does not have a problem in that area.

Her motivation score in SADR was 30 and in SSI was 13; in both scales the score implies that
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the student has a motivation problem. For compensatory strategies in SADR, the student scored
28, and on the corresponding scales in SSI, the student scored 14 for time management and 15
for organisational skills; in both questionnaires Britney’s scores indicate that she may have a
problem in this area that started in school and continued into higher education. On the social
and emotional problems scale, the student scored 18 in SADR, and on the corresponding scale
in SSI the student scored 8 on feelings and attitudes; these scores may mean that the student
does not have a problem in this area. For memory, the student scored 5 in the SADR
questionnaire and 7 on the corresponding scale in SSI; scores in both questionnaires mean that

the student does not have a problem with memory.

Table 4-44 includes the student-indicated scores on the pre-interview scale; on that
scale, Britney’s scores indicated mostly negative feelings towards university support and her

GPA, but indicated positive feelings towards her reading and writing abilities.

Student score | Minimum | Maximum | Mean of all SD
students’ scores

Reading 48 37.00 146.00 65.95 16.26
Writing 27 19.00 74.00 32.39 7.80
Attention and 23 10.00 38.00 24.63 4.19
hyperactivity
Motivation 30 10.00 37.00 22.47 4.50
Compensatory 28 8.00 30.00 18.37 4.15
strategies
Social and 18 6.00 22.00 14.38 2.59
emotional problems
Memory 5 5.00 20.00 14.12 2.88
Cumulative GPA 2.68 2.00 5.00 3.67 .82

Table 4-42: Britney’s scores in SADR
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Student score Minimum Maximum Mean | SD
Motivation 13 4.00 19.00 8.1 2.53
Memory 7 4.00 17.00 9.02 2.95
Feelings/attitudes 8 4.00 19.00 1035 | 3.47
Time management 14 4.00 20.00 8.66 3.95
Organisational skills | 15 4.00 20.00 9.09 3.95
Attention 6 4.00 20.00 9.45 4.07
Reading 5 4.00 20.00 9.50 4.04
Writing 6 4.00 20.00 8.60 4.46

Table 4-43:Britney’s scores in SSI

Statements Student indication
School attainment 7

satisfaction

Feelings about your 6

GPA

Reading ability 10

Writing ability 10

Academic support 5

Table 4-44: Britney’s indications in the pre-interview scale

Findings
Age of onset: In Britney’s case, no indications of academic difficulties were observed during

her years in school. According to her, she found schoolwork easy, loved reading and had
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beautiful handwriting. Her low achievement started at university, which could be attributed to

her lack of interest and her feelings of being overwhelmed at times.

Health condition: In general, Britney has good health and does not suffer from any serious

health issues.

University support: Britney indicated a lot of negative feelings towards the university and
stated that university teachers were detached and not interested in students, or their

achievements or lack thereof:

“Because they don’t care, nobody really cares. My family used to worry. Now

all they worry about is me getting good enough grades that I don’t fail”.

Britney previously studied in what is known in Saudi Arabia as a Qur’an memorisation school.
Qur’anic schooling is frequently used to refer to an institution that focuses almost exclusively
on facilitating the memorisation of the Qur’an or some Qur’anic verses. In this sense, ‘Islamic’
is simply an adjective to designate a school whose mission is, to some degree, religious (Boyle,

2004):

“I was in Qur’an memorisation schools, [which use] different methods [and]
different teaching styles. So I think the whole going to university thing was a
jump. There should be a class or like a year or something between school and

university”.

Britney blames her low achievement on her unsuccessful transition from school to university.
She complains that there are no supportive teachers and programmes to assist her as a student
coming from completely different methods of learning. Furthermore, she has a negative attitude

toward her GPA:

“... that’s unfair. I've been through a lot personally, and I don’t want to talk

about that, so don’t ask what. That affected my grades so no matter what I do
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to make it better, it won’t really work. So why bother? I will graduate and I will

work, hopefully”.

In addition, Britney has negative opinions concerning her university lectures. It appears that

she is not attentive and not interested:

Sometimes [they are] long and boring, but fine I guess. I get what’s been said

if that is what you want to know, but it’s just boring”.

Academic preparation: Britney’s main problem, besides her lack of interest, appears to be
insufficient preparation. She came from a Qur’an memorisation school, where the Qur’an was
a main component of all courses taught. She stated more than once that she did not feel prepared
for university and feels disoriented and lost. When it came to university processes and
procedures, such as the application process, she complained that it was confusing, especially
at the beginning. She criticised the university system and stated that all her friends felt the

same, because they were not aware of the resources available to them:

“I felt like [I] am stepping into the unknown. At first it was exciting, but then it

became annoying”.

Parents’ awareness of the condition: Britney’s parents are aware of her low GPA, but, based

on her statements, they do not seem to object as long as she graduates from university.

School attainment: Britney had no studying problems in school. She achieved As and Bs
without even trying hard, according to her own comments. She had negative feelings toward
the memorisation aspect of her school, but loved composition and still does a lot of creative

writing:

“I write all the time. I started writing and reading really early. Mum said 1

started before my older brother. And I know that my handwriting is exceptional.
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...In school I hated it when we had to memorise large paragraphs of poetry and
the Qur’an. I hated math. I loved composition—that was where I got my A. My

teacher would say that [my compositions] were a joy to read”.

University achievement: Britney faces some problems when studying at university. These
problems are reflected by her low GPA. She has a list of reasons explaining her low
achievement. This list mainly includes negative feelings and attitudes towards the curriculum,
teaching methods, assessments and courses, which she thinks are boring or not interesting. Its
location was the only reason that she chose this particular university. She chose it even though
it does not offer courses that match her interests. It seems that she is really convinced of her

ability to attain higher grades and a better GPA:

“... considering that I don’t do much work. Anyway, I know I can be a ‘nerd’ if
I want to, I just don’t. I am satisfied. I am getting better grades even than those
who spend their weekend studying. All that really matters is getting by, not
failing”.
Britney has mixed feelings about the quality of support and performance she gets from her
adviser. Although she seems displeased with their services, she did not want to elaborate on
the subject and was worried that she might get in trouble for talking negatively about authority
figures at the university. When she talked about her adviser, it seemed that she did not think

that she could help in any way:

“I did not need to see her. We only see her to ask about our sections—when they are
full and we need other sections to open, or to transfer from one to another. That is what

she told us, so I don’t want to talk about that next question”.
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Assistance received: Britney received some extra tutoring when she was in grade three to help
her with her mathematics lessons, especially with regards to multiplication. She stated that she

had a tutor for a year and that was all the help provided.

Social life: Britney stated that the only reason she comes to the university is to see her friends.
She seems to have a sense of belonging to a group of friends and seemed generally happy and
to have self-worth, because she thinks that she is helping her friends cope with university stress

just by being there.

Personal traits: Her responses demonstrated high self-esteem. She does not seem to be
affected by her low GPA and seems sure of her abilities. In conversation, she indicated that she
is highly motivated to finish university and get her degree, but she does not really care about
her academic GPA. She seems to have a positive attitude despite her low academic

achievement, but takes no responsibility for it.

Self-awareness: Britney does not regard her low GPA as a problem. She seems confident of

her abilities to change her GPA, but is indifferent about it.
Coping strategy: Britney uses notes for exams:

“What I do before an exam—and only if I have a formal test, not those mock
tests—is scan, take in the key points, and—on exams—nbuild up my answers from

that. And that is why I like short-answer exams, not multiple choice”.

Perceived solutions: As Britney takes no responsibility for her low achievement, she considers
the solution to be the responsibility of the university system and teachers. One of the solutions
she suggested is bridging the gap between school and university and building stronger

relationships between students and university advisors.
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Summary of case study 5

Britney does seem to be confident about her academic abilities and despite her low GPA, she
never encountered any difficulties prior to enrolling at university. She holds the university
accountable for her low academic achievement and she appears to be uncaring at times of her
academic achievement; despite apparently having the potential to excel academically, it seems

that her problem is self-discipline, as she indicated more than once during the interview.

It was observed during the interview that the main cause of her low achievement seems
to be her detached attitude towards university. Britney comes from a big family; both of her
parents are very busy, and neither had time to help her learn. According to Britney, her parents
do not really have high expectations for her education other than graduating. She is studying
to become a teacher and does not have any social problems in terms of interacting with her
peers, seeming to be social with lots of friends. Britney graduated from high school with high
grades, mostly As and Bs. She excelled in writing and showed me a sample of her work (see
Appendix XV), demonstrating that she can write in Kufic, a form of Arabic script that is a
highly decorative combination of fine and ornamental writing, including scrolls painted in

brown ink (Dimand, 1947).

Her academic problems started during her university years, and seem to mainly stem
from her negative attitude towards her courses and the curriculum, the teaching methods used
at university and the methods of assessment. Part of her negative attitude may also be due to
her transition from a Qur’an memorisation school to university, which has very different

methods of teaching, without bridging this gap and lacking any preparation.

4.8.6 Case study 6
Soma was in the false negative group, containing students who scored low in the SADR

questionnaire, which indicates no academic difficulties, but had below average GPAs. Tables
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4-45 and 4-46 show her scores in SADR and SSI, respectively. Soma’s reading score on the
questionnaire was 65, less than two SDs above the mean, and 8 in the SSI questionnaire, both
of which indicate the absence of reading difficulties. Soma scored 30 for writing in SADR, and
had a writing score of 5 in SSI; both scores indicate that the student does not have difficulty
with writing. Soma had a score of 10 on the attention and hyperactivity scale in SADR, and a
score of 7 on the corresponding attention scale in SSI; both scores imply that Soma does not
have difficulties in this area. She also seems not have a problem with motivation, as she scored
10 in SADR and 4 SSI, which are the minimum scores. Moreover, according to the SADR
scales, Soma scored 19 for compensatory strategies in SADR, which indicates no problems in
this area, but the corresponding scales in the SSI questionnaire, where in both time management
(scored 15) and organisational skills (scored 19) she had scores that were two SDs above the
mean, indicate that she may have issues with these skills. Soma scored 12 on the memory scale
in SADR and 9 on memory in SSI; both questionnaires indicate that she does not have a

problem with memory.

As shown in Table 4-47, Soma’s scores in the pre-interview scale indicated mostly
positive feelings towards university support, although her answers indicate that she is not
satisfied with her GPA, and she also indicated positive attitudes towards her reading and

writing abilities.
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Student Minimum | Maximum | Mean of all SD
score students’
scores
Reading 65 37.00 146.00 65.95 16.26
Writing 30 19.00 74.00 32.39 7.80
Attention and | 10 10.00 38.00 24.63 4.19
hyperactivity
Motivation 10 10.00 37.00 22.47 4.50
Social and 18 6.00 22.00 14.38 2.59
emotional
problems
Vision stress | 10 6.00 24.00 16.65 2.86
Memory 12 5.00 20.00 14.12 2.88
Cumulative 2.55 2.00 5.00 3.67 .82
GPA
Table 4-45:Soma’s scores in SADR
Student | Minimum | Maximum | Mean | SD
score
Motivation 4 4.00 19.00 8.1 2.53
Memory 9 4.00 17.00 9.02 |295
Feelings/attitudes | 9 4.00 19.00 10.35 | 3.47
Time 15 4.00 20.00 8.66 |3.95
management
Organisational 19 4.00 20.00 9.09 |3.95
skills
Attention 7 4.00 20.00 945 |4.07
Reading 8 4.00 20.00 9.50 |4.04
Writing 5 4.00 20.00 8.60 |4.46

Table 4-46: Soma’s scores in SSI
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Statements Student indication

School attainment satisfaction | 8

Feelings about your GPA 5
Reading ability 10
Writing ability 10
Academic support 7

Table 4-47: Soma’s indications on the pre-interview scale

Findings
The following findings regarding Soma’s case are based on the investigation and analysis of

her responses to the SADR and SSI questionnaires, her GPA and her responses to interviews.
Age of onset: In Soma’s case, academic difficulties manifested during her university years.

Health condition: Although no medical records were reviewed in Soma’s case, based on her

statements, she is not suffering from any medical condition.
School attainment: Soma has never encountered any problems studying:
“Before university, I had time to study and [ was an A student”.

She explains that what happened to her grades was the result of family obligations, which she

blames for her academic difficulties:

“Life happened. I got married, then kids. I have two: one is three, and my little

one is one”.

Family obligations: Soma is a wife and a mother of two. She lives with her husband’s family,

which means she is responsible for certain household chores. She explained that her grades are
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a reflection of her being overwhelmed by family matters, including taking care of her two small

children and the house:
“...between home and kids I do not have time for anything else”.

University attainment: Soma indicated that, although she did not find her discipline very
interesting, she chose it because she did not think that it required as much work as other fields.
She feels overwhelmed and thinks that she does not have enough time to complete her

university work:

“Yes, [it’s] interesting enough, and it doesn’t really need much of an effort.
That’s why I chose it ... I mean, I cannot really put in long hours of work, and
in my area I don’t have to do that. I am getting by. I am not failing, and that is
all I need. I just want to get my degree to get a job and that is all. Do I want to
get honours? Sure. Do I have time to do that? No, I don’t. I feel overwhelmed
as it is. I hardly have time at all. My husband has a full-time job, and when he
is home he hardly helps at all with the kids and cleaning. I live one floor above
his family, so there are always social obligations, which leave no time for

anything else”.

Time management: Soma thinks that her lack of time is what has affected her GPA. She

explained that she is doing the best she can. It seems that she is swamped by responsibilities:

“I can’t do more than what I am doing right now. It’s not humanly impossible.
I wake up around seven, bathe the kids, dress them, and take them to my mum’s.
The trip to my mum’s house is about thirty minutes, then another thirty to the
university. During any breaks between my lectures, I try to get my homework
and assignments done. I try not to socialise a lot with my friends so I can get as

much as I can done. Afterwards, I go to mum’s to pick up the kids and get home
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around 4. I make lunch, put the kids down for a nap, and then down for the night
around 8. I am always too tired to do anything but lie down in front of the TV
and sleep. Before, when I had time, studying was easy—even enjoyable. Now

it’s something I have to get done to get on with my life”.

Assistance received: Soma has never received any assistance from her school—nor has she
ever needed it. She indicated that her teachers were always impressed by her performance and
expressed that to her and her parents. The only difficulty Soma said that she faced seemed to
be Tajweed (the knowledge and application of pronunciation rules during the reading of the
Qur’an), which she explains as not being a problem, but rather more of a challenge. She thought
it was challenging learning all the rules associated with Tajweed, but explained that she was

ultimately able to excel and even help her friends who needed help in this area:

“I didn’t really like Tajweed because it was complicated, but I always got a
high grade. Getting high grades was really important because I wanted to study

medicine”.

Coping strategy: Soma has used many strategies in order to cope with her lack of time. She
explained that at university she uses some strategies that she used to use in school, including
compensatory strategies such as mind maps, quickly scanning and highlighting important
ideas, and using a recording device for lectures. However, Soma also indicates some
resentment towards the university. In her opinion, she could use more help from the university

and more understanding from her teachers:

“Right now, I can use more hours in a day, but all I can do is quickly scan and
highlight ideas and that is it. I use a recorder, but my teachers don’t know that.
1t’s not allowed, although I explained how much I need to do that. They don’t

understand. When [ went to another university staff member to help with that
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matter, she said that she couldn’t help, so I use it anyway. No one seems to care
that I've got other responsibilities and need help. I think I could do much more
with just a little help. The recorder—I need it because sometimes I am too tired
to listen to everything. And I draw mind maps from those recordings just to

remind myself what I need to concentrate on for the exams”.

Summary of case study 6

Soma got married directly after graduating from high school, when she was 17 years old, and
has two boys. She seems to be overworked, exhausted by her family obligations, and under
stress because of her academic performance. Nevertheless, she repeatedly said that she is
working hard and using her coping strategies to improve her grades, as indicated by her answers
in the interview. She is sure that she never encountered academic difficulties related to reading

or writing, and achieved high grades throughout her school life.

She seems to be experiencing a conflict between her roles as a full-time university
student, and as a wife and mother of two, which contribute to her poor academic performance.
Although she seems confident, she appeared to be struggling to integrate the demands of
academic work with her obligations as a wife and mother. She also indicated feelings of guilt
towards her sons, which are the greatest concern in her mind. In particular, her younger son

throws tantrums in the morning when she drops him at her mother’s house.

Soma’s stress could arouse feelings of fear that her low attainment might result in the
postponement of her graduation. She indicated that she has never encountered such difficulties
before the advent of her obligations as a wife and mother. She perceives the university as a
means to an end and is hoping to find a job after graduating that would enable her to achieve
her goal of supporting herself. She is extremely proud of the fact that she earned excellent
grades in high school and gained admission to a top university, but she is disappointed that she

was not accepted into medical college, which was her plan when she was in high school as she
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excelled in science. Ultimately, she had to make a career choice based on her family situation,
and pursuing a degree in medicine seemed too challenging and time consuming. Therefore, she

eventually chose another major, but states that she is not interested in it.
4.9 Summary of case studies

From Table 4-48, it can be inferred that out of the six students in the interview process, four
students (Sophie, Britney, Sara and Judy) had academic and study-related difficulties. Of the
remaining two students, Soma, who is a mother of two, has no specific academic difficulty;
she is not motivated and there is a lack of interest in her chosen discipline. The other student,
Sara, faced academic difficulties early in her life, but managed to cope with them and has

shown improvement in subsequent years.
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Specific Social/behavioural | University/teaching | Parental
difficulty attributes assistance assistance
Sophie Reading, Shy, nervous, Lack of support Strong
writing, time | difficulty in support
management, | interpersonal
blending of communication,
sounds, tendency towards
pronunciation | isolation
Eve Impulsivity, Self-confident Lack of support Strong
attention support
disorder,
difficulties in
reading,
writing and
maths
Sara Academic High stress levels Lack of assistance
difficulties in | that affected self- due to changing Late
reading and perception schools frequently support
writing, which
abated with
time
Judy Academic body image problem | Strong support Strong
difficulties support
due to chronic
disease: sickle
cell anaemia
Britney Demotivated, | No social problems, | Lack of support No support
lack of highly social, high
interest and self-esteem
self-
discipline,
carelessness
Soma Demotivated | Stressed, Lack of support No support
but no study- | overworked,
related exhausted
difficulties

Table 4-48: Content summary of case studies

An interesting and relevant point that can be inferred from the case studies is the kind of
assistance or support these students received from their university, teachers and parents. It can
be observed that in the majority of the cases, the students were not satisfied with the assistance
that their university gave. They specifically mentioned a lack of attention and support from
their teachers. They stated that the teachers were not specialised enough to detect their
condition or encourage them in the right direction. One student (Eve) also mentioned that their

teaching methods were at fault as they did not help her to improve. Only one student found
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their teachers supportive; that was Judy. As far as parental support is concerned, most of the
interviewees consider their parents to be a strong support system who have encouraged them

to achieve better results.

These results highlight the fact that literacy problems and academic problems are very
complex in nature, and dyslexia is only a small part of the issue. It is suggested that help should
be provided equally to all students. Moreover, these case studies show that academic
difficulties can be caused by a number of reasons, such as slow learning, dyslexia, high levels
of stress, nervousness, anxiety, exhaustion, lack of self-discipline, lack of attention, lack of
interest in the student’s chosen discipline, impulsivity and suffering from chronic diseases such
as sickle cell anaemia. However, with proper guidance and support, there is scope to lessen the
impact of these difficulties. Furthermore, there is a need for academic bodies to bridge the gap
between education at school level and at university level. This is essential to develop parity
between academic difficulty levels at the two institutions. This will ensure that students do not
become confused by the demands of academic work while transitioning from school to

university, as this may hamper their overall performance.
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Chapter Five

5 Discussion and Conclusion

5.1 Introduction

This chapter is based on an in-depth discussion of the findings of the current study, in line with
the study’s aims and objectives. The findings will be discussed with close reference to the
research questions in order to shed light on the research topic under study: an investigation and
identification of academic and study skills difficulties for university students in Saudi Arabia,
with a specific focus on the development and implementation of a screening questionnaire. The

study also examines specific students’ experiences.

The main aim of this chapter is to provide a brief summary and a detailed discussion of
the empirical findings of the current study. The current study contains two phases. The aim of
the first phase was to design a screening questionnaire identifying students in higher education
who experience literacy and study skills difficulties, and to evaluate the screening
questionnaire in terms of its reliability and predictability. The aim of the second phase was to
test the limitations of the SADR questionnaire’s findings in terms of predictability of end of
year academic attainment, choosing six case study students from three different groups to test.
The case studies were positive prediction, false positive prediction, and false negative

prediction.

Findings obtained from the SADR questionnaire used as a screening questionnaire at
the start of the academic year will be outlined. A discussion will follow as to whether this
screening questionnaire is good enough to identify and predict students who are at risk of
having academic difficulties in higher education, with close reference to reliability issues.
Next, findings will be outlined from the Student Self-Inventory (SSI) questionnaire, which

aims to assess students’ study skills and academic difficulties while studying at university;
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these findings will be discussed in an attempt to measure the continuity of academic difficulties
uncovered in the SADR questionnaire. As far as teachers’ perspectives on the academic
achievement of their students is concerned, data collected from teachers’ reports on students’
academic performance will be discussed, in accordance with the findings from the

aforementioned questionnaires.

5.2 Using the Student Academic Difficulties at Risk questionnaire (SADR) to
identify and predict students at risk of experiencing academic difficulties in

higher education

5.2.1 Reliability of the SADR questionnaire

Reliability was first tested through Cronbach’s alpha, then test-retest. The SADR questionnaire
has strong reliability for some scales, above .7, although some were weak (below .7). Those
above .7, and therefore considered reliable, are reading, writing, attention and hyperactivity,
motivation, compensatory strategies, social and emotional problems and memory; the scales
below .7, and therefore considered unreliable, were maths, self-esteem, problems with

pragmatics and vision stress.

Test-retest was also employed to test the reliability of SADR scales. In the current
study, the relationship between the first and second administration of SADR showed a high
positive correlation, which showed high reliability for all scales in the SADR questionnaire;

all had a reliability score above .7, indicating that the SADR questionnaire is stable over time.

Therefore, in terms of reliability, the scales that can be used are reading, writing,
attention and hyperactivity, motivation, compensatory strategies, social and emotional
problems and memory. In these scales, the reliability test score was above .7 for both
Cronbach’s alpha and test-retest. This means that some scales in SADR can be used while the

others should be discarded, in terms of the adequacy of their use for prediction.
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5.2.2 SADR’s ability to predict end of year academic GPAs

As the purpose of the use of SADR is to identify students who may have academic difficulties,
the scales in the SADR questionnaire were tested to see whether any or all of the scales have
the ability to predict future performance in HE. The ultimate goal therefore is to provide help
in the early stages of university studies in order to prevent academic failure. Therefore, the test
of SADR’s prediction capability is whether it is able to predict students’ GPAs. Other

explaratory SPSS analysis were preformed ( see Appendix XV)

The predictability of the scale was measured through correlation and regression
between the SADR scales and student’s GPA, and between the SADR questionnaire and
teachers’ ratings. The second analysis examined predictive accuracy through cross-tabulation

analysis.

5.2.3 First analysis: Correlation and regression

The analysis showed a moderately strong, significant, negative correlation between students’
reading skills and their GPA scores. This finding implies that the greater the difficulties the
students reported at the start of the academic year in relation to their reading skills, including
oral reading, reading habits and word recognition, the lower their GPA score was six months
later. It is therefore also reasonable to assume that the higher the students’ GPA score was, the
fewer difficulties they reported having experienced in relation to their reading skills, based on
this analysis. Since causation cannot be established in correlational studies, it is important to
highlight that the findings are restricted to potential associations between GPA score and
reading difficulties, without any inference of causality in either direction. As previously
documented by Reid and Kirk (2001), dyslexic students indeed tend to struggle with pace and
accuracy when reading, and this has a strong enough effect to have a negative impact on their
academic performance in higher education. Reference to dyslexia is made here even though

those with reported reading difficulties might not be dyslexic. However, most research done
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on university literacy difficulties has been done on what are believed to be dyslexic students;
the available literature has a tendency towards diagnostics, labelling, and oversimplification,

which is not the case in this study.

Although weak, significant negative correlations were also found between students’
writing, maths, attention and hyperactivity, motivation, self-esteem and compensatory
strategies on the one hand, and their GPA score on the other. Individual scales had lower levels
of correlation with GPA score than reading. Higher scores on these scales tend to predict, at
low-to-moderate levels, that students will have low GPA scores. On the other hand, GPA scores
had a low, significant, positive correlation with memory, which indicates that students with
higher GPA scores tend to report more problems with memory. This result is hard to explain,
since previous studies support the belief that academic achievement and reading ability are
correlated positively with memory; when there is a problem with reading, there is usually a
reported problem with memory (Nation et al., 1999; Gathercole et al.,2006, Alloway et al.,
2010). However, this was not the case in this research. The correlation was also further

analysed by regression analysis, which will be discussed next.

A second statistical analysis was performed based on the 80" percentile of the sample
and with the use of regression analysis. This showed that reading skills was the only significant
predictor of GPA for both the top 20% and bottom 20% of students, which places even more
emphasis on the important role played by reading ability in relation to the academic
performance of university students. It seems that there is still a dearth of research on the
predictive power of reading skills in the domain of academic achievement in HE, similar to
other study skills, which were not found to be significant predictors of students’ GPAs.
Whether the non-significant outcomes of any predictive relationship between the other SADR

scales explored in this study and academic performance at university level can be generalised
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to other samples of university students, including in the context of Saudi Arabia, is something
to be further investigated empirically, using cross-tabulation as a further measure of

predictability.

The most important finding was that, amongst all the constructs investigated using the
SADR questionnaire, only reading was found to be a significant independent negative predictor
of students’ GPAs through regression analysis. That is, identifying the reading level of Saudi
students has the potential to predict their GPAs in the future. This is an important result to
consider in educational research, that difficulties in reading seem to have a negative effect on

academic achievement in HE.

Past research, such as the report by Cassan and Kingdon (2007), also found a significant
association between poor reading scores and later low achievement in educational career. As
the focus of this study is on the SADR questionnaire’s ability to identify and predict, it is safe
to say that only the reading scale can identify students with academic problems. The reason for
this may be that the SADR reading scale’s inter-correlation with all other scales is strong, so
that reading is the only predictor that is picked up by the regression analysis. It seems that the
reading scale has the ability to a certain extent to determine students who are at risk of reading
difficulties, which could help students to be identified as early as possible. If the student is
discovered early, chances are that with appropriate intervention strategies, educators can

reduce or even prevent future difficulties.

Sub-skills within reading have been used to predict reading in the SADR questionnaire;
further research can test whether these skills are better predictors. Having said that, this
regression analysis gives an overview of the situation and does not operate at the individual
case level, so if the reading scale is used by universities, it should be used with care as it gives

a general view and there is always the possibility with this kind of questionnaire of predicting
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false positives and false negatives. This called for a closer look at the individual case level with

cross-tabulation analysis to examine predictability using the SADR reading scale.

5.2.4 Second analysis: Cross-tabulation

The second analysis that was performed with SPSS was cross-tabulation, and it was performed
to get even more precise information about whether the SADR reading scale can be used to
identify students who are at risk of academic difficulties related to literacy at university, by
showing the frequencies with which reading difficulties were reported. Based on the findings
of the reading scale in the cross-tabulation analysis, the students’ scores were divided into those
who have reading problems and those who did not, using a 20"-centile cut-off point for the
reading scale in SADR; they were chosen based on a 2.00 GPA score cut-off point. The analysis

was used to further investigate the predictability of the SADR reading scale.

The test revealed that the reading scale can only truly predict 19% of students who had
low GPAs; these are students who scored high on the questionnaire and also had low GPAs.
This shows that, in terms of prediction ability, although the reading scale showed a strong
predictive correlation with GPA, which was confirmed by the regression analysis, it cannot be
depended on to predict on a case-by-case level when using a cross-tabulation analysis with a
cut-off point of a GPA of 2.5. The researcher then tried to test the results by changing the cut-
off point to a GPA of 3.0, which is, according to the university where the research took place,
the point at which students become below average. The proportion of students who were true
positive — scoring high on the reading scale and with a GPA of 3.00 or less — was 57%. The
increase in value might suggest that the reading scale has a higher predictive value if we were
to choose a 3.0 GPA as the cut-off point. Therefore, if the reading scale is to be used in
universities to identify students who may achieve a low GPA, it must be used with care,
because closer investigation shows that this predictability is not strong enough to determine

whether a student will have academic difficulties.

203



Therefore, caution must be exercised over the use of the reading scales in HE. All that
reading scales can show is that a student is at risk of having reading difficulties. So it can be
used as an indicator that a student needs further assessment, but there is low probability that
students whose scores indicate that they have academic difficulties related to literacy will show
a low GPA score. This is because as the case studies in phase two show, there are a variety of
factors that could influence low attainment, that is not related to literacy, such as, motivational,

emotional, attitudes, feelings, environmental and others.

Since at this point it became clear that prediction is a complicated issue that might be
affected by different and sometimes intertwined factors, the researcher began to question the
idea of a questionnaire’s ability to predict academic difficulties, as shown by low GPAs.
Researchers ought to be careful in interpreting the significance of prediction based solely on
regression, because it could lead to false negatives and false positives. Thus, examining
prediction through multiple analyses is important, because it gives a more accurate view of
individual cases. In the case of the current research, the SADR reading scale could not predict
most students’ GPAs. Although the SADR reading scale was shown to be reliable by two test
analyses, correlated moderately with GPA, and was a predictor in the regression analyses, it
cannot be relied on to identify individual students’ academic achievements as represented by

their GPAs.

5.3 Using teachers’ reports on students’ academic performance to predict

student academic difficulties with SADR

The teachers’ reports on students’ academic levels were compiled six months after the
administration of the SADR questionnaire, in order to measure the predictability of the SADR
questionnaire. However, with seemingly limited research available on the specific association

between students’ academic performance in HE and their teachers’ perceptions of their
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academic level, including with regards to literacy and study skills, it is hard to explain why the
correlation is weak, other than that it seems that the teachers did not know their students very
well. It could be that university teachers, and specifically where the current research took place,
are overworked with a limited number of staff working with a large number of students. In
some cases, a teacher has up to seventy students at a time; this may mean that teachers do not
spend enough time with students to be able to judge their abilities. However, these reasons are

only speculation, and require further investigation.

Therefore, no further tests were done with the teachers’ reports on academic
performance because the correlation between teachers’ reports and students’ GPAs were also
shown to be weak. According to Wilson (2002), teachers’ perceptions are rather difficult to
capture and are usually influenced by the teachers’ operational learning theories, which refer
to the processes through which teachers acquire their teaching education and experience by
discovering the ‘best’ teaching skill through reinforcement. This is an essential point to take
into account when interpreting the findings in the present study, as factors influencing the
perceptions of the teachers with regards to the academic performance of their students were

not considered or examined in this study.

With this in mind, the extent to which the findings obtained from the teachers’
viewpoints are valid remains somewhat questionable. Moreover, it needs to be highlighted that
since only five university teachers were selected to report on their students’ academic
performance, some criticism can be levelled against the use of such a small sample in relation
to the generalisability of any findings from the teachers’ reports. Having said that, the chosen
sample of teachers taught the students for at least one semester, and these teachers were also
academic advisors to the participating students, which implies that they had regular contact
with the students and hence were in a good position to identify their learning needs and

difficulties. However, this was shown not to be the case in the current research.
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5.4 Using the Student Self-Inventory (SSI) questionnaire to test the stability of

students’ academic difficulties and study skills over a six-month period

The SSI questionnaire was used in conjunction with the SADR questionnaire, in order to
measure the continuity of the academic and study skills difficulties tested in the SADR
questionnaire. Importantly, while the SADR questionnaire was used as a screening tool for any
association between a list of learning difficulties and academic performance at the beginning
of the university term, the SSI questionnaire was administered in term two, i.e. while the
students were involved in their university studies and attending lectures. The point at which
each questionnaire was administered is crucial for an understanding and discussion of the
findings, as the identification of the students’ learning needs differed in relation to whether
they were answering questions with regards to the stage before university level or during their

academic studies at university.

5.4.1 SSI questionnaire reliability
In terms of the SSI questionnaire’s reliability, the Cronbach’s alpha result showed that the
questionnaire’s scales were all reliable, with scores of .7 and above, which indicates that in

terms of reliability, the scale is consistent if used again as a measurement.

5.4.2 SSI scale correlation with SADR scales, correlation and cross-tabulation

First analysis: correlation

The first analysis concluded that all the scales in SADR correlated positively with their
corresponding scales in SSI, with one exception: memory in SADR correlated negatively with
memory in SSI, which meant that if a student reported a problem with memory in SADR, they

did not report one on SSI, and vice versa.

Second analysis: cross-tabulation
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The analysis showed that the reading scale, which measured students’ perceptions of their
reading problems at the beginning of the year through SADR and after six months through SSI,
shows continuity and predicted over 89% of students who had continued difficulty in reading.
From the SADR questionnaire, students with reading problems can be identified and the
analysis shows that they will probably continue to have these reading problems. Therefore,

help and support can be provided at any early stage.

Writing also showed a high level of continuity; 64% of students who reported having a
writing problem in SADR continued to have a writing problem in SSI, which means the
students identified as having writing problems at the beginning of year are more likely than not
to have a problem at university. This supports the suggestion that the SADR questionnaire has,
to a certain extent, the ability to identify students who have reading and writing problems, but
that this ability is stronger for the reading scale than for writing. However, although these
students reported problems with literacy, this was not necessarily reflected in their academic

GPA:s.

Reading and writing are the only scales that show continuity at university level, with a
high probability that students who report problems in either reading or writing will also have
problems at university level, which is then reflected in their GPAs, as indicated earlier by the
cross-tabulation test. This could be because, based on previous studies, students who find
reading difficult usually continue to have reading difficulties in higher education (Ingesson,
2009; Collinson & Penketh, 2010). Students with reading problems such as dyslexia have been
found to be slower when reading words and non-words, in naming tasks and in phonological
and orthographic work, which are issues that continue throughout their lives (Wolff et
al.,1990). From the case studies that are discussed later in this chapter, it could be concluded

that early reading and writing difficulties, as identified by the reading scale in SADR, may
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have been caused by other reasons, rather than basic difficulties in reading-related phonological

abilities, such as those caused by dyslexia.

As a self-designed screening questionnaire scale, writing was conceptualised in terms
of composition, spelling, omission, substitution, inversion/transposition, insertion, visual
discrimination and handwriting. Cassan and Kingdon (2007) also reported a significant
association between poor writing scores measured in primary school and later low
achievement. It is important to note that an indication of problems with both reading and
writing among students prior to starting their HE education is alarming given that, according
to a report of the Ministry of Education of New Zealand (1994), literacy paves the way for
effective participation in all spheres of life. People struggling with reading and writing are at a
serious disadvantage, which has been found to have a negative impact on their performance at

university as well as in the job market.

Therefore, based on this, it could be argued that the use of SADR as a screening tool in
the present study gains support given that it provides an approximate identification of at-risk
students in reading and writing at the start of their university studies. It also helps to flag up
students in need of relevant academic support at an early stage. It therefore seems plausible to
suggest that using SADR as a screening tool can also help to draw attention to possible cases
of student academic difficulties at university level that might need more investigation. This is
relevant to the aim of the current research, because SADR flags up students who are at risk and
who might need extra help, regardless of the causes of their difficulties; it identifies those who

had problems in school and continue to struggle academically in the university.

Unfortunately, since most other studies have focused on dyslexia in HE as one form of
academic difficulty, the current study will be discussed in relation to this specific field of study.
However, it is important to emphasise again that although dyslexia is referred to in order to

explain some of the results, this does not mean that students identified in this study have
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dyslexia; it is simply because of a lack of studies into general literacy difficulties involving
poor readers and academic difficulties that the research has to employ studies concerning
dyslexia. Consequently, according to Emmons and Anderson (2005), there is evidence to
suggest that dyslexia underlies language and reading difficulties, as well as, in some cases,
illegibility caused by a writing disorder. In other words, a scale like SADR can help with more
in-depth identification of specific learning difficulties (SpLDs) using more specific
instruments, although it can perhaps also be argued that writing and reading difficulties do not

necessarily always overlap with SpLDs.

This observation is supported in the work of Elliott and Grigorenko (2014), who clearly
find it difficult to distinguish students that have similar problems to dyslexic students (such as
poor reading) but who are not dyslexic; they also tried to come up with methods of
identification and intervention for all students experiencing reading difficulties. The current
study suggests that SADR may provide a useful contribution to this area by identifying, in
general, students who are at risk of academic difficulties in HE, rather than just students with
SpLDs. At the same time, the SADR questionnaire scale may also pick up some students who

have specific academic difficulties and need further diagnosis.

The results of the current research showed a negative correlation between both students’
reading scale and writing scale on one hand, and their GPAs on the other, meaning that a
student who reported having reading and writing difficulties scored low in their GPA. Previous
research noted that there is increasing evidence pointing towards what is identified as dyslexia
as one of the biggest impacts on student attainment. Dyslexic students often struggle with both
reading and writing at university level (Miller-Shaul, 2005; Peer and Reid, 2000), which has a
negative effect on their academic performance (Mayes et al., 2000). Grant (2010) also found
that dyslexic students often struggle with the organisation of their academic work, note taking

and the ability to express ideas, particularly in writing. It is therefore not surprising to also find
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that this group of students achieved far less than their counterparts academically. This is borne
out in the current research, where students’ writing skills and compensatory strategies
correlated with their GPAs, meaning that student GPAs were affected by difficulties reported
in those areas. To further support the association found between learners’ writing skills and
academic performance in this study, the British Dyslexia Association (2015) also found that

dyslexic students in HE struggle with writing.

The use of SADR as a screening questionnaire for both reading and writing difficulties
is further supported by a manual published by the Saudi Ministry of Education, Regulation of
Special Education Programs and Institutions (2002), which states that students experiencing
underlying issues related to listening, thinking, talking, reading, writing, spelling or arithmetic
skills could be classified as students with either literacy difficulties or SpLDs, and hence be in
need of extra support and help. This classification also helps to distinguish between students
with literacy difficulties and those with non-literacy difficulties, which can perhaps aid in
tailoring teaching strategies accordingly. As stated by Heward (2009), SpLDs in general and
dyslexia in particular can have a serious effect on each person’s educational practices and their
ability to acquire and improve literacy skills. As such, it is worth highlighting that screening
students at an early stage in their education has the potential to provide them with education
that is specifically adapted to their learning needs, whether they have literacy difficulties or

SpLD.

In conclusion, there is a high probability that students reporting reading and writing
problems in SADR are still going to report those problems in SSI, which indicates a continuity

of literacy difficulties that might not be evident from student GPAs.
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5.4.3 SSIscale correlation and regression analysis with GPA

The correlation analysis showed a moderately strong, significant, negative correlation between
the students’ reported scores in SSI and their GPAs. This finding implies that the greater the
difficulties students encountered in relation to the aforementioned skills and abilities, the lower
their GPA scores were; it can be equally assumed that the higher the students’ GPA scores
were, the fewer the difficulties they encountered in relation to these skills. It can be concluded
that reading problems still seem to be an issue among students at university level, and the
highest correlation was reported for reading. In terms of SSI difficulties reported, other than
reading skills, significant predictors were recorded, such as writing skills, and feelings and

attitudes.

Reading and writing were both predictors of academic difficulties when regression
analysis was used. According to the Ministry of Education of New Zealand (1994), people who
struggle with reading and writing continue to do so on a long-term basis and in different spheres
of life, including university studies and employment. Perhaps the identification of writing skills
as a negative predictor of GPA score in the present study could be explained by the seemingly
long-term negative influence of writing difficulties on several aspects of life, including
education. Further support is derived from the work of Wadlington et al. (1996), who found
that dyslexia often presents itself as an enduring problem with writing, which individuals

struggle with throughout their lives.
5.5 Questionnaire prediction limitations

Semi-structured interviews were conducted with six female participants who had different
SADR and GPA results. These case studies were selected based on true positive, false positive,
and false negative predictions, where two students were chosen from each group. The main
aim of engaging in a more in-depth exploration of Saudi female students’ experiences in HE

through these interviews was to develop a better understanding of SADR’s ability to identify
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and predict students who are at risk of experiencing academic and study skills difficulties in

HE.

5.6 Experiences of HE students with academic difficulties at school and

university

This section consists of a discussion of the six main themes that emerged from the semi-
structured interviews, as major topics that affects levels of achievement for those students who
participated in the case studies. These themes are: (reported reading difficulties, reported
writing difficulties, reported maths difficulties, reported study skills, motivation-related factor
differences between the three groups, university and teacher support, support from friends and
family, and other reported difficulties

Close attention is paid to understanding the prediction limitations of the SADR
questionnaire and any overlap with the questionnaire findings that may point towards
recommendations on the usefulness and effectiveness of the SADR questionnaire as a self-
designed screening questionnaire to identify and predict students who are at risk of

experiencing academic difficulties in higher education.

5.6.1 Reported reading difficulties

Four of the six students — the two students from group one (true positive) and the two from
group two (false positive) — stated that their academic difficulties manifested while they were
at school, before coming to university. These students started experiencing academic
difficulties related to reading and writing, which in turn affected their ability to deal with
everyday homework. Neither student from the false positive group reported academic
difficulties at university. Students from the true positive group who reported having a problem
in the SADR reading scale seem to have had a profound problem with literacy-related

difficulties early on in their school lives, which persisted at university; they reported those
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difficulties in SSI, and those difficulties were reflected in their GPA. Assuming that they may
have a dyslexia-type difficulty, their experience aligns with the Rose report statement that
dyslexia presents as an enduring problem with writing and reading that individuals will struggle

with all their lives (Rose, 2006).

Although each of the true and false positive students had specific issues, some were
common to all four. The common reading difficulty reported by three of the four students from
these two groups was reading speed and fluency. This problem of speed and fluency seems to
be shared by other students, as reported by Parrila et al. (2007); adult students’ problems with
reading tend to concern reading rate (speed). Generally, if a student does not read fluently, they
will need to dedicate a significant amount of time and effort to decoding, which consequently
has a negative impact on their comprehension (Cotter, 2012). This seems to be the case with
two students from the true positive group, and one student from the false positive group. In one
case in particular, it seems that her reading-related difficulties are more profound than the
others at the word level, where she still struggles, especially when introduced to a new word if

she has dyslexia or not, that a matter which should be investigate further.

As Moody (2007) explains, dyslexia is typified by difficulties in fluent and/or accurate
word identification and by the lack of decoding abilities and poor spelling, which seem to be
the case with this particular student. Moody also considers the root of dyslexia difficulties to
be the inadequate provision of classroom instruction, which the current case study emphasises,
the consequence of which is a reduced reading experience and lower reading comprehension,
which in turn can lead to a reduced rate of growth in terms of a student’s background
knowledge and vocabulary. This student, Sara (see Chapter Four), stated that she had problems
early on related to phonology which made her struggle with speech production. She developed
strategies to deal with processing phonological information, which included encoding and

retrieving.
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5.6.2 Reported writing difficulties

Writing-related difficulties were reported by the true positive and false positive groups, as was
the case with reading. The type of writing difficulty is different from one student to another,
with similarities within each group and between groups. Both students in group one reported
writing difficulties that relate to illegible handwriting, and both students had problems
organising their thoughts in a coherent matter. Both students from the true positive group had
problems at school related to spelling. For Eve in particular, the problem was writing short and
long sounds (see Chapter Three), because she kept getting them confused; other writing
problems reported were related to the use of correct grammar, finding a starting point when

writing and translating ideas into written work.

Difficulties related to handwriting competency in school can have a negative impact on
students’ academic success. Handwriting is a complex ‘occupational task’, and many
underlying skills are linked to handwriting, such as visual perception, attention and sensory
awareness, among others (Feder & Majnemer, 2007). Whether a student’s illegible handwriting
in the current research is a result of issues with one or more of these skills is something that
needs further investigation, but it could be a result of their reading difficulties, as reading and
writing are corresponding skills. As a result, it is generally thought that the development of
reading and writing, as well as the manifestation of reading and writing disabilities, are
dependent on each other. If there are difficulties with one, there is a high probability of there
being a problem with the other, and also a high probability of the difficulty persisting into
adulthood (Graham & Hall, 2016). This seems to be the case with the students from group one,
where both students had reading and writing difficulties that started early in life and persisted
into adulthood. While the false positive students reported writing difficulties in school, they

seem to have overcome and/or compensated for them at university level.
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As for the false negative students, although their academic GPAs suggested academic
difficulties, this group did not report any writing difficulties. One of the students, Britney, in

fact excelled at a very difficult, artistic form of Arabic writing.

5.6.3 Reported maths difficulties

As was the case for reading and writing, maths difficulties manifested in different forms,
although on a much smaller scale than reading and writing. Students reporting that their
problems were minor. In one case, the student found it difficult to comprehend when the
questions were expressed in words; due to her reading difficulties in school, she found that
kind of question challenging. It has been reported that the presence of academic difficulties
related to reading can have a negative impact on the development of many maths-based skills
(Gersten et al., 2005). Another student found multiplication tables hard to master. Neither
student stressed the severity of their problems in this area. Also, none of the students reported
maths problems in SSI; although the true positive students showed continuity in their
difficulties in reading and writing, reporting difficulties in reading in writing both in SADR
and SSI, they did not report continued academic difficulties in maths in SSI, although they
reported maths difficulties in SADR, which can be explained by observing that the students

interviewed were studying in disciplines where maths was not a required skill.

5.6.4 Reported study skills

In terms of the use of study skills, some students developed their own individualised
compensatory strategies, which they used in school and university, while some study skills
were shared by students from different groups. In the true positive group, both students stated
that they used computers to write up their assignments, probably because they have academic
difficulties related to writing. The use of technology helps students with academic difficulties

by contributing towards making their workload easier. In the true positive group, one student
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used memorisation as a compensatory strategy to cope with her literacy and study difficulties.
This is interesting, as it offers an explanation of the unusual significant positive correlation
found between memory difficulties and academic performance in the screening questionnaire.
The student explained that memorisation was actually used as a learning strategy, which
reinforces the argument made previously in this chapter that perhaps students with literacy
difficulties put extra effort into their studies in an attempt to compensate for well-documented

memory issues among learners with literacy difficulties.

The use of compensatory strategies at university was also noted by Miller-Shaul (2005)
and Reid (2000). As suggested by Steenkeen (2000), coloured cards to help with the blending
of phonemes were also used as a strategy, especially in school, as was clay modelling. At
university, this student mostly used pictures and drawings in the margins of her books to help
her read faster. Another student reported writing as the most difficult aspect of her academic
studies, so she wrote her ideas down before re-reading them and numbering the paragraphs to
help her organise her thoughts. She also used highlighters and self-regulation to remind herself

to do things at certain times in order to manage her time well.

The false positive students shared the use of preparation as a skill; both students stated
that they tried to read lecture material beforehand. One student from the false positive group
mentioned that her earlier coping strategies mostly consisted of a struggle to deal with the stress
of her family situation, but she consciously tried to manage her time and stress when studying.
Zimmerman (1998) reported the use of specific strategies during studies, such as self-
regulation, which also includes time management (knowing how long it should take to
complete a piece of homework or an assignment, and developing the necessary time
management techniques to achieve this) and self-monitoring (systematically checking oneself
and earning or withholding rewards, according to the work done). He found that high achievers

reported using study strategies twice as often as low achievers.
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A student from the false positive group used mind maps to organise her thinking, and
also made course choices in order to minimise the impact of the tiredness caused by her health
issue. She also scanned and highlighted her lessons. The existence of this set of skills in both
students in the false positive group seems to be the reason for them overcoming their previously

reported difficulties at school.

One false negative student used mind maps and a recording device, but stated that she
fails with time management. This was the main skill issue for the false negative students. The
other student in the false negative group used summarising notes before an exam as a strategy;
although she encountered some difficulties while studying at university, she did not show much
interest in her studies and did not feel well-equipped enough to embrace the challenges
accompanying university studies, so she did not develop any study skills strategies. As
Gettinger and Seibert (2002) stated, for study skills to be effective in developing academic
competence, students must be willing and motivated, which was not the case for students in
the false negative group. It seems that the main reason for their low achievement was
motivational issues, in contrast to students from the false positive group who seemed to employ

more study skills and were highly motivated.

5.6.5 Motivation-related factor differences between the three groups

Motivation to finish their university degree and overcome any academic or personal obstacles
seems to be a shared characteristic of students from the true positive and false positive groups,
but this is not the case for false negative students. As reported previously by Salem et al. (2013),
who also based their research on a Saudi university, academic performance is significantly
affected by motivation; although students from the false negative group seem to have the ability
to achieve more at university, they are not motivated to do so. In the current study, it could be
that one of the reasons for low motivation in group three is that these students were not

interested in the subjects they were studying. The alignment of studies, personal interests and
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dynamic positive self-perceptions is an important factor in ensuring that students with
difficulties complete their degrees (Steenkeen, 2000). As proposed by the Hirsch model
(Henning, 2007), there are different educational motivation levels exhibited in the current

research.

It seems that true positive and false positive students demonstrated a high level of
motivation to complete their degrees. The students in those two groups wanted to succeed
academically; they acknowledged their limitations, but had no clear idea of how to complete
their degrees. Students from group three are not motivated by the prospect of high achievement,
although they want to complete their degrees. Here, it is important to have a help centre in the
university that can offer support to all students in order to increase students’ motivation levels

and help students of all abilities achieve their goals.

Motivational problems related to family and personal issues was a major factor in
understanding the false negative group; this was the group that was not identified by SADR as
at risk but had poor GPAs. It seems that both students have low motivation; with one student
this was related to making the transition from school to university without preparation. In this
case, low grades were caused by issues relating to the transition from a traditional school that
depended on memorisation to university where different methods of teaching were used. It is
not unusual for a student’s grades to be affected by the transition from school to university.
Research shows the importance of social and academic integration, appropriate academic study
skills preparation and the importance of student support (Crabtree & Roberts, 2008). The other
student’s issues were related to family obligations and a lack of family support for her studies,
which might have affected her overall motivation. Table 5-1 above illustrates the factors that

influence achievement for each group.
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5.6.6 University and teacher support

All of the students (the exception being Judy from the false positive group, see Chapter Four)
had very negative opinions of the support they had received from their university. One student
believed that the university should be held responsible for her low academic achievement,

given that she was not receiving the help she expected.

One student expressed concerns with regards to the amount of support that she received
from university teachers. She believed that her university teachers did not give her enough
constructive feedback and did not give her as much attention as she should have, given her
academic difficulties. She also explained that teachers did not seem well trained enough to deal
with students who are struggling academically, as they had limited knowledge of her and
received minimal support from the university itself in terms of intervention schemes; she stated
that at school, before coming to university, she had hated being taken out of her regular class
for a special class, but at university no one even offered to help her. The same issues are also
reported by Quinn et al. (2009), in their study investigating the extent to which students with

dyslexia and other SpLDs are supported by universities.

These interview findings contribute to the existing literature, as attention has been
drawn to a lack of educational research examining students’ perceptions of teachers and the
university learning environment (Wigfield and Wagner, 2005). The study by Singal (2006)
revealed that in cases where students experience unwillingness on behalf of their teachers to
perform the necessary inclusion measures, they feel like outsiders in the classroom, which
ultimately has severe adverse effects on their social and academic skills. Inclusion is beneficial
for all students, especially for students with SpLDs. Further supporting evidence comes from
the study by Sung (2010), which showed that when students with SpLDs experience a
deficiency of information and skills, this fault is attributable to the instructors, who in their

opinion do not provide the students with the support and consideration they need. Moreover,
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Cameron and Nunkoosing (2012) also found in their study that staff were usually too busy to

offer extra support, especially to those with dyslexia.

Eve (see Chapter Four) also talked about her prior school experience, where she felt
that in certain situations the teachers were not much help, but rather contributed to her stress
and anxiety and reported the same feelings about university lack of support. Eve perceived a
lack of support, care, attention and interest from the university and her teachers towards her as
a student. In the false negative group, a student reported dissatisfaction with the teaching
methods used at the university. This can be understood in relation to past research suggesting
that while some teachers pay more attention to the principles of the subject that they are
teaching, others tend to focus more on its application (Devlin, 2002). Hence each student may
have their own preference, based on their own learning needs (Obiozor, 2009) and this could

be considered to be a very challenging situation from the perspective of their teachers.

Judy, the student who has health issues, was the only one to report positive feelings
towards the university, which she emphasised during the interview, where she also explained
that she received the support she needed given that she was suffering from a serious medical
condition. She stated that her teachers were understanding and helping, particularly in
university where her teachers gave her extra time for exams and extended deadlines for
assignments. Her perspective, however, was contradicted by the other students, who reported
not receiving any help from the university. In her, case the university provided help and support
due to her heath issues, and with the evidence of a medical record; however, no help was

provided for the other students whose difficulties were not related to health problems.
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5.6.7 Support from friends and family
Students from the true positive and false positive groups have been supported in their academic
achievement by a family member or a friend. Family support is a significant factor that can
positively influence achievement at university (Shathele and Oommen, 2015). and although
students from the true positive group still struggled with their academic achievement, as shown
by their GPAs, it seems that without the help and support they were getting, their situation
could have been worse, as corroborated by the students themselves. One true positive student
had the support of her uncle, while Eve (see Chapter Four) reported strong support from her
parents, who were well educated. Davis-Kean (2005) found that parents who are highly
educated are in a better position to encourage their children to embrace further education at
university level. This was the case with Eve, whose parents believed in her ability to achieve
at school and had a positive perception of education. One study indicated that female Saudi
students are at risk of dropping out of school and university because of their families’ negative
perceptions of education and a lack of awareness of its importance (Sandekian et al., 2015).
Support from a family member and parents was also shown to be a factor by students’
statements that family support had made a great difference and increased their academic
achievement. This confirms past research findings that suggest that when teachers and parents
contribute to the learning development of students, especially those with academic difficulties,

students can be encouraged to use their various abilities for academic purposes (Simon, 2002).

In the false negative group, it seems that both students were not getting help and
support from their families. In Britney’s case (see Chapter Four) it seems that she felt that
nobody around her cared enough to help her, and that as long as she was not failing and her
grades were acceptable, her parents were satisfied. Britney had very strong opinions about
university support, as stated earlier. It has recently been suggested that of the many factors that

are imperative for achieving a high GPA at university, partner and/or family support is the most
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important (Shathele & Oommen, 2015). It seems, in the false negative group, that students’
families were not supportive, which may have had a negative impact on their university

achievement.

It is interesting to note that students who received help are from true positive, who
reported academic difficulties in both SADR and SSI, and false positive, who reported
academic difficulties in SADR but not in SSI, but in group three, neither student reported
academic difficulties in either SADR or SSI and neither received help, which emphasises the

role of family support in student academic achievement.

5.6.8 Other reported difficulties

It seems that there are other factors that can effect academic achievement, in one of the true
positive group, it seems that one student from this group problem is a result of having trouble
focusing her attention and daydreaming frequently, even if she is doing something she enjoys.
This student, Eve (see Chapter Four), seems to have attention problems; those attention
problems started at school and persisted at university level. Students with ADHD experience

several difficulties, including poor academic underachievement and performance problems in

schools (DuPaul & Stoner, 2003).

In relation to the predictability of SADR, the questionnaire performed well, in that it
identified students whose academic difficulties seem to have resulted directly from literacy
problems as true positives. The case studies also provided answers about why there were false
positives, that although students’ academic achievement as shown by their GPAs do not show
a problem, the students reported having had literacy-related difficulties that did not continue in
university. This may have resulted from the development of coping strategies while still
struggling with reading speed and family support. These compensation strategies had an

important positive role in all the student narratives, as will be discussed later.
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One false positive student had parents who were divorced and some research has
highlighted that this affects achievement in HE, as it affects the stability of the household and
therefore is a potential risk factor for low academic achievement. The student had issues mostly
revolving around her family moving house several times, leading to her having to adjust to a
new environment each time. While doing so, she explained that feelings of stress affected her
self-esteem, which in turn affected her academic performance. Stress has been identified in
past research as a powerful factor that can hinder academic success (Steenkeen, 2000). The
other student in the false positive group had a serious health issue; a part of the SADR
questionnaire was about the student’s health in general and health-related problems from birth
to adulthood. The student suffered from a severe health problem that resulted in repeated
absence from school and university; in her opinion, this had a direct negative effect on her
academic attainment. It has been reported in a study by Schatz (2004) that frequent illness may
have an impact on academic attainment, which was the case with Judy (see Chapter Four). Her
levels of illness and tiredness were constant themes in her interview; therefore, it seems that
her academic difficulties were a direct result of repeated absence from school resulting from
her medical condition, and this was why she reported that she had academic difficulties in
SADR. By the time she reached university, she was able to cope with her illness, as well as
with her difficulties, by developing her study skills and with help from family, friends and, in
the case of this student, the university as well, so her previously-reported difficulties were not
reflected in her university GPA, which may explain the false positive results. Table 5.1 below

summaries the factors that influence each group’s achievement
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SADR SSI GPA Factors
Case study groups influencing
achievement
Case 1 SADR predicts SSI shows Low GPA Profound
low achievement continued difficulties at
True positives difficulties the word level
Case 2 SADR predicts SSI shows Low GPA Difficulties in
low achievement continued reading and
difficulties writing
Case 1 SADR predicts SSI does not | Not low GPA Factors that
low achievement show have to do
continued with family
difficulties and personal
False positives issues
Case 2 SADR predicts SSI does not | Not low GPA Factors that
low achievement show have to do
continued with health
difficulties
Case 1 SADR does not SSI does not | Notlow GPA | Motivational
predict low show issues that
achievement continued have to do
difficulties with personal
issues and
False negatives tran'smm’l to
university
Case 2 SADR does not SSI does not | Notlow GPA | Motivational
predicts low show issues that
achievement continued have to do
difficulties with personal
and family
issues

Table 5-1: Factors that influence each group’s achievement

5.7 Main findings: A brief summary

The mixed-method approach yielded findings from both quantitative and qualitative data
analyses. The quantitative findings from the screening questionnaire (SADR questionnaire)
show that, interestingly, only the reading scale was found to be a significant, moderate and
independent predictor of students’ GPAs. However, although the reading scale had statistical
significance for predicting in general students that are more likely to encounter difficulties in
their studies at university, it cannot predict accurately at the level of individual cases.
Therefore, although SADR cannot accurately predict future performance at university, it can

predict the continuation of academic difficulties, even if they were not reflected in student
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academic achievement, which in this research was measured using student GPA. From the
analysis of the data collected using the SSI questionnaire, reading and writing proved to be
significant predictors for continued academic difficulties related to literacy, which emphasises

the importance of literacy in student education.

Based on the qualitative analysis of the case studies, which were adopted to examine
the semi-structured interviews of six female participants who represented true positive, false
negative and false positive predictions, it was found that the true positive and false positive
participants mainly reported reading and writing difficulties, while false negative participants
did not report any academic difficulties. A variation was noted in terms of specific areas of
difficulty across participants, such as in terms of their motivational levels, study skills, levels
of attention, memory, self-confidence, maths difficulties, attitudes towards the university and
lecturers with regards to supporting their needs, and also parental support. Participants in the
case studies came from three groups: true positive (students who scored high on SADR,
indicating academic difficulties, and who have low GPAs), false positive (students who scored
high on SADR and have average GPAs) and false negative (students who scored low on SADR
and have low GPAs). All the case studies from the true positive and false positive groups shared
negative feelings towards their perceived underachievement. Each interviewee relied on

different compensatory strategies to cope with the academic difficulties that they experienced.

It is also essential to highlight that the use of a mixed methodological approach has
proven to be effective in this research, given that the interview findings mostly explained the
pattern of true and false prediction, and the quantitative findings from the questionnaires. This
adds further support to both data sets, as they complement each other, although each is of a
different nature. The true positive case studies showed continuity with regards to their
academic difficulties, and their difficulties appeared to be more profound and deep-rooted than

those of the other groups, in that their literacy difficulties began earlier in their academic lives.
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The false positive students experienced difficulties that started in school and were mitigated at
university level; the reasons for this seem to be related to other factors such as health and family
support. For the false negatives, the students’ low achievement was explained by reasons other

than literacy-related factors; it seems that motivation was a key issue in both cases.

The study began with the belief that literacy difficulties were the main causes of low
GPAs in higher education, but the findings suggest that other factors that have no relation to

literacy difficulties can cause low GPAs.

5.8 Conclusion

5.8.1 Introduction

This section sets out a conclusion, in accordance with the aims and objectives of the present
study, that provides concluding remarks and suggestions in relation to the extent to which a
screening questionnaire such as the SADR questionnaire can be used as a reliable instrument
to predict students’ future academic achievement, as measured by their GPAs. Attention is also
drawn to the contribution and implications of the current study. The limitations of the current

study and future recommendations based on its findings are then adressed.

5.8.2 The SADR questionnaire: Evaluation of its effectiveness at both identifying and
predicting students who are at risk of having academic difficulties in higher
education

Based on the discussion of the findings obtained from the questionnaires, it could be concluded

that SADR is reliable for some scales, but not all, and that reading was the most useful scale.

In the SSI questionnaire, all the scales were reliable. The corroboration of findings between the

SADR and SSI questionnaires indicated some continuity of academic difficulties, mainly in

reading and writing. This is a good indication of the potential to successfully combine these

two questionnaires, in order to both identify and predict whether students are at risk of having
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academic difficulties in HE (SADR), and then confirm their difficulties subsequently through

the second questionnaire (SSI).

Using the reading scale in SADR to identify students who are at risk of having academic
difficulties in higher education, prior to them starting tertiary education, is very useful as it
provides a starting indication of where the students are as learners, based on their previous
educational experience. Moreover, using the SSI questionnaire, which mostly assesses
students’ skills while they are studying, also helps to identify the extent to which any pre-
existing learning difficulties remained stable or changed during the study period. It would be
plausible to assert that any observed significant positive change could perhaps be explained by
reference to the positive impact of the tertiary education system on the student, while the
absence of any change could be attributed to a lack of support on behalf of the university and

lecturers, or other causes specific to the background of the individual student.

To summarise the above, it could be suggested that, given the sample of undergraduate
students involved, the findings from the SADR and SSI questionnaires are a useful reflection
of the students’ experience, academic achievement and academic difficulties. Nevertheless, it
is also worth emphasising that in terms of prediction capability with regard to GPA scores, the
findings from SADR do not support the idea that SADR has the ability to predict students’
GPAs with any precision. This is partly because, although students may experience academic

difficulties, their academic difficulties may not be related to literacy.

It should also be pointed out that the common conception that if a student has a reading
problem, it means that they will get a low GPA, and that conversely if they do not have
problems with reading, they will get a high GPA, is not borne out by the current research,
because in the case of the students in the false positive group, it seems that one has literacy-

related difficulties, but this is not reflected in her university GPA.
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5.8.3 Contribution and implications of the current study

The study’s contribution to the existing literature stems from the way the questionnaire was
designed, and the conceptualisation of the issue of academic difficulties that relate to literacy.
So far, most studies on the subject of academic difficulties have focused on issues concerning
dyslexia. In this study, the researcher has taken a more general view of academic difficulties
that relate to literacy, rather than engaging in labelling and diagnosis. The SADR questionnaire
on which the research is based takes a holistic view, where the idea is to identify any student

with academic difficulties including, but not limited to, students with dyslexia.

Another contribution comes from the results obtained from the questionnaires and
interviews, which emphasise that a student can have academic difficulties that are related to
literacy, but not necessarily be dyslexic. Of the six students who were interviewed, only one
appears to have profound problems at the individual word level that might or might not be
dyslexia; in either case, this study takes a more general view of the problem of academic
difficulties, based on general identification with the future aim of providing help and

assistance, if needed, for all students who struggle academically.

University environments are interactive and students, no matter what their abilities are,
should enjoy the whole experience. However, this is not the case with some students with
academic difficulties, as is shown in the current study. Therefore, in terms of the implications
of the findings of the current study, it could be suggested that the findings are extremely useful
as they help to identify students at risk of academic difficulties using the screening
questionnaire at the start, following this up during their tertiary education, and in doing so,
contributes to the development of relevant intervention schemes, including support groups
tailored to cater for students’ specific needs as learners. There is statistical evidence, quoted in
the literature review outlined in Chapter One, which suggests that very few of these students

have been identified and supported with programmes and services by their school,As far as
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universities are concerned, although in Saudi Arabia some universities do have academic

advice centres, these are not very common and have very limited services.

Along the same lines, and taking into account that some participants who experienced
academic difficulties at school continued to do so at university, it is clear that a major
implication of this study is to draw attention to the need to bridge the gap between school and
university, in order to empower students to overcome any learning difficulties that they might
experience in the early stages of their university studies. Learning is an ongoing process, and
students should be well equipped throughout this process, while also being in a good position
to identify their strengths, and perhaps even more importantly their weaknesses, in order to
address them with support from the education system. The existing discrepancy between
learning difficulties at school level and university level is empirically supported by Mayes,
Calhoun and Crowell (2000), who concluded that methods and concepts that may be suitable
for application in a school situation, to support schoolchildren with literacy difficulties, become
problematic when they are applied to HE learning. Thus there is still some work to be carried
out in this area in order to minimise this gap with the right support, and specifically tailor the

education experiences to meet the needs of students as they progress in their education.

It is safe to state that the Saudi educational context carries its own uniqueness in terms
of its conceptualisation of academic difficulties; unfortunately, in Saudi Arabia there has been
limited research into academic difficulties in a broad sense, as the focus has largely been on
dyslexia as one form of difficulty, which implies that the current research could have a
culturally-based influence on both learners and the education system in Saudi Arabia.
Furthermore, as previously mentioned at the beginning of this thesis, dyslexia was only
recognised in the early 1990s in Saudi Arabia (al-Hano, 2006). As such, the examination of
literacy and study skills difficulties for university students in Saudi Arabia, by developing a

screening questionnaire, is still in its early stages. More importantly, since Saudi Arabia does
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not have a standardised assessment tool to identify students with SpLDs, with currently
virtually no focus on post-secondary school students, the findings of the present study have
importance in terms of helping these students to successfully progress at university level. This
research topic is also particularly relevant given that there are specific societal rules and
regulations, often governed by Islam (as part of Saudi culture), which give rise to social issues
such as gender-based discrimination, restricted transport for women, and very limited
opportunities to promote women’s education and work without their guardian’s permission
(Sandekian et al., 2015). These all play a key role in decreasing academic achievement among
females (UNESCO, 2004). Hence it becomes even more imperative to support females with
academic difficulties with the aim of helping them achieve to the best of their ability and

empowering them to self-actualise.

Ali etal. (2009) studied low achievement in HE in medical schools in Saudi Arabia and
identified a list of factors affecting student achievement. Teaching methods were found to be
a factor. Based on another study by Salem et al. (2013) in a Saudi university, academic
performance was significantly affected by students’ motivation levels and study skills,
suggesting that teachers do not know their students very well. It is of significant importance to
draw the Saudi government’s attention to this, given that Alshehri (2014) also revealed an
underdeveloped professional development and decision-making programme for teachers, a
lack of improved instructional methods, and a lack of student understanding regarding self-

evaluation and critical thinking in the Saudi HE system.

Moreover, based on the findings that emerge from the regression analysis, across all
the questionnaires used in this study, reading skills proved to be the overriding parameter that
identifies the academic achievement of university students. This is indeed a very important
finding, as it places considerable emphasis on the consideration of the reading ability of

students in order to ensure they succeed academically, especially with regards to reading speed
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and comprehension. Globally, education systems, including in Saudi Arabia, should be more
aware of this in order to help students improve their reading skills from a very early age.
Schoolchildren should be actively encouraged and supported by their teachers to acquire good
reading skills as they progress in their learning. By doing so, they will ensure that students will

be better equipped to obtain a good grade as they move into tertiary education.

Bearing in mind past Saudi educational research and the findings of the current study,
the implications are mostly geared towards finding ways and means to sensitise the Saudi
government to the topic, in order for them to put more effort into both recognising and
supporting students with SpLDs. This group of students is very much a part of mainstream HE,
need to be supported using the right approaches, and must not be neglected by any means. This
research found several significant associations between various academic and literacy
attributes/problems and academic achievement at university level, using specific screening
instruments. These need to be recognised on a wider level both academically and
governmentally, in order to contribute to the improvement of the Saudi educational system as

a whole by implementing stronger strategies.

Above all, there is a need to emphasise that there is still a dearth of research in this area
in Saudi Arabia, which implies that there is also limited information on students with learning
difficulties. Along the same lines, as supported very recently by Elliot and Grigorenko (2014),
educational achievement has to be shared by both general and specific students in an endeavour

to further promote equal opportunities in education for all.

5.8.4 [Evaluation of the current study and future research
As discussed in this chapter, this study certainly has various strong points and implied benefits.
Nevertheless, this research also has drawbacks that need to be highlighted in an attempt to

direct future studies, in order to further expand knowledge on this topic. Along with some
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already identified gaps in knowledge that have previously been discussed in this chapter, this

section will emphasise additional under-researched areas that future studies could focus on.

Given that this study only focused on female Saudi university students, with a rather
small sample size under study (students and teachers), the findings are not representative of all
Saudi universities, and hence cannot be generalised. The researcher anticipated using a larger
sample size; however, as a result of a lower than expected response rate to the questionnaires,
it was difficult to collect data from a bigger sample. Also, only six students were interviewed
as part of the sequential mixed-method design, which is not a wide sample, and which limits
the extent to which the qualitative findings are conclusive. Along the same lines, two students
were chosen from each of three different groups. Therefore, it is recommended that future
research should aim to use a larger sample size of both students and lecturers, while also
focusing on ways and means to increase response rates, perhaps by using incentives that could

help to achieve this aim.

Another major limitation in this study was a rather high dropout rate among the student
participants. It was not clear to the researcher as to why this was the case, given that the students
had the right to withdraw at any time from this research without any obligation to provide any
explanations. However, this remains an important barrier in the data collection process and one
that certainly needs to be taken into consideration in new research. Some relevant measures
should be taken to encourage students to participate, while also emphasising the importance of

this research to parents.

Since only five lecturers provided information at the academic level on their students,
future research should examine teachers’ perceptions using a larger sample size that could help
to make the results more generalisable. There is certainly a need to place more emphasis on the
importance of exploring teachers’ perspectives, as there are existing discrepancies between

teachers’ and students’ perceptions, as noted by Ramsden (2003).
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Since SADR and SSI were both self-designed and proved to be effective in this study,
there is a need for more research to be conducted using the reading scale in the SADR
questionnaire, in order to further test its reliability and validity. The current structure of SADR
is long and this could have undermined the quality of the responses. Therefore, it is suggested

that future research should work on a shorter version of the reliable scales and retest the results.

Questionnaires other than SSI should also be used in order to adopt a more sensitive
approach to identifying students with academic difficulties, given the complexity of this issue.
The SSI questionnaire was used as a screening tool for academic difficulties during the
educational experience of university students, which leads us to use the findings to infer
whether any learning problems identified in advance remain stable or change during the
educational experience of the learners. However, there was no validated instrument used
alongside this to specifically assess the cause of any observed change (positive or negative),
which could have helped to show whether changes could be attributed to the role played by the
university and its staff. This should be considered in new research, perhaps by using other

research instruments that could help to establish causation.

The present study sheds light on existing significant associations between reading
difficulties and the GPA scores of university students. However, these correlational
relationships do not imply any causation, which leaves some gaps in knowledge that could
perhaps be addressed in future research using a different or more elaborate research
methodology. The current research shows that although there is a predictive correlation, it is
not enough to predict students’ GPAs precisely, because GPAs are not solely influenced by
academic difficulties related to literacy, and there are other intertwined reasons behind student

academic achievement as recorded by GPAs.

Given the dearth of research in this area in the context of Saudi Arabia, this study

provides an essential contribution to existing literature from a cross-cultural perspective.
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Moreover, students with academic difficulties in general, and students with SpLDs in
particular, have long been overlooked in the Saudi educational system, with due recognition
only given to them recently (Smythe et al., 2004). Therefore, it could be argued that the present
study is a stepping stone for further research to be conducted in this area by addressing the
identified limitations of this study in order to boost the reliability, validity and generalisability

of the findings.

This implies that more research on this subject would help to support these endeavours
at a macro level. Having said that, based on the findings gathered from the sample of Saudi
students, which included what appeared to be poor readers, as well as one case of a dyslexic
student, it should also be noted that from an interventional perspective, the focus should not
solely be on dyslexia, but rather help should be provided equally to all students who are
achieving well below their target grade, regardless of whether they have been diagnosed with

an SpLD.

Based on the above, it should be further reinforced that demographics remain important
factors to consider in future research, as doing so can help to capture any influence that these
may have on the findings, especially as moderating factors. Studying the effect of
demographics is also beneficial in cross-cultural research, as this helps to provide a strong
foundation for comparisons across contexts and cultures, enhancing one’s understanding of
educational research across countries around the globe. The findings point towards a number
of reasons that could lead to academic difficulties among students; some of these reasons were
revealed during the case study interviews. Therefore, this is also an area for future qualitative
research to further examine, in order to enhance our understanding of how a student’s social

background, including their present situation, could also account for academic difficulties.
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Appendix 1T

Information sheet

Introduction
You are being asked to participate in a research study of literacy and study skills difficulties in

university. You were selected as a possible participant because the research needs to find out
about your experiences. We ask that you read this form and ask any questions you may have
regarding the research.
Purpose of Study
The purpose of the study is to identify students with literacy difficulties in university. Ultimately,
this research may be published as a research paper or as part of a book.
Description of the Study Procedures
If you agree to be in this study, you will be asked to do the following things:
e Answer a questionnaire about your school experience before the university (SADR).
This may take up to 45 minutes to complete
o After six months of the first questionnaire you will be asked to answer a questionnaire
about university experience (SSI). This may take up to 25 minutes to complete.
¢ Finally, you may take a part in an interview which will be digitally recorded. The
length of the interview cannot be decided in advance.
Confidentiality
This study is anonymous. Your results will not be shared by name with anyone, and the
records of this study will be strictly confidential. All the data files will be protected by a
password only known to the researcher. The audio tapes will be kept safe to allow a fellow
researcher to hear them without jeopardising your identity in anyway. The researcher will not
include any information about you in the report we may publish that would make it possible

for anyone to identify you.
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Right to Refuse or Withdraw and the right to ask questions

You have the right to withdraw your consent at any time and that will not affect your
relationship with the researcher in any way. You have the right not to answer any question in
the questionnaires. Participation in the interview is entirely up to you. If you decide to take
part in the interview, you will have the right to check your answers and change them if you
want to. You have the right to ask questions about this research and if you have any more

questions or concerns you can contact me directly or my research supervisor.
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Appendix 111

Students’ Academic Difficulties at Risk Questionnaire (SADR)
Name:

Dear student,

Please read these instructions carefully before you begin. This questionnaire is part of a PhD educational research project, and
is designed to give a general indicator of literacy and study skills difficulties faced by students. It will help us to establish
whether further investigation in regards to this matter is needed, and will provide help to all students

The answers you give will not affect your academic studies and will be confidential. You do not have to participate in this
project and you can withdraw at any time but any information you provide will be highly appreciated.

If you decide to take part, please consider the following:

1. Read the questions carefully.
2. Choose one answer for each question. Questions 1 to 129 will look like this:
I have noticed that, when it comes to copying from a board or a piece of paper, 1

Struggle to do Am capable of doing it

‘ Very much like me Like me ‘ Like me ‘ Very much like me ‘

Read the first sentence carefully then chose which of the two sentences apply to you. Next, choose to what extent you believe
this to be true by circling either ‘Like me’ or ‘Very much like me’. Do not miss any questions out.

3. Questions 130 to 149 are personal and family related. Read each one carefully and remember there is no right or wrong
answer.

Thank you

If at any time you have any questions about this research, please don’t hesitate to contact me:

Mobile number: 07500224136

Email: ab493@exeter.ac.uk

Alternatively, you can contact my research supervisor:

Hazel Lawson: H.A.Lawson@exeter.ac.uk

Thank you again for your help.
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1. Reading comprehension

1.1 Literal comprehension

1. When asked by a teacher in the class room to recall a sequence of a story I just heard another student read...

I can recall the sequence of the story. I forget the sequence of the story.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

2. When asked by a teacher in the class room to extract the main idea out of a paragraph that I have just read orally...

I can extract the main idea. I struggle to extract the main idea.

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

1.2 Inferential comprehension

3. When asked by a teacher in the class room to interpret in other words what I have just silently read...

I can interpret what I silently read. I cannot interpret what I silently read.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

4. When I am asked to summarise a paragraph that I have just read silently...

I can summarise what I’ve read silently. I cannot summarise what I’ve read silently.

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

5. When I am asked about the meaning of a paragraph that I have just read...

I can give the meaning. I cannot give the meaning.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

1.3 Listening comprehension

6. When I am listening to another student reading and I am asked about the main theme of what they read...

I can give the main theme. I cannot give the main theme.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
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7. When I am given a set of instructions by my teacher in the class room...

I can follow the instructions. I get lost.
I ! | ! I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

1.4 Critical comprehension

8. When I read a story or a book outside the class room...

I can evaluate what I read. I cannot evaluate what I read.
I ! | ! I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

9. When I read a passage in the class room and asked by the teacher to evaluate what I read...

I can evaluate what I read. I cannot evaluate what I read.
] ! | ! ]

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

1.5 Affective comprehension

10. When asked by a teacher in the class room to recall basic facts about a passage I read silently...

I am confident of the answer. I feel confused about the answer.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

11. I have been told by my teacher or I have noticed that ......... when I finish reading orally a paragraph in my reading book.
I feel calm. I feel stressed.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

12. When it comes to reading orally in the class room...

I approach this confidently. I want to avoid it.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
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1.6 Lexical comprehension

13. When I read a new word in the context of a passage...

I can work out the meaning. I cannot work out the meaning.

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

2. Oral reading (loud reading)

2.1 Omission

14. I have been told by my teacher or I notice that when asked to read a sentences orally...

I read it correctly. I tend to skip a word.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

15. I have been told by my teacher or I notice that when reading a paragraph orally in the class room...

I read it correctly. I tend to skip a whole sentence.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

2.2 Substitution

16. I have been told by my teacher or I notice that when asked to read orally in the class room...

I read it correctly. I tend to replace a word by another that have the same meaning.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

17. I have been told by my teacher or I notice that when asked to read orally in the class room...

I read correctly. I tend to replace a word by another that is completely different.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

18. I have been told by my teacher or I notice that when reading orally in the class room...

I read it correctly I reverse letters in a word
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
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2.3 Gross mispronunciation

19. I have been told by my teacher that when asked to read orally...

I pronounce the words correctly. I give a pronunciation that bears no resemblance to the word I am reading.

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

2.4 Hesitation/ Repletion

20. When pronouncing a new word for the first time while I read orally in the class room...

I tend to read it fluently. I tend to hesitate.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

21. When pronouncing a word that I know in the class room while I am reading orally...

I tend to read it fluently. I tend to hesitate.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

2.5 Inversion / Transposition

22. When it comes to reading orally several sentences in the passage I tend to...

Read them in the correct order. Change the order of the sentences.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

23. When reading orally in the class room I give punctuation such as poising for a comma and stop for full stop...

Full regard. Total disregard.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

24. When I read orally I tend to accommodate what I am reading by...

Changing the volume and tone of my voice. Not changing the volume and tone of my voice.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
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2.6 Insertion

25. I have been told by my teacher or I noticed that when I read orally I tend to...

Read correctly. Insert a word that is not in the sentence.

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

3. Reading habits

3.1 Tension movement
26. When reading in the class room I have been told by my class mates that I look...
Relaxed. Stressed.

I R R IR

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

27. When I might be asked to read in the class room...

I feel calm. I feel a strong headache.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

3.2 Insecurity

28. When the teacher ask me to read I feel...

Prepared to read. My heart races and my hands are sweating.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

3.3 Loses place

29. When reading silently in the class room I tend to...

Read it without losing my place in the passage. Lose my place in the passage.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
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30. When reading orally in the class room I tend to...

Read it without losing my place in the passage. Lose my place in the passage.
I | | | I

‘ Very much like me

Like me ‘ Like me ‘ Very much like me ‘
3.4 Holds material close

31. When I am reading, I tend to hold my book...

At a normal reading distance. Close to my eye.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

4. Word recognition

4.1 Mispronunciations

32. 1 have been told by my class room teacher or I have noticed that when reading...

I can associate sounds with letters. 1 cannot associate sounds with letters.

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

33. I have been told by my class room teacher or I noticed that when reading...

I can combine letter sounds. I cannot combine letter sounds.

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

4.2 Unknown words

34. When it comes to reading and pronouncing words without having to spell them

I can recognise and remember words. I cannot recognise and remember words.
‘ ] ‘ 1 ‘ 1 ‘ ] ‘

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

35. When it comes to the ability to use the text that I am reading to help me pronounce a strange or new word...

I have the ability. I don’t have the ability.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
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4.4 Fluency
36. When reading a passage in the class room...
I read as fast as others in the classroom.

I R

1

I read slower than my friends.

I

‘ Very much like me Like me

Like me

‘ Very much like me ‘

37. When it comes to reading speed, I have been told by my class room teacher or I notice that...

I read with fluency.

I should practice reading at home.

‘ 2 ‘ 1 1 ‘ 2 ‘

‘ Very much like me ‘ Like me Like me ‘ Very much like me ‘

5. Written expression

5.1 composition

38. When I have a written assignment for school I...

Have no trouble generating ideas. Struggle to generate ideas.

‘ 2 ‘ 1 1 ‘ 2 ‘
Like me

‘ Very much like me ‘ Like me

39. When I have a written assignment [...

Can express my ideas using correct grammar.

‘ Very much like me ‘

Cannot express my ideas using correct grammar.

‘ 2 ‘ 1 1 ‘ 2 ‘

‘ Very much like me ‘ Like me Like me ‘ Very much like me ‘

5.2 Spelling

40. In my written assignments I...

Have correct spelling. Lose grades because of my spelling.

‘ 2 ‘ 1 1 ‘ 2 ‘
Like me

‘ Very much like me ‘ Like me

5.3. Omission

‘ Very much like me ‘

41 I have been told by my teacher or I notice that when it comes to writing a sentences. ..

I write correctly.

I R

1

I tend to skip a word.

I

‘ Very much like me ‘ Like me

Like me

‘ Very much like me ‘
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42. I have been told by my teacher or I have noticed that when writing by dictation in the class room I tend to...

Write it in the correct way. Skip a whole sentence.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

43. I have been told by my class room teacher that I tend to get some letters confused for example D and T.

All the time. Never.
I ! | ! I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

44. 1 have been told by my class room teacher or I notice that when it comes to writing sentences I tend to...

Write them correctly. Omit the middle of the sentence.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

5.4 Substitution

45. I have been told by my teacher or I notice that when asked to write by dictation in the class room I tend to...

Write it correctly. Replace a word by another that have the same meaning.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

46. I have been told by my teacher or I notice that when asked to write by dictation in the class room I tend to...

Write it correctly Replace a word by another that is completely different.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

5.5 Inversion / Transposition

47. 1 have been told by my teacher or I notice that when it comes to writing a sentences I tend to...

Put them in the correct order. Change the order of the sentences.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
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48. I have been told by my class room teacher or I notice that when it comes to spelling I tend to put the letters of the word

in the...
Correct order Wrong order
I ! | ! I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

49. I have been told by my teacher that my writing assignments have...

Total regard to punctuation. Total disregard to punctuation.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

5.6. Insertion

50. I have been told by my teacher or I notice that when writing by dictation in the class room I tend to...

Write correctly. Insert a word that is not in the sentence.

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

5.7 Visual discrimination

51. T have been told by my class room teacher or I notice that when writing I tend to...

Write correctly. Invert letters for example U or N or M for W.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

52. T have been told by my class room teacher or I notice that when it comes to spelling I spell words...

Correctly. Phonetically (for example tuff instead of tough.)
I | | | I
‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
5.8 Hand writing

53. My hand writing is described by my class room teacher as being...
Readable. Illegible.

I S I R

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
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54. When it comes to copying a text in the class room...

I can easily do it. I struggle with it.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

55. T have been told by my class room teacher or I notice that when it comes to the way I hold the pen when I write...

I hold is loosely I hold it tightly
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

56. When it comes to drawing a simple picture like a square...

I can do it. I struggle with it.
I ! | | I
‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
6. Math

6.1 Incorrect operation (calculation disorder)

57. 1 have been told by my math teacher or I have noticed that when choosing an operation to solve math problem I tend to

choose...
The correct operation. The wrong operation.
I ! | ! I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

6.2 Incorrect number fact ( basic number fact disorder)

58. T have been told by my math teacher or I have noticed that when recalling simple number fact such as 1/1=1

I can totally do it. I struggle with simple concepts.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
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6.3 Incorrect algorithm

59. I have been told by my math teacher or I have noticed that upon solving a math problem I tend to...

Follow the right steps. Skip a step.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

60. I have been told by my math teacher or I have noticed that when I solve a written math problem I tend to apply the correct

steps...
And the right sequence. But the wrong sequence.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
6.4 Mathematical Estimation disorder

61. When it comes to judging the number of objects in a group, I feel that I...

Can do it. Cannot quantify the number of objects.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

6.5 Mathematical language disorder

62. When it comes to solving math problems that are formulated with words...

Icandoit... I struggle with it.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

6.6 Mathematical measurement disorder

63. When dealing with concepts of measurement, speed, and temperature I feel...

In total control. Lost.
I ! | ! I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
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6.7 Mathematical navigation disorder

64. When it comes to navigating back and forth when counting numbers (for example 101, 102, 103)...

I can do it. I cannot do it.
I ! | ! I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

6.8 Mathematical organization disorder

65. When it comes to making a visual picture in my head of the location of a number like on a phone or a clock...

I can totally do it. I struggle with it.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

66. When it comes to visualising in my head the location of my city on a map...

I can do it. I cannot do it.
I ! | ! I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

6.8 Mathematical sequence disorder

67. I have been told by my math teacher or I noticed that when it comes to reading numbers, I read them...

Correctly I read them out of sequence
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

68. I have been told by my math teacher that when it comes to writing numbers I tend to write them...

Correctly. Incorrectly.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

6.9 Symbolic mathematical operation disorder

69. When it comes to understanding words that explain numbers, I feel...

Capable of it. Lost.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
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6.10 Temporal/monetary math disorder

70. When it comes to dealing with cash transactions and balancing my check book...

I can do it. I cannot do it.
I ! | | I
‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
71.1find it......... to tell the time.

Easy. Difficult.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

6.11 Visual spatial math disorder

72. 1 have been told by my math teacher or I noticed that when it comes to aligning numbers in to their proper column...

I do it correctly. I get it wrong.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

7. Attention and Hyperactivity.

73. When asked by a teacher in the class room to focus on a task I have noticed that...

I cannot focus on a task for a long time. I can focus on a task for as long as it takes.

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

74. 1 have been told by my parents or I have noticed that when it comes to activity or task management, [ am...

Organised in doing my tasks. I struggle to organise my tasks.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

75. When I am sitting in my chair in the class room I have noticed that...

I can sit quietly throughout the class. I need to keep moving.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
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76. I have noticed that when it comes to my personal things (books, notes etc.) I keep...

Misplacing my things. My things in order.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

77. 1 have been told by my friends that when we have a conversation I seem...

To drift away (don’t listen). To be listening to every word.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

78. When it comes to doing my university work I....

Keep close attention to details. I don’t keep close attention to details.

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

79. I have been told by my parents that when someone is speaking I tend to...

Interrupt and not wait my turn. Listen and wait my turn.

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

80. When I am in the class room I tend to...

Stay in the class until the end of the lesson Invent reasons to go out.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

81. I have been told by my class room teacher that when it comes to answering questions I tend to...

Wait until I fully comprehend the question. Blurt the answer out before the question is completed.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me
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82. I have noticed that when I am in the classroom...

I drift in my thoughts (daydream). My thoughts are with what the teacher is saying.
I | | | o

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

8. Motivation.

83. When it comes to my view about my future...

I see myself being in a great position. I think it is vague.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

84. 1 have been told by my parents that when it comes to ambition I seem to have....

Big ambitions and plans for my future. No ambition and plans for the future.
I | | | o

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

85. T have been told by my teacher or I have noticed that when it comes to school work I seem to...

Lose interest quickly Be really interested.
I ! | ! |

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me
86. I have been told by my parents or I have noticed that I............... the work that I started.

Finish. Don’t finish.
I ! | ! |

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

87 .I have been told by my parents or I have noticed that when it comes to doing my university work I.........

Start immediately Put it off.
I | | | -

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me
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88. I know that when it comes to academic success I am...

Absolutely fine Worried
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

9. Self-esteem.

89. When it comes to answering questions about myself I find it easier to talk about...

My bad qualities My good qualities.
| ! | ! |

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

90. I know that if I start working on a school project I am going to...

Mess it up. Do a great job.
I | | | o

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

91. I have been told by my friends that I tend to ...... for little mistakes...

Apologise a lot. Not care.
| ! | ! |

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

92. When I am in the class room, I have been told by my class mates that I look...

Relaxed. Stressed.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me
93.1feel full of ......... in my ability in doing school work.

Confidence. Doubt.
I | | | -

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me
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94.1believe that I am ............ of great things in life.

Worthy

I N

Unworthy.
1 ‘ 2

‘ Very much like me ‘ Like me

10. Compensatory strategies

95. When reading I teach myself'to...

Memorise certain words to improve my speed.

I R

Like me ‘ Very much like me

I approach every piece of reading fresh.

1 ‘ 2

‘ Very much like me ‘ Like me

96. In order to remember what has been said in the class room. ..

I record all of my classes and write them down when I am home.

I N

Like me ‘ Very much like me

I write during the lecture.

1 ‘ 2

‘ Very much like me ‘ Like me

97. In order to complete my home work in time I

Do it as early as possible.

I R

Like me ‘ Very much like me

Do it whenever I can.

1 ‘ 2

‘ Very much like me ‘ Like me

98. In order to ease the process of recognising words.

I make associations between words and mental pictures

I R

Like me ‘ Very much like me

Just read them

1 ‘ 2

‘ Very much like me ‘ Like me

99. When reading a difficult word, I teach myself to...

Sound the letters in my head.

I

Like me ‘ Very much like me

Read them as I see them.

1 ‘ 2

‘ Very much like me ‘ Like me

Like me ‘ Very much like me
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100. I have been told by my teacher that I seem........... with a pencil and note book.

Always ready. Never ready.
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

101. When I know that we are going to start a new reading passage I...

Practise reading it at home. Don’t have to practise reading it.

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

102. In the class room I get distracted easily, so....

I chose a corner place a way from outside noise. I don’t do anything about it.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

11. Social and emotional problems

103. 1 feel ......... when I am at school with my peers.
Accepted Rejected.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

104. The most frequent feeling I have when I am at school is......

Anxiety. Assurance/ calmness.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me

105. When it comes to making friends I find it really...
Easy. Hard.

I RN SR R

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me
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106. In working on a university project I would rather be...

The leader. a participant.
I | | | o

‘ Very much like me ‘ Like me ‘ Like me

107. As in regards of friends I have noticed that can make new friends...

But cannot keep them.

‘ Very much like me

And I can keep them.

I ! | ! I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me
108. When I have lots of work I feel

Flustered. In control.
I ! | ! I

‘ Very much like me ‘ Like me ‘ Like me

12. Problems with pragmatics

109. I have been told by my friends that when I have conversation I say...

‘ Very much like me

Appropriate things. Inappropriate things.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me

110. I have noticed that when it comes to nonverbal signs in a conversation...

I don’t understand them.

‘ Very much like me

I understand them.

I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me
111. I have been told by my friends that my facial expression...

Doesn’t match my speech. Matches my speech.
I | | | -

‘ Very much like me ‘ Like me ‘ Like me

‘ Very much like me
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112. I have been told by others who are close to me that when it comes to understanding a conversation...

I take words in their literal meaning. I understand what the words mean.
I | | | o

‘ Very much like me ‘ Like me ‘ Like me

‘ Very much like me ‘

113. I have been told by my friends that when it comes to understanding hidden meanings in a conversation I Don’t understand

the meaning Understand the meaning.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me

114. I have noticed that when I am with a group of friends joking I...
Don’t get the jokes

I R

‘ Very much like me

I understand the jokes.

‘ 2

‘ Very much like me ‘ Like me ‘ Like me

13. Vision stress
115. When I read it seems that the letters are...
Blurred or out of focus

I R

‘ Very much like me

Clear and focused

‘ 2

‘ Very much like me ‘ Like me ‘ Like me

116. When I read it seems that the letters are...
Shimmering or shaking

I R

‘ Very much like me

Clear and focused

‘ 2

‘ Very much like me ‘ Like me ‘ Like me

117. When I read I have noticed that I...

Suffer from headache afterwards

‘ Very much like me

Am just fine

‘ 2

‘ Very much like me ‘ Like me ‘ Like me

‘ Very much like me
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118. I have noticed that it is ............ to read large font on widely spaced print.

Easier. Does not make a difference.
I ! | ! I
‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
119. I have noticed that it is ............ to read on different coloured paper.

Easier Does not make a difference
I ! | ! I
‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘
14. Memory

120. I have been told by my friends or I have noticed that I.....given by my friends.

Don’t remember messages.

I B

Remember my messages.

N N

‘ Very much like me ‘ Like me ‘
121. I have noticed that when it comes to people names that I...
Cannot remember them on sight.

I R

Like me ‘ Very much like me ‘

Have difficulty remembering names.

S

‘ Very much like me ‘ Like me ‘

122. When it comes to my personal items I...

Keep forgetting where I put my things.

Like me ‘ Very much like me ‘

I know where everything is.

I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

123. When it comes to remembering telephone numbers I find myself...

Incapable of doing it Able to do it

I | | | I
Like me

‘ Very much like me ‘ Like me ‘

‘ Very much like me ‘
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124 T have noticed that when it comes to copying from a board or a sheet that I...

Struggle to do it. Am capable of doing it
I | | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

125. When it comes to keeping track of ideas that I have for a university project I found myself...

Not knowing exactly where to start. Knowing exactly what to do.
I ! | | I

‘ Very much like me ‘ Like me ‘ Like me ‘ Very much like me ‘

16.1 Family history

16.1 Parents’ academic level

126. My mother’s education level is:
o elementary

junior high

o

high school

o

o university graduate

127. My father’s education level is:
o elementary

junior high

o

high school

o

o university graduate

16.2 Family literacy

128. How frequent do you see your mother read (books, newspapers, magazines)?
o once a day
o twice a day
o  more than twice a day

o never

129. How frequent do you see your father read (books, newspapers, magazines)?
o once aday

o twice a day
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o  more than twice a day

o never

130. How often do your parents buy books?
o once a week
o once a month
o  more than twice a month

o never

16.3 literacy support

131. Has any member of your family had literacy support? If yes, can you explain the nature of the support?
o you father
o you mother
o one of your spelling

o  more than one member.

132. What kind of support did your family member(s) receive?
o in class support
o  special classes in school
o  special classes outside school

o  private tutor.

133 Did you have any kind of difficulty in school?
o yes

o no

134. In which subject you had the most difficulty?

o reading

o  writing
o math
o other..........

135. What kind of support did you get for your difficulty?
o in class support

o  special classes in school
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o  special classes outside school

o  private tutor.

136. To what extent has your educational support helped you?
o  very much.
o  some help
o littlie help

o nohelpatall

137. How would you describe your school experience?

o  great
o good
o bad

o good and bad

138. In which level of your education did you receive support?
o elementary
o junior high
o high school

o university level

16.4. Birth history / general health
139. Were you a premature at birth?
o yes

o no

140. Were there any complications during your birth?
o yes

o no

141. Were there any complication after birth?
o yes

o no
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142. Do you have any long illnesses that involve school absence? If yes, please specify.

143. Do you have auditory problems?
o yes
o nol48. Do you have problems with your vision?
o yes

o no

144. Do you have delayed or deficient speech?
o yes

o no

288



g ) an ) A pnay

damalad) Aa el el Al yal) il jlgall 5 dsasalst cily gruall ¢jluin

{MN‘

Ay el J8 Al Claglatll 038 3e) B s Al (5 5 e

A ALY e Al e 5 le a5 ol 58 Ao e Jeanlly alal (g0 il il e o s el 1

M}Aﬁdjﬁuﬂué)dt}%’.ﬂ&‘&f}‘éh\)ﬂ\Q‘JL@.AJMIJSMJBG‘JSJ\‘—}IJ‘ML}ALALG \)Iywkﬂéﬁ

aJLua‘ﬁ\Jiﬁugjum‘@aﬂhbﬁmm(uﬂjsﬁw\o&uamu@@Lm\um&\Cuuﬁu\Sh\u

e SY) i ja e 555 o) illa) gl g el )l (e aladl Ciaghl sa Lail il e axis ol sae Lusall 034 o )

K)M\@M}i@)@dﬂ\dﬂﬂﬁ‘i)@ﬁ”)é;ﬂj L)J\@MH)SS\?S&MUA;\DBY\@M@&@}

rek Lo LW e 22U o (e aSU el 11 AS Ll oy 8 13) oS0 e g of Al pall a2 (g

Laa Aay Al sl 3

A

12500 50l U T 85 ) ) (0 o Ll 5 i 52m) yiula) i) e oy ) g IS e Jpumall 2

ua]\‘;ﬁg).u\hiu\ja\wﬂ@wu&\b\ﬁﬁw\@g&bj - Jéa

daill Culaa) il L) Glaal SN aolaiu

‘ wme!_;s@u,‘ 7S e Gy ‘ Ll ) e Gebai ‘ 7S e Gy

Jal e e dla yo sl el ST clle (Gudaii cpilea (o sl HUR5 25 Aty Y1 Alaall ) s fasi o)) elde
Alile 5 dpads Al oo 3le (A ALY (e 149 Jisad) ) 130 Jlssdl (e dLaY) 4y 3Ll

W 5l s a5 Y il S35 Aliny J1 s JS 3618 52 )

Sy S

289



rte o duai¥l (8 aa il ade g Gl 13 (e geadn Al o el IS g ol 8l @bl S 1)
07500224136 :Jal) el o 5 (ypusas 53 (il

ab493@exeter.ac.uk ;s Sy & yll
Caanll Capias Jlasy) el @lld (e Yy

H.A.Lawson@exeter.ac.uk s st J s 5 €Al

PS5 (g paii g 5 S5 S

290



Ciall b Al aaf Wl o aay sill Ltinan duad Culaal SH abeal) e il 13)-]

Laill Gl il i) Cilas) S aukai

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

oAl Caall 5l Ll adadd) At ) 5 a1 ol alaall e calla 1312

w5l 3_Sal) el adaiad] At 1 5 Sl Jalsiia) gl

‘wmelgs@u,‘ "I e Gakaiy ‘ L7l I e Gibay ‘ 1S e ik ‘

D e ) 8 e gaie (e lalS Ladle Ja gl o) Juadl) 8 aleall il 133

Gl apkaind Y | o ) 8 Le 3 gl o)) ki

‘wmelgs@u,‘ "I e ok ‘ L7l I e Gibay ‘ 1S e ek ‘

s L 5l Ladle S35 alaall i calla 1314

) s 43l 8 e (ad) o) apkaind ¥ o ) 8 Lal mdle S5 adai]

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

el Caall b gill Ll 5 8 5 sinal alall (5 aall (e i 1315

lly ki ¥ alall (5 paall S5 ki

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

291



cj)ﬂu\sww)s\&)m}d\ucL\Lu}@;\)gc-\.u\);\d&é\@ﬁu\um—6

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

Jaadl) 8 cilalaill e de sana alaall ke 1317

Lee L) adaind Y Glalail) elli o Ll aalaid

‘wmelgs@u,‘ "I e Gakaiy ‘ L7l I e Gibay ‘ 1S e ik ‘

ol ) Jaadll 2 A LIS ) dad ol 3138
3l Lo aasi aalaial Y ) Lo anih aadai

‘wmelgs@u,‘ "I e ik ‘ L7l I e Gibay ‘ 1S e ek ‘
43058 La iy o 81 () aleall Al g Jucadll 8 dadad cl 481319

3l 8 Lo apsi aalaial Y ) Lo anih aadaia

‘wmelgsm‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

) s g A e Al GlEal S () alaall ie calka 131210

a8 i) iae o S Ba) (e 5 ¢ 5S)

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

292



e gy 85 B (e el Leie G haY ) aledl (3 al

1S5 5 sl Lala sl

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

el (5 3 52l 561 5l oY1 (3laty Loie—]2

I3 55 et 1 5] e A S el 8

‘wmelgs@u,‘ "I e Gakaiy ‘ L7l I e Gibay ‘ 1S e ik ‘

Baaa dedad (Gl 8 3aaa AWIS T 1 Larie -3

il Al kil Y il dlagl i

‘wmelgs@u,‘ "I e ok ‘ Lol I e Gibay ‘ 1S e ek ‘

S Qpardleasel B el 1)L ) Glaay gl aladll il 28114

JE‘}\MS&J.J;\ @MSJH‘E;\)H\@LSMX

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

293



aadll (5 e Cpears il o) vie 0l cidaaY ) aledl) Syl il )5

AalS dlea cydad 8l 1y daynaab )y oy |

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

hadll 8 s e g el A el 1y o) clay gl aladl il 2816

nall (i L (5 5aly Al Jai) dasnias ) ga | il

‘wmelgs@u,‘ "I e Gakaiy ‘ Lol I e Gibay ‘ 1S e ik ‘

hadll 8 s e g el B el 1y o) Gbaay gl aladll il a8l 17

Lolal Lo Aalidg (o AL 4K clagl dainias ) gay | il

‘wmelgsm‘ "I e ok ‘ L7l I e Gibay ‘ 1S e ek ‘

aaill 8 (5 e seay el il die 5 ) ClaaY gl aleall i jal 28118

YONN| N PR dania b gan | il

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

294



o> gy | Lavie i dee S a0-19

adde a W allie s ) gomy 4 3Lal daraia s ) geas LS Ll

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

123 e () S) 48as Lal )

‘wmelgs@u,‘ "I e Gakaiy ‘ L7l I e Gibay ‘ 1S e ik ‘

daaill 84 jea b ) ey Jucadll & 6] 8 ie 46 gl IS ik die D]

123 e () 5S) a8as Laf )

‘wmelgs@u,‘ "I e ok ‘ L7l I e Gibay ‘ 1S e ek ‘

Q\djb\uuwgg)ﬁﬁw&;hsh\ﬁf\ﬁ\Muﬁs_zz

Janll s i iy o 58 enall i il L a)

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

295



) Aadle vie i il ) Alealall vie Jeaill Jia i jeall el ) ol ad ) ciledlal dnilli-23

Lolas Lelaal JaSIL e

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

of 81 53 Gail) e AL () Jsla) (5 e gy |8 Larie 24

(S pa dard Huaty a8 Y Spadariy e el

‘wmelgs@u,‘ "I e Gakaiy ‘ L7l I e Gibay ‘ 1S e ik ‘

@Ug*&wﬁc\ﬂ\h&j@\&hyaﬂ—zs

aall 853 53 g0 o) 4alS JA0L 5 68 dasnias )y gay | il

‘wmelgs@u,‘ "I e ok ‘ L7l I e Gibay ‘ 1S e ek ‘

sl Bl Jeadll 8 5 e @ gy 18 Lavie iy alea 5l (D) sl ail26

| 5 gia Liala

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

daaill 3181 o)) calka 13)-27

225 laay el Lala sl

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

296



S iy (ol g s

il 2l ) aleall e il Leic 28

Sc‘ﬂm

‘ Lo o e ik ‘ P e ik

4l Clia sl Sl s

L ol e sk ‘ T e Gk ‘

A Juadll L aialiase) 8 1) Laxic—29

dadadll &4l cilia g g2l Sl S8 (g0 T30

‘ L7l I e Gibay ‘ "I e Gakaiy

4l clia gl Sl s

Lo o e ik ‘ TS e Gl ‘

b Jeaill & (5 ea ipeay el il ie-30)

dadadll &4l cilia g o2l Sl S8 (g0 T30

‘ L7l I e Gibay ‘ "I e ok

dayaall 46y Ll

Lo o e ik ‘ TS e Gl ‘

‘;MS Jaal c'&;\)ﬂ\ e-31]

e (el Ly

‘ Lo o e ik ‘ P e ik

L ol e sk ‘ T e Gk ‘

Adaball el il vie ) cabaal ) alea sl a8l32

4 g g Capall (p day Sl () gadaiad

‘ Lo o e ik ‘ P e ik

L ol e sk ‘ T e Gk ‘

297



Cagpall il saal pan aakaind ¥

Agead) 3el jall die il cdaaY o) alea 0l 28133

g ) O seal pan podaiuid

‘ Lo o e ik ‘ P e ik

L ol e sk ‘ T e Gk ‘

8 e ¢ 53 Ll 5 (Bl A (pa Ll 5l i) V) (3l Ladie 34

b S 5l e il adaind Y

la S35 Sl e o il aakaia

‘ L7l I e Gibay ‘ "I e Gakaiy

Lo o e ik ‘ TS e Gl ‘

Ll Zy jadl 5 3l clalSll 3l 8 Sac Ll of i) 3 Gaill (Sl aladiuly eV Sledy Laxie—35

Al e 550 gal Cawd

Al e 3,0l gal

‘wmelgs@u,‘ VS e Gl L las ) e Gebai ‘ VRS e Gy ‘
aaill b dadid 3¢) 8 2ic 36
Caall & Sy e Uag) ) ey |8 daaill 8 D ) de iy | 8)
VIS e Gy Ll ) e Gebi

‘ L7l I e Gibay ‘

Il A sel il e 81 ¢ el o) iy

‘ T e Gk ‘

a8y )

‘ Lo o e ik ‘ P e ik

L ol e sk ‘ T e Gk ‘

298



S st al s 53l 05 Lerie-38

DSV a5 b 1 e S8V Al 5 3 Al aal5) Y

‘wmelgs@aa‘ VS e Gl ‘ L 7las ) e Gaebai ‘ "I e Gy ‘

Sl et il g g2l S Levie—39

dapnaall ao ) lly (g S e el aplaind Y Jsiie o) g aa (5 SE (e il aalai

‘u”\hgg@;g@‘ P e Gily ‘ Lols Q) e Gl ‘ I e iy ‘

A a5 40

ALY UadY) e il jal) i A lad) 5 ) Y

‘wmg)gsa@‘ "I e ok ‘ Lo 7las ) e iy ‘ 1S e ik ‘

daall iS) Lavie il cudaaY ) alrs 3 pald 2141

LJS!\GLM\ dainia b gan L)

‘wmelgs@aa‘ VS e Gl ‘ L7l ) e Gebai ‘ IS e Gilay ‘

alrall e aidey Lo S e ) cabaal ) alea sl a8l 4D

ALalS dlas o] dainia 3y oy K

‘wmelgs@aa‘ VS e Gl ‘ L7l ) e Gaebai ‘ IS e Gy ‘

299



LMt 3 e G Jie Rgdbtiall Gy al G dala) il Jeadl) 8 alae g 2143

[B2RE) alﬁ}‘j\ds‘;

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

Jaall 408 ie 5 il claal ) alea 3l il 44

M\h}#‘ dainia b)) gan L)

‘wmelgs@u,‘ "I e Gakaiy ‘ L7l I e Gibay ‘ 1S e ik ‘

DY) AUS i calda 13) ol cidaaY ) alre sl 2845

(ol yall aadial) imall G Lgd (5 Al 4aS Jagia dainia b)) gean g

‘wmelgs@u,‘ "I e ok ‘ L7l I e Gibay ‘ 1S e by ‘

DY) LS e calla 13) gl claaY ) alea sl il 46

Lol calida ma Lt (s Ak 4K Jauia dainiad ) gean g

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

e Jaadl (any LUS e calla 1) iy calaaY gl ales il S8 47

Jeall i i i o 81 daia ) g S

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

300



LS Ca g ja aal 3l o SlaYl o) G3lahy Ladie g ) bl o) oalaa 0l 28148

hls i el il

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

‘;_xu AUy Ll i) 5l 3 add il ciladlad Al 49

Sl Lelaal il gll Aadle g Alalal) Jia ad il cledle o))

‘wmelgs@u,‘ "I e Gakaiy ‘ L7l I e Gibay ‘ 1S e ik ‘

aail) 8 £V o jlai 85 ) baaY gl alea 0l 2850

M\@BJPJAMMSJ;J\ AHMEJMQSS\

‘wmelgs@u,‘ "I e ok ‘ L7l I e Gibay ‘ 1S e by ‘

AL L) il cidanY o) Juadll b palaa S yal 2815

L e G sl U S G 5S) Ol Cagpall aSa o 68 s sa i)

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

LS (iany oagh vie 5 i by 5 Caall 4 alee S pal 5D

w\éﬁg@ﬂ\@)ﬂ\&c&i\gﬁj dania b gan lagd)

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ 7S e Gy ‘

301



4l Ao i caall & alxe caay 53

58 o5 8

‘wme!@saeke‘ TS e Gy ‘ Ll ol e 3 ‘ TS e By ‘

Suaill b il A e 254

Gy A4 grun 4al A gnsy I3y AL adain

‘wmg)gsa@‘ "I e Gakaiy ‘ Lo 7las ) e Gabay ‘ 1S e by ‘

ASsal il LU die Bl Slosal 48y Hhay (Blay Lo calaa o) Caall b alza 5 sl 8155

s 4l A3 5e b ) ey

‘w‘»e!@sa@‘ P e Gikl ‘ Lo ) e il ‘ P e ik ‘

@ﬂ\d&%ﬁ)yﬁﬁfﬁ\é@um_56

elly ALl 8 e el Ll akaia

‘u”‘he!&séeka‘ P e Gl ‘ L7 O e G ‘ T e Bk ‘

302



DU Ul Al ) Ale Jad dlee i) mie g calaaY ) alrs 5 yaf 23157

Uasl) dlanll dagaall Llaal)

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

1= 5/5 Jie Japu a8 5 S35 calaa o cilpualy ) ales 5 sl ail 58

Aol Jilial) Ja 8 Jle! el oLl akaind Y

‘wmelgs@u,‘ "I e Gakaiy ‘ L7l I e Gibay ‘ 1S e iy ‘

Lzl )l Jiledd) s die il calaaY gl cilpaly ) alea 3 50ad 28159

dapnal) o ghall wl Y dapaall ) ghall wl

‘wmelgs@u,‘ "I e ok ‘ L7l I e Gibay ‘ 1S e ek ‘

- g8 Ul 4 g€ dpualy y Allise Ja die 5 il calaa o) bl Hll alea 5 sl 28160

Aabalal) daly ) dlead) gl ayanall Al )l Lleal)

‘wmelgsm‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

‘f.\i.\)sui\ ‘E):\T\SJ‘B):\M‘;\:\\SG\‘W&QW‘;GI:\&Y\JLM}AJJJ&J‘J?@AS\-})AY\MLAJ&Q—61

aaall ;a8 8 Caeia e A g Iy @l wlai

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

303



‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

b a6 all A jasde jud) (bl Jie anlie ae Jalaill 263

lagd Sl 6 e leagh le a5

‘wmelgs@u,‘ "I e Gakaiy ‘ Lol I e Gibay ‘ 1S e ik ‘

b i) (0801 103,102,101 Jie) sle¥) () 5) (el 2ally ¥ (Blaty Ladie-64

‘wmelgsm‘ "I e ok ‘ L7l I e Gibay ‘ 1S e ek ‘

Aebud) 5l uilel) (8 o8 ) Jia a8 ) & gal 4603 430 ja 3 ) s a0 e Y Blahs Laie 65

3 & 3 a2 A gy Al L) e

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

Aoy A (S Tde @B gal S0 ) peal pua sy saY) (Blay Lenie-66

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ 7S e Gy ‘

304



La 8 Lld (al8 )Y 3e) 8 aie g aily cadaaY gl byl ) ales il 2867

Uasll i il amab)pa

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

LS Uil ¢al8 5N AU die g 43l Y gl iyl ) alea 3 50l 2868

56 (e Y 65 Jia Uadldl s il dasa ) pa
| |

‘wmelgsm‘ "I e Gakaiy ‘ L7l I e Gibay ‘ 1S e ik ‘

il 6(¢LA.a.n\ ) Bl ClieLias () gad ab \.AJ.'\:;) Jia EGJW (e =i A;"J\ Gl Josatts eV (3lay Ladic 69

b

POAMBY Gl bl e 08

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ PR e Gy ‘

Jaal gaall xie 1 s oS e boon 583 a5 Bpail) o lalaal) g Jalails a¥) (3lay exic 70

‘wmelgs@u,‘ "I e ok ‘ L7l I e Gibay ‘ 1S e ek ‘

305



delud) 8 el s & al-71

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

sl Jaall 3 218 )Y i i vie 5 Gl cidaaY o) Gl ) ales 5 sl il 72

cLLi‘ﬁ\;.\SSJ\ 3;,3;...43‘)}..4,1&]3,1635\

‘wmelgs@u,‘ "I e Gakaiy ‘ L7l I e Gibay ‘ 1S e ik ‘

) aaY ¢ paill b 58 Sl Jeaill 3 alaall e allay Lexie 73

st il sl e S 5 galaid e 5ad (el e S 01 el ¥

‘wmelgs@u,‘ "I e ok ‘ L7l I e Gibay ‘ 1S e ek ‘

s ol (8 Lot ) Al A2V 5) el 5l et Lk anY ) (15 3 sl 274

o o A e Gl sl g cpladll elal 3 alaia

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

306



) ey & )

il GlaaY ccaall 8w S e ugla 2ie 75

w\ﬁjﬁd\#;«};ﬁw#\@kﬂui

‘ Lo o e ik ‘ P e ik ‘

Lalala (.,

MJA‘;AA\)Q\@LAA

L ol e sk ‘ T e Gk ‘

i) (Sl Apad Sl Slalaiay (3lad Laad laa 2476

‘ L7l I e Gibay ‘ "I e Gakaiy ‘

Lo o e ik ‘ TS e Gl ‘

sl Gl Al Levie il JlBaal sl ail77

‘ L7l I e Gibay ‘ "I e ok ‘

Jaalilly 32l Y

Lo o e ik ‘ TS e Gl ‘

Ll pmaladl  Mac ) elaly 5oV (3lay Laric—78

Jaualitl) 2818, Lal

‘ L las G e Gebai ‘ VS e Gl ‘

L ol e sk ‘ T e Gk ‘

307



ERENA g NS P Rt N PR NI YNy DAY

Gty Gadd @l O & Laie by glall 5 sl ail79

éJJJQH‘;\;).Eﬁ\YjMG\

‘ Lo o e ik ‘ P e ik

zsoA) gdaind s lae ) slial

L ol e sk ‘ T e Gk ‘

Lls Jaadl) 8 ()5S Laxic80)

ool Algs Sia Juaidl) 8 A

‘ L7l I e Gibay ‘ "I e Gakaiy

el g U8 LAY i g e

Lo o e ik ‘ TS e Gl ‘

b ALY Ll Gl Lad alea S5 eal 818

s el agdl ia i

‘ L7l I e Gibay ‘ "I e ok

Al s e e s (538 5 05

Lo ol e ik ‘ TS e Gl ‘

Jadll 8 ¢ S0 Ladie  33) ulaa 26182

A ool 8 5 el

‘ Lo o e ik ‘ P e ik

a sardl adly

EEEEE N I
Al o)) dasall S5k 5eY) (3laty Lexie 87

b s J o S

‘ Lol I e Gibay ‘ "I e ok

Lo ol e Gk ‘ TS e Gl ‘

308



liiee Jalad Yy s gala ool aa 55 Y

O s Al A gada (ady Lag slall g sl ai 88

‘ L7l I e Gibay ‘

iyl e

P e 5k

‘ L 7las ) e ey ‘ 718 e Gibiy ‘

Ll gyl ) g eV Blaty Ladie 4dl cuaaY gl ales 3 y0al 28189

‘ L7l I e Gibay ‘

JSIY

=R

‘ L7l ) e ek ‘ 7S e il ‘

olad g3 Jaall B by Sl gl sl 90

JSI

‘ L7l I e Gibay ‘

alaal AY ala

P e G

‘ L7l ) e ek ‘ 7S e i ‘

Wl dgmalall Mac) elaly ¥ Slaty Laic-9]

st Jeadl o g

‘ L7l I e Gibay ‘

ol 13gd (38

P e 5k

‘ L 7las ) e ey ‘ 718 e iy ‘

Ll SV aailly e (laty Ladie 40l aiic)-92

BSLY e ool Y

‘ L7l I e Gibay ‘

P e 5k

‘ Ll ) e Gebai ‘ 7S e Gy ‘

309



'SJJAJ‘ ‘_;vu.\a

o il Jendl e 4) aal Ul 3hei Al e e YU eY) Glah Laxic 93

) lia

‘ L7l I e Gibay ‘

J:‘%d«’-.'eﬁi-“

L ol e sk ‘ T e Gk ‘

8 daalall Gald Giny jeY) Blaty Ladie 43l & e Bl-94

Jdeadl 2al

‘ L7l I e Gibay ‘

BIESMIARY

P e ok ‘

Lo o e ik ‘ TS e Gl ‘

Aol elad¥) (Sl vie b ey sl 8195

e e S

‘ L7l I e Gibay ‘

P e 5k ‘

Lo o e ik ‘ TS e Gl ‘

) Bl Jeadll i 58 Ledie il B3 el 38006

Gala

P e 5k ‘

L ol e sk ‘ T e Gk ‘

Aaal) b 2l 1Y) o (e (i 23197

P e 5k ‘

L ol e 3k ‘ T e Gk ‘

310



C__,.L.:MW

b i) (54198

‘ L7l I e Gibay ‘ "I e ok

Ldal) Lagl yind gl (5 Gaad S Tl

L ol e sk ‘ T e Gk ‘

(ol (‘.Js\ O Jslat Ll se )yl £ W- 99

‘ Llas ) e gl ‘ "LES e ik

BF\M}‘ L) <)

L ol sk ‘ T e Gk ‘

ool deld 8 Jd e S SX Jal (5e-100

Jrall (W g sall amy iS5 ) punlae o

‘ Lo o e ik ‘ P e il

A Caadid Lo e L o 80

Lo o e ik ‘ TS e Gl ‘

s Laae e 3 el Ll 5 JLS) Jad s 101

(San By gl i e o

‘ L7l I e Gibay ‘ "I e ok

L ol e sk ‘ T e Gk ‘

311



Ll el e oyl dolee Jagast o) (0-102

Lasd Laf 3l Al 5 guall g LYy Jay )

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

Uld A 48] 6 8 222103
ey 2 yaa Jadd Lal ) B 3 g ) Gl gl i)

‘wmelgs@u,‘ "I e Gakaiy ‘ L7l I e Gibay ‘ 1S e ik ‘

Gy aliy . OsS) iy il alaa 3 sl S81-104

R»la e als oS

‘wmelgsm‘ "I e ok ‘ L7l I e Gibay ‘ 1S e ek ‘

laaa bad | i Wb e 2ie-105

RN Oyl S o S

‘wme@sm‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

Juaill b AL i Latie-106

V3 Jls o i gl Jadl Y zle V) oo lam (SN 8 UK, il

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

312



U e

A el (B S AN S e il s 52107

d s

‘ Lo vlas ) e by ‘ S e ey

agly C@)‘)’\

‘ Lo o ol e ‘ 1 e iy ‘

Jolal)

‘ Lo o e ik ‘ P e ik

‘ Lo o ol e ‘ 1 e ik ‘

s Slilaa (88 J4dll-109

A pendl e 3

P e Gl

‘ Lo o ol e ‘ 1 e iy ‘

OsS) sale Ul Analall L Jee 5l iy L34S Ll 2ie 110

ailall

P e Gl

‘ Lo o ol e ‘ 1 e iy ‘

Sy i) calaaY a8 eliaaYL 3l Led 111

N_AGLQ\A\YQSS};&MY\LAGJ}AQ\

‘ Lo vlas ) e iy ‘ S e ey

‘ Lo o ol e ‘ 1 e iy ‘

313



‘wmelgs@u,‘ "I e ok ‘ L7l I e Gibay ‘ 1S e ik ‘

Jsf) e (e b Jaol Laxie il G sy SlBaal-113

L ye L) A il

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ 7S e Gy ‘

(8 2l ) LIS (duad) Ard) (ala) 848 ja el ol LIV Glay Lag 43) cudaaY 3811 14

1 Legdl PR

‘wmelgsm‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

s el o) SlBaal oyl a8 115

U581 e e (ildas L 581l el a3 Y

‘wmelgsm‘ "I e ok ‘ L7l I e Gibay ‘ 1S e ek ‘

1l G (Y gy Blay L 431 (J 050 e paldl) S sl 1116

Lasally ilalSl) agind Lo agdl oAl lalinay LY 34

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

314



b U sl (8 il mall egdy ey Lag 4y Sl 5yl 281117

) agdl Sl i) (e G el Y

‘ u”\»@!@s@ka‘ TS e Gl Lol Y e ol ‘ T e Gl ‘
Ll el Jalits s sl UA\A.:;JAMCAUJS\ Laaie ‘fu‘ calaay 2l 118
S agdl GASE (5 e agdl Y

‘ u”\»@!@s@ka‘ TS e Gl Lol Y e Gl ‘ T e Gl ‘
oY ol (J s i 8 Laxie—119
BJ'SJAJZA.UA\J EJS)A)JQ&‘J.\A

‘ wmgzgs@u,‘ "I e ok Lo 7las ) e iy ‘ 1S e ik ‘
oYl ol el Laie 2120
A4l daal Al

IRl T e Gl R
) cbaY o i laxie 121
o le e oS 2y Lo g laall (e Il

I e iy L7l ) e @by

‘ L7l I e Gibay ‘

‘ T e Gk ‘

315



Bac e liluay g yuS a4 giSall bl 3e) 8L

Al calaaY 2l 122

X 0585 ) Laga e dendl (e

‘wmelgs@u,‘ 71 e Gilay ‘ Lolas ) e Gabaiy ‘ IS e Gl ‘

Al calaay 2l 123

4 gle Gladia o )< Laaie ClalKl 30 3

SIS (585 ) Lag e dendl e

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ 7S e Gy ‘

Bl L by AU b laay gl Jliaal o pal ail 124

il Jila )

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

o il e S (3la Lo ) i 125

pd SN 84 gmia sl peiy ) N aa XY

‘wmelgs@u,‘ "I e Giblay ‘ Lolas ) e Gabaiy ‘ IS e Gl ‘

Lpaddll ol el 5V Bl Lavie-126

pasilly ¢ 25 JS lSa S al ) G g Gl sl La Lailsy

‘wmelgs@u,‘ VS e Gl ‘ L las ) e Gebai ‘ VRS e Gy ‘

316



Ay ALl e i3

(s 2l (ilel il SN LY (3l Lexie-127

Lﬂh&p JJG):\:';

‘ Lo o e ik ‘ P e ik

L ol e sk ‘ T e Gk ‘

BB A3 55 e )3y gand) (e gl e g A3 laa a8l 128

Q3 & 3 a2

‘ L7l I e Gibay ‘ "I e Gakaiy

Lo o e ik ‘ TS e Gl ‘

(oni 22l aala gy ol (o) ()5S Aima IS8 Jlie qitly Y (Blahy Leie 1129

Jascalls o) o) (e el Y

‘ Lo o e ik ‘ P e il

Lo o e ik ‘ TS e Gl ‘

5131 1 pmall 4ol (oa SS) puda g iy 5 31 13 (g @bl ) e Ui JISY) a1 (g 58 odag 5.2

o L 8 3l g 4l il 5 sa 31130

Syl e
Z\.LMJN\ [ ]

Ll e
daaladng A e

GO cras) el e e

317



1ot Al B gall gl iy (5 e j31-131

Syl e
:\.LMJN\ °

Ll e
............................. o)l e e

(Mo 5) Alas (L) T8 Sl 5 0 555 50 oS-132

psll HAie e
el B Ufie o

el (B i e e ST o
53Ny o

(Amas ) Alae LS) T Sall 5 0 555 30 S-133

poll B3 e @
el B Ufe o

ool (B i oe ST @
53Ny o

(LS (i clall g (n 3B e oS-134

sl e o
J@..ﬂ\‘g'é‘}n °
el 8 i se e JET e

53N o

318



20 axd Al Gl )|

A 5 3ol Al i Lacs a5 il b gume Gllia Ja-]35

Aol o
S e

3 ¥l cloact aal o

Byl A28 (e ST e
oo cuas) dlh e

(3u¥) B pall) L olili 3l peall g 53 2 Le—136
el daibdacs e

fupadl AAald jaas e
Lyl z A pali aen @
ayad ) e
(oo cuas)dlh e
syl 8 il s sl (e a3 Ja—137
= ()
Y o)
G graa b eleal 8 Al salal) & W-138
3l 3l e
WSl o
Cluzal )l e

(O cras) el e e

319



0 dhad 3 acs il gmaall @l e il agde cilias o3 acall ¢ 53 Le-]39
Bl G Aald jaas e
Ll z A pali aen @
arad i) e
oo cuas)dlh e e
e 458l ) agdeill acall (IS 2 gl J-140

\):\Ss‘chl...u °

v_}ﬁ@mu °

A el ey 23 o oS- 14

:\.A:\L.G [ ]
ATEN
3.‘\.4.....; [ ]

Qusgdus o
acdll e cilias e (5 s g1 8-142
Sy e
Ll e
Ll e
dadall e
“ 2k ) 51 O 351 se Jila il Ja-143
=~ ()
YO )

320



¢ 3aY ) oL Culaiad ol S Ja—144
e ()

Yo )

3aY 1) ey Cilaiad g cias Ja-145

e ()

Y ()

Ay e s (A a pe (51 (B al Ja - 146
= ()

Y o()

donan A5 gl e a3 Ja-147

= ()

Y ()

il & JSLie g1 e Alad Ja-148

= ()

Yo )

Sl 3 sae gl Al 6l e cuile da-149
= ()

vyo()

321



Appendix IV

Student Self-Inventory (SSI) questionnaire

Name:

Dear student,

Please read these instructions carefully before you start each answer. This is a questionnaire
which is part of a PhD educational research. It is a series of questions that might give a general
indicator of literacy and study skills difficulties. Your answers will not affect your academic
studies. Your answers, along with your information, will be highly appreciated and every
measure of complete secrecy will be taken to protect your identity and personal data. You have
the right to refuse or to withdraw at any point during the questionnaire. If you decide to do so,
please make sure to read the following statement and answer them with the respect to your
typical study experiences since September 2012. Check only one item for each question.
Thank you.

If at any time you have questions regarding this research, please do not hesitate to contact me
on:

Mobile number: 07500224136

Email: ab493@exeter.ac.uk

Alternatively you can contact my research supervisor:

Hazel Lawson: H.A.Lawson@exeter.ac.uk

Thank you again for your help.
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Rate
N Questions Does not Some
Never Rarely Always
apply times
Motivation
1 I am very enthusiastic about finishing university and getting my degree.
2 I have a set of goals that I want to reach after I graduate from university.
3 I have felt discouraged about my academic work since September.
4 I have found it difficult to complete a task that I have started.
Memory
6 I have the ability to remember things that have been discussed in the class room.
I can remember what is said in the classroom in regards of my university
7
homework.
8 I have difficulty recalling dates or days in regards to deadlines and meeting times.
I don’t have the ability to recall instructions or a series of directions when I need
9
them.
Feelings /Attitude
Overall I like reading as part of my course work.
10
11 Overall I like writing as part of my course work.
I think that I am having literacy problems at university.
12
13 I have felt bored in the class room during lecture time and during assignments.

Time Management

14 | I have tended to be late for my classes.

I have not needed longer time than my peers in the university to complete written
15 tests.
16 | Ihave felt that I take longer than I should to read a text from an academic book.
17 | Idon’t take longer than my peers to finish a regular university task (homework).
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Questions

Does not

apply

Never

Rarely

Some

times

Always

Organisation skills

If T have to describe my organisational skills with regards to my school work, I
18
would say that I have been organised.
19 | I have the ability to keep my things in order (for example, personal belongings).
I have found it difficult to follow orders or instructions given by my teacher in the
20
class.
I don’t have a diary to record my lectures and deadlines (paper diary or electronic
21
diary ).
Attention
22 | Ihave found it difficult to recognise mistakes in my written university work.
23 | Ihave found it difficult to keep track of what is being said in the class room.
24 | I had the ability to concentrate long enough to finish tasks (tests or assignments)
I have found that I can focus my attention during lecture time with minor
25
distraction (like small voices outside the class room)
Reading
I have found that when it comes to my course work, it is difficult to understand
26
what I am reading.
27 | When I read my course work I can evaluate what I have read.
28 | Ihave found it difficult to recall basic facts from a passage that I have read.
29 | Ihave found that I can skim and scan a paper for the main ideas and key points.
‘Writing
30 | Ihave found that when it comes to writing I tend to have a lot of spelling mistakes.
31 | Iknow that my hand writing has been very difficult to read.
32 | Ihave found that copying a text from the blackboard is easy.
33 | Ican write correctly by dictation.
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Appendix V

Teachers’ report on students’ academic performance

Dear university staff,

I would like to ask you to take part in my PhD educational research, knowing that any
information given will be highly appreciated and very helpful. All participants will be
anonymous and all information will be treated confidentially. It is hoped that the study will
ultimately make a major difference in the lives of students with academic difficulties in higher
education.

Knowing the views of someone in your position who is involved in decision-making and
planning for students is essential. It will enable me to fully understand the student in question,
and to link with the rest of my data.

However, you should know that you have the complete freedom to refuse to take part in this
study. If you choose to take part, please read these statements carefully. Answer to the best of
your knowledge, knowing that you’re helping a fellow researcher and your university students.
If you have any questions, please contact me.

Amani Bukhamseen

Mobile: 07500224136

Email: ab493@ Exeter.ac.uk

Alternatively, you can contact my research supervisor:

Hazel Lawson: H.A.Lawson@exeter.ac.uk
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Teacher name:

Student name:

1. Please circle what you think best describes your students academic performance: poor average above average

good excellent

Questions

Rate

Do not

Kknow

Never

Rarely

Some

times

Always

This student is enthusiastic about finishing the course.

This student has effective study skills.

This student can complete written tasks in the time allocated.

I have noticed that this student seems focused during lecture time.

This student can skim and scan a paper for the main idea and key

points.

This student tends to have very few spelling mistakes.
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Appendix VII

Dear student,

Any feedback you have regarding the research will be highly appreciated. Please read each

question and try to rate it based on your understanding of the checklist:

1. What did you think of the length of the questionnaire?

Very long 1 2 3 4 5 Not long

2. In general, please indicate how clear the questions were to you.

Very clear 1 2 3 4 5 Not clear

3. Are there questions that caused you to hesitate?

No 1 2 3 4 5 Yes

4. Did you have enough times to answer the questions?

Enough time 1 2 3 4 5 Not enough

5. How familiar was the checklist form?

Very familiar 1 2 3 4 5 Not familiar at all
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Appendix VIII

Interview consent form

[ consent to being interviewed and digitally recorded for the purpose indicated above. I give
my consent on the understanding that the recording will be kept confidential and will be stored
securely in a locked filing cabinet when not in use, and that it will be used only for the purposes
of research.

I am aware that the recording will be erased once the research purposes have been fulfilled,
at which point the recording will be erased or securely destroyed. I acknowledge that I have
the full freedom to withdraw my consent at any time and have the recording erased.

Purpose: academic research

U I consent to the use of digital recordings.

Student name

Signed: .................... Date: ...............
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Appendix IX

Dimensions

Questions

Examples

University Attainment

Do you think that your GPA reflects your attainment?
What do you think the factors influencing your GPA?

Motivation
Attention
Interest
Teaching methods
Time management
Environmental factors

Are you meeting your academic expectations?

Personal expectations
Family expectations
Teacher’s expectations

Academic Strengths or
weakness

Academic Difficulties

What do you think your strong points academically?
Have you experience any academic difficulties?
Are your academic difficulties related to literacy?

How do you feel about your difficulties?

Self-esteem,
Social and emotional feelings

Is your academic difficulties related more to reading?

Speed,
Text reading
paper reading
Attention
Impulsivity
Memory
Comprehension
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Is your academic difficulties related to writing?

Linking sentences and paragraphs by using Appropriate
cohesive devices.

Making an appropriate transition of ideas between
Sentences in the written text to show unified Information
Translating ideas to written words
Composition such as finding ideas
Getting details
Getting started
Hand writing
Spelling

Compensating Strategy

What kind of compensating strategy did you use if
any?

Study skills

Support

Did you get any academic support?
Who provided your support
How did you feel about your help?
Do you think you support helped you?

family member
private tutor
Special classes inside school
Special classes outside school
Other form of help
More than one kind
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Appendix X

The pre-interview scale

Name:

Instructions: Please read each statement carefully before answering. Indicate how you feel by

circling the number that you feel is most descriptive of your state.

1. School attainment satisfaction:

Very satisfied. Totally dissatisfied.
1 2 3 4 5 7 8 9 10
2. Your feelings about your GPA:

Happy. Worried.

1 2 3 4 5 7 8 9 10
3. Your reading ability:

Capable. Having difficulties.
1 2 3 4 5 7 8 9 10
4. Your writing ability:

Capable. Having difficulties.
1 2 3 4 5 7 8 9 10
5. Your academic support:

Helped a lot. Did not help at all.
1 2 3 4 5 7 8 9 10
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Appendix XI

Interviews scripts in Arabic
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Appendix XII

Amani: how satisfied are you with your university attainment
The student 3: I am satisfied with my university grades but I am not satisfied at all with the

university (The student state does not feel the support of the university)

Amani: Why is that?

The student3: Because they don’t care nobody really cares, my family used to worry now all
they worry about is getting enough grades that I don’t fail (Family expectation and support:
the student later confirms that the family used to support her, when she was at school, her
father paid for private tutor and spent time with her to help with math)

You know when I think of it really hard I want to change my answer I am really satisfied with
my grads (University attainment she seems to very confident that her grades are not a
reflection of her ability but of her lack of interest), and school work yes I am doing OK
considering

Amani: Considering what?

Can I change my answer on the other sheet (she takes the sheet and change her answer from
number 5 to number 1 which indicate very satisfied)

The student3: Well, to answer your question considering That I don’t do much work (Lake of
interest ), any way | know I can be a “‘NURD?’ if [ want to(Self-esteem: she seems to be sure of
herself and her ability) 1 just don’t, so I am satisfied (Personal expectation: satisfied of her
grades in general she sees them as an achievement).

I am getting even better grades then those who spend their weekend studying .all what really
matters is getting by not failing.

Amani: Why did you indicate 5 before on the scale sheet?
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The student3: I wasn’t thinking (Impulsive: the student seems impulsive throughout the
interview she seemed to be comfortable but in haste at the same time she answers too quick not
really taking the time to think of her answers).l put most of them in the middle so I might
change some answers if that is OK

Amani: Yes it is. So why aren’t you satisfied with the university?

The student3: to start with no one asked me the question before.

Amani: which question?

The student3: if I am satisfied with my university attainment.

Amani: do you think it would have changed you current GPA?

Student3: I don’t know, could be, but I think it nice to think that some one cared enough to ask
I would love to explore choices of study maybe I don’t know, any way no one asked.

Amani: how about your academic advisor?

Student3: did not need to see her(University support: the student indicate that no real help was
provided from the academic advisor) , we only see her to ask about our sections when they full
and need other sections to open or transfer from to another that is I, she told us so, I don’t want
to talk about that next question.

Amani: OK as you wish if you want we can talk about it later

Student3: no later.

Amani: Sure, do you think your GPA reflects your attainment?

The student3: What do you mean?

Amani: do you think that your grade point average doses show your work?

The student3: Oh yes kind of (laughs) because I don’t really work and I think The GPA is
calculated unfairly

Amani: Why?
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The student 3: will do you know how its calculated, its calculated from all of my first exams
since I entered university till now, that’s unfair I’ve been through a lot personally (Feelings :
the student describe her feeling about GPA at the time of the interview it showed that at one
point or another she wanted to change the outcome but couldn’t because she was almost
graduating) and 1 don’t want to talk about that so don’t ask what, and that effected my grades
so no matter what I will do to make batter it won’t really work, so why bother I will graduate
and I will work hopefully..

Amani: Apart from your personal circumstance what do you think affected your GPA?
Student3: I don’t understand wait you mean like something am doing. I told you already, I
don’t care. I come to see my friends and have fun and get a degree.

Amani: so your achievement has not affected your social life in the university?

Student3: not at all I have loads of close friends and not so close ones (Social and emotional
feelings: she seems to be doing well).
Amani: you indicated 4 on your academic difficulties can you tell me why?

Student3: I don’t have a difficulty but since my GPA isn’t that good I thought I can’t put
number one but I truly think that when it comes to academic strength that I am strong if [ want
to be I could be (Confidence: seems confident that she can achieve better grades).
Amani: [ understand that but can we talk about that abet more?

Silence
Amani: Do you think it well be all right if we talked about your study skills

Silence
Amani: Can we talk about things that you do that make you an effective learner and manage
your own learning for example time management?

Student3: Never really thought about that, sometimes I use high lights(Study skills) and end

up highlighting the whole page, and I could never meet my dead line(7ime management:
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seems to miss her deadlines but that could be because of her lake of interest ). 1 always submit
late I just don’t like the university, nothing interesting but I know that I could if I wanted it. I
came from high school to university and felt kind of lost they didn’t do orientation or anything
I felt I was like at middle of the sea without being taught to swim (Feelings: it showed dismay
at the gap between school methods and university methods) everything was different.

Amani: Can you explain more how is it different?

Student3: I was in Quran memorization (Teaching method in school)

schools, different methods different teaching, so I think the whole going to university thing
was a jump there should a class or like a year or some between school and university

Amani: How about your teachers and the university environment did it affect your attainment
in any way?

Student3: Oh I don’t like those two

Amani: What do you not like about them, your teachers, lectures or the university in general?
Student3: They don’t care so I don’t care (Feelings: the student seems convinced that the
university don’t really care about her achievement), are you going to tell them I Saied that
Amani: No absolutely not. If we go back to our discussion how about your lectures

Student3: They are Ok sometimes long and boring (Feelings: again, the student confirm that
she is not interested) but fine I guess I get what it’s been Saied if that what you want to know
but it just boooooring

Amani: What do you think your strong points academically?

Student3: Everything I am smart (Self-esteem: shows again confidence in her ability)nothing
wrong with me.

Amani: [ am sure you are. But I mean if you could point out what could be strong point while

you study
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Student3: Will...I understand quickly like I look at paragraph and I understand the content I
think that my strongest among many (Speed: doesn’t see to have trouble with reading)
Amani: Such as what

Student3: I study the morning before an exam and I pass.

Amani: why do you think that is a strong point?

Student3: I understand quickly and I scan the paper and get it.

Amani: Going back to your grades do you think your reading ability or writing has an effect at
all on your current academic level.

Student3: I am not good with math still don’t know my multiple chart, but I am very good at
writing it was my favourite subject I write all the time, my great inspiration come during
lectures specially boring ones (chuckles), It is basically my life, I write all the time, I started
writing and reading really early, mum Saied I started before my older brother, and I know that
my hand writing is exceptional (Writing an d reading ability: the student confident of her
reading and writing ability and doesn’t seem to have any difficulties when it comes to that
regard).

Amani: How do you know that about your hand writing?

Student3: I know and I’ve been told by many including my school teachers.

Amani: And how about you’re reading?

Student3: Reading is OK. I can read really well (Reading ability: again she confirms that she
has no problems when it comes to reading) and quick but not the text book I can finish a
romantic novel in a day in fact I adored it I have got a bookshelf in my dad’s study just for my
books.

Amani: Can we talk about what is holding your back academically speaking other than your

lack of interest
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Student3: It’s not my lake of interest I am interested. They don’t have anything interesting to
say.

Amani: [ understand but do you think that there is other reasons can we talk about that a little
Student3: Ummmm I don’t think there is anything more now, but in in school I hated when we
have to memorise large paragraphs (Teaching methods: she shows resentment to a teaching
method used in her school which emphasis memorizing.) of poetry and Quran, I hated math
,Iloved composition that where I got my A my teacher would say that they are joy to read.
Amani: Were you satisfied with your grades in school?

Student3: Yes they were OK I put an extra effort in my last year of high school to get the
grades( Achievement: can change her grade level when she put extra effort ) that I need to be
accepted in the university.

Amani: Has any support been provided in your school

Student3: No

Amani: but you indicated 5 about the question in your scale sheet?

Student3: Oh yes family helped but not school , my father(Family support)

would spend extra time with me for math and it helped abet, and I had private tutor , who made
me summaries of each subject tough like reading or hadith and I would only study those for
the exam

Amani: Was this private tutor from school?

Student3: It was a teacher from school but those private lessons were paid for by my family,
she was not my teacher she taught different class

Amani: How helpful were they

Student3: somewhat but her summaries meant that I don’t have to study a whole lot which is a
good thing (thump up)

Amani: Did you ever try to make a summarization in the university
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Student3: No I am not really sure I would know how to summarize, umm never thought of that.
Amani: have you used any other study strategies?

Student3: I think that I would if studied, what I do before an exam and only if I have a formal
test not those mock tests is: scan take the key points and in exams build up my answers (Study
skill/ compensating strategies)

from that, and that is why I like short answer exams not multiple choice.

Was getting ready to leave that’s when I concluded the interview

Amani: Has any help been provided by the university

Student3: I don’t think there is such a thing,is there?? (University support: no support has been
provided by the university)l really don’t know, but I don’t need help if I want I'll get my
grades up, but it won’t change anything it’s too late now .you have to know It doesn’t
upset me, it was abet tricky at the begging when I started UNI because my parents were
at my throat, but I guess they gave up and kind except it mum says have it your way all

the time now which suits me just fine.
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Graduate School of Education
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DISSERTATION/THESIS

To activate this certificate you need to first sign it yourself, and then have it signed by your
supervisor and finally by the Chair of the School’s Ethics Committee.

For further information on ethical educational research access the guidelines on the BERA
web site: http://www.bera.ac.uk/publications and view the School’s Policy online.

READ THIS FORM CAREFULLY AND THEN COMPLETE IT ON
YOUR COMPUTER (the form will expand to contain the text you enter).
DO NOT COMPLETE BY HAND

Your name: Amani Bukhamseen

Your student no: 590053922

Degree/Programme of Study: : PhD Education 3 year

Project Supervisor(s): Dr. Hazel Lawson & Dr. Brahm Norwich
Your email address: ab493@exeter.ac.uk

Tel: 07875409191

I hereby certify that I will abide by the details given overleaf and that I undertake in my
dissertation / thesis (delete whichever is inappropriate) to respect the dignity and privacy of those
participating in this research.

I confirm that if my research should change radically, I will complete a further form.

@‘b

Signed: = = ... date: 14/10/2012

NB For Masters dissertations, which are marked blind, this first page must not be included in your
work. It can be kept for your records.
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Your student no:
590053922

Title of your project: An exploration of academic and social lives of students with specific
learning difficulties in higher education in Saudi Arabia

Brief description of your research project: The aim of this study is to explore the academic and
social lives of students with Specific learning difficulties in higher education in Saudi Arabia. This
involves 3 phases. In the first phase a large sample of HE students will be assessed in terms of their
learning experiences and history as regards specific difficulties in learning. This phase will include: a
baseline survey questionnaire applied to adult female university students in two sittings. The second
phase of the study will involve following up this group at the end of one College year, examining their
students’ records and grades, and implementing a questionnaire to students and their teachers about
their academic progress and difficulties over the year. The baseline measures will then be examined to
see if they predict low attainment or academic difficulties. The third and final stage will involve in-

depth case studies to explore students’ academic and social life one year after the baseline assessment

Give details of the participants in this research (giving ages of any children and/or young people
involved): The main group of participants are student-teachers. These are all females aged between 19
and 24 years old and their ethnic background is Saudi. They are students at a College of Education
(COE) in Saudi Arabia. The sample size for the first phase is around 300 students and for the final case
study phase is yet to be determined, but will probably be around 10 students.

University teachers are also participants. There are going to be around 8 teachers from the College of
education in Saudi Arabia . The final number will be determined according to the teachers’ knowledge
of the students, which will be decided according to how much time is spent with the student , a

minimum of three classes is required.

Give details (with special reference to any children or those with special needs) regarding the
ethical issues of:

a) informed consent: Where children in schools are involved this includes both
headteachers and parents). Copy(ies) of your consent form(s) you will be using must
accompany this document. ablank consent form can be downloaded from the GSE student access on-line
documents:

The researcher will request informed consent from the participants (student teachers from the College

of Education (COE) in KSA) (using an Arabic version of the consent form which is available on the
university web-site). The researcher will ensure that the participants understand the nature of the
research and the process in which they will be engaged prior to the start of the research, "including why

their participation is necessary, how it will be used and how and to whom it will be reported" (BERA,

355



2004). According to BERA (2004) the researcher will also make clear to the participants that they have

the right to withdraw from the research at any time if they so wish.

b) anonymity and confidentiality

Confidentiality and anonymity are taken into consideration in the study. The researcher will not reveal

the identity of the participants or the college/university in any part of the thesis.

Give details of the methods to be used for data collection and analysis and how you would
ensure they do not cause any harm, detriment or unreasonable stress:

The data collection methods used are questionnaire, interviews and documentary analysis of the
students.

In the first phase the questionnaire will consist of 150 items, a quantitative data analysis: Descriptive
statistical tests will be applied, using the Statistical Package for social sciences (SPSS) computer
software, to summarise the results of the analysis of the items of the questionnaire. In the second phase
a quantitative data analysis also well be used for the teachers questionnaire and for the students
questionnaire. For the final phase all interviews will be recorded by using audio recording, then
transcribed. These transcripts are provided to each of the participant before the start of the next

interview for their scrutiny, confirmation or criticism.

Give details of any other ethical issues which may arise from this project (e.g. secure storage
of videos/recorded interviews/photos/completed questionnaires or special arrangements made
for participants with special needs etc.):

An ethical issue might rise in the event that the study shows that a participant in the study has
experienced academic and emotional problems. In that event the researcher will ensure that help will

be provided by their university.

Give details of any exceptional factors, which may raise ethical issues (e.g. potential political or
ideological conflicts which may pose danger or harm to participants):

The researcher works in the same university, so an ethical issue might rise from the influence of
authority which is a major influence in Saudi culture, This situation should not be allowed to pressure

the participants to take part in, or remain as participants in the study if they do not wish to.
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This form should now be printed out, signed by you on the first page and sent to your
supervisor to sign. Your supervisor will forward this document to the School’s Research
Support Office for the Chair of the School’s Ethics Committee to countersign. A unique
approval reference will be added and this certificate will be returned to you to be included at
the back of your dissertation/thesis.

N.B. You should not start the fieldwork part of the project until you have the signature of
your supervisor

This project has been approved for the period: until:

By (above mentioned supervisor’s signature):

N.B. To Supervisor: Please ensure that ethical issues are addressed annually in your
report and if any changes in the research occur a further form is completed.

Chair of the School’s Ethics Committee
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Appendix XV

Frequency Table

Reading scale

Valid Cumulative

Frequency Percent Percent Percent

Valid 37.00 1 3 3 3
41.00 4 1.2 1.2 1.5
42.00 5 1.5 1.5 2.9
43.00 4 1.2 1.2 4.1
44.00 3 9 9 5.0
45.00 2 .6 .6 5.6
46.00 11 3.2 3.2 8.8
47.00 11 3.2 3.2 12.0
48.00 10 2.9 2.9 15.0
49.00 7 2.1 2.1 17.0
50.00 4 1.2 1.2 18.2
51.00 12 35 35 21.7
52.00 7 2.1 2.1 23.8
53.00 9 2.6 2.6 26.4
54.00 4 1.2 1.2 27.6
55.00 10 2.9 2.9 30.5
56.00 7 2.1 2.1 32.6
57.00 3 9 9 334
58.00 7 2.1 2.1 355
59.00 8 23 23 37.8
60.00 11 3.2 3.2 41.1
61.00 7 2.1 2.1 43.1
62.00 15 4.4 4.4 47.5
63.00 7 2.1 2.1 49.6
64.00 9 2.6 2.6 522
65.00 11 3.2 3.2 55.4
66.00 1 3 3 55.7
67.00 4 1.2 1.2 56.9
68.00 7 2.1 2.1 58.9
69.00 8 23 23 61.3
70.00 11 3.2 3.2 64.5
71.00 6 1.8 1.8 66.3
72.00 5 1.5 1.5 67.7
73.00 9 2.6 2.6 70.4
74.00 8 23 23 72.7
75.00 7 2.1 2.1 74.8
76.00 4 1.2 1.2 76.0
77.00 5 1.5 1.5 77.4
78.00 6 1.8 1.8 79.2
79.00 3 9 9 80.1
80.00 6 1.8 1.8 81.8
81.00 3 9 9 82.7
82.00 3 9 9 83.6
83.00 7 2.1 2.1 85.6
84.00 5 1.5 1.5 87.1
85.00 7 2.1 2.1 89.1
86.00 2 .6 .6 89.7
87.00 3 9 9 90.6
88.00 6 1.8 1.8 92.4
90.00 3 9 9 933
91.00 2 93.8
92.00 3 9 9 94.7
93.00 4 1.2 1.2 95.9
94.00 1 3 3 96.2
95.00 1 3 3 96.5
96.00 1 3 3 96.8
97.00 1 3 3 97.1
98.00 1 3 3 97.4
99.00 1 3 3 97.7
100.00 1 3 3 97.9
101.00 1 3 3 98.2
104.00 2 .6 .6 98.8
106.00 2 .6 .6 99.4
140.00 1 3 3 99.7
146.00 1 3 3 100.0
Total 341 100.0 100.0
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Writing

scale
Valid  Cumulative

Frequency Percent Percent Percent

Valid 19.00 3 9 9 9
20.00 2 .6 .6 1.5
22.00 5 1.5 1.5 2.9
23.00 6 1.8 1.8 4.7
24.00 13 3.8 3.8 8.5
25.00 23 6.7 6.7 15.2
26.00 27 7.9 7.9 23.2
27.00 15 4.4 4.4 27.6
28.00 25 7.3 7.3 34.9
29.00 26 7.6 7.6 42.5
30.00 29 8.5 8.5 51.0
31.00 15 4.4 4.4 55.4
32.00 21 6.2 6.2 61.6
33.00 11 3.2 3.2 64.8
34.00 19 5.6 5.6 70.4
35.00 13 3.8 3.8 74.2
36.00 6 1.8 1.8 76.0
37.00 11 3.2 3.2 79.2
38.00 8 23 23 81.5
39.00 7 2.1 2.1 83.6
40.00 9 2.6 2.6 86.2
41.00 6 1.8 1.8 88.0
42.00 5 1.5 1.5 89.4
43.00 7 2.1 2.1 91.5
44.00 3 9 9 92.4
45.00 3 9 9 93.3
47.00 4 1.2 1.2 94.4
48.00 6 1.8 1.8 96.2
49.00 2 .6 .6 96.8
50.00 3 9 9 97.7
53.00 1 3 3 97.9
54.00 2 .6 .6 98.5
55.00 1 3 3 98.8
58.00 1 3 3 99.1
60.00 1 3 3 99.4
67.00 1 3 3 99.7
74.00 1 3 3 100.0
Total 341 100.0  100.0
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Math’s.

scale
Valid  Cumulative

Frequency Percent Percent Percent

Valid 16.00 9 2.6 2.6 2.6
17.00 7 2.1 2.1 4.7
18.00 10 2.9 2.9 7.6
19.00 20 5.9 5.9 13.5
20.00 14 4.1 4.1 17.6
21.00 13 3.8 3.8 21.4
22.00 20 5.9 5.9 273
23.00 21 6.2 6.2 33.4
24.00 10 2.9 2.9 36.4
25.00 14 4.1 4.1 40.5
26.00 8 23 23 42.8
27.00 18 53 53 48.1
28.00 23 6.7 6.7 54.8
29.00 15 4.4 4.4 59.2
30.00 12 3.5 3.5 62.8
31.00 10 2.9 2.9 65.7
32.00 8 23 23 68.0
33.00 12 3.5 3.5 71.6
34.00 11 3.2 3.2 74.8
35.00 12 3.5 3.5 78.3
36.00 8 23 23 80.6
37.00 8 23 23 83.0
38.00 12 3.5 3.5 86.5
39.00 3 9 9 87.4
40.00 7 2.1 2.1 89.4
41.00 6 1.8 1.8 91.2
42.00 5 1.5 1.5 92.7
43.00 2 .6 .6 933
44.00 4 1.2 1.2 94.4
45.00 3 9 9 953
46.00 1 3 3 95.6
47.00 3 9 9 96.5
48.00 4 1.2 1.2 97.7
49.00 1 3 3 97.9
50.00 2 .6 .6 98.5
53.00 1 3 3 98.8
54.00 1 3 3 99.1
58.00 1 3 3 99.4
59.00 1 3 3 99.7
63.00 1 3 3 100.0
Total 341 100.0  100.0
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Attention

scale
Valid  Cumulative

Frequency Percent Percent Percent

Valid 10.00 2 .6 .6 .6
13.00 3 9 9 1.5
14.00 1 3 3 1.8
16.00 4 1.2 1.2 2.9
17.00 3 9 9 3.8
18.00 6 1.8 1.8 5.6
19.00 10 2.9 2.9 8.5
20.00 17 5.0 5.0 13.5
21.00 25 7.3 7.3 20.8
22.00 27 7.9 7.9 28.7
23.00 32 9.4 9.4 38.1
24.00 42 12.3 12.3 50.4
25.00 37 10.9 10.9 61.3
26.00 33 9.7 9.7 71.0
27.00 16 4.7 4.7 75.7
28.00 23 6.7 6.7 82.4
29.00 18 53 53 87.7
30.00 12 3.5 3.5 91.2
31.00 12 3.5 3.5 94.7
32.00 9 2.6 2.6 97.4
33.00 1 3 3 97.7
34.00 6 1.8 1.8 99.4
37.00 1 3 3 99.7
38.00 1 3 3 100.0
Total 341 100.0  100.0
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Motivation.
Scale

Valid  Cumulative

Frequency Percent Percent Percent

Valid 10.00 1 3 3 3
11.00 1 3 3 .6
13.00 4 1.2 1.2 1.8
14.00 6 1.8 1.8 3.5
15.00 9 2.6 2.6 6.2
16.00 9 2.6 2.6 8.8
17.00 15 4.4 4.4 13.2
18.00 19 5.6 5.6 18.8
19.00 23 6.7 6.7 25.5
20.00 27 7.9 7.9 334
21.00 30 8.8 8.8 42.2
22.00 29 8.5 8.5 50.7
23.00 27 7.9 7.9 58.7
24.00 30 8.8 8.8 67.4
25.00 33 9.7 9.7 77.1
26.00 19 5.6 5.6 82.7
27.00 15 4.4 4.4 87.1
28.00 17 5.0 5.0 92.1
29.00 7 2.1 2.1 94.1
30.00 7 2.1 2.1 96.2
31.00 3 9 9 97.1
32.00 3 9 9 97.9
33.00 1 3 3 98.2
34.00 3 9 9 99.1
35.00 1 3 3 99.4
36.00 1 3 3 99.7
37.00 1 3 3 100.0
Total 341 100.0  100.0
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Self -

esteem
scale
Valid  Cumulative
Frequency Percent Percent Percent
Valid 6.00 2 .6 .6 .6
8.00 5 1.5 1.5 2.1
9.00 10 2.9 2.9 5.0
10.00 18 53 53 10.3
11.00 30 8.8 8.8 19.1
12.00 40 11.7 11.7 30.8
13.00 52 15.2 15.2 46.0
14.00 52 15.2 15.2 61.3
15.00 39 11.4 11.4 72.7
16.00 30 8.8 8.8 81.5
17.00 28 8.2 8.2 89.7
18.00 19 5.6 5.6 95.3
19.00 7 2.1 2.1 97.4
20.00 5 1.5 1.5 98.8
21.00 2 .6 .6 99.4
22.00 2 .6 .6 100.0
Total 341 100.0  100.0
Compensatory
strategies
Valid  Cumulative
Frequency Percent Percent Percent
Valid 8.00 4 1.2 1.2 1.2
9.00 2 .6 .6 1.8
10.00 4 1.2 1.2 2.9
11.00 3 9 9 3.8
12.00 6 1.8 1.8 5.6
13.00 14 4.1 4.1 9.7
14.00 26 7.6 7.6 17.3
15.00 20 5.9 5.9 232
16.00 35 10.3 10.3 33.4
17.00 40 11.7 11.7 45.2
18.00 32 9.4 9.4 54.5
19.00 25 7.3 7.3 61.9
20.00 36 10.6 10.6 72.4
21.00 20 5.9 5.9 78.3
22.00 21 6.2 6.2 84.5
23.00 16 4.7 4.7 89.1
24.00 8 23 23 91.5
25.00 8 23 23 93.8
26.00 11 3.2 3.2 97.1
27.00 3 9 9 97.9
28.00 3 9 9 98.8
30.00 4 1.2 1.2 100.0
Total 341 100.0  100.0
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Social

and
emotional
problem
Valid  Cumulative
Frequency Percent Percent Percent
Valid 6.00 2 .6 .6 .6
8.00 5 1.5 1.5 2.1
9.00 2 .6 .6 2.6
10.00 10 2.9 2.9 5.6
11.00 23 6.7 6.7 12.3
12.00 31 9.1 9.1 21.4
13.00 52 15.2 15.2 36.7
14.00 56 16.4 16.4 53.1
15.00 53 15.5 15.5 68.6
16.00 39 11.4 11.4 80.1
17.00 23 6.7 6.7 86.8
18.00 23 6.7 6.7 93.5
19.00 16 4.7 4.7 98.2
20.00 4 1.2 1.2 99.4
21.00 1 3 3 99.7
22.00 1 3 3 100.0
Total 341 100.0  100.0
problem
with
pragmatics
scale
Valid  Cumulative
Frequency Percent Percent Percent
Valid 6.00 2 .6 .6 .6
7.00 1 3 3 9
8.00 2 .6 .6 1.5
9.00 1 3 3 1.8
10.00 2 .6 .6 2.3
11.00 5 1.5 1.5 3.8
12.00 4 1.2 1.2 5.0
13.00 5 1.5 1.5 6.5
14.00 12 3.5 3.5 10.0
15.00 25 7.3 7.3 17.3
16.00 61 17.9 17.9 35.2
17.00 45 13.2 13.2 48.4
18.00 68 19.9 19.9 68.3
19.00 44 12.9 12.9 81.2
20.00 32 9.4 9.4 90.6
21.00 16 4.7 4.7 95.3
22.00 14 4.1 4.1 99.4
23.00 1 3 3 99.7
24.00 1 3 3 100.0
Total 341 100.0 100.0
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Vision stress

scale
Valid  Cumulative

Frequency Percent Percent Percent

Valid 6.00 2 .6 .6 .6
7.00 1 3 3 9
8.00 1 3 3 1.2
10.00 4 1.2 1.2 23
11.00 5 1.5 1.5 3.8
12.00 11 3.2 3.2 7.0
13.00 14 4.1 4.1 11.1
14.00 41 12.0 12.0 23.2
15.00 35 10.3 10.3 33.4
16.00 33 9.7 9.7 43.1
17.00 52 15.2 15.2 58.4
18.00 54 15.8 15.8 74.2
19.00 43 12.6 12.6 86.8
20.00 24 7.0 7.0 93.8
21.00 7 2.1 2.1 95.9
22.00 9 2.6 2.6 98.5
23.00 3 9 9 99.4
24.00 2 .6 .6 100.0
Total 341 100.0  100.0

Memory

scale

Valid Cumulative

Frequency Percent Percent Percent

Valid 5.00 1 3 3 3
7.00 5 1.5 1.5 1.8
8.00 9 2.6 2.6 4.4
9.00 15 4.4 4.4 8.8
10.00 8 23 23 11.1
11.00 22 6.5 6.5 17.6
12.00 28 8.2 8.2 25.8
13.00 43 12.6 12.6 38.4
14.00 48 14.1 14.1 52.5
15.00 34 10.0 10.0 62.5
16.00 64 18.8 18.8 81.2
17.00 25 7.3 7.3 88.6
18.00 23 6.7 6.7 95.3
19.00 11 3.2 3.2 98.5
20.00 5 1.5 1.5 100.0
Total 341 100.0 100.0
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