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Abstract

The English reading ability of university students is crucial for their academic achievement, regardless of
whether they are studying English or any other subject in English. Examining the affective factors that
influence this ability is critical for understanding its development. Research has been conducted on the
correlation between first language (1) and English as a second language (ESL/EFL) reading attitudes, but
there is limited research on the correlation between L2 and L1. This research seeks to investigate the
similarities in reading perspectives between Arabic-speaking international students and English-speaking
university students. The study employed surveys and semi-structured interviews to evaluate individuals'
viewpoints on bilingual reading. The objective was to assess individuals' attitudes towards reading in two
languages. Both quantitative and qualitative analyses were conducted. The study revealed that students'
reading preferences remained consistent across different languages. However, the relationship between
second-language reading attitudes and first-language reading attitudes was found to be minimal. The
implications of the current study suggest that enhancing reading attitudes in both languages may enhance
reading ability. The study utilised subjective data and targeted a specific demographic, limiting its
generalizability to more diverse student populations.

© 2024 EJAL & the Authors. Published by Eurasian Journal of Applied Linguistics (EJAL). This is an open-access article
distributed under the terms and conditions of the Creative Commons Attribution license (CC BY-NC-ND)
(http://creativecommons.org/licenses/by-nc-nd/4.0/).
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Introduction

Reading is an essential tool of input for effective and long-lasting language acquisition. The reading
ability of EFL students and those who study in English is a significant factor in determining their academic
achievement. Examining factors that impact learners' reading, such as attitudes, is relevant for teaching
reading in an EFL classroom. Sufficient exposure is crucial for acquiring a second language. The importance
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of reading in improving second language proficiency is especially significant in situations where reading
materials are limited. Extensive reading (ER), characterised by reading large quantities of material for
pleasure, has been shown to enhance reading proficiency, fluency, and foreign language (FL)/second language
(L2) skills. Foreign language learners benefit from extensive reading (ER) as it provides them with enjoyable
and comprehensible reading material, leading to enhanced language skills.

The literature suggests that ER has positive effects on reading fluency and vocabulary, although limited
research has investigated its influence in Arab English as a Foreign Language (EFL) settings (Ateek, 2021).
Petscher (2010) conducted a study to define reading attitudes as a multidimensional construct. The author
defined attitudes as the dominant emotions, preparedness for action, and evaluative beliefs related to reading.
There is a lack of agreement among researchers and scholars regarding the definition of reading attitudes,
leading to complexity in measuring attitudes. The study of attitudes is further complicated by their potential
for change. Several research studies on reading attitudes indicate that readers' attitudes change over time
(Anderson, Tollefson, & Gilbert, 1985; Baba & Affendi, 2020; Kush et al., 2001) The study of such a dynamic
construct is demanding due to these circumstances. Understanding attitudes towards reading necessitates
longitudinal research studies that track attitude changes and the factors that influence them.

Research on attitudes towards reading can be broadly classified into different lines of study. One line of
research has focused on examining the relationship between reading attitudes in ESL/EFL and L1. Another
area of study examines factors that influence attitudes towards reading, such as teacher gender, teaching
strategies, and cultural background. Researchers in the third line of inquiry have shown interest in studying
the evolution of attitudes towards reading over time. This study aligns with previous research in the same field.

The existing literature on attitudes towards reading in the ESI/EFL context, especially among Arab ESI/EFL
learners, is significantly limited. Early studies on the reading attitudes of ESL/EFL readers exhibited linguistic
stereotyping and the categorization of learners from certain cultures as having negative attitudes towards reading.
Field and Aebersold (1990) conducted a review of studies on ESL bilingual learners (i.e., Moroccans and Western
Samoans). ESL learners from these cultures were categorised as originating from 'non-literate' cultures,
characterised by an emphasis on 'rote memorization' and a reliance on what was referred to as ‘verbal memory'
both in and outside of the classroom. In addition, the stereotype of 'oral' cultures is juxtaposed with the 'American'
culture, which relies on analysis within its educational system. Field and Aebersold (1990) argue that English
exhibits a sense of "playfulness" as it is used in joyful ways. The authors argue that Moroccan culture lacks the
quality of mental flexibility, which in turn affects students' attitudes towards reading in English.

Conversely, Kamhi-Stein (2003) examined the attitudes towards reading in both L1 and English as ESL
among four college students who were native Spanish speakers. The author employed various methods,
including think-aloud protocols, self-assessment reports, open-ended interviews, and assessments of reading
comprehension in both Spanish and English. The author's conclusion is that attitudes towards L1 have an
influence on ESL reading behaviour, based on data analysis. Readers who perceive L1 reading as
advantageous often engage in deliberate mental translation into L1 while reading in ESL. The author
contends that when ESL readers view reading as a process of meaning construction, their reading behaviour
becomes more diverse and adaptable. Similarly, Nachmani (2015) identified attitudes towards reading in
English as a second language (I.2) as a crucial determinant of success in acquiring reading skills in EFL. The
author conducted a study using a questionnaire to gather data from EFL reading experts and EFL teachers.
The study examined the impact of 'parental intervention' on young learners' EFL reading ability, considering
their L1 background as well as their economic and socio-cultural background. The results indicated that
parental intervention was the most significant cultural/mon-linguistic factor in determining young learners'
success in developing EFL reading ability.

A seminal study by Yamashita and Jiang (2010) examined the correlation between reading attitudes in
Japanese (L1) and English (L.2) and the performance of Japanese EFL learners in extensive reading. Data
was collected from 59 tertiary level learners. Participants completed a two-section attitude questionnaire on
reading attitudes in their L1 and L2. The data from the attitude survey identified four attitude variables (i.e.,
comfort, value, self-perception, and anxiety). The study's findings indicate that attitudes towards reading are
transferred from the first language (LL1) to the second language (LL.2), regardless of the level of proficiency in
L2. Furthermore, the variable 'value' exhibits higher transferability compared to other attitude variables such
as comfort, self-perception, and anxiety. The author stated that the aim of this study was to test the threshold
hypothesis regarding the transfer of attitudes. The claim appears to misunderstand Cummins' original
proposal (1979) regarding the hypothesis, which focuses on the circumstances in which L2 learners can use
their L1 reading skills to enhance their L2 reading skills.

In a subsequent study, Yamashita (2007) replicated the research study and addressed the methodological
flaw. The author argues that the transfer of reading ability from L1 to L2 is distinct from the transfer of
attitudes. They also argue that the concept of a linguistic threshold does not apply to the transfer of reading
attitudes from L1 to L2. Furthermore, there is a lack of published research investigating the attitudes of Arab
ESL/EFL learners towards reading in Arabic or English. The scarcity of research in this field enhances the
significance of any study investigating the reading attitudes of Arab learners in ESL/EFL and LL1. The present
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study aims to fill the gap in our understanding of the attitudes of Arab EFL learners towards English (L.2)
and Arabic (L1). The findings of this study could have important implications for the teaching and learning
of EFL reading among Arab learners. Understanding the reading attitudes of Arab students is essential for
enhancing their academic performance and English language proficiency. The reading habits of students
impact their comprehension and retention in both L1 and L2.

Despite the extensive literature on the topic, there has been a lack of in-depth research on Arab EFL
students' reading attitudes in both languages. The language proficiency of these students varies. This study
aims to address a gap in the literature by examining the perspectives of Arab intermediate and advanced EFL
students on reading in their first and second languages. The study will focus on the following question: How
do Arab EFL students who are intermediate and advanced readers in both their native language and English
see reading? This study will investigate the relationship between Arabic and English reading attitudes at two
specific levels. The project aims to enhance reading skills and language proficiency in both first and second
languages. The primary objective of the study is to enhance reading habits in order to improve teaching and
curriculum design. The analysis of these attitudes will be conducted in order to achieve this objective. The
findings may be useful for educators and politicians working in multilingual environments to promote
balanced bilingualism and academic success.

Literature Review

Attitudes play a crucial role in understanding human behaviour. The extent to which an individual holds
a positive or negative opinion about a particular conduct is what (Ajzen, 1991) refers to as an attitude. A
revised definition suggests that it is a "dormant inclination to respond to any aspect of an individual's reality,
including actions" or "psychological entities" to different extents. In simple terms, a person's willingness to
participate in an activity increase based on how positively they view that behaviour. At the onset of attitude
research, the tripartite model emerged as a widely recognised paradigm, encompassing affect, behaviour, and
cognition. There has been a debate about prioritising one aspect, specifically emotion, over others when
developing an attitude (N Khreisat & Mugableh, 2020). According to a study by Maio (2018), the cognitive
component of attitudes involves how people perceive and think about the object of their attitude, which is
reflected in their beliefs. Some scholars view this section as crucial because it showcases the positive or
negative evaluation of the subject. The present study solely focused on attitudes towards reading, particularly
recreational reading.

To distinguish recreational reading from other types of reading, it is essential to establish a clear
definition before delving into its connection with attitudes (Korkmaz & Oz, 2021). Accordingly, A precise
definition of recreational reading is required for the current investigation. Reading for pleasure encompasses
the voluntary engagement of individuals in books, magazines, or websites, allowing them to immerse
themselves at their own pace and in their own manner, independent of external opinions (Kasih, Amelia, &
Fitratullah, 2021). Various terms, such as leisure reading, spare time reading, reading outside of school,
voluntary reading, and recreational reading, have been employed by researchers to refer to the act of reading
for pleasure. Both terms, reading for pleasure and leisure reading, have been used interchangeably in reading
research. The attitude towards reading is crucial when acquiring a new language. According to (Kasih et al.,
2021), reading attitudes are "vital to any effort to systematically foster engaged readers" . Research has linked
a positive attitude to increased engagement and continued reading.

Additionally, research has shown that one's attitude towards reading can impact their reading
proficiency. The reader's attitude towards reading significantly influences various aspects of their reading
habits, including frequency of reading, book selection, and enjoyment of reading. Toste, Didion, Peng,
Filderman, and McClelland (2020) argue that reading attitude is as important as reading skills and express
concern over the lack of emphasis in classroom instruction. When scholars attempted to provide a definition
of the concept of attitude specifically related to reading, the complexity of the idea resulted in several
competing proposals. Consequently, the complex nature of the term has prompted scholars to propose various
definitions. An early attempt to define reading attitudes was made by Alexander and Filler (1976). An
emotional framework that "causes the learner to approach or avoid a reading situation" was their definition.
"A state of mind, accompanied by feelings and emotions, that make reading more or less probable" (p. 215) is
how (Smith, 1990) defines it. Alenezi's (2021) study found that students demonstrate a strong understanding
of reading strategies both prior to, during, and after reading. The correlational analysis revealed a moderate
relationship between students' beliefs about reading techniques and their core understanding of reading
strategies. Furthermore, the aforementioned studies provide recommendations for future research on
effective teaching methods for EFL students reading English.

In a study conducted by Mori (2004), the author examined the correlation between the motivation and
attitudes of Japanese university students studying EFL and their engagement in extensive reading outside
of the classroom. The study involved 100 female participants who were given a three-section questionnaire.
The questionnaire aimed to assess their attitudes and motivations towards reading in English, learning EFL,
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and a specific assigned reading task. Participants were assigned an extensive reading task and completed a
progress report. The study's findings suggest that the amount of extensive reading done by EFL learners is
predicted by factors such as study habits and motivation towards a specific reading task. Neither attitudes
towards reading nor reading proficiency scores were found to be significant predictors. Morgan and Fuchs
(2007) conducted a review of 15 studies that examined the connection between children's reading ability and
their beliefs about their own reading competence. The study findings indicate a moderate correlation between
reading ability and motivation to read, suggesting a bidirectional relationship between these variables.

In a study conducted by Sentiirk (2015), the focus was on examining the attitudes and motivation of
Turkish learners at the tertiary level when it comes to reading in English as a foreign language. By examining
the responses of 61 EFL learners who completed a 'Foreign Language Attitudes and Motivation
Questionnaire', the author found that while attitudes towards reading in English are generally neutral among
learners at different proficiency levels, those with higher proficiency levels tend to have more positive
attitudes towards reading in English.

Another line of research aimed to investigate the attitudes of Chinese EFL learners towards reading.
Ghadessy (1988) conducted a study to examine the attitudes of Malay and Chinese Singaporean EFL young
learners (N = 645) towards reading. The study aimed to investigate the impact of social gatherings among
Malay students on their reading attitudes in certain schools. The participants completed a reading
comprehension test and an attitude test. The study findings indicate significant disparities between the two
groups, with Chinese and Singaporean students demonstrating superior reading abilities and more
favourable attitudes towards reading.

The variables affecting the attitudes of Singaporean EFL teenage learners were also examined. The
study conducted by Murad Sani and Zain (2011) proposed a hypothesis that suggests a decline in attitudes
towards reading among avid readers in the rigorous educational system of Singapore. After surveying 173
students, data analysis revealed no gender differences in attitudes toward decline. In addition, intrinsic
motivation attitudes exhibit a noticeable decline, while attitudes towards learning orientation remain
relatively stable. Kam Tse, Zhu, Yan Hui, and Ng (2017) conducted a comparative study on achievement
and attitudes towards reading in English in Hong Kong, Singapore, and England. The researchers used
data from the PIRLS 2001 report to gain insights into the reading performance and attitudes in the three
countries. The analysis revealed that Singaporean students, followed by students from Hong Kong, exhibit
a more favourable attitude towards reading compared to their English counterparts. English students
demonstrate higher achievement rates compared to their counterparts from Singapore and Hong Kong,
despite similar levels of attainment. Akpinar (2013) investigated the relationship between Hong Kong
students' reading performance in Chinese (L.1) and English (L.2), their attitudes toward reading in both
languages, and their self-perception as readers. The PIRLS 2001 and 2006 reports provided the data. The
quantitative analysis results indicate that students generally perform better in reading Chinese compared
to reading English. The authors found a positive correlation between attitudes towards reading in both
Chinese and English and reading achievement in both languages.

Several studies have examined attitudes towards reading in both preservice and Inservice ESL/EFL
teachers through surveys. Iftanti (2012) conducted a survey of 747 preservice teachers to investigate their
reading attitudes. The study focused on the concept of 'aliteracy', which refers to the inclination of readers to
abstain from reading. The authors presented data demonstrating a decrease in reading rates among American
students, college graduates, and professionals. The study findings indicate that preservice literacy teachers
recognise the significance of reading, although the data suggests that they are not enthusiastic about
engaging in reading activities. Similarly, the study conducted by Kartal and Ozmen (2018) examined the
attitudes of Turkish EFL teacher students towards reading in both their native language (L.1) and English as
a Foreign Language (L2). The disposition of 230 participants was assessed using a questionnaire that utilised
the same data collection tool. The study found that anxiety is the primary emotional factor influencing EFL
learners' attitudes towards reading in both their EFL and native language.

The review indicates that there has been limited research on the correlation between reading attitudes
in ESI/EFL and L1. Furthermore, the findings of these studies have not yielded a definitive conclusion
regarding the possible correlation between reading attitudes in ESL/EFL and those in L1. The lack of
consensus on the correlation between reading attitudes in L2 and the native languages of its learners
contributes to this phenomenon. Furthermore, there is a lack of extensive studies that involve a significant
number of learners from diverse linguistic backgrounds and aim to investigate the characteristics of attitudes
towards reading in EFL and in learners' first language (LL1). The majority of studies have focused on specific
groups of ESL/EFL learners who share the same native language.

Method

The study uses a non-experimental, criterion-group mixed-model design. The research study does not
involve any treatment or manipulation of variables. This study aims to examine the relationship between two
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independent variables: attitudes towards reading in L1 and L2, and performance level in reading
comprehension in L1 and L2. The study focuses on two distinct groups: intermediate and advanced learners.
The study relies on both quantitative and qualitative data analyses. The study ensures control over the
variables of age group and cultural background by equating the study participants on these factors. The study
participants are within the age range of 17 to 22 years and share a common cultural background (i.e. Arab
culture).

The study included 18 Egyptian and 18 Saudi EFL university students who were studying English as
their academic subject. The participants in this study were second, third, and fourth-year students enrolled
in the Department of English at an Egyptian and a Saudi university. All of them were college students who
had studied EFL for approximately 14 years. All of them acquired Arabic as their native language and
continue to use it as the main means of communication outside of class. The participants acquired Arabic
reading skills during their early school years (from 6 to 9 years). They acquired reading skills in EFL during
their early years of schooling (ages 6 to 12). These individuals acquired proficiency in both their L1 and L2 at
nearly the same time, resulting in the development of biliteracy. Departments currently enrol the students
using English as the language of instruction.

Data Collection

Data were collected from two universities in Egypt and Saudi Arabia during two consecutive academic
terms. A group of 36 participants completed a standardised reading comprehension test in English,
specifically the Nelson-Denny Reading Comprehension and Vocabulary Test. The following day, the
participants underwent a standardised reading test in Arabic, which was developed by the Saudi National
Centre of Assessment (Qiyas). A few days after completing the reading tests, the participants were asked
to fill out a questionnaire. The questionnaire consisted mostly of five-point Likert scale questions, which
aimed to understand the participants' attitudes towards reading in their first language (Arabic) and L2.
Sixteen participants were selected for open-ended interviews conducted one week after completing the
questionnaire. The duration of each interview varied between ten and fifteen minutes, contingent upon the
level of detail in participants' responses. The interviews aimed to investigate the issues highlighted by the
participants in the questionnaire. During the interview sessions, the interviewer's role was limited to
seeking clarification from participants by asking questions such as 'Could you elaborate further?', 'Could
you illustrate what you mean by...?", 'Could you be more specific?', and 'Could you provide more details?'
The speaker also demonstrated paralinguistic expressions indicating attentiveness and interest, such as
'hmm' and 'yeah'.

Data Analysis

The collected data were analysed using quantitative and qualitative methods to address the research
questions. Cronbach's alpha, a statistical tool used to assess the reliability of questionnaire items in a
psychometric test, was employed to investigate their reliability. The reliability coefficient of the questionnaire
data was 0.615, indicating an acceptable level of reliability. The frequency of each choice for every
questionnaire item was statistically calculated. The Mann-Whitney U Test (i.e., a nonparametric test used to
compare two unpaired groups) and Kruskal Wallis Test (i.e., a nonparametric test used to compare three or
more samples) were used to explore differences in various categories of participants' attitudes (i.e., attitudes
about motivation to read, attitudes about comfort during reading, attitudes about anxiety during reading, and
attitudes about self-perception as readers). The procedure was used to assess reading attitudes in both the
L1 and L2. The qualitative analysis examined participants' input regarding four affective factors associated
with attitudes: motivation, comfort, anxiety, and self-perception as readers. This analytical model was
developed using insights from prior research on affective factors associated with reading by Yamashita,
(2007).

Findings

The Relationship between Reading Attitudes in English and Arabic

To address the first and second research questions, we analysed participants' responses to attitude
questionnaire items. We conducted statistical analysis to examine the relationship between attitudes
towards reading in Arabic and English. The Kruskal-Wall is test was used to examine differences in
participants' attitudes across various categories, including motivation to read, comfort during reading,
anxiety during reading, and self-perception as readers. This section presents a comprehensive
quantitative analysis of the correlation between attitudes towards reading in English and Arabic. The
following section provides a detailed analysis of various categories of attitudes, including both positive
and negative ones.
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Table 1: The Relationship between Reading Attitudes in English and Arabic.

Motivation Anxiety Comfort P Self;' Motivation Anxiety Comfort p Self;.
EN EN EN erception AR AR AR erception
EN AR
M(’tg’;tmn 1 0.260 554" 0.298 0.198 0.115  0.036 0.057
Anxiety EN 1 -516" ..373" 0.090 0.297  0.033 -0.202
Comfort EN 1 506" -0.082 0.169  -0.194 -0.012
Self-
Perception 1 -0.296 0.115  -0.204 0.081
EN
Motivation . e o
R 1 -472 767 460
Anxiety AR 1 -7217 -.543™"
Comfort AR 1 6227
Self-
Perception 1
AR
Cronbach's 724 880 77 989 884 914 897 982
Alpha
Mean 3.9875  2.4938  4.0104 3.1719 3.8031 1.9875  4.2031 4
SD 0.44919  0.847  0.48441  (.84824 0.74854  0.8827 0.72058  0.94186

P < 0.05; "P < 0.01; "™P < 0.001.

The table above demonstrates a correlation between attitudes towards reading in English and Arabic
within each language, indicating internal consistency in attitudes towards reading in both languages. High
motivation, low anxiety, high levels of comfort, and clear self-perception among readers are positively
associated with proficiency in each language. There is a significant correlation between low motivation,
increased anxiety, low degrees of comfort, and a lack of or uncertainty about self-perception as readers. The
analysis of the data indicates that there is no significant correlation between attitudes in English and Arabic,
including their constituent factors of motivation, anxiety, comfort, and self-perception. The findings indicate
that the participants hold two distinct sets of attitudes towards reading in English and Arabic. In order to
enhance comprehension of this outcome, the subsequent section aims to investigate participants' attitudes
towards these four factors and establish a connection between them and the results obtained from
quantitative analysis of attitudes.

Attitudes to Reading in English and Arabic

This section analyses participants' attitudes expressed in the interviews thematically to gain insight into
the affective factors that influence their perception of reading in both Arabic and English. This section
verbally analyses the factors of motivation, comfort, anxiety, and self-perception identified in participants'
interviews, with reference to their discourse. The factors are derived from the attitude questionnaire items.

Motivation

The researcher analysed data on participants' motivation for reading, considering the presence or absence
of motivation, the strength (if applicable), frequency, stability, and source of motivation (intrinsic versus
extrinsic).

Motivation towards Reading in English

The study found that 13% of participants expressed a lack of motivation, while 87% reported varying
degrees of motivation towards reading in English. Among this cohort of enthusiastic readers, 79% indicated
a higher-than-average level of motivation, as reported. Furthermore, a significant majority of participants
(65%) reported frequent motivational experiences. In addition, 72% of the participants in the same group
indicated a high level of motivation. Similarly, 64% of participants who reported motivation primarily
attributed their motivation to extrinsic factors. comparison, 8% of participants reported experiencing intrinsic
motivation, while 28% exhibited a combination of both extrinsic and intrinsic motivation.

The study found that participants' motivation to read in English is primarily extrinsic, with some
variation observed between the two groups. Intermediate-level participants often read with their focus on an
external incentive or goal. The attitudes towards motivation expressed by intermediate-level participants
were primarily short-term and focused on passing college courses and obtaining a degree:

I read because (+) I want (eh) need to pass all courses (eh). Doctors leave us many (++) materials to read
on Moodle. I (eh) have to read a lot before (+) quiz and midterm. (eh) I don’t like this time hhhh, but I must
(+) do this. (Participant 3)
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The participant's goal in reading, as shown in the example above, is focused on meeting the requirements
of their college courses, specifically passing an exam. It is evident that the participant's perception of this type
of 'functional' reading is not positive. Other participants were primarily focused on obtaining a degree as a
means to secure future job opportunities:

I study and (em) read a lot before (eh) exams simply because (eh) I wanna graduate (++) an (eh) get a
good job. That’s all. (Participant 12)

Typically, data analysis reveals that intermediate-level individuals often express a perspective on
motivation tied to reading for practical purposes commonly linked to educational success. A significantly lower
percentage of participants in this group discussed reading as a way to gain 'new knowledge,' although they
also acknowledged that this type of motivation has not been driving them to cultivate the habit of reading:

To know about ANYTHING in this (eh) (+) wo- world you need to read. Reading is (++) something good
(eh) and the book is the best friend in (+) this world. Honestly, I don’t read a lot. (Participant 2)

The remaining individuals in this group expressed a lack of motivation when it comes to reading, and
they attribute this to the educational system's shortcomings in instilling a passion for reading during their
formative years:

We (eh) did (+) NOT learn to learn early at school. Teachers (em) didn’t (eh) ta take us to the (++) library.
They make us (+) write words many times in our notes. We were doing this fo- (+) for long time. You (++) can’t
make me read and write a lot now. (Participant 8)

When it comes to the motivation of advanced-level students to read English, data analysis indicates that
there is a combination of extrinsic and intrinsic motivation. Interestingly, more participants demonstrate
intrinsic motivation towards reading. More than just academic goals drove the reading habits of a significant
majority of participants in this group. Approximately 68% of them revealed that they read not only to excel
in their college courses or achieve a high 'Grade Point Average', but also to fulfil an internal desire to read.
The participants, however, also emphasised that reading for academic success can lead to securing a
rewarding job opportunity or obtaining a governmental scholarship for postgraduate studies:

When I READ and study hard (+) I can graduate with a (+) very high GPA. (eh) Mine is 4.5 now and this
will de- (+) definitely help me get a scholarship to do (+) a master’s degree in America or Canada. I also get a
good job (eh) with a high pay. (Participant 3)

A smaller percentage of the participants in the advanced group expressed their views on the importance
of reading as a lifelong skill. They connected this to the prevalence of English as a worldwide language — and
more significantly — to the importance of reading as a language skill necessary for success in academia and
the workplace:

If I make a good reader in English, this for sure helps me to be successful in college and (+) and in my
future career. (++) Now, English is spoken everywhere. (eh) It’s important to read, write and speak in English
(+) for your success in college and in your job. (Participant 11)

As mentioned in the example above, the motivation of the participants in the advanced group goes beyond
just passing a course or completing a degree. Their motivation has evolved to encompass more than just
immediate academic needs. Put simply, this type of motivation is ingrained in readers, prompting them to
contemplate more complex and enduring external factors and fostering an internal desire to read
simultaneously.

Motivation towards Reading in Arabic

Regarding the attitudes of intermediate and advanced participants towards reading in Arabic, the
analysis of data reveals a range of attitudes. These attitudes vary from demotivation (52%) to purely
functional extrinsic motivation (29%), with only a small percentage (19%) of participants expressing their
internal motivation to read in Arabic. Participants expressed that they have limited motivation to read in
Arabic beyond what is required for their college courses, official paperwork, or occasional reading of the
Qur'an:

I don’t feel like (++) I want to read in Arabic much. (eh) Well, maybe cause I (+) study English. We just-
don’t need that much. Of course, I like Arabic ba- I read it when I read Qur’an (o) from time to time. Honestly,
not that much. I don’t read Arabic.

(Participant 13)

Other participants also expressed a similar sentiment, attributing their lack of motivation to read in
Arabic to a perceived lack of necessity for doing so. Once again, they emphasised that the significance of
Arabic cannot be compared to that of English. Consequently, individuals read in the language they are
required to read in:
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I read (+) in English because I should (+++) (em) if I was studying in Arabic, (++) I wou- (eh) I will do. I
only read (eh) chat wi- with (eh) my friends on my phone hhhh. I don’t even need to (eh) (++) go to (eh) (+++)
any government office to finish papers. My dad did that. (Participant 15)

Despite a significant number of advanced participants expressing a lack of motivation to read in Arabic
(27%), the majority of high achievers in the Arabic reading test (73%) reported feeling motivated to read in
Arabic. Among this group, the majority of participants in this category expressed that their motivation stems
from within. It is centred around a general preference for reading in Arabic. They described how their early
passion for reading in Arabic was nurtured primarily by their family:

I like to read novels (++) in Arabic. It’s been my habit since (em) I was a (+) young girl. My siblings (++)
have the same habit too. Mum used to read ta (+) for us when we were kids (++) mainly bedtime stories, you
know? It started from there (**). (Participant 1)

As mentioned by the participant above, maintaining the drive to stay motivated in reading Arabic often
comes from personal reasons, particularly for learners who are studying a foreign language. This is because
reading in Arabic is no longer necessary for academic or professional success. Individuals who cultivate a love
for reading in a supportive setting, be it at home or in an educational institution, often maintain their
enthusiasm for reading in their native language.

Comfort

Comfort relates to the emotional aspect, signifying a positive experience during reading. Readers may or
may not experience a positive emotion as they read. Other factors such as motivation, anxiety levels, and an
individual's self-perception as a reader strongly influence this factor. When discussing comfort, the analysis
centres around the presence or absence of comfort, the level of comfort experienced (if relevant), how often one
feels comfortable while reading, and how comfort has evolved over the years since a participant became literate.

Comfort while reading in English

Based on the data collected, it is evident that the participants primarily emphasised comfort as the most
significant positive factor. While the majority of Egyptian participants expressed a sense of comfort while
reading in English, a significant number of Saudi participants shared a similar sentiment. Overall, a high
percentage of participants reported experiencing this positive feeling. A consistent pattern emerged among
the participants in terms of their level of comfort, how often they experienced comfort, and how their comfort
evolved over the years since they acquired literacy in English as a Foreign Language.

Regarding the source of comfort, a significant majority of the participants (80%) expressed that they
experience a greater sense of ease when they engage in voluntary reading. They mentioned factors such as
their interest in the topic and genre, the lack of time constraints, and the convenience of their reading
environment as variables that contribute to their comfort while reading. In addition, participants in both
groups, including advanced-level readers, expressed that their level of comfort is affected by various factors.
These factors include the level of difficulty of the text, the length of the text, their familiarity with the topic,
and their level of motivation:

I don’t (+++) don’t like to read very long pages. I (eh) feel tired easily (++) or if the the book has a lot of
difficult words I first see or (em) read. It gets (++) (eh) boring. hhhh Most of college books (eh) like this. hhhh
(Participant 10)

It is evident from the example above that readers experience a decrease in comfort when certain variables
related to the text have a negative impact on their reading performance. A comparable perspective was
conveyed in the response of the following example:

Well, (++) I think I can still enjoy reading a text as (+) long as I know what it is about (eh). I mean I know
something about the subject. At school, (+) I liked to read Harry Potter novels. I READ a lot. I was a bookworm
and I MEAN it. ... I get bored (eh) by (++) science books. I (+) can’t complete (eh) two or three pages.
(Participant 9)

Comfort while Reading in Arabic

In terms of participants' comfort with reading in Arabic, it exhibited a similar pattern to their comfort
with reading in English. In general, the majority of participants expressed a high level of comfort when
reading in Arabic. Specifically, the Egyptian participants reported feeling comfortable at a rate of 95%, while
the Saudi participants reported a slightly lower rate of 85%. The percentages related to the level of comfort,
the frequency of experiencing comfort, and the growth of comfort were slightly lower than the overall
percentage mentioned earlier. Several readers have shared their sense of "guilt" for not reading more often in
Arabic, particularly because they feel at ease while reading:

Honestly, (eh) I (+) don’t find reading in Arabic very (eh) or just boring. (eh) (eh) I can still read and (eh)
enjoy (+) what I read ESPECIALLY, moti- motivational quotes (eh) (+) (eh) and (eh) novels. I think (eh) we
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should (eh) read more in our (++) language like (**) (+++) others. (Participant 6)

On the other hand, individuals with limited reading skills in Arabic expressed their discomfort with
reading in Arabic due to the complex structure and vocabulary of the language, as well as their limited
proficiency in Standard Arabic. They also mentioned that this difficulty could be due to the variations between
spoken colloquial Arabic and written standard Arabic:

OK, (++) Arabic is the mo- the MOST difficult language. I don’t (+) can’t know (eh) or understand Arabic
(eh) written in old books. I also (eh) don’t (+) understand grammar of Arabic and (eh) (eh) the (eh) strange
word or words we (eh) don’t use. (+) My father [[ 4/ yWALLAH]] say that 'm an idiot. hhhh He knows Arabic
well. He studied it well (eh) I didn’t.

(Participant 2)

As demonstrated in the example above, the participant attributes their discomfort to a combination of
inadequate Arabic reading skills and a limited proficiency in Standard Arabic. These factors played a role in
the development of a stereotype among individuals with limited reading skills, suggesting that Arabic is
extremely challenging even for native speakers. Another stereotype emerged, highlighting the disconnect
between spoken Arabic and standard written Arabic.

Anxiety

Experiencing a negative feeling of nervousness while reading is a common aspect of anxiety's affective
factor. This factor can be loosely associated with a deficiency in positive affective factors such as motivation
and comfort. It can also be linked to how one perceives themselves as a less proficient reader in any given
language. To explore the nature of this emotional factor, the author focused on the presence or absence of
anxiety, the intensity of anxiety, the frequency of experiencing anxiety, the relationship between anxiety and
various types of reading tasks, and the potential causes of anxiety.

Anxiety in Reading in English

After analysing the data collected from participants' interviews, it was found that a majority of
participants (81%) reported feeling little to no anxiety or stress while reading in English. The percentages
varied among Egyptian and Saudi participants, with 87.5% of Egyptians and 75% of Saudis reporting the
same. Additionally, it was discovered that students experience reduced anxiety levels as they enhance their
reading abilities in both their first and second languages. Although a small percentage of advanced-level
readers reported feeling anxious while reading in English, a significantly higher percentage of participants
in the intermediate group shared this sentiment. Based on the data, it was found that a small percentage of
participants, specifically 6%, reported experiencing a high level of stress when it comes to reading. On the
other hand, the anxiety level of 94% was below average. However, a significant portion of the participants,
about 66%, remained uncertain about the extent of their anxiety (with equal percentages among Egyptian
and Saudi study participants).

The primary factors contributing to anxiety were found to be unfamiliarity with the topic (52%), the
difficulty of the language used in the text (29%), the length of the text (9.5%), and a combination of all these
variables (9.5%). Participants from both groups provided additional reasons for experiencing anxiety,
expanding on their answers from the questionnaire.

But all also depends on (+) whether I am reading in front of someone or (+) (eh) I am reading with no one
watching me (+) cause I feel anxious only if there is someone (eh) watching me. (++) (eh) If it is about reading
in front of (o) a group of people (em) then I think it strongly affects my reading (+) like pronouncing words
wrong. (Participant 9)

The participant in the above example associates anxiety with the activity of reading out loud. Reading
stress in this context arises from the fear of facing the audience or making mistakes during the reading
process. Some participants associated anxiety with a general feeling of discomfort and worry when engaging
with written texts, particularly for academic purposes.

I feel (eh) (++) stressed when I come to read special (em) (+) when study. Ok, doctors (++) make us (+)
read a lot. This is (++) sil- we don’t like to do this. (++) Last semester, in academic writing course, (eh) it was
a lot of reading. (eh) NO ONE like this. (Participant 16)

The above example indicates that 'reading stress' is often caused by a general aversion to read, particularly
when it is done for academic reasons. The observed stress can be attributed to a lack of comfort. On the other
hand, advanced-level readers associated anxiety with encountering difficulties while reading in English (e.g.,
reading under time pressure, the excessive difficulty of a text, or elevated style of a written text).

I don’t think that reading makes me (+) worried. I ONLY feel (eh) nervous when I don’t have time to
finish reading (**) in an exam for example. (++) or (eh) I feel so if what I read is (++) difficult to understand.
Some writers are really difficult to read for hhhh. Otherwise, I'm OK with reading hhhh (Participant 5)
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Anxiety While Reading in Arabic

The percentages of participants experiencing anxiety while reading in Arabic were slightly lower
compared to reading in English. Specifically, 83% of the participants reported a lack of anxiety when reading
in Arabic. Similarly, a mere 8% of participants reported frequent experiences of anxiety. Approximately 7%
of the participants experienced significant anxiety when reading in Arabic. Regarding the causes of anxiety,
the challenge of understanding text language was found to be the most significant factor, accounting for 38%
of the variance. The combination of unfamiliarity with the text topic, difficulty of the text language, and length
of the text were identified as the second most significant factors contributing to anxiety, accounting for 23%
of the reported reasons. The length of the text was identified as the third primary cause of stress in reading
(18%), while unfamiliarity with the topic of the text was identified as the fourth most significant source of
anxiety (12%). Participants cited factors such as the reading environment and difficulty reading aloud as
potential causes of anxiety, accounting for 9% of responses.

The study found that proficient readers experience less anxiety when reading texts in their native
language, despite the low frequency of reading in Arabic among participants in both groups. The less
proficient readers expressed anxiety and reluctance to continue reading, particularly when encountering texts
written in classical Arabic.

No, I (+) don’t feel (eh) (+++) I (eh) 'm nervous when I read old Arabic. (eh) (+++) I don’t understand it
[[«:k/Tayyib]] I throw the book (++) quickly cause I (eh) find so many words [[«:k/Tayyib]] It (+++) happen
with the old Arabic poetry in (eh) Arabic ONE. (Participant 7).

Conversely, Advanced Arabic readers assert that reading in Arabic is comparable to reading in English
in terms of reduced anxiety. The majority of participants reported that reading in Arabic is less stressful due
to their native speaker advantage. The authors limited the experience of anxiety to situations where certain
variables related to text or context are involved. The variables identified include the use of an unfamiliar
register, insufficient time to complete a reading task, and low frequency of reading in Arabic.

(+++) WELL, why should I feel nervous about reading in my (+) mother tongue? I (++) some- SOMETIMES
feel so when (+) I read books very SPECIALISED in one (eh) area. They are NOT easy to understand what the
writer means. (++) Some writers (eh) are NOT easy to (+) read for. OR perhaps (+) because we don’t read in
Arabic. I'm not so (+) sure but why did my grandpa read in Arabic better? (Participant 4)

Self-Perception

Self-perception, as an affective factor, pertains to readers' conceptualization of themselves in the context
of reading. This factor is associated with various variables, including the learners' self-perception as proficient
readers. According to the literature review, researchers propose that children only become proficient readers
once they develop a self-concept as readers. The process of evolution can be influenced by home and societal
cultures through reading practices in the language children use to develop literacy.

Self-Perception in Reading in English

According to the collected data, 55% of the study participants expressed uncertainty about their self-
perception as English readers. The prevalence of this tendency was slightly higher among Saudi participants
(60%) compared to their Egyptian counterparts (50%). A similar percentage of participants (57%) were
undecided about how often they regard themselves as good readers. The majority of participants (65%)
identified a combination of variables (i.e., ability to read very often, ability to read long texts such as books
and novels, ability to read sophisticated texts such as academic texts, and ability to read quickly) as factors
that contribute to being a proficient reader in English. The remaining participants independently identified
one or more of these variables as factors that contribute to being a proficient reader in English. Approximately
21% of the participants identified the capacity to comprehend lengthy texts, such as books and novels, as a
crucial factor in determining one's proficiency as a reader. The variable was frequently associated with the
ability to read (9%) and the ability to read sophisticated texts (5%).

Closely related, a significant proportion of participants (40%) identified the inability to cultivate a reading
habit as the primary barrier to improving their reading skills. The variable was subsequently associated with
the overall EFL proficiency level (28%), a general aversion to reading (16%), limited access to reading resources
(12%), and insufficient guidance and support (8%). In this regard, there were differences between the Egyptian
and Saudi participants. The Egyptian participants frequently cited their overall EFL proficiency level and lack
of access to reading resources as hindrances to becoming good readers. In contrast, the Saudi participants
considered their general dislike of reading and inability to develop the habit of reading in English to be the main
obstacles to their development as good readers. The discrepancy can be explained by considering the socio-
economic and cultural factors prevalent in the two societies where the participants reside.

The study participants were interviewed to determine their perception of themselves as readers in
English. It was found that the majority of participants at both levels do not consider themselves to be skilled
readers in English. Among the advanced group readers, only 25% considered themselves proficient in English,
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whereas approximately 10% of the intermediate group participants identified as good readers. The
participants who developed self-perception as readers attributed this development to their reading history
and frequent reading.

I READ a lot. I was a bookworm and I MEAN it. I read for all (+) GOOD writers (+) Joan Wickersham,
Diane Williams and Daniel Woodrell. (+) You name it. Of course, I also read classics. My (+) father (eh) I mean
I owe this to my parents.

(Participant 9)

On the contrary, readers with lower reading abilities often hesitated to identify themselves as skilled
readers, although a small percentage of them did. Some individuals found the concept of identifying
themselves as 'readers' to be unfamiliar and surprising.

I'm not sure (++) what do you mean? (eh). I can’t talk about (++) myself as good or (eh) bad reader...If you
ask about (eh) reading a lot, (+) no, I read (+) only to study (eh) courses. I work (++) (eh) and study at the
same time. (eh) DON'T have much time for this (Participant 4)

Some participants attributed their lack of progress as readers to both the educational system and parents:
The (eh) lack of appropriate guidance in both school and (eh) at home, (++) because we do not have enough
and the right knowledge to share, as (eh) we, IN TURN, did not receive.

it in (eh) (+) an appropriate way. (Participant 16).
Self-Perception in Reading in Arabic

Generally speaking, the study participants demonstrated their self-awareness of their positive self-image
as proficient readers in Arabic. The percentage of participants who hold this attitude is higher than their self-
perception in English. Approximately 77% of the participants self-identified as proficient readers in Arabic.
The substantial proportion of Saudi participants (87.5%) who identified themselves as proficient readers in
Arabic substantiated the finding. Egyptian participants exhibited lower levels of self-perception when reading
Arabic. A majority of the Egyptian participants (66.5%) reported considering themselves proficient readers in
Arabic, while a significant proportion (33.5%) remained uncertain about their self-perception. The frequency
of self-perception in Arabic reading was similar to the overall rate of self-perception.

The study found that 62% of participants identified several variables that contribute to being a good
reader in Arabic. These variables include the ability to read frequently, the ability to read long texts like
books and novels, the ability to read complex academic texts, and the ability to read quickly. Approximately
24% of respondents ranked the capacity to read lengthy texts, such as novels and books, as the second most
significant factor. This was followed by the ability to read frequently, which was chosen by 10% of participants,
and the ability to comprehend complex texts, such as academic literature, which was selected by 4%.

Regarding the obstacles to becoming proficient readers in Arabic, 72% of participants identified the lack
of a reading habit as the primary obstacle, while 16% mentioned a general dislike for reading as the second
most significant obstacle. The variables of insufficient support and guidance at home and in school ranked
third (7%), preceded only by a lack of access to Arabic reading resources (5%).

The development of advanced reading skills closely correlates with the self-perception of readers in their
first language (L.1). Good readers typically develop a self-perception as skilled readers, whereas poor readers
do not exhibit a similar inclination. As skilled Arabic readers, a significant proportion demonstrated self-
awareness of their positive self-image. Among less proficient readers, their self-perception as a competent
reader in Arabic was also weaker compared to their self-perception in English. While around 56% of proficient
Arabic readers perceive themselves as skilled readers, only about 22% of readers with lower reading abilities
consider themselves to be proficient readers.

The self-perception in Arabic, similar to English, is influenced by the frequency of reading and one's
history as a reader. Proficient readers engage in both extensive and intensive reading over an extended period
of time. Students' infrequent reading in Arabic appears to impede the development of their self-perception.

I think (++) I can be (o) kind of a good reader in Arabic. I can manage (eh) (++) when I read. But also (eh)
I can’t say that (++) I'm (eh) excellent (eh) in (eh) Arabic reading because (++) we don’t (eh) read a lot in (eh)
Arabic (Participant 2)

The participant's self-perception as a reader is negative, as evident in the example provided. The lack of
self-perception can be attributed to infrequent practice of reading in Arabic. This pattern is more evident
among lower-level Arabic readers, as demonstrated by the example below.

OK (++) Arabic reading (+++) I don’t (+) think I read Arabic (eh) (++) well. I read slow (o) when I read
hhhh We don’t (eh) read (+) much Arabic books anyway. (+) We (eh) only read and write much on (++) social
media applications (eh) WhatsApp, Instagram and Snapchat but mostly (++) comics and videos.
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(Participant 6).

As can be concluded from the above analysis, participants were by far less positive about their self-
perception as readers. They reported an inability to describe themselves as skilled readers in English and —
to a different extent — in Arabic. They attributed this to the infrequent practice of reading, reading history as
children, and the inability to read quickly and successfully.

Discussion

Interpreting the study findings on attitudes towards reading in L2 (EFL) and L1 (Arabic) is complex and
not straightforward. The complexity of this issue stems from the limited amount of prior research on the
attitudes of Arab EFL learners towards reading. Thus, these findings are not easily interpretable in the
context of existing research. The results are interpreted by referencing literature on the attitudes of non-Arab
ESL/EFL learners towards reading in their L2 and L1.

The results of the results of the data analysis suggest that there are some differences in the affective
factors related to reading attitudes in English and Arabic. However, there is a negligible correlation between
attitudes towards reading in both languages. The study's findings indicate that attitudes towards reading in
both English and Arabic are internally consistent. Put simply, there is a positive correlation between high
motivation, high levels of comfort, clear self-perception as a reader, and low anxiety. Conversely, there is a
negative correlation between low motivation, discomfort, uncertainty about self-perception as readers, and
high reading stress.

There is a significant correlation between anxiety and poor reading skills in both languages. However, as
learners develop advanced reading skills in either language, positive factors such as motivation, comfort, and
self-perception are enhanced. The results align with previous studies (Lam, Tse, Lam, & Loh, 2010; S.-k. Tse,
2009; S. K. Tse, Yuen, Loh, Lam, & Ng, 2010) that have linked the progression of positive affective factors to the
advancement of reading abilities. The findings of Morgan and Fuchs (2007) support the notion that there is a
reciprocal association between positive attitudes towards reading and reading skills. The prevalence of extrinsic
motivation among Arab EFL learners aligns with previous findings by Bokhorst-Heng and Pereira (2008) and
Murad Sani and Zain (2011). These studies indicate that intrinsic motivation for reading tends to diminish over
time, making room for extrinsic motivation. Regarding anxiety, university students may experience uncertainty
when approaching academic reading tasks. The anxiety experienced can be attributed to the COVID-19
pandemic and its associated changes. The comfort that students expressed with reading on social media should
not overshadow the anxiety that arises from this state of uncertainty.

Implications: Theoretical and Practical

This study offers theoretical and practical insights into the reading attitudes of Arab students learning
EFL. This study contributes to the theoretical understanding of the intricate relationship between attitudes
towards reading in native and second languages. The limited correlation between reading attitudes in Arabic
(1) and English (L2) indicates that emotional factors influencing reading may operate differently across
languages, even within the same person. The restriction of the connection led to this determination. This
raises questions about the assumption that positive attitudes towards reading in one language will
necessarily carry over to another language, highlighting the necessity for further investigation in this area.
This study highlights the importance of developing robust Arabic and English reading attitudes through the
use of autonomous techniques, thereby enhancing their practicality. The study's findings have implications
for its implementation.

Prior to instructing each language, teachers should assess the most effective methods for addressing
students' emotional needs. Use culturally relevant literature and diverse supplementary reading materials
to boost interest and motivation in Arabic. Participative and student-centered exercises can help students
gain confidence and enthusiasm for the English language. The findings also indicate the need for customized
reading attitude therapies based on individual ability levels. Intermediate students may benefit from reading
and writing exercises, while advanced students may benefit from assignments that enhance their analytical
skills and promote leisure reading. Educational institutions can enhance multilingual literacy and academic
achievement by addressing individual and curriculum reading attitudes.

Limitations and Future Research

While the study has made valuable contributions to the discipline, it is important to acknowledge its
limitations when examining the data. Social desirability bias and self-assessment may be present in
questionnaires and semi-structured interviews that gather subjective data. This presents a problem, as both
methods have the potential to gather subjective data. Future research could be enhanced by incorporating
objective measures such as reading comprehension exams or longitudinal studies to monitor changes in reading
attitudes. The study focused exclusively on Arab English language learners at an intermediate or advanced
level. Due to the limited scope of the study, the findings may not be generalizable to different cultural and
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language contexts. It is important to study diverse populations, including students with varying first- and
second-language skills. Further research should investigate similar topics using more diverse populations.

Additionally, the study ignored other factors that may have affected reading habits. This category
includes participants' socioeconomic position, education, and reading resources. Future studies must
incorporate these potential elements to accurately evaluate how language competency affects reading
attitudes. This clarifies the relationship between the two categories. Given their restricted relationship,
understanding the mechanisms that form reading attitudes in first and second languages is vital. Due to their
weak friendship. Psycholinguistic approaches could aid multilingual reading cognition and affective studies.
Further research may improve our understanding of multilingual reading and help us create more effective
teaching methods. This can be done by addressing these constraints and investigating alternatives.

Conclusion

In conclusion, this study explores the reading habits of Arab students learning English as a foreign
language. The research indicates a weak correlation between the reading attitudes of Arab and English
language students. This study demonstrates that a positive attitude in one language may not necessarily be
applicable to another language. The emotional aspects of multilingual reading are complex and significant.
Further research is necessary to comprehend the various factors that influence reading attitudes across
different languages. The understanding of this has theoretical implications. The findings of this study suggest
that individualised instruction can promote passionate reading habits in both first- and second-language
learners. The use of culturally relevant materials and engaging activities can enhance children's reading skills
and academic achievement.

Although the study has limitations in terms of subjective data and a narrow demographic scope, it
provides an opportunity for future research to explore similar issues using more objective measures and across
broader populations. Future research should focus on addressing the limitations of bilingual literacy
programmes and further investigate the cognitive and emotional aspects of reading in two languages. The
study sheds light on the complex connection between attitudes towards reading in first and second languages.
The study provides guidance for educators teaching multilingual students.
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List of Phonemic Symbols Used by Participants in Interviews

The following list of phonemic symbols, proposed by the author, was used to transcribe interviews:

224

+) a short pause
(++) a longer pause
(+++) a very long pause
Uppercase stress (pitch and volume)
) inaudible or unclear utterance
(o) the following talk is said softly
(**) physical noise
h a sigh
hhhh laughter
eh a verbal pause filler
em a verbal pause filler

A hyphen ()

unfinished word (e.g., wo-, fo- etc.)




