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CHAPTER [
Introduction

Secondary school teachers’ attitudes concerning teaching reading skills and
strategies in the content areas and conceming reading in general are central in the effort
to improve reading competency at the secondary level. A positive attitude toward
reading and teaching reading helps teachers to develop the ability to incorporate reading
skills and strategies in content areas, which in tumn is reflected in students’ language
development and achievement in those content areas.

Recently, reading skills and strategies in secondary education have gained more
importance. The definition of “reading” outlined by the Intemational Reading
Association (1988) implies that reading is a process that continues to be important
through high school. Thus, reading instruction should continue as students enter middle
and high school, "...because reading is not a skill that is learned once and for all. As
students encounter more complex texts, they need to learn more advanced reading skills
to be able to construct meaning from the text" (Linski, Wham, & Johns, 1998, p. 4).

Secondary school teachers are responsible for teaching reading skills and
strategies. Gillespie and Rasinski (1989) stated that “most professionals in the area of
secondary reading education agree that reading and study skills instruction falls within
the domain of all content area teachers” (p. 45). Consequently, secondary school teachers
should have a full understanding of the importance of reading and carry the responsibility
for integrating the necessary reading skills and strategies with their subject matters. To

achieve this goal, “secondary teachers should be prepared to help students develop skills,
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techniques, and attitudes essential to reading and comprehending the materials they
encounter in and beyond the classroom” (Smith & Feathers, 1983, p. 348).

Discovering secondary teachers’ attitudes toward teaching reading skills and
strategies in the content areas and their attitudes toward reading seems important to help
educators in developing secondary reading programs and to strengthen the teaching of
reading whenever needed in secondary school content areas. Since the attitudes of
secondary school teachers in the Kingdom of Saudi Arabia toward teaching reading in the
content areas and toward reading in general have not yet been researched, the proposed
study gains more importance.

Background of the Problem

Teachine Reading in the Content Areas

Teaching students how to read text materials effectively and independently is an
important educational goal. However, according to Wood (1992), the concept of reading
instruction has been associated with teaching at the elementary level for years. Students
in the elementary level are taught how to read, but, as they progress in their study, the
purpose of teaching reading changes. Barton (1997) pointed out the following:

In current practice, reading skills are generally taught at the elementary level.

Once students reach the middle level, they are expected to make the leap from

learning to read via the familiar topics and story format of basal readers to reading

to obtain information from content areas texts that present new information
organized in entirely different ways. AInstruction shifts from teaching students the

process of reading to focusing on the content of the text. (p. 22)



Wood (1992) acknowledged that the need to merge the principles of sound
reading instruction with subject area teaching has been recognized at the secondary level
as well. Indeed, there are three aspects of reading at the secondary level that heavily
suggest a need for incorporating skills and strategies into content area teachers’
instruction: (1) a change in instructional emphasis from learning to read to reading to
learn, (2) a change in the nature of instructional texts as students advance through the
grades, and (3) a recent change in curricular emphasis that corresponds to our growing
use of technology (Bean & Readence, 1989, p. 16).

In addition, Palmer (1978) gave four reasons in his rationale for secondary school
content reading instruction: 1) print is still the principal source of learning, retrieving, and
recording information in high school; 2) the textbook is still the beginning and ending of
most learning, and most texts are difficult for many students; 3) reading facilitates the
learning of knowledge; and 4) reading is uniquely controilable by the learner to permit
flexible assimilation of ideas, time to process information, time to reread, and time to
reflect on what has been read. Studies, strongly suggest that integrating reading and
study skills instruction with content leads to a great mastery of both (Bullock, Lain, &
Slinger, 1990), decreases students’ chances of dropping out of school (Carbo, 1994), and
contributes to students’ success (E. A. Wilson, 1995).

Resistance to Teaching Reading in the Content Areas

Secondary school teachers are the best equipped to teach reading skills and
strategies, since they know their students’ strengths and weaknesses, and they are

knowledgeble of the nature of their content areas. However, some obstacles may work



against full implementation of this ideal. One potential obstacle is the difficulties that
content area teachers may face when teaching reading and study skills without adequate
training in reading instruction. However, some studies have reported that a significant
number of states and teacher training institutions do not require reading education courses
for secondary education majors. A second potential obstacle is that of content area
teachers’ attitudes toward teaching reading, which have not been fully explicated
(Gillespie & Rasinski, 1989).

Although teaching reading in the content areas has gained more importance in
recent years, some secondary school teachers believe that teaching reading is the
responsibility of elementary teachers, and many of those teachers do not realize that high
school students could benefit from direct help in reading (Karline, 1969). O’Connor
(1986) pointed out that “it was assumed that once students acquired the basic reading
skills, the development and reinforcement of these skills would follow with usage and
that the reading skills taught in the elementary schools should be adequate for successful
reading in the secondary content areas” (p. 3). However, content area teachers’ beliefs
about teaching reading may lead to some resistance to incorporating reading instruction
into the content areas. Stewart and O'Brien (1989) acknowledged that researchers have
found some factors behind this resistance:

Teachers have reported feelings of inadequacy or lack of confidence concerning

their effectiveness at incorporating reading instruction into their content lessons.

Furthermore, some content area teachers have doubted whether or not reading



instruction should rightfully fall within their domain. Finally, there have been
those who feel that there is no need for content reading programs. (p. 397)

Teachers’ Attitudes Toward Reading

Secondary school teachers play an important role in influencing reading growth in
students. Sargent (1969) pointed out the following:

The content area teacher is the one who (1) is most capable in teaching the new

vocabulary in his subject; (2) is the most knowledgeable in setting purpose for

reading in that subject area; (3) is most able in developing and motivating student
interest; (4) is most able in identifying important concepts to be arrived at in the
subject area; (5) is the most conversant with multi resources, their use and value
in developing background experiences; (6) is familiar enough with the text to

know how to best read and study it. (p. 22)

Of all of the characteristics mentioned above, teachers’ attitudes toward reading is
the key for secondary school attainment in teaching reading skills and strategies in the
content areas. O’Connor (1986) claims that “Success in teaching content area reading
with subject matter is contingent upon the positive attitudes secondary teachers have
regarding the integration of reading skills, knowledge of the subject area and the support
these teachers have from their administrators” (p. 8).

According to Howard (1993), teachers also may be considered the most important
factor in forming students’ reading attitudes. Alexander (1988) pointed out that with
little doubt, the teacher is often the most significant force in improving positive attitudes

of students. Unless secondary school teachers hold positive attitudes toward reading,



they will not be able to transfer positive attitudes toward reading to their students.
Morison, Jacobs, and Swinyard (1999) asserted that “the most influential teacher
behavior to influence their students’ literacy development is personal reading” (p. 81).
Andrews-Beck and Rycik (1992) also stated the following: “Just as teachers who write
are best able to act as guides for less experienced writers, teachers who see themselves as
readers—who are aware of the requirements and strategies of the reader’s role— are best
able to guide young readers” (p. 121).

Teachers’ attitudes toward reading are important. However, Burmett (1966)
mentioned "most secondary teachers have had little, if any, training in the teaching of
reading. Therefore, they are not prepared in either attitude or knowledge to assume
responsibility for teaching how to read the content of their various curriculums in
addition to teaching the content itself” (p. 322).

Teachine Reading in the Kingdom of Saudi Arabia

In the Kingdom of Saudi Arabia (KSA), reading is an essential tool for learning
and teaching the Arabic language. Indeed, Arabic plays an essential role in the field of
education due to the fact that it is the language of religion, the language of the Holy
Qur’an, and the official language of the country. Although there is a focus on teaching
reading and writing at the primary level, reading, grammar, literature, poetry, and rhetoric
are also taught in the intermediate and secondary schools. Othman (1997) declared that
“at these levels the students’ awareness becomes clear, their thinking matured, their

inclinations stabilized, and their readiness accomplished” (p. 106).



Reading represents the junction point in a related chain that connects other
subject matters of the Arabic language, among which the most important are considered
to be “Dictation, Calligraphy, and Grammar” in teaching children properly during their
first years of education (Othman, 1997). At the intermediate levels, reading becomes a
tool for ensuring the perfection of Arabic, extending knowledge about the language itself,
and fulfilling its primary functions of helping individuals acquire knowledge about
content areas. In secondary school, reading is employed as a tool for learning other
skills, acquiring general knowledge, becoming acquainted with some of the arts and
knowledge produced by human thought, and satisfying educational desires. Reading is
taught to Saudi Arabian secondary school students under the name of A/-Mutala ‘ah
(Reading) (Othman, 1997).

Teaching reading at the intermediate and secondary schools levels in the KSA is
considered only one part of teaching the Arabic language in general. Therefore, a reading
teacher is one who teaches other subjects of Arabic as well, such as grammar, literature,
poetry, and rhetoric. The teachers of other subjects, such as mathematics, sciences,
religious and social studies, are not concerned with teaching students reading skills.

Also, in their plans for academic preparations they do not touch upon any experience or
knowledge about reading and its skills and strategies, or how to make use of these skills
to reinforce the students’ abilities to comprehend written texts.

Othman (1997) is one of the educators who stresses the point that every teacher is
a teacher of the Arabic language, which includes reading, but the focused tend to be more

on Arabic grammar than reading skills and strategies. Othman stated the following:



Every teacher who teaches at the intermediate and secondary levels in the Arabic
world is a teacher of the Arabic Language in the first degree; that is, he cares for
the perfection of the Arabic Language whether in his style, speech or writing. He
will also avoid linguistic and grammatical errors and train his students to do so in
order to attain correct information and perfect education about whatever subject
their teachers deliver. This is because the Arabic language is the means for
learning all subjects and if this means is not correct, safe, and strong, the results
that students obtain will be poor, indicating defects and imperfections in certain
aspects. (p. 104)

From the researcher’s point of view, although reading in Saudi schools is taught
as a subject matter in elementary and secondary schools, it has not been given enough
attention, and content area teachers do not incorporate reading skills while teaching
‘content. The professional education requirements in the Kingdom of Saudi Arabia for
prospective secondary school teachers, other than Arabic language teachers, do not
include any courses in the psychology of reading or methods of teaching reading skills in
the content areas. Neither is inservice training in the teaching of reading in the content
areas required for secondary school. As a result, secondary school teachers lack
professional competence in the teaching of reading skills in the content areas. In
addition, research studies on teaching Arabic language in the Kingdom of Saudi Arabia
are limited, and there are no references in the scientific literature about teachers’ attitudes

toward teaching reading in the content areas or toward reading in general.



This study addresses a lacuna in the teaching of reading to intermediate and
secondary school students in the Kingdom of Saudi Arabia. It focuses on content area
teachers’ attitudes toward making use of reading skills and strategies to reinforce
students’ abilities to comprehend content area texts and materials. It focuses also on
secondary school teachers’ attitudes toward reading, which are an important factor in
teachers’ willingness to teach reading skills and strategies, and in the formation of
students’ attitudes toward reading.

Statement of the Problem

Several studies have attempted to assess teachers’ attitudes toward teaching
reading in the content areas to determine whether teachers are willing to incorporate
teaching reading skills in their content area instruction. However, these studies have all
been completed in the United States (Flangan, 1975; Lloyed, 1985; O’Connor, 1986;
O’Rourke, 1980; Thornton 1989; Usova, 1973, 1979). Secondary school teachers’
attitudes toward teaching reading in the content areas in the Kingdom of Saudi Arabia
have not yet been examined. Similarly, the attitudes of secondary school teachers in the
Kingdom of Saudi Arabia toward reading yet to be an area of research. Secondary school
teachers’ attitudes toward teaching reading and toward reading appear to be a critical
factor in their willingness to teach reading in the content areas, and in the formation of
students’ attitudes. Factors that may influence teachers’ willingness to teach reading in
the content areas and teachers’ attitudes toward reading in general may also be impacted

by their gender, school level, and subjects they teach. Therefore, it seems important to
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investigate attitudes regarding teaching reading in the content areas, and regarding
reading held by secondary school teachers in the Kingdom of Saudi Arabia.

Purpose of the Studv

The main purpose of this study was to investigate the attitudes of secondary
school teachers in the Kingdom of Saudi Arabia toward teaching reading in the content
areas, and toward reading. It sought to discover if there are differences in teachers’
attitudes toward teaching reading in the content areas and toward reading, depending on
their gender (male and female), school level (middle and high school), and the subject
taught (Arabic language, social studies, math, and science). This study also aimed to
determine whether there is a relationship between teachers’ attitudes toward teaching
reading in the content areas and teachers’ attitudes toward reading.

Research Questions

This study was an attempt to answer the following questions:

1. What are secondary school teachers’ attitudes toward teaching reading in the
content areas?

2. What are secondary school teachers’ attitudes toward reading?

3. Is there significant interaction between gender and school level regarding
secondary school teachers’ attitudes toward teaching reading in the content areas?

4. [s there significant interaction between gender and subject taught regarding
secondary school teachers’ attitudes toward teaching reading in the content areas?

5. Is there significant interaction between gender and school level regarding

secondary school teachers’ attitudes toward reading?
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6. Is there significant interaction between gender and subject taught regarding
secondary school teachers’ attitudes toward reading?
7. Is there a relationship between secondary school teachers’ attitudes toward
teaching reading in the content areas and their attitudes toward reading?

Statistical Hvpotheses

Since the first two research questions aim to examine teachers’ attitudes toward
teaching reading in the content areas and teachers’ attitudes toward reading, without
examining differences among them, there are no null hypotheses needed for these
questions. The null hypotheses for research questions 3-7 are as follows:

Hot: Null hvpothesis

There is no significant interaction between gender and school level regarding
secondary school teachers’ attitudes toward teaching reading in the content areas.

Ho2: Null hvpothesis

There is no significant interaction between gender and subject taught regarding
secondary school teachers’ attitudes toward teaching reading in the content areas.

Ho3: Null hvpothesis

There is no significant interaction between gender and school level regarding
secondary school teachers’ attitudes toward reading.

Ho4: Null hvpothesis

There is no significant interaction between gender and subject taught regarding

secondary school teachers’ attitudes toward reading.



Ho35: Null hvpothesis

There is no relationship between teachers’ attitudes toward teaching reading in the

content areas and their attitudes toward reading.

Significance of the Studv

Teachers in different ways convey their opinions, preferences, likes, and dislikes.
Students, in addition, pick up not only the verbal but the non-verbal messages
telegraphed to them (Rieck, 1977). Therefore, knowing how teachers feel about reading
and about teaching their students appropriate reading skills can lead to strengthening that
process wherever needed in high school subjects (Lloyd, 1985). Knowledge of teachers’
attitudes toward reading and toward teaching reading skills and strategies in their content
areas can be used as a base for meaningful inservice and preservice programs.
Consequently, teachers can learn to provide their students with effective instruction, and
generate a truly vital ambiance for learning. Then, in addition to becoming better
readers, and having better attitudes toward reading, students will learn much more about
the disciplines (Roe, Stoodt, & Bumns, 1983).

This study was an attempt to assess secondary school teachers’ attitudes toward
teaching reading in the content areas and toward reading. It was the first of its kind to be
conducted in secondary schools in the Kingdom of Saudi Arabia. The findings of this
study are expected to give input to the Ministry of Education and to the General
Presidency of Girls’ Education as well as the educational institutions that deal with
teacher preparation. Furthermore, this study is expected to enable institutions that

provide inservice and preservice education for secondary teachers to be informed
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regarding teachers’ feelings about reading and their opinions about reading instruction
and their needs in helping their students develop reading skills and strategies.

Limitations of the Study

A limitation of a study concems the generalizability of its findings. Following
are limitations of the study.

1. Since the study was limited to secondary school teachers, it cannot be
assumed that its findings apply to elementary school teachers.

2. Since the study was limited to secondary school teachers’ attitudes toward
teaching reading and toward reading in four content areas (Arabic language, social
studies, math, and science), it cannot be assumed that its findings apply to another
content areas such as computer education or physical education.

3. Primary data was collected from a sample of secondary school content area
teachers in Riyadh city, in the central region of Saudi Arabia. Data gathered was limited
to this city for several reasons: (a) the similarity among content area teachers in Saudi
Arabia, which makes the results of this study more applicable to other regions, and (b)
less expense and time for the researcher, who is from Riyadh and has extensive
knowledge of and familiarity with the region.

4. This study also was limited to a random sample of the day-time public
secondary school teachers in Riyadh. Therefore. it cannot be assumed that its findings
apply to other kinds of schools, such as night schools or vocational and technical

secondary schools.
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5. The Revised Vaughan Attitudes Scale, and the Reading Attitudes Scale
that were used as information-gathering instruments in this study were constructed
originally in English. To the researcher’s knowledge, these instruments have never been
used in Arabic or in a language other than English, which may be considered another

limitation.

Basic Assumptions

The following were the basic assumptions of this study:

1. Saudi secondary school teachers’ responses to the study questionnaire will be
honest.

2. Saudi secondary school teachers are not knowledgeable conceming content
area reading instruction.

3. The items of the questionnaires developed for this study are clear and
measure the attitudes of secondary school teachers toward teaching reading in the content
areas and toward reading.

4. Secondary school teachers’ attitudes toward teaching reading in the content
areas and toward reading are measurable.

5. Secondary school teachers participating in this study can be categorized as
female and male teachers, middle school teachers and high school teachers; they also can
be categorized as Arabic language teachers, social studies teachers, mathematics teachers,

and science teachers.
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Definition of Terms

Attitude

Defined as “a psychological tendency that is expressed by evaluating a particular
entity with some degree of favor or disfavor” (Eagly & Chaiken, 1993, p. 1). Eagly and
Chaiken explained further that psychological tendency refers to a state that is internal to
the person, and evaluating refers to all classes of evaluative responding, whether overt or
covert, cognitive, affective, or behavioral.

Content Area Teachers

Professionals who specialize in teaching a subject domain such as history,
mathematics. physical education, the sciences, and so forth (Cooter & Flynt, 1996). In
this study, content area teachers included Arabic language, social studies, mathematics,
and science teachers who teach in secondary schools (boys and girls) in Riyadh city.
Reading

Reading has been defined as “the process of constructing meaning from written
text in relation to the experiences and knowledge of the reader”” (Heilman, Blair, &
Rupley, 1994, p. 5).

Reading Attitudes

Defined as “a state of mind, accompanied by feelings and beliefs, that makes
reading more or less probable” (Smith, 1990). According to Mathewson (1994), a
person’s attitudes toward reading, which includes feelings about reading, readiness for
reading, and beliefs about reading, can result in an intention to read or to continue

reading, which leads to the act of reading.
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Reading to Learn

“The use of reading skills to acquire knowledge, broaden understandings, and
develop appreciations” (Harns & Hodges, 1995, p. 213).

Secondarv School

A “*school ranking between elementary school and college; high school, usually
either grades 9-12 or 7-12"" (Harris & Hodges, 1995, p. 228). For the purposes of this
study, secondary school includes middle or intermediate, and high schools, grades seven
through twelve, or children the ages of 12 to 18.

Teachers’ Attitudes Toward Teaching Reading in The Content Areas

Operationally, the composite score of the Revised Vaughan Attitudes Scale
(Arabic version), also known as Vaughan'’s Attitudes Scale (VAS), (Vaughan, 1977).

Teachers’ Attitudes Toward Reading

Operationally, the composite score of the Reading Attitudes Scale (Arabic
version) developed by the researcher to measure secondary school teachers’ attitudes
toward reading.

Teachine Reading in The Content Areas

The teaching of vocabulary development, comprehension skills, and other reading
and study skills within a given subject domain in order to help students comprehend the
materials they encounter in and beyond the classroom, and to become independent
readers and learners. It can be also defined as teaching that assists students with reading
and understanding the assigned materials in a particular subject area such as English and

history (Bullock, Lain, & Slinger, 1990).
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Oreganization of the Studv

This study was organized into five chapters. Chapter 1 introduces the nature and
the objectives of the study. Chapter 2 presents a review of related literature that deals
with content area reading instruction, reading in the content areas, teachers’ attitudes
toward teaching reading in the content areas, teachers’ attitudes toward reading, and
education and reading in the Kingdom of Saudi Arabia. Chapter 3 describes the research
design and methodology. Chapter 4 presents the findings of the study and tests
hypotheses. Chapter 5 summarizes the findings of the investigation, discuss important
findings, presents some implications and recommendations based on the findings, and

offer suggestions for further research. Appendices and the list of references follow.
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CHAPTER 2
Review of the Literature

The purpose of this study was to investigate the attitudes of secondary school
teachers in the Kingdom of Saudi Arabia toward teaching reading in the content areas,
and toward reading. This chapter focuses on a review of related literature in order to
obtain a frame of reference, to build a solid background for the study, and to assist the
researcher in analyzing the study results and developing recommendations.

This chapter was organized into the following sections: (a) history of content area
reading instruction, (b) reading in the content areas, (c) teachers’ attitudes toward
teaching reading, (d) teachers’ attitudes toward reading, (e) education in the Kingdom of
Saudi Arabia, and (f) teaching reading in the Kingdom of Saudi Arabia.

History of Content Area Reading Instruction

Efforts have been made during the past century to develop the teaching of reading
in the elementary and secondary schools in the United States. During the 1900s, teaching
reading changed from a narrow focus on the traditional goals of reading instruction to the
development of students’ reading skills in different content areas, and finally to the
importance of lifelong reading skills to meet different societal demands. It had been
noted that “due to the technical/informational changes of our time, people require reading
and writing abilities that are more sophisticated than those needed decades before™
(Moore, Moore, Cunningham, & Cunningham, 1998, p. 6). This section of the literature
review presents content area reading instruction from its origin in the early 1900s until

the end of the century.
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In his historical view of content area reading instruction, Simonson ( 1995)
mentioned that content area reading instruction in English originated in the early 1900s
when a debate between oral reading and silent reading began among educators. This
debate was an important factor leading to the development of content area reading
instruction. Studies were completed in this regard to confirm the importance of silent
reading and researchers discovered the several factors involved in the act of
comprehension. Simonson notes that “reading was no longer simply pronouncing words
correctly. Reading became a process built on getting meaning through the understanding
of words, phrases, and sentences™ (p. 134). In the 1920s debate changed to another
direction. Simonson stated the following:

In the 1920’s researchers realized different types of subject matter reading created

more possibilities of inaccurate comprehension. It became their task to delve into

each content area and identify those words, phrases, symbols, and visual cues
which made understanding that subject material possible. Thus, content area
reading emerged and the concemn for Integrating reading instruction successfully
and appropriately with subject matter began the debate still much at issue today.

(p. 135)

According to Simonson, during the 1940s and 1950s, changes occurred in
researchers and administrators’ philosophy of reading as well as in the reading practices
incorporated inside school. New reading programs emerged which focused more on the
teaching of skills needed in specific content areas. In 1960s the reading programs

become broader and focused on “promoting the reading of books in general, creating




reading honor societies, and utilizing their librarian to get students absorbed in
reading” (p. 135). According to Simonson, other successful programs of content area
reading instruction emerged in the 1970s and 1980s. During this period, the notion of
“teaching reading in the content areas” became popular in America (Lipton & Liss,
1978).

In the 1990s, research about reading outside school gained more importance.
Wilson (1995) notes that “sadly, at the same time that required reading skills become
more challenging, the likelihood that students are reading for pleasure declines” (p. 4).
Wilson also mentions that compared to sixth grade students, those in the ninth grade
report that reading is less interesting and less enjoyable. Lesense (1991, cited in Wilson,
1995) stated the following: “A study of middle school students found that almost three-
fourths of them reported reading less than one hour daily on a regular basis; 20 percent
had read only one book for pleasure in the last six months™ (p. 6).

Secondary school students need not only skills and strategies that help them
acquire content area knowledge, but also skills that help them to love reading and become
lifelong readers. Cramer (1994) stated that secondary school students “learn to
reconstruct, comprehend, extract, assimilate, and use information from a variety of
printed sources for many different purposes. After completing school, however, too
many people do not voluntarily choose to read for their own personal pleasure or
information” (p. 4). Thus, the goal of teaching reading skills and strategies should take
into account that “a lifelong love of reading is a highly desired outcome of reading

instruction (Johns, 1994, p. 91). Teachers can be significant positive or negative models
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besides reading about their content areas; therefore, they are responsible for fostering
their students’ love of reading in general. Alvermann and Phelps (1998) asserted that *if
students have positive reading experiences beyond their textbooks, their chances for
becoming lifetime readers increase” (p. 320). Teachers can help students to become
readers by different means. Bumns, Roe, &and Ross (1994) stated the following:

Reading can be entertaining as well as informative. Teachers can help students

realize this fact by reading stories and poems to them daily and setting aside

regular time for pleasure reading, during which many good books of appropriate
levels and from many interest areas are readily available. Teachers can show
children that reading is a good recreational pursuit by describing the pleasure they
personally derive from reading in their spare time and by reading for pleasure in

the children presence. (p. 30)

According to Moore, Moore, Cunningham, and Cunningham (1998), literacy
instruction provided in elementary school or in specific subjects in secondary school is
not enough. Therefore, “extended subject-specific instruction in reading and writing is
needed so that individuals can handle the dramatic changes they will experience in
school, in their future workplaces, in society, and in their personal lives” (p. 6).

Summary

In the past 100 years, the status of reading instruction in the elementary and
secondary school has changed. Debate between oral reading and silent reading began in
the 1900s, followed by a debate in the 1920s about integrating reading instruction with

different subject matters. In the 1940s and 1950s different content area reading programs
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were introduced to the reading field. In the 1960s to the 1980s the notion of “teaching
reading in the content areas” became more popular in America and encouraging lifelong
reading emerged as a key factor to meet the critical demands for the literacy.

Reading in the Content Areas
Reading and studying gain more importance and concern among educators as
students enter middle school. When students move from an elementary to a middie level
school, they face a new and challenging situation. As they move into this new
environment, they are exposed to critical changes such as the nature of school structure,
the mode of instruction, the number of independent activities, and most importantly, the
nature of reading materials (Irvin, 1990).

Students in the content areas learn an incredible amount of information. The
curriculum expands and includes a large amount of information which requires students
to do extensive reading in math, science, fine arts, English, social studies, language arts,
and other content subjects. Acquiring knowledge from the textbook is a real challenge
for many students when they reach middle school. Cole and Sticht (1981) acknowledged
that by the time students reach middle school, most of their teachers’ instruction and most
of their study activities will be centered around textbooks. Jacobson (1998) notes that
“most content area information is available in the form of text: in books, magazines, and
journals, and increasingly, on computer screens” (p. 218).

Gall, Gall, Jacobsen, and Bullock (1990) state that as students progress through
school, reading tasks become more complex and difficult. Students in the high grades are

expected to become more sophisticated readers. Roe, Stoodt, and Burns (1983) also
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pointed out that in middle schools and high schools, students read expository prose,
which is more difficult to comprehend. Consequently, some pupils experience problems
in reading and learning, and their academic performance falters. The authors point out
the following:
[Students in upper grades] read in order to acquire skills (e.g., computational skills,
foreign language skills, scientific inquiry skills), make inferences (e.g., to infer
characters’ motives or the author’s point of view), or take stands on issues (e.g., to
agree or disagree with decisions made by government leaders). Students also are
expected to remember more and more textbook content for tests and to write more
papers that make use of information in their textbooks and library reference
materials. (p. 111)

Bums, Roe, and Ross (1996) mentioned that reading in content area textbooks,
such as science, mathematics, social studies and other curricula areas, is often difficult for
students both because they contain expository material that can be harder for students to
read and because many new concepts are presented. Students, thus, need different
reading skills and strategies to cope with and comprehend content area texts. Burmms, Roe,
and Ross stated the following:

To read well in content area textbooks, children need good general reading
strategies, including word recognition and comprehension, and reading/study
strategies. If they cannot recognize the words they encounter, they will be unable
to take in the information from the material. Without good literal, interpretive,

critical, and creative reading comprehension strategies, they will not understand the
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textbook's message. And if they lack good reading/study strategies, they will be

less likely to comprehend and retain the material. (p. 477)

E. A. Wilson (1995) pointed out that the following issues make teaching reading
skills and strategies an important concern at the middle and high school levels:

I. Reading in content areas such as science, mathematics, and social studies

demands skills beyond those used in the early grades.

2. Maturing students often lose interest in reading.

3. Large numbers of secondary students are at risk of reading failure, and they

require reading instruction that is targeted to their deficits.

4. Secondary teachers have limited time for implementing reading strategies,

unless such strategies can be incorporated into approaches for teaching the

curriculum. (p. 1)

Moore, Moore, Cunningham, and Cunningham (1986) acknowledged that content
areas are bodies of knowledge that offer information about the world in a systematic way.
These content areas consist of language, which involves reading and writing; “teachers
and students who study school subjects actually are studying language” (Moore et al,
1986, p. 3). Postman (1979) further explained that “‘biology is not plants and animals. It
is language about plants and animals. History is not events. It is language describing and
interpreting events. Astronomy is not planets and stars. It is a way of talking about
planets and stars” (p. 165).

Piercey (1976) proposed that the ability to manage the language of a subject area

can be developed and that development is a function of teaching. When teachers merge



the teaching of thinking, reading skills, and content, students develop and refine their
ability to manage the specialized language of each field of study, and possibilities for
successful learning become probabilities.

Content Area Reading Instruction

Since reading materials that are used during the study of the content areas contain
unfamiliar concepts, strange terms, and unusual styles of writing, students frequently
require guidance. The guidance here means, according to Moore, Readence and
Rickelman (1989), more than handing out a passage and telling students to read it and be
ready to discuss it. “Guidance means providing activities before, during, and after
students read a passage in order to help them understand and retain what they encounter”
(p. ).

In secondary school, the major goal of reading instruction is "to teach students the
attitudes, skills, and strategies that will enable them to become independent readers and
learners™” (Heilman, Blair, & Rupley, 1994, p. 341). Itis also to help students access and
use background knowledge, text feature knowledge, and metacognitive knowledge
(Barton, 1997). Karlin (1984) points out that students in the content areas need additional
skills and strategies:

Students who engage in independent study must understand and react to what they
read: recognize words and their meanings; grasp literal ideas and draw inferences;
accept, reject and/or withhold judgment. In addition, they have to locate, select,
organize and retain information; understand graphic representations; follow

directions; and adjust reading modes to purposes and materials. (p. 3)
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Secondary school students also need to be taught to construct their own
understanding of key concepts. Woodington and Perry (1983, cited in Thornton, 1989)
state the following:

The goal of teaching reading in the content areas is to facilitate the understanding

of the major concepts found in each of these areas. These concepts are understood

through the student's use of appropriate reading skills and his independent reading.

Reading to learn capsules the reading skills needed for success in the content areas.

(p- 28)

According to Lenski, Wham, and Johns (1998), there are general reading skills that
help students construct meaning as they read content area text, such as summarizing.
There are also specific reading skills related to content area subjects, such as increasing
background knowledge and building specific vocabulary. According to them, middle and
high school teachers should teach these general and specific skills to support their content
area learning.

Wilson (1986), in addition, mentioned that for effective teaching of reading it is
useful for teachers to explain aspects of reading such as surveying, interpreting graphics,
and knowing book selection techniques, which are generalisable to successful study in all
disciplines. It is also useful to discuss aspects which are specific to the individual, such
as content knowledge; aspects such as text structure and vocabulary, which are specific to
each discipline; and those aspects which help to define purpose in reading and which are

specific to course and teacher requirements.



Indeed, Jacobson (1998) emphasized the idea that content area teachers should
be aware of students’ differences when teaching reading. Jacobson stated the following:

Skillful teachers can intervene between the students and the texts that provide

content area information, to enable these different students to understand essential

concepts. Teachers can support students’ comprehension through direct teaching of
content that provides explanation and expansion of the text; through classroom
activities that promote multiple readings of text and activities that engage students
actively in thinking about text concepts; and through the development and use of
teaching materials, including the use of well-designed questions, that lead students

to recognize and apply important text information. (p. 44)

Barton (1997), on the other hand, declared that to help students acquire the strategic
reading skills they will need to cope with the increasing demands of the marketplace,
reading skills must be incorporated into courses across the curriculum throughout the
secondary school years. Roe, Stoodt, and Bumns (1987) provided the following
requirements for secondary school teachers if they are to meet their responsibilities to
their students and the reading program:

1. Knowledge of the reading skills that are needed by secondary students in
order to read content materials in their disciplines.

2.  Knowledge of assessment measures that can help them identify students who
cannot read the standard assignments, can read the assignment only with much

assistance, or can read the assignment with ease.



3. Ability to identify specific learning problems that should be referred to a
specialist in order to provide appropriate help for students requinng it.

4. Knowledge of ways to help students learn specific skills needed for their
content areas.

5.  Knowledge of study aids and procedures that can help students be more
successful in content area reading.

6. Knowledge of effective ways to differentiate assignments for students
reading at different levels of proficiency.

7.  Willingness to cooperate with other school personnel, such as the special
reading teacher, in helping students reach their full potential in reading to learn

content. (p.9)

Roe, Stoodt, and Bums (1987) pointed out that there are several faulty
assumptions about the teaching of reading in the secondary school that should be
considered.

l. Teaching reading is a concern only in the elementary school. The ideal that a
child who has completed the sixth grade should have mastered the complex process of
reading fails to take into account the fact that learning to read is a continuing p}ocess.
Even after encountering all reading skills, the reader continues to refine these skills.

2. Teaching reading in the content areas is separated and distinct from teaching
subject marter. Teaching reading in subject matter areas is a complementary learning

process, inseparable from the particular subject matter. Teachers’ efforts to teach reading



in various content areas are an important element in the success of any junior or senior
high school reading program.

3. Reading needs in the secondary school can be met through remedial work
alone. Some schools fail to make an essential distinction between developmental
reading, which is directed to meet the needs of all students, and corrective or remedial
reading, which provides specific assistance to disabled readers. Not only should
developmental (as well as remedial) classes be made available, but within each class,
content teachers can promote developmental reading by helping students learn the
concepts and vocabulary of that content area, and they can enhance their students'’
comprehension by assisting them in interpreting and evaluating the text material.

4. A reading specialist or an English teacher should be responsible for the
teaching of reading. While the reading specialist has distinct responsibilities in a
secondary reading program, his or her efforts are negligible without the help of classroom
teachers. Responsibility for teaching reading cannot be delegated solely to English
teachers. All content teachers (science, health, social studies, mathematics, English,
computer science, home economics, business education, industrial arts, agriculture,
physical education, music art, and others) have a responsibility to teach the language and
organization of their particular content areas.

5. The teaching of reading and the teaching of literature are one and the same.
Reading skills are important to the study of literature, as they are to the study of every

content area.
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Resistance to Teaching Reading in the Content Areas

Teaching reading becomes more necessary when students begin to learn more
difficult social studies, mathematics, science, and other subjects in the secondary school.
"Thus, it becomes more and more the responsibility of upper-level elementary and
secondary teachers to show students the procedure for reading comprehension in each
subject area” (Cochran, 1993, p. 1). However, according to Irvin’s observations (1990),
content area reading instruction was rarely implemented and the reason behind that may
be found in the perceptions of content area teachers. Many of the content area teachers
“saw reading as teaching phonics and using workbooks, and as an activity that took
valuable time from the content that they were trained and expected to teach” (Irvin, 1990,
p. 195). Hollingsworth and Teel (1991) also stated that content area teachers often do not
see teaching reading as a part of their professional role. They also do not believe that
they have time for reading instruction given the demands of the required curriculum.

E. A. Wilson (1995) likewise mentioned that content area teachers believe that all their
students should read on grade level, though they do not view reading instruction as their
responsibility, despite the fact that their classroom students differ in their reading skills.

O'Brien and Stewart (1992), clarified that content area teachers resist teaching
reading for a number of reasons:

1. Responsibility for instruction. Content area teachers resist content reading
instruction because they mistake what is actually a typical instruction responsibility (e.g.,
teaching content information) with what they feel is an added instructional burden. They

confuse reading-to-leamn with leaming-to-read and perceive reading instruction as basic
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skills instruction or remediation to be delivered by specialists like Chapter 1 teachers
or special education teachers in special classes using special remedial or corrective
materials.

2. Value of textbooks and reading. Because of the poor quality of matenals or
specific content area pedagogical practices, some secondary teachers feel ill-equipped or
disenfranchised when dealing with content area reading instruction.

3. Content-centered pedagogy. Because of content-centered pedagogy, content
area teachers continue to resist content area reading because content reading is viewed as
one of many demands on them in ways that are radically different from their pedagogical
style; in addition, they feel that they are not adequately equipped with pedagogical
knowledge specific to reading, and lack the time they need to use a variety of pedagogical
avenues, including reading, within the externally imposed constraints to cover content.

O'Brien and Stewart (1992) added that there is another resistance related to the
culture of secondary schools as a workplace. "Even when teachers value reading and see
the textbook as the center of their curriculum, their values and wishes related to reading
cannot be articulated in classroom practice in the face of the daily demands placed upon
them" (p. 34). E. A. Wilson (1995) furthermore reported that misunderstanding about
content area reading instruction leads preservice teachers to resist taking a content area
reading course.

The preservice teachers who are required to enroll in the content area reading

courses often have little experience teaching and may enter the course with



misconceptions about content area reading and their role as a content teacher, and they
generally feel more allegiance to their discipline than to the teaching of reading. (p- 1)

[t appears that many secondary teachers misunderstand the call for teaching
reading in the content areas. "For many people, ‘every teacher a teacher of reading’
meant that every teacher should teach reading; and this implied that part of the time
allotted for instruction in science, social studies, math, and similar subjects should be
spent in direct teaching of reading” (Jacobson, 1998, p. 218). However, *‘every secondary
teacher should be a reading teacher” means that "when students could benefit from
learning more sophisticated skills to enhance their ability to learn from content area texts,
the teachers should teach those skills in the context of their own content area” (Linski,
Wham, & Johns, 1998, p. 4). Thus, "every good teacher leads students to develop in
ways that enhance reading ability" (Jacobson, 1998, p. 218). Moreover, reading at the
secondary level should not be viewed as a subject to be taught, but as a teaching practice
which is designed to teach more effectively the essential concepts of subject matter areas
(Readence, 1980).

Summary

The review of the literature regarding content area reading revealed the growing
importance of teaching reading in the content areas. When students move from
elementary to middle and high school, they are exposed to critical changes and
challenges. The curriculum expands and becomes difficult. Students also encounter
unfamiliar concepts and terms which require specific skills and strategies to help them

comprehend reading materials easily and effectively.
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To help build strategic and lifelong independent readers and learners, content
area teachers play an important role in fulfilling this goal. Content area teachers are seen
by many educators as the most capable ones to help students develop skills and positive
attitudes essential to reading and comprehending materials they encounter inside and
outside the classroom. However, many content area teachers do not see teaching reading
as a part of their professional role. Misconceptions in content area reading instruction
and the lack of training and knowledge of teaching reading leads teachers to resist
teaching reading in their classrooms.

Teachers’ Attitudes Toward Teaching Reading in the Content Areas

While some believe that attitudes of secondary school teachers toward teaching
reading in their classrooms are very significant (Vaughan, 1977), Gillespie and Ransinski
(1989) identified one potential obstacle that may work against full implementation of the
ideal that every teacher is a reading teacher, namely, content area teachers’ attitudes
toward teaching reading. That, according to the authors, is because “the nature of content
area teachers’ attitudes toward reading instruction has not been fully explicated™ (p. 46).
Knowing how teachers feel about teaching their students appropriate reading skills can
lead to strengthening that process wherever needed in the high school subjects (Lloyd,
1985). Moreover, knowing about teachers’ attitudes toward teaching reading can be used
as a foundation for meaningful inservice and preservice programs. Teachers can learn to
provide their students with effective instruction, which in turn helps in producing a
student who learms much more about the discipline and becomes a better reader (Roe et

al., 1983).
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A number of studies of secondary school teachers’ attitudes toward teaching
reading in the content areas have been reported in the literature. The following section is
devoted to a review of some of these studies and their important findings. These studies
will be classified into two categories: (1) studies which attempted to measure only
content area teachers’ attitudes toward teaching reading (Flanagan, 1975; Lloyd, 1985;
O’Connor, 1988; O’Rourke, 1980; Thomton, 1989; Usova, 1973); and (2) studies which
measured teachers’ attitudes before and after taking a content area reading course
(Stieglitz, 1983; Wilson, 1995).
Measuring Content Area Teachers’ Attitudes Toward Teaching Reading
Gillespie and Ransinki (1989) conducted an extensive review of literature related

to content area teachers’ attitudes and practices toward teaching reading. They classified
research reported in their review into three major categories: (1) studies which attempted
to measure only attitudes; (2) studies which examined attitudes and practices; and (3)
studies which measured teacher attitudes before and after taking a content area reading
course. Gillespie and Ransinki concluded: “in almost all of the studies reviewed, content
area teachers reported having positive attitudes toward teaching reading in the content
areas, either initially or after completing a content area course” (p. 58). The major
implication that seems to emanate from the Gillespie and Ransinki review is that “the
need for further training in reading for content area teachers is evident” (p. 61).

The Gillespie and Ransinki review also suggests four major findings: (1) content
area teachers know less than they need to know about reading in general and about

reading skills unique to their content areas; (2) attitudes toward reading instruction vary
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with respect to instructional level, level of knowledge of reading, and content area
taught; (3) teachers are willing to enroll in content area courses; and (4) such coursework
generally results in positive attitudes and a willingness to employ techniques learned in
the content area reading course.

The researchers concluded their research review with the following suggestions
for further research into reading instruction in the content areas:

1. More intensive correlational studies investigating various attitudtioanl! scales.

2. More sophisticated and naturalistic research of content area teachers’ attitudes
and practices utilizing video-recordings and other observational methods so that teachers
may clearly perceive what they are and not doing.

3. Research to determine the nature of content area reading course instruction that
will yield the greatest benefits for content area teachers.

4. Surveys or observations of classrooms which have teachers who have had a
content area reading course and those who have not had such a course in order to observe
implementation of coursework into actual classroont practices.

5. Interviews/questions/surveys of students in content area classrooms to obtain
their observations and reactions to teachers who specifically teach reading in the content
area as opposed to those teachers who do not.

The following are some of the studies which have been reported in the literature
concerning content area teachers’ attitudes toward teaching reading.

Usova’s studies. Georg Usova conducted two studies to measure teachers’

attitudes toward teaching reading. The first study conducted by Usova was in 1973 to
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compare attitudes toward reading instruction among principals, reading specialists, and
secondary content area teachers in Pennsylvania (N=611) and West Virginia (N=148)
from 26 secondary school districts. The attitude questionnaire which he created consisted
of twenty items in a Likert-type format.

In both Pennsylvania and West Virginia the reading specialists scored
significantly higher on more items than did the principals or the teachers. The teachers
scored significantly lower than either the principals or the reading specialists on all but
one item. The English and history teachers scored significantly higher than mathematics
teachers in Pennsylvania; English teachers scored significantly higher than science
teachers in West Virginia. The findings indicated that attitudes toward content area
reading could be contingent upon knowledge and understanding. The researcher
concluded, “If all secondary educators are to have positive attitudes toward essential
reading instruction, they must have background and training in reading” (Usova, 1973, p.
54). Among his recommendations is that superintendents should take a course in the
teaching of secondary reading instruction.

The other study conducted by Usova (1978) was performed to compare the
attitudes of secondary content-area teachers in Pennsylvania (N=256) toward the teaching
of reading. The attitude scale created for the study consisted of a 20-item Likert scale;
the items chosen for this scale were those expressed or implied by authorities in the field.
There were significant differences in attitude toward reading instruction among
secondary English, science, history, and mathematics teachers. The data indicates that

English and history teachers combined scored significantly more favorably in attitude



than did mathematics teachers. Usova concluded that administrators need to be alert
about the need for effective in-service education in content-area reading, particularly in
the area of mathematics.

Flanagan study. Flanagan (1975) designed a study to provide a competency-

based assessment of secondary teachers’ attitudes and perceptions of qualifications in
content area reading instruction. The influence of content area responsibility (subject
area), teaching experience, instructional level (junior/senior high teacher), and training in
the teaching of reading on teachers’ attitudes and perceptions of competency in reading
instruction were the issues examined in the study.

An instrument of 27 competencies, known as the Chin Inventory on Content Area
Reading Instruction (Chin, 1975; Flanagan, 1975), sampled a range of skills in content
area reading instruction. Competencies were randomly ordered on two rating scales with
one scale measuring attitudes toward content area reading instruction, and the other
measuring perception of competency in content area reading instruction. Data were
obtained through a mail survey of 224 randomly selected Oregon teachers in the content
areas of language arts, math, science, and social studies.

The study revealed that secondary teachers express positive attitudes and
perceptions of competency when given specific illustrations of the content area reading
instruction concept. The results of the survey indicated that the major factor influencing
attitudes and perceptions of competency was content area responsibility, with language

arts teachers having more positive attitudes. All teachers placed a high value on teaching
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reading and felt qualified. Recommendations included a need to replicate and extend

this study to other geographical areas.

O’Rourke study. O’Rourke (1980) investigated teachers’ attitudes toward

reading instruction in the content areas of English, math, science, and social studies.
Sixty junior high and 60 senior high school teachers in Nebraska were randomly selected
in each of the four content areas. A questionnaire based on an instrument by Vaughan
(1977) was sent to 480 teachers with 329 returned.

Although no significant differences in attitudes were found between junior and
senior high teachers, there were significant differences among content areas. Only
English teachers, with an average score of 83.07, scored positively. The other content
area teachers scored in the average range. Nearly half of those who had taken a reading
course in the content areas were English teachers. Over 68% of the sample had neither
taken a university course nor participated in an inservice workshop related to reading
instruction. *“It is necessary to note that there is no reading requirement in Nebraska for
secondary teacher certification,” noted the author (O’Rourke, p. 338). Based on the
results of the study, O’Rourke offered two recommendations:

1. Ateaching reading in the content area course should be required of content
area teachers.

2. Staff development personnel should plan content reading workshops for in-
service teachers.

Lloyd study. To discover the opinions of high school teachers regarding their

feelings about the need for teaching reading skills, Lloyd (1985) administered the
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Vaughan scale to 388 teachers in 15 high schools in Michigan. The schools were
divided into rural (6 schools), urban (3 schools), and suburban (6 schools) divisions. The
questionnaire consisted of 15 questions to which teachers responded on a Likert-type
scale. The conclusion was drawn that teachers from rural, urban and suburban areas had
similar positive attitudes toward teaching reading in the content areas. The results of this

study also supported the following conclusions:

1. Teaching reading skills to students is not a waste of time.

!\J

Reading teachers should not be the only ones to teach students how to study.
3. Teachers should teach students how to think on an interpretive as well as
literal level.
4. Teachers should show that they, too, enjoy reading.

Q’Connor study. O’Connor (1986) conducted a study 1) to investigate the

attitudes of secondary teachers who had been provided with a definition of content area
reading instruction, and 2) to see if relationships between attitudes and district type,
subject taught, level of instruction, length of teaching experience, degree level, and
gender had occurred. The population consisted of 396 secondary teachers from three
school districts in Oakland County, Michigan, with 335 returned responses. The attitude
questionnaire used in this investigation was constructed by Vaughan (1977) using a seven
point Likert-type format. The instrument was designed to measure the direction and
intensity of secondary teachers’ attitudes toward teaching content area reading in their

classrooms. Four conclusions based upon the findings of this investigation were:
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1. The score for secondary teachers’ attitudes toward content area reading
instruction tended to be at an average as measured by the Vaughan attitudes scale when a
definition of content area reading was provided. Scores of average or above are to be
considered positive toward content area reading instruction.

2. The teachers felt subject matter knowledge should be the first priority even
though they felt content area reading instruction was necessary and they could teach
content area reading.

3. Secondary teachers felt strongly that knowing how to teach content area
reading should not be a requirement for secondary certification.

4. Females teaching an academic class with a Master’s degree or higher tended
to have a high average attitude toward content area reading instruction.

Results of O’Connor’s investigation suggest the need to examine the impact of
in-service and student achievement on teachers’ attitudes. Looking at the role of
superintendents and their attitudes toward secondary content area reading. Finally,
investigating the attitudes of elementary teachers toward content area reading instruction.

Thomnton study. A study was conducted by Thornton (1989) to assess secondary

teachers’ attitudes toward teaching reading in their classes. It examined whether
possessing knowledge and understanding of secondary content field reading skills and
strategies had any influence on teachers’ attitudes. Additional research questions were
whether any significant differences existed among English, mathematics, science and

social studies teachers in their attitudes and perceptions of competency in teaching
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reading in their classes and whether gender, degree level, and length of teaching
experience had any effect on teachers’ attitudes toward content reading instruction.

Two hundred fourteen of 300 questionnaires were received from 136 teachers in
Virginia (a state that does not require a reading course of its English and social studies
teachers) and in 78 teachers from Maryland (a state that requires a reading course of its
English and social studies teachers). The attitude scale employed in this study was
constructed by Janet Haque and used a five point Likert-type format. The questionnaire
was developed to assess the attitudes of secondary content area teachers toward
incorporating reading instruction in their regular classes and to determine the extent to
which teachers feel competent to teach reading skills. The following were among the
findings of the study:

1. There is a significant relationship between secondary teachers’ knowledge of
secondary reading skills and strategies and their attitudes toward employing content field
reading instruction in their classrooms.

2. Training in the teaching of reading is a significant factor in secondary school
teachers’ positive attitudes toward content field reading instruction.

3. Teachers who had advanced degrees responded in a more positive manner
than those who had bachelor’s degrees.

4. Gender and length of teaching experience did not influence teachers’
attitudes toward content field reading instruction.

5. English and social studies teachers had more positive attitudes than

mathematics and science teachers toward content field reading instruction.



42
Among the recommendations of this study are:

1. Reading in the content area courses should be required for all secondary
teachers and staff development personnel for certification prior to employment;

2. During the first three years of their teaching career, novice teachers should be
provided with a well organized inservice education training program in content field
reading instruction;

3. Additional research should be conducted to determine whether incorporating
the teaching of reading skills and strategies in the secondary content field affects the
academic achievement of students.

Comparing Pre-instruction and Post-instruction Attitudes of Teachers Taking a Content

Area Reading Course

There are also a number of studies reported in the literature concerning teachers’
attitudes toward teaching reading in the content areas before and after taking a content

area reading course.

Stieglitz study. Stieglitz (1983) conducted a four-year study of the effects of a

content area-reading course on teacher attitudes and practices. This study addressed three
questions:

1. Do subject matter specialists, along with reading, elementary education, and
special education teachers find value in completing a content reading course?

2. Do the number of years since a content reading course was completed have
any effect on attitudes and practices of content area teachers who have completed a

reading methods course and those who have not?



3. Are there differences in attitudes and practices of content area teachers
who have completed a reading methods course and those who have not?

The responses to a questionnaire sent to 268 graduate students who had completed
a three-credit content area course between 1977 and 1981 were evaluated and compared
to a group of 43 subject matter specialists in three Rhode Island systems who had never
taken a general reading or content area course. Stieglitz collected data related to the
content area course, the respondents’ occupation, attitudes toward issues in content area
reading, benefits from the content area methods course, and instructional practices.

Two instruments were developed for the study. A 35-item Likert-type
questionnaire was administered to those who had taken the content reading course in
order to measure teachers’ attitudes toward issues in content area reading and perceived
general reactions to the benefits of completing a methods course. A 16-item Likert-type
survey was also developed for subject matter teachers who had never taken a content area
reading course. This survey consisted of three parts: demographic data, attitudes toward
issues in content area reading, and instructional practices used.

The results of the attitude questionnaire indicated that there were positive
attitudes among each group of teachers. Their attitudes toward the benefits were also
positive. Stieglitz’s results of the practice section generated the following practices and
their reported use percentage among all teachers surveyed: (a) key vocabulary, 86%; (b)
preparing students for reading, 80%; (c) developing comprehension skills, 76%; (d)
assessing student strength and weakness, 72%; (e) structure lessons to integrate reading

and content, 65%); (f) selection of materials, 58%; (g) reading guides, 58%; (h)
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organization of information, 58%; (i) grouping practices, 56%. According to Stieglitz,
results revealed statistically significant differences between the attitudes of subject matter
specialists who had completed a reading course and those who had not.

Five conclusions were drawn from this study:

1. Various groups of teachers can benefit from completing a content reading methods
course.

2. The positive attitudes that teachers have toward content reading do not always
result in high use of these instructional practices.

3. Classroom teachers use content reading practice more than do teachers who serve
as resource person.

4. Time elapsed since completion of a content area reading course has little effect on
attitudes, perceived benefits, and reading practices.

5. Subject matter specialists who complete a content area reading course have more
positive attitudes toward issues in content reading and use the instructional practices
more than do teachers who have not taken such a course. (p. 696)

Wilson study. P. M. Wilson (1995) also conducted a study to investigate attitude

changes in students taking a content area reading course in a small liberal arts college in
Indiana. The 27 students were given Vaughan’s Scale to Measure Attitudes Toward
Teaching Reading in the Content Classroom twice, once early in the course and once at
the end. Total mean scores indicated that there was an attitude change from the first
administration of the test to the second. According to Wilson, the scores were very

similar to those found by Vaughan himself. Results were also similar to those of Lloyd



(1987). Students in Lloyd’s study felt that their primary responsibility was to teach
their content as they entered the course, and they did not change their minds.
Additionally, both studies demonstrated that preservice teachers do not agree as they
enter the course that reading instruction in secondary schools is a waste of time.
Differences between Wilson's study and Lloyd’s include the findings in this study that
students did not change their attitudes toward specific content methods, helping students
read on an interpretive level, and the developmental nature of reading.

Teachers’ Attitudes Toward Reading

According to Mathewson (1994), a person’s attitudes toward reading, which
includes feelings about reading, readiness for reading, and beliefs about reading, can
result in an intention to read or to continue reading, which leads to the act of reading. In
fact, teachers play a crucial role in motivating students to read and appreciate reading.
Also, the teacher is an important source for influencing students’ attitudes toward
reading. The teacher must be seen as a reader, and this characteristic should be revealed
to the students so they can imitate it (Dlamin, 1993). Alexander (1988, cited in Howard,
1993) asserted “there is little doubt that the teacher is often the most significant force in
the development of positive attitudes” (p. 176). In addition, teachers’ habits and attitudes
toward reading are believed to be important to the literacy level of children (Warncke &
Powell, 1990).

Teachers realize that students’ attitudes play an important role in learning to read
and reading to learn. Helping students to develop a positive attitude toward reading

requires teachers to develop a positive personal attitude toward reading. Burns, Roe and
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Ross (1992) have written that “in the classroom, teachers who enjoy reading, who
seize every opportunity to provide pleasurable reading experiences for the children in
their classes, and who allow time for recreational reading during school hours are
encouraging positive attitudes” (p. 15). In contrast, teachers who rarely enjoy reading
will often have more difficulty in producing eager and enthusiastic readers than will
teachers who enjoy reading (Alexander, 1988).

Foertsch (1992) pointed out that students who enjoy reading will be more likely to
read frequently, thus improving their comprehension. Cullinan (1987) mentioned that
most professional educators also now believe that positive reading attitudes developed in
the formative years of schooling will create individuals who are lifelong readers.
Therefore, Alexander and Filler (1976) suggested that “the universal goal of reading
instruction should be the fostering of positive attitudes toward reading™ (p. 35).
However, this ideal goal cannot be achieved unless secondary school teachers develop a
positive attitude toward reading.

Searls (1985, cited in Warncke & Powell, 1990) investigated 64 elementary
teachers concerning their habits and attitudes toward reading and teaching reading in
elementary schools. Some of her important findings were that 95% of the teachers read
regulary for both information and pleasure. They seemed to value reading, thought
themselves to be good readers, and wished they had more time to read. Of all of the
teachers surveyed, 61% said students see them reading materials not related to their
duties, and about a third of them thought reading could be taught effectively by teachers

who do not love reading. Warncke and Powell (1990) mentioned that few studies were
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done in the previous 20 years that described the reading habits of teachers. As a result,
they conducted a study to look at the reading habits of preservice and inservice teachers
as an attempt to begin to fill that gap. A self reported survey questionnaire was used to
gather the data from three groups of educators: 249 preservice teahers, 89 inservice
teachers, and 65 teacher educators. When asked whether they enjoy reading, 89% of the
preservice, 100% of the inservice, and 92 of the teacher eductors responded positively.
Among the findings were that inservice and teacher educators spend more hours per week
reading for pleasure than preservice teachers. However, inservice teachers were slightly
more inclined to consider themselves to be avid readers than the other two groups.
According to the researchers, results indicated that the reading habits of these educators
seem to reflect a value of reading.

Cloer and Pearman (1991, cited in Cloer and Pearman, 1992) conducted research
to investigate the relationshp of teachers’ attitudes and classroom behavoir to students’
attitudes about recreational and academic reading. The researchers found that students in
the primary grades had better attitudes than the middle grade students in relation to
recreational and academic reading. They also found that time spent directing the basal
was significantly and positively related to students’ recreational and academic attitudes.
Another finding was that teachers’ attitudes toward reading were also significantly
related to students’ attitudes.

Gender and Attitudes Toward Reading

Considerable research has been conducted into the role played by gender in

forming positive or negative attitudes toward reading. “With some exceptions, most



48

researchers found gender to be significant, females generally having somewhat more
positive attitudes than males” (Al-Haddad, 1996, p. 32).

Wallbrown, Levine, and Engin (1981) conducted a study of gender differences in
reading attitudes among a group of fifth and sixth grade students as measured by their
responses on the eight dimensions of the Survey of Reading Attitudes. They found
significant differences between boys and girls: boys scored higher on the dimensions of
the Expressed Reading, Difficulty, Reading Anxiety, Alternative Leaming Modes, and
Comics; girls scored higher on Reading in Groups, Reading as Direct Reinforcement, and
Reading as Enjoyment.

Smith (1990) conducted a study in order to examine the differences in reading
attitudes between men and women. He utilized the Adult Survey of Reading Attitudes
(ASRA). Smith administered the instrument to a sample of 84 adults with a mean age of
39, and found that the women exhibited significantly more positive attitudes toward
reading than did the men.

Mitchell (1993) conducted a study to investigate the reading attitudes of students
in grades 9 through 12 in the Southeastern United States. The researcher used the Teale-
Lewis Reading Attitude Scales and found that significant differences existed between
males and females on all three subscales of Individual Development, Utility, and
Enjoyment, with females having a greater mean score than males. Since the data of this
study was collected from the Kingdom of Saudi Arabia, it is important to shed light on

Education in general and reading in particular in Saudi secondary schools.
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Summary

The conclusion that can be made from the previous studies in this chapter is that
teachers’ attitudes toward teaching reading in the content areas and toward reading are an
essential part of developing students’ attitudes toward reading and their reading skills in
the content areas as well as in other reading texts. Consequently, different studies have
been conducted in the United States to measure secondary school (junior and senior high
school) teachers’ attitudes toward teaching reading in the content areas.

In this chapter, these studies were classified into three categories: (1) studies
which attempted to measure only content area teachers’ attitudes toward teaching
reading; and (2) studies which measured teachers’ attitudes before and after taking a
content area reading course. The following points can be drawn from reviewing the
previous studies:

1. All previous studies are concerned with teachers’ attitudes toward teaching
reading in the content areas and toward reading in general. Thus, these studies are

important and relevant to this study.

2.  Different attitude scales have been used in these studies. A revised seven-
point Likert-type questionnaire constructed by Vaughan (1977) has been used also by
Lloyd (1985), O’Connor (1986), O’Rourke (1980), and Wilson (1995).

3. The findings in most of the studies indicate that content area teachers have, in
general, positive attitudes toward reading instruction (Flanagan, 1975; O’Connor, 1986;
O’Rourke, 1980; Stieglitz, 1983; Thornton, 1989; Usova, 1978; and Wilson, 1995).

These results revealed that most secondary school teachers are willing to teach reading in
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their classes but they need to strengthen their knowledge about reading instruction in
the content areas and ways to incorporate teaching reading skills and strategies in their
classrooms.

4. The Flanagan (1975) and O’Connor (1986) studies are the only studies that
provide the survey respondents with a clear definition of the concept of content area
reading instruction in an effort to prevent them from responding to questions about
content area reading without adequate knowledge of the concept. Providing a definition
of the concept of content area reading instruction for secondary school teachers in the
Kingdom of Saudi Arabia is crucial since the researcher expects current study subjects to
be unfamiliar with this concept.

5. All studies which attempted to measure teachers’ attitudes toward teaching
reading in the content areas were conducted in secondary schools (middle and high), and
surveyed content area teachers of language arts, social studies, math, and science. The
current study is similar to those studies in terms of school level and subject taught, with
the exception of Arabic language instead of English language arts.

6. Teachers’ attitudes toward personal reading are seen as an important source
for influencing students’ attitudes toward lifelong reading. However, gender was found
in most studies to be a significant factor influencing positive or negative attitudes toward
reading. In Al-Haddad (1996), Mitchell (1993), and Smith (1990), women scored higher

than men in their positive attitudes toward reading.
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Education in the Kingdom of Saudi Arabia

Education in the Kingdom of Saudi Arabia has its roots in the deep past. The
Prophet Muhammad {Peace Be Upon Him} was the first teacher for this nation, and the
first Quranic verse revealed to him was "Proclaim (or read) in the name of the Lord and
Cherisher Who created; created man out of a (mere) clot of congealed blood. Proclaim
and thy Lord is most bountiful. He Who taught (the use of) the pen. Taught man that
which he knew not" (A translation of the Quran, The Clot, verses: 1-5). Fozan (1980)
declared that these verses in The Holy Qur'an *“stated that talab al-'ilm (seeking
knowledge) is obligatory for every Muslim male and female, and that one must seek
knowledge from cradle to grave"” (p. 1).

The development of the modemn system of education in the Kingdom of Saudi
Arabia paralleled the establishment and strengthening of the country. When King
Abdulaziz entered Macca in 1923, he called for unity and national awakening. At the
same time, King Abdulaziz met with educated people in order to convince them to help in
expanding and spreading education all over the country (Ministry of Education, 1994). A
new era in the development of education began in Saudi Arabia when the Ministry of
Education was established in 1953. The Ministry of Education focuses on the education
of males only, while the Organization of General Presidency of Girls’ Education is
concemed with female education at all levels (Oliver, 1987).

Al-Shahrani (1989) pointed out that the Saudi Arabian educational system has
special characteristics. The first and most important one is the emphasis on religious

studies such as the Qur’an, Islamic tradition, theology, and jurisprudence. The second



v 3
~N

characteristic is the separation of male and female education. The separation of sexes
is strictly maintained throughout the educational system. This kind of separation between
males and females has religious roots, and involves separate buildings and staff.
However, at the higher education level, men can teach women through closed circuit
television. According to Al-Shahrani, rapid growth is the third characteristic of the
education in the Kingdom. In the late 1940s, there were only 65 schools. By 1988, there
were 8,172 schools, 1,326 schools and centers for adult education, and seven universities
(Ministry of Education, 1988b). Four years later there were 19,800 educational
institutions in the country with a total enrollment of over 3,500,00 students taught by
some 250,000 teachers (Ministry of Education, 1994). The general purpose of education
in Saudi Arabia is:
to have the students understand Islam in a correct and comprehensive manner; to
plant and spread the [slamic creed; to furnish the student with the values,
teachings and ideals of Islam; to equip him with various skills and knowledge; to
develop his conduct in constructive directions; to develop the society
economically, socially and culturally; and to prepare the individual to become a
useful member in the building of his community. (Ministry of Education, 1978,
pp- 6-9)
General education in the Kingdom of Saudi Arabia extends over three stages or
levels and kindergarten is not included. The first level of education is the elementary
stage, which lasts six years. The second level is divided into two stages, intermediate and

secondary, each lasting three years. The third level of education in Saudi Arabia is
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higher education. The term secondary that is used in this study includes the two levels
intermediate and secondary, or grades 7-12.

Intermediate Education

After finishing the elementary level, students are encouraged to continue on to the
intermediate level for three years, the equivalent of grades 7-9 in the U.S. education
system, leading to an intermediate certificate. According to Al Saloom (1995), the
intermediate level enhances students' general education and the study of Islamic culture.
At the 7th grade, the English language is introduced to the curriculum. Students who
graduate from the 9th grade are encouraged also to continue their education in different
types of schools such as general public secondary schools, teacher institutes, commercial
secondary institutes, or industrial and vocational institutes (Al-Shahrani, 1989).
Intermediate school teachers have been described by Al Saloom (1995) in the following
paragraph:

The majority of the intermediate school teachers had bachelor's degrees and

others had qualifications from intermediate, secondary or junior college level

teacher training programs. Master's degrees were held by a small percentage of
intermediate level teachers. The new standard required a bachelor's degree for all
new teachers and comparable upgrading of qualifications for those with less

training. This applies to teachers of all levels including the intermediate level. (p.

38)
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Secondary Education

Students who successfully complete the intermediate stage can enroll in
secondary school, which is the end of general education. According to Al-Shahrani
(1989), secondary education has three levels represented by the 10th, 11th, and 12th
grades. In the 10th grade, all students are introduced to the same general curriculum.
After the completion of the 10th grade, the curriculum is divided into two divisions, the
science division and the art division. Students at the end of secondary education are
required to pass the National Secondary Examination to receive a general secondary
education certificate. The objectives of secondary education are: (1) religious
orientation, (2) development of scientific attitude and academic practices, (3) preparation
for higher education, and (4) preparation of the non-college bound students (Al Saloom,

1995).

Teaching Reading in the Kingdom of Saudi Arabia

In the Saudi Arabian educational system, teaching reading is a part of the Arabic
language program in general, and with writing is a major emphasis in the primary grades
(from grade 1 to grade 3). Starting from grade 4, reading becomes a separate subject
included in the different subjects of Arabic language. Reading in Saudi secondary school
(grades 7-12) is taught by Arabic language specialized teachers, and other subject matters
such as English, mathematics, science, Islamic studies and social studies are taught by
teachers who have special preparation in these fields.

At the intermediate level, reading is taught for only one hour per week to the first,

second, and third year students (equivalent to 7% 8"', and 9" grades in the U.S
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educational system). According to Othman (1997), students usually read the following
books during this class hour:

1. A book dealing with various subjects such as: Verses from the Holy Qur’an;
selected sayings taken from the life of the Prophet (PBUH) or the life of his companions;
stories about world voyagers and explorers, particularly Muslims; samples taken from
Arab tales that typify ethics and good manners; articles describing nature and the beauty
of the universe which can be chosen from the local environment; and subjects dealing
with issues in the Kingdom of Saudi Arabia such as its holy sites, famous cities,
important land and sea ports, and its economic wealth.

2. An additional book that deals with an Islamic subject for free reading.

At the secondary levels, the reading subject is taught also for only one hour a
week for the first year students (equivalent to 10" grade). It is also taught for one hour
per week for the second and third year (equivalent to 1 1" and 12" grade) students who
are literary majors. According to the Ministry of Education, (1988a) reading is taught at
the secondary levels to achieve the following goals:

1. Increase the students’ correct and fluent reading abilities, developing the
skills needed for three types of reading: the silent, the loud and the auditory with
consideration for accuracy in the understanding of meanings, comprehension, correct
pronunciation, good recitation, safety from vowel mistakes, and the matching of reading
rate with the general mood of the spoken statement in meaning, emotions, and

expressions.
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2. Developing the students’ tendency for reading for the purpose of learning
and of acquiring knowledge, as well as for getting used to the books accompany, the love
of libraries, and for familiarity with newspapers and magazines.

3. Training students to read long and complete passages in the form of chapters
and entire books, and enabling them to gain the necessary qualities for this, such as
endurance, patience, the ability to figure out relations among sections of the text, and its
primary and secondary ideas, as well as the ability to follow the relationships between
ideas and their sequential order.

4. Enabling students to perform critical reading by understanding the underlying
meaning of the written text, whether explicitly or implicitly, as well as to be moved by,
analyze, and criticize whatever they read.

5. Increasing the students’ linguistic wealth through their reading, which
provides them with words, expressions, and good quotations.

6. Extending the students’ education and their general knowledge and guiding
them to the Islamic path in their spirits, manners, and thoughts (Ministry of Education,
1988a, p. 148). From the researcher’s point of view, these goals are insufficient to fully
enable students to develop and use reading skills and strategies that they need in order to
acquire and comprehend content areas knowledge, and to be an effective readers as well
as learners.

Although reading in Saudi schools is taught as a subject matter in elementary and
secondary schools, it has not been given enough attention, and content area teachers do

not incorporate reading skills while teaching content. The professional education



requirements for prospective secondary school teachers in the Kingdom of Saudi
Arabia, other than Arabic language teachers, do not include any courses in the
psychology of reading, or methods of teaching reading skills in the content areas. The
only teachers who are required to complete a few courses in Arabic language
competencies, including reading are Arabic language teachers. Inservice training in the
teaching of reading in the content areas also is not required for secondary school. As a
result, secondary school teachers lack professional competence in the teaching of reading
skills in the content areas. In addition, research studies on teaching Arabic language in
the kingdom of Saudi Arabia are limited, and there are no references in the scientific
literature about teachers’ attitudes toward teaching reading in the content areas or toward
reading in general. Therefore, the focus of this study is on secondary school teachers’
attitudes toward teaching reading in the content areas and toward reading in the Kingdom
of Saudi Arabia.

Summary
In the Kingdom of Saudi Arabia, reading is an important tool for leamning and teaching
the Arabic language and for acquiring knowledge about other sciences. While reading is
taught as a separate subject matter from Ist to 12th grades, from the researcher point of
view it has not been given enough attention in terms of preparing effective teachers to
teach reading skills and strategies. Moreover, content area teachers lack professional
competence in the teaching of reading skills in their classes. This may due to the lack of
inservice training in teaching reading, and the absence of any required content area

reading instruction course in the universities for all preservice teachers.
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CHAPTER 3
Methodology

The major purpose of this study was to investigate the attitudes of secondary
school teachers in the Kingdom of Saudi Arabia toward teaching reading in the content
areas and toward reading. A randomly selected number of secondary school male and
female teachers in the public schools in the Riyadh city were asked to respond to the
questionnaires designed for this purpose. Possible differences in secondary school
teachers’ attitudes based on their teaching level, subject taught and gender were
investigated. In addition, the study investigated the possibility of a relationship between
secondary school teachers’ attitudes toward teaching reading in the content areas and
their attitudes toward reading.

This chapter describes the methodology, which was employed in the present
study. The study population, sample, instrumentation, instrument translation, pilot study,
validity and reliability of the questionnaire, data collection and data analysis procedures
are discussed.

Research Questions

This study was an attempt to answer the following questions:
1. What are secondary school teachers’ attitudes toward teaching reading in the
content areas?
2. What are secondary school teachers’ attitudes toward reading?
3. Is there significant interaction between gender and school level regarding

secondary school teachers’ attitudes toward teaching reading in the content areas?
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4. Is there significant interaction between gender and subject taught regarding
secondary school teachers’ attitudes toward teaching reading in the content areas?

5. Is there significant interaction between gender and school level regarding
secondary school teachers’ attitudes toward reading?

6. Is there significant interaction between gender and subject taught regarding
secondary school teachers’ attitudes toward reading?

7. Is there a relationship between secondary school teachers’ attitudes toward
teaching reading in the content areas and their attitudes toward reading?

Research Design

Population Identification

According to the Statistical Center at Riyadh Educational Directorate (personal
communication, November, 1999), there are 3,289 male teachers who work in secondary
day-time schools (middle and high schools) and teach Arabic language, social studies,
mathematics, and science in Riyadh. From Table 3.1, it can be seen that the number of
male teachers in different subjects varies. The lowest number of teachers is in high
school social studies (144); the highest number of teachers is allocated to middle school
Arabic language teachers (744). The following table shows the distribution of the

teachers in the four subject matters on the two school levels.



Table 3.1

Distribution of Male Teachers of the Four Subject Matters bv School Level

60

Arabic language Social studies Mathematics  Science

Middle school 744 390 484 476
High school 328 144 261 462
Total 1072 534 745 938

Total

2094

1195

3289

(Riyadh Educational Directorate, 1999)

Those male teachers teach in 309 schools, which are dispersed into seven

Educational Supervision Centers in Riyadh, as indicated in table 3.2. From Table 3.2, it

can be seen that the number of schools varies according to the type of school (middle and

high) and according to the students’ population in the area. The lowest number of

schools is in high schools that belong to Suwadi Supervision Center (8). The highest

number of schools is allocated to South Supervision Center (37 middle schools).
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Table 3.2

Distribution of the Boys’ Middle and High Schools in Rivadh According to Educational

Supervision Centers

Center Middle school High school
South 37 16
North 33 14
East 33 11
West 32 11
Rodah 29 15
Suwadi 29 8
Middle 27 14
Total 220 89

(Riyadh Educational Directorate, 1999)

According to the Statistical Center at Girls Educational Directorate at Riyadh area
(personal communication, November, 1999), there are 5, 344 female teachers who work
in secondary day-time schools (middle and high schools) and teach Arabic language,
social studies, mathematics, and science in Riyadh.

From Table 3.3, it can be seen that the number of female teachers in different
subjects varies. The lowest number of teachers is in high school mathematics (344); the
highest number of teachers is allocated to middle school Arabic language (866) teachers.
Table 3.3 shows the distribution of the female teachers in the four subject matters on the

two school levels.
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Table 3.3

Distribution of Female Teachers of the Four Subject Matters bv School Level

Arabic language Social studies Mathematics  Science Total

Middle school 866 731 510 638 2745
High school 788 721 344 746 2599
Total 1654 1452 854 1384 5344

(Girls Educational Directorate at Riyadh area, 1999)

These female teachers teach in 276 schools which are dispersed into four
Educational Supervision Centers in Riyadh. From Table 3.4, it can be seen that the
number of girls’ schools varies also according to the type of school (middle and high) and
according to the students’ population in the area. The lowest number of schools is in
high schools that belong to North Supervision Center (19). The highest number of
schools is allocated to West Supervision Center (58 middle schools).

Table 3.4

Distribution of the Girls’ Middle and High Schools in Riyadh according Educational

Supervision Centers

Center Middle school High school
South 39 23
North 29 19
East 48 27
West 58 33
Total 174 102

(Girls Educational Directorate at Riyadh area, 1999)
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Sample Description

In order to have a representative sample of teachers from the four subject matters
and the two school levels, the stratified random sampling technique was used to ensure
that each individual in the defined population had an equal and independent chance of
being selected as a member of the sample (Best & Kahn, 1998). Thus, gender, school
level, and subject taught were represented in the sample according to what they represent
for the population.

Steven (1996) acknowledged that the sample size is determined by several
factors: the desired power, level of significance, effect size, and the number of variables.
This study has three independent variables (gender, school level, and subject taught) with
one related dependent variable in each analysis in two 2-way ANOV As, once with the
attitudes toward teaching reading in the content areas as the dependent variable, and once
with attitudes toward reading as the dependent variable.

The major design of this study had three independent variables (gender, school
level and subject taught), but gender was held constant, as an independent variable and
school level and subject taught were each compared to gender. Thus, the design of this
study was with two levels in one independent variable (male and female for gender, or
middle school and high school for school level), and four levels in the other (Arabic
language, social studies, math and science), and one dependent variable (teachers’
attitudes toward teaching reading in the content areas) in one test, or one (teachers’

attitudes toward reading) on the other.
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To get a desired power of .80, with moderate effect size .25, and at alpha level
.05, according to Cohen (1987), the required sample for each group was 33. Therefore,
the minimum number that was needed for this study was 260 teachers. Tuckman (1994)
states that the reasonable expected percentage of sample subjects who will return the
questionnaire is about 80%. Alsagheir (1999) conducted a study in Riyadh area (the
same area of this study) and the return rate of the elementary and middle school teachers
that he reported was 76%. The researcher expected about 75% of those who would
receive the questionnaire would respond and return it. The researcher wanted an equal
number of subjects per cell and therefore utilized the stratified random sample procedure
and selected 44 cases per cell. Thus, the questionnaire was distributed to about 350
participants, and for each cell, the distributed number of the questionnaire was 44.

The researcher assumed that at least two teachers from each subject taught (8
teachers for 4 subjects taught) would teach in each school (middle and high). The
researcher asked a volunteer to randomly choose 11 middle schools from a list including
all middle schools in Riyadh, and 11 high schools from a list including all high schools in
Riyadh. The researcher distributed the questionnaires to eight teachers in each chosen
school, two questionnaires for two teachers in each subject (Arabic language, social
studies, math, and science).

Instrumentation

Since this study attempted to discover secondary school teachers’ attitudes toward
teaching reading in the content areas and toward reading, a questionnaire was used as the

information-gathering instrument. Henerson, Morris, and Gibbon (1987) noted that the
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advantages of using a questionnaire are: anonymity, time to think about answers, a
large number of subjects, greater uniformity across measurement, and easier analysis.

The questionnaire of this study was composed of two sections. Section one
requests demographic information including gender, school level, and subject taught.
The second section includes two scales; The Revised Vaughan Attitudes Scale, and the
Reading Attitudes Scale.

The Revised Vaughan Attitudes Scale. The original Vaughan’s Attitudes Scale

(VAS) to measure attitudes toward teaching reading in the content areas was found to be
valid and reliable in three studies done by Vaughan and Sabers (1977) with an
accumnulative total of four hundred graduate and undergraduate students. Vaughan
(1977) also stated the following:

Two aspects of reliability-internal consistency and stability-were examined

relative to this scale. The coefficient of internal consistency for the total scale

was .87 (Cronbach'’s alpha), very high for an attitude scale. The median stability

coefficient (Pearson product-moment correlation) was .77 with a range of .66 to

.89. (p. 608)

Further statistical treatment revealed construct validity as well. Vaughan and
Sabers also included three aspects of validity-convergent validity, sensitivity to treatment,
and discriminate validity-in the construct validation of this scale. They found that 1) the
VAS detected differences in attitude for two groups expected to differ in attitude toward

content reading instruction, 2) the VAS measured changes in content reading instruction
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attitudes, and 3) the VAS measured a unique construct. Vaughan’s explanation of the
procedures of these three aspects of validity is as follows:

To examine convergent validity, two groups known to differ on the
construct were identified. The mean scores of the groups’ responses to the scale
indicated a difference of 16.4. In addition, each specific item differentiated
significantly (.01) between the two groups, and all differences favored the group
previously identified as having a high attitude toward the construct.

As for sensitivity to treatment, the scales dictated a change in attitudes
caused by instruction in a graduate education course designed to familiarize
students with aspects of teaching reading in content area classroom. The change
indicated by the scale was significant (.01) in favor of the experimental groups.

Discriminant validity was determined when correlation between scores on
this scale and a scale on attitudes toward open education were found to range
from .13 to .40 with a median value of .25. That these correlations are low
indicated that this scale is measuring something different from the other scale.
(Vaughan, 1977, pp. 606-607)

However, the researcher found that the Vaughan Attitude Scale (VAS) to measure
attitudes toward teaching reading in the content areas required some revision to be more
comprehensive and to cover some aspects about teaching reading in the content areas that
were not covered in the VAS. Also, since this study instrument was answered by
subjects from a different culture (Saudi Arabia), it was considered important to add and

change some statements.
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Reading in secondary schools in Saudi Arabia is taught by Arabic language
teachers. Therefore, item number 7 on the Vaughan Attitudes Scale was changed to the
following: “*Only Arabic language teachers should be responsible for teaching reading in
secondary schools,” instead of “Only English teachers should be responsible for teaching
reading in secondary schools.” In addition, five statements derived from the Haque
Questionnaire developed by Janet A. Haque (1976) to identify important factors
pertaining to the attitude of content field teachers toward teaching reading in their classes
were added to the Vaughan Scale. These statements were items 16, 17, 18, 19, and 20.
The researcher also developed four other statements that cover some aspects he found
absent from the Vaughan and Haque scales. These statements were items 21, 22, 23, and
24. These changes and additions resulted in a modified scale to measure secondary
school teachers’ attitudes toward teaching reading in the content areas, referred to by the
researcher as the Revised Vaughan Attitudes Scale.

As a result of adding nine items to the Vaughan Scale, the researcher conducted a
test of two groups of students (American) who study at the College of Education at Ohio
University. These groups are not similar or comparable to Saudi teachers but were used
to find out to what extent the new added items relate to the original items. One group of
students consisted of reading class students (28 students), and the other group consisted
of non-reading class students (24 students). After collecting the data, the researcher ran a
reliability test for the nine items that had been added to Vaughan Attitudes Scale; the
coefficient alpha was .647. The researcher then ran another test to find out the

correlation between the original Vaughan items and the nine items that the researcher
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added to the scale. The coefficient alpha for the revised scale was .716, indicating a
high correlation between the Vaughan Attitudes Scale and the added nine items. The
researcher also ran a correlation between each item of these nine items and the original
Vaughan Attitudes Scale. All of the items correlated positively to the Vaughan Attitudes
Scale; the correlation ranged between .36 and .51. Information from the test indicated
that these nine items measured similar areas that the Vaughan Attitudes Scale is intended
to measure, and the additional items added more reliability to the scale.

Saudi Arabian secondary school teachers in this study were provided with a clear
definition of the concept “content area reading instruction” in order to avoid inadequate
knowledge of the concept when responding to questions about content area reading.
Providing the definition was also done to ““assist secondary teachers in reporting more
precisely, and perhaps more positively overall their attitudes toward content area reading
instruction” (O’Connor, 1986, p. 41).

The participants in this study were asked to indicate one of the following as a
response to an item statement in the Revised Vaughan Attitudes Scale: Strongly Agree =
5; Agree = 4; Neutral = 3; Disagree = 2; Strongly Disagree = 1. Since there are positive
and negative items, a-priori weights of one integer differences were assigned in
descending order (5, 4, 3, 2, 1) for the positive items (questionnaire items 1, 2, 4, 6, 8, 10,
12,13, 15, 19, 21, 22, 23, 24). On the other hand, a-priori weights in ascending order (1,
2, 3, 4, 5) were assigned to the responses for negative items, (questionnaire items 3, 5, 7,

9,11, 14, 16, 17, 18, 20).
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The researcher also adjusted the original Vaughan Attitudes Scale in two ways.
First, the researcher converted the scale to a 5-point Likert-scale as opposed to the
original 7-point Likert scale used in the Vaughan Attitudes Scale. This was
accomplished by a proportional adjustment to the Vaughan Attitudes Scale. Second, the
researcher increased the scores required for each of the attitude levels due to the addition
of nine items to the scale. Since the pilot testing indicated all of the nine items correlated
positively with the Vaughan Attitudes Scale, the researcher proportionally increased the
attitude level scores to reflect the original Vaughan Attitudes Scale score distribution.

Table 3.5 was devised by Vaughan (1977) and revised by the researcher to
interpret the scores from The Revised Vaughan Attitudes Scale to measure teachers’
attitudes toward teaching reading in the content areas. Total scores could range from 24-
120, with a high score reflecting a more positive attitude than a low score.
Table 3.5

Interpretation Scale for Teachers’ Attitudes Scores Obtained from The Revised Vaughan

Attitudes Scale

Range Attitudes
104 (4.33) or higher High
92 (3.83) - 103 (4.29) Above average
81(3.37) - 91 (3.79) Average
69 (2.87) — 80 (3.33 Below average

68 (2.83) or lower Low
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Reading Attitudes Scale. To examine the attitudes of secondary school
teachers in Saudi Arabia toward reading, another scale was developed by the researcher.
A review of the literature was made to determine whether a standard questionnaire might
be used in this study. Most of the questionnaires that the researcher found were directed
to measure students’ attitudes toward reading. Therefore, the researcher developed a
scale “Reading Attitudes Scale” to suit the present study. The items for the scale were
created by or collected from a variety of sources, including the personal teaching
experience of the researcher (both at the secondary and university level), as follows:
Morrison, James and Swinyard (1999) (items 1, 2, 3, 4); Lewis and Teal (1980) (items 3,
6,7,8,9, 10, 11, 12); Smith (1990) (item 13) and the researcher (items 14, 15, 16, 17, 18,
19, 20).

Twenty items were used to gather information related to secondary school
teachers’ attitudes toward reading. These items were measured on a 5-point
descriptiveness scale: Extremely = §; Very = 4; Somewhat = 3; Slightly = 2; Not at all =1
based on responses to the stem, “How descriptive is this statement of you?” (Morrison,
James and Swinyard, 1999)

Also, since there are positive and negative items in this scale, a-priori weights of
one integer differences were assigned in descending order (5, 4, 3, 2, 1) for the positive
items (survey items 1, 2, 3, 5, 7, 8,9, 10, 11, 12, 13, 14,15, 16, 17, 18, 20). On the other
hand, a-priori weights in ascending order (1, 2, 3, 4, 5) were assigned to the responses for

negative items (survey items 4, 6, 19). The coefficient of internal consistency for the
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total scale after conducting the pilot test in the two students’ groups before conducting
the study was .93 (Cronbach’s alpha), very high for an attitude scale.

For the Reading Attitudes Scale, a new interpretation method was developed.
Since the highest possible score was 100 and the lowest was 20, then if all the responses
describe their reading as “Somewhat” the mean would then be 60 or greater; thus an M >
60 reflects a positive attitude toward reading on the total of the scale. A mean of <40
reflects a negative attitude toward reading if teachers reflect their attitudes toward reading
as “Slightly”. If the mean score for the total scale fell between 60 and 40; this meant that
the teachers in this sample held moderate or neutral attitudes toward reading as measured
by the Reading Attitudes Scale.

Translation of the questionnaire. The questionnaire was constructed originally in

English. The questionnaire was translated into Arabic in order to collect data since the
native language of the subjects is Arabic. The initial translation was done by the
researcher since his major was Arabic Language. Two Arabic doctoral students who
study in the College of Education at Ohio University and specialize in Reading and
Language Arts were given the two language versions of the questionnaire for comparison
and commentary. Subsequently, one other Arabic student who specializes in Teaching
English as a Second Language was given the Arabic version after changes were made in
order to translate it again into English to see if there were differences between the
translated instrument and the original one, and to increase the accuracy of the translation.
Pilot study. The researcher attempted to determine whether the questionnaire

items achieve the desired qualities of measurement by conducting a pilot study. This
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procedure helped the researcher also in examining the clarity of language, clarity of the
content area reading definition provided, and weaknesses and strengths of the instrument
used. Copies of the Arabic version of the questionnaire and cover letter were submitted
as a pilot test to 29 secondary school teachers in Riyadh (male and female), and from all
chosen subjects taught (Arabic language, social studies, math, and science) and school
level (middle and high). During the pilot study, teachers were encouraged to identify any
scale item or vocabulary that seemed confusing. According to the results of the pilot
study and the comments and suggestions from respondents, some changes were made.
These changes included revising some statements in the Revised Vaughan Attitudes
Scale. No statements were added or deleted to the questionnaire.

Validity of the questionnaire. Validity is defined as the degree to which a test or

instrument measures what it is supposed to measure. “The validity of an attitude scale
refers to the extent to which the scale truly measures the attitude it is intended to assess™
(Eagly & Chaiken, 1993). Light, Singer, and Willet (1990) acknowledged that one way
to measure content validity is what is called “face validity.” It can be established “by
having experts examine the measure and agree that it does assess what it is supposed to
assess. The measure looks right, reads right, and feels right” (p. 152).

The content validity in this study was developed by submitting the questionnaire
(Arabic version) to a panel of experts whose native language is Arabic and who are
familiar with the content domain. Those experts were four Arabic doctoral students who
study in the College of Education at Ohio University, and specialize in Reading and

Language Arts. Those experts were asked to validate the content by determining whether



there were any items which were missing or should be added. Based on the comments
and suggestions from panel members, the questionnaire was revised.

Reliability of the questionnaire. Reliability refers to the degree to which the
instrument measures phenomena in a consistent manner (Qosterhof, 1994). When a
measurement instrument is consistent and accurate; the instrument is said to have a high
degree of reliability (Mueller, 1986). The reliability of the instrument was assessed by
the internal consistency (stability of items). The coefficient alpha (Cronbach’s alpha)
was computed to examine internal consistency for all items of the instrument after the
study was implemented (see instrumentation section in chapter 4).

Data Collection

A fter receiving the approval to conduct this study from the Institutional Review
Board (IRB) at Ohio University, the researcher flew to Saudi Arabia in order to collect
the data. The researcher worked to complete the administrative procedures within two
weeks from his arrival. During these two weeks, the Ministry of Education and the
General Presidency of Girls’ Education were contacted for permission to conduct the
research study in Riyadh. After having the written permission, the researcher contacted
Riyadh Educational Directorate (for males) and the General Presidency of Girls’
Education: (Riyadh Branch) (for females) to inform them of the nature and purpose of the
investigation, and to request their support and cooperation in allowing the research to be
conducted in the schools as scheduled. The pilot study was conducted during this time as

described in the pilot study section.
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Preparing the questionnaires. During the Hijj holiday (3-8 to 3-25-2000) the

researcher analyzed the pilot study data and made some changes that were needed. Also,
the researcher prepared the required number of the final Arabic version of the
questionnaires (350 questionnaires) by doing the following procedures:

1. Eleven middle schools and 11 high schools for males and females were
randomly chosen as described in the sample description section.

2. The required number of the questionnaires was.copied.

3. The questionnaires were grouped according to the number and the type of
schools in separated envelopes. .

4. Envelopes were addressed for chosen schools; each envelope was
accompanied by a letter to the principal of the chosen school. The selected sample of
secondary school teachers received a packet including the following:

a. A cover letter to each teacher (Appendix E) explaining the purpose of the
questionnaire and requesting her or his assistance and participation.

b. The demographic data form (Appendix F) yielding data about each
subject on the vanables of gender, school level, and subject taught.

c. A copy of the Revised Vaughan Attitudes Scale (Arabic version) and a
copy of the Reading Attitudes Scale (Arabic Version) to be completed and returned by
the participants (Appendices G & H). .
d. A free pen to encourage participation.

e. A retum envelope.
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5. Since the researcher could not directly meet female teachers because they
are in separate schools, the researcher was assisted by the General Presidency of Girls’
Education (Riyadh Branch) employees to distribute and collect the questionnaires from
the schools as professional procedure.

Distributing and collecting the questionnaires. During first week when the

schools reopened after the Hijj holiday (3-25-2000), the researcher started distributing the
questionnaires according to the result of the sampling technique. The male teachers’
questionnaires were distributed by the researcher and some of his male assistants who
have experience in this work. For the female teachers’ questionnaires, the General
Presidency of Girls’ Education (Riyadh Branch) correspondents distributed the
questionnaires and the researcher’s job was to call these schools to make sure that they
received the complete questionnaires.

One week later, follow-up was done by the researcher to encourage selected
teachers to respond and to encourage principals to collect the questionnaires and return
them to the researcher. During the second week, the researcher visited the selected
schools to collect questionnaires from the schools and to encourage principals to collect
the questionnaires from the teachers. The researcher assigned the second day from the
third week of the school as the deadline day to collect the questionnaires from the
schools. The researcher started entering the data into the SPSS program day by day as he

received the questionnaires to save time.
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Data Analysis Procedures

Data was analyzed using the program of Statistical Package for the Social
Sciences (SPSS), version nine. Four types of analysis were used in this study:
1. Cronbach’s alpha reliability test was used to estimate the overall reliability of

the two scales.

2. Descriptive statistics such as percentages, frequencies, means, and standard
deviations were reported for the variables of the study: Gender, School level, and subject
taught.

3. In addition to descriptive statistics, inferential statistics were used to analyze
the data. Specifically, two-way Analysis of Variance (ANOVA) was used. The rationale
behind using ANOVA is that this study had three independent variables (Gender, school
level, and subject taught) with one related dependent variable in each analysis. Gender
was held constant as an independent variable, and school level and subject taught were
each compared to gender in two 2-way ANOV As, once with the attitudes toward teaching
reading as the dependent variable, and once with attitudes toward reading as another
dependent variable. Where appropriate, post hoc analysis was conducted.

4. Finally, the relationship between the attitudes of secondary school teachers
toward teaching reading in the content areas and the attitudes toward reading was
examined by using the Pearson correlation procedure. The effect size and observed

power results were reported and all the statistical hypotheses were examined at the .05

level of significance.
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Summary

This chapter was devoted to a discussion of the research methodology used to
collect the data of this study. Identification of the population, including distribution of
male and female teachers of the four subject matters by school level, and distribution of
the middle and high schools in Riyadh according to supervision centers, was given.
Description of the sample, including the required sample for this study and the random
method of selecting the sample was, also provided.

This chapter also discussed the instrumentation, including a description of the two
scales-- the Revised Vaughan Attitudes Scale and the Reading Attitudes Scale-- and
instrument translation. The pilot study procedure, establishment of validity, and
assessment of reliability of the instrument were discussed. The chapter closed with
information on data collection including preparing, distributing, and collecting the

questionnaires, and data procedures.
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CHAPTER 4
Analysis of the Data

The purpose of this study was to investigate the attitudes of secondary school
teachers in the Kingdom of Saudi Arabia toward teaching reading in the content areas,
and toward reading. It sought to discover if there are differences in teachers’ attitudes
toward teaching reading in the content areas and toward reading, depending on their
gender, school level (middle and high school), and the subject taught (Arabic language,
social studies, math, and science). Moreover, this study aimed at examining the
relationship between secondary school teachers’ attitudes toward teaching reading in the
content areas and their attitudes toward reading.

In this chapter, the results of the study are presented. This chapter was organized
into the following sections: (a) research questions, (b) instrumentation, (c) demographic
information of the sample, (d) descriptive statistics, (e) the overall univariate results, and
(f) the correlation results. The statistical analyses were performed by computer using the
SPSS program (version 9) to analyze the data.

Research Questions

This study was an attempt to answer the following questions:
1. What are secondary school teachers” attitudes toward teaching reading in the
content areas”?
2. What are secondary school teachers’ attitudes toward reading?
3. Is there significant interaction between gender and school level regarding

secondary school teachers’ attitudes toward teaching reading in the content areas?
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4. Is there significant interaction between gender and subject taught regarding
secondary school teachers’ attitudes toward teaching reading in the content areas?

5. Is there significant interaction between gender and school level regarding
secondary school teachers’ attitudes toward reading?

6. Is there significant interaction between gender and subject taught regarding
secondary school teachers’ attitudes toward reading?

7. Is there a relationship between secondary school teachers’ attitudes toward
teaching reading in the content areas and their attitudes toward reading?

Instrumentation

In order to collect the data for this study, a survey questionnaire was used. The
questionnaire was composed of two sections. Section one requested demographic
information including gender, school level, and subject taught. The second section
included two scales: The Revised Vaughan Attitudes Scale, and the Reading Attitudes
Scale.

In this study, participants were asked to indicate one of the following as a
response to an item statement in the Revised Vaughan Attitudes Scale: Strongly Agree
=5; Agree = 4; Neutral = 3; Disagree = 2; Strongly Disagree = 1. Since there are positive
and negative items, a-priori weights of one integer differences were assigned in
descending order (5, 4, 3, 2, 1) for the positive items (questionnaire items 1, 2, 4, 6, 8, 10,
12,13, 15, 19, 21, 22, 23, 24). On the other hand, a-priori weights in ascending order (1,
2, 3, 4, 5) were assigned to the responses for negative items (questionnaire items 3, S, 7,

9,11, 14,16, 17, 18, 20: marked N in Table 4.4).



80

In the Reading Attitudes Scale, teachers were asked to mark the number that
best indicated how descriptive the statement is of them based on the following scale:
Extremely = 5; Very =4; Somewhat =3; Slightly =2 and Not at all = 1. Also, since there
are positive and negative items in the Reading Attitudes Scale, a-priori weights of one
integer differences were assigned in descending order (5, 4, 3, 2, 1) for the positive items
(survevitems 1,2,3,5,7,8,9, 10,11, 12, 13, 14, 15, 16, 17, 18, 20). On the other hand,
a-priori weights in ascending order (1, 2, 3, 4, 5) were assigned to the responses for
negative items (survey items 4, 6, 19: marked N in Table 4.8).

Validitv of the Questionnaire

Face validity was used in this study as a way to measure content validity. The
face validity in this study was developed by submitting the questionnaire (Arabic version)
to a panel of experts to ensure that the instrument measures what it is supposed to
measure. These were four native Arabic doctoral students who study in the College of
Education at Ohio University, specializing in Reading and Language Arts. The
comments and suggestions of the experts were focused on some word changes and
grammar, and they were helpful in revising the instruments (see Appendices C and D for
the English version of the questionnaire, and Appendices G and H for the Arabic version
of the questionnaire).

Reliability of the Questionnaire

After collecting the data, it was necessary to check the reliability of the two
scales. The coefficient alpha (Cronbach’s alpha) was computed to examine internal

consistency for each scale. Cronbach’s alpha for the Revised Vaughan Attitudes Scale
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was .76, which means that the scale was reliable. The reliability for the 24 items
included in the scale was generally good. The computed Cronbach’s alpha, also, for the
Reading Attitudes Scale was .89, high for an attitude scale.

Demographic Information of the Sample

Using the stratified sample technique described in chapter 3 (sample description),
data were collected from 22 all-male schools, and 22 all-female schools in Riyadh using
the questionnaire technique. Of the 350 questionnaires distributed to secondary school
teachers (Arabic language, social studies, math, and science teachers) in these schools,
310 questionnaires were received by the cut-off date for a return rate of 88 percent.
Three questionnaires were eliminated from the analysis because of incomplete
information. Thus, a total of 307 of these questionnaires were selected to be used in the
analysis.

Of the 175 distributed questionnaires to male teachers, and 175 distributed
questionnaires to female teachers, the response rate of male teachers was around 95 %,
whereas female teachers’ response rate was 80%. These differences in the participants’
return rate may be due to the way that the questionnaires were distributed and collected.
While the questionnaires were given to the male teachers and collected from them by the
researcher himself and by some of his male assistants, the female teachers’ questionnaires
were given and collected by the employees of the General Presidency of Girls’
Education, which caused some delay in submitting or returning the questionnaires from

schools.
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The usable responses of the 307 secondary school teachers who completed the
questionnaires for this study had differences in genders, school levels, and subjects
taught. From Table 4.1, it can be seen that the largest group of participants was male
teachers with a total of 167 (54.4%), while females comprised 140 teachers (45.6%).
Table 4.1

The Numbers and Percentages of Secondary School Teachers According to Their Gender

Gender Frequency Valid percent Cumulative percent
Male 167 54.4 544

Female 140 45.6 100.0

Total 307 100.0

From Table 4.2, it can be seen that the number of participating teachers who teach
in the middle school and in the high school was almost the same (middle school teachers
were 153 and high school teachers were 154).

Table 4.2

The Numbers and Percentages of Secondary School Teachers According to Their School

Level
School level Frequency Valid percent Cumulative percent
Middle 153 49.8 49.8

High 154 50.2 100.0

Total 307 100.0
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Table 4.3 indicates the numbers and percentages of teachers according to their
subject taught. It can be seen that 83 respondents were science teachers, who represent
the largest percentage (27%). While the 69-math teacher respondents were the smallest
group with 22.5%, social studies teachers and Arabic language teachers accounted for
26.1% and 24.4 %, respectively.

Table 4.3

The Numbers and Percentages of Secondary School Teachers According to Their Subject

Taught

Subject taught Frequency Valid percent Cumulative percent
Arabic language 75 244 244

Social studies 80 26.1 50.5

Math 69 22.5 73.0

Science 83 27.0 100.0

Total 307 100.0

Descriptive Statistics

The main purpose of this study was to investigate secondary school teachers’
attitudes toward teaching reading in the content areas and toward reading. Descriptive
statisitics such as percentages, means, and standard deviations are reported in this section

in order to answer reseach question number one and two of this study.
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Teachers’” Attitudes Toward Teaching Reading in the Content Areas

Research question number one was stated as follow: What are secondary school
teachers’ attitudes toward teaching reading in the content areas? In order to answer this
question, it is necessary to indicate some descriptive statistics. Table 4.4 indicates the
total score obtained from the questionnaire to measure teachers’ attitudes toward teaching
reading in the content areas, and the means and standard deviations for all statements
included in the Revised Vaughan Attitudes Scale. It should be noted that all negatively
stated items (marked N in Table 4.4) were converted to a positive scale for the purpose of
data analysis.

Descriptive statistics generated from the questionnaire to measure teachers’
attitudes toward teaching reading in the content areas (Table 4.4) indicated that the
evaluation scores for teachers’ attitudes toward teaching reading in the content areas
ranged from a mean of 3.12 to a mean of 4.47. However, the mean rating of all
statements was 3.78, and the accumulative mean score of teachers’ responses was 90.75

out of 120.
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Table 4.4

Means and Standard Dewviations for All Statements Included in the Questionnaire to

Measure Teachers’ Attitudes Toward Teaching Reading in the Content Areas

Statement M SD
1. A content area teacher is obliged to help students improve reading 438 .82
ability.
2. Technical vocabulary should be intrcduced to students in content 397 1.14

classes before they meet those terms in a reading passage.
3. The primary responsibility of a content teacher should be to impart 3.57  1.07

subject matter knowledge. (N)

4. Few students can leamn all they need to know about how toread insix 3.24 1.20
years of schooling.

5. The sole responsibility for teaching students how to study should lie 394 1.02

with reading teachers. (N)

6. Knowing how to teach reading in content areas should be required for 3.56 1.10
secondary teaching certification.

7. Only Arabic Language teachers should be responsible for teaching 3.12  1.25
reading in secondary schools. (N)

8. A teacher who wants to improve students’ interests in reading should 4.47 .76
show them that he or she likes to read.

9. Content teachers should teach content and leave reading instructionto  3.65 1.02

reading teachers. (N)
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10. A content area teacher should be responsible for helping students
think on an interpretive level as well as a literal level when they read.
11. Content area teachers should feel a greater responsibility to the
content they teach than to any reading instruction they may be able to
provide. (N)

12. Content area teachers should help students learn to set purposes for
reading.

13. Every content area teacher should teach students how to read
material in his or her content specialty.

14. Reading instruction in secondary schools is a waste of time. (N)

15. Content area teachers should be familiar with theoretical concepts of
the reading process.

16. The teaching of reading is the responsibility of the elementary school
only, rather than the secondary school. (N)

17. The teaching of concept development is part of reading instruction,
and should not be taught in my classes. (N)

18. Teaching library and reference skills to my class is not my
responsibility. (N)

19. Every secondary teacher is responsible for teaching reading in his
subject area.

20. Reading instruction needs only to be offered to poorer readers in the

secondary schools. (IN)

3.99

3.67

4.16

4.18

4.33

4.10

343

3.25

3.23

3.74

3.39

1.01

.75

.80

.79

.76

1.29

1.12

1.18

.98

I.11
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21. It is important to refer students to books other than the textbook
related to the subject other.
22. It is important to cooperate with the reading teacher about reading
skills and strategies that my students may need.
23. Inservice training should include how to teach reading skills and
strategies in the content areas.
24. The content area teacher can play an important role in influencing
reading attitudes of students.

Total Average

Total Score

3.87 .94
3.87 .83
390 .86
429 63
3.78 .39
90.75 9.36

Using the interpretation scale for teachers’ attitudes scores obtained from the

questionnaire to measure teachers’ attitudes toward teaching reading in the content areas

would indicate that all the secondary school teachers had an average positive attitude

toward content area reading instruction with a total score of 90.75 (3.78). According to

O’Connor (1986), a score of average or above is considered positive toward teaching

reading in the content areas. The following table (4.5) shows the revised interpretation

scale for teachers’ attitudes scores obtained from the questionnaire.
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Table 4.5

Interpretation Scale for Teachers Attitudes Scores Obtained from the Questionnaire to

Measure Teachers” Attitudes Toward Teaching Reading in the Content Areas.

Range Attitudes
104 (4.33) or higher High
92 (3.83) - 103 (4.29 Above average
81(3.37)-91 (3.79) Average
69 (2.87) - 80 (3.33 Below average
68 (2.83) or lower Low

Based on participants’ answers in this study regarding attitudes toward teaching
reading in the content areas, it can be noticed from Table 4.6 that six items were
identified as having the highest mean scores concerning teachers’ attitudes toward
teaching reading in the content areas. These items were: item 8, “A teacher who wants to
improve students’ interests in reading should show them that he or she likes to read”
(M=4.47); item 1, “A content area teacher is obliged to help students improve reading
ability” (M=4.38); item 14, “Reading instruction in secondary schools is a waste of time
(N)” (M=4.33); item 24, “The content area teacher can play an important role in
influencing reading attitudes of students” (M=4.29); item 13, “Every content area teacher
should teach students how to read material in his or her content specialty” (M=4.18); and
item 12, “Content area teachers should help students learn to set purposes for reading”

(M=4.16).
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Conversely, six items were rated as having the lowest mean scores concerning
teachers’ attitudes toward teaching reading in the content areas. These items were: item
7, “Only Arabic Language teachers should be responsible for teaching reading in
secondary schools (N)” (M=3.12); item 18, “Teaching library and reference skills to my
class is not my responsibility (N)” (M= 3.23); item 4, “Few students can learn all they
need to know about how to read in six years of schooling” (M=3.24); item 17, “The
teaching of concept development is part of reading instruction, and should not be taught
in my classes (N)” (M=3.25); item 20, “Reading instruction needs only to be offered to
poorer readers in the secondary schools (N)” (M= 3.39); and item 16, “The teaching of
reading is the responsibility of the elementary school only, rather than the secondary
school (N)” (M= 3.43). The following tables present the highest and the lowest six
(25%) mean scores concerning teachers’ attitudes toward teaching reading in the content

areas.
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The Highest Six Mean Scores Concerning Teachers’ Attitudes Toward Teaching Reading

in the Content Areas

[tem Statement M Anitude
number
8 A teacher who wants to improve students’ interests in 4.47 High
reading should show them that he or she likes to read.
1 A content area teacher is obliged to help students improve  4.38 High
reading ability.
14 Reading instruction in secondary schools is a waste of 4.33 High
time. (N)
24 The content area teacher can play an important role in 4.29 Above
influencing reading attitudes of students. Average
13 Every content area teacher should teach students how to 4.18 Above
read matenal in his or her content specialty. Average
12 Content area teachers should help students learn to set 416 Above
purposes for reading. Average




Table 4.7
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The Lowest Six Mean Scores Concerning Teachers’ Attitudes Toward Teaching Reading

in the Content Areas

[tem Statement M Attitude
number
7 Only Arabic Language teachers should be responsible for 3.12 Below
teaching reading in secondary schools. (N) Average
18 Teaching library and reference skills to my class is not 3.23 Below
my responsibility. (N) Average
4 Few students can learn all they need to know about how 3.24 Below
to read in six years of schooling. Average
17 The teaching of concept development is part of reading 3.25 Below
instruction, and should not be taught in my classes. (IN) Average
20 Reading instruction needs only to be offered to poorer 3.39  Average
readers in the secondary schools. (N)
16 The teaching of reading is the responsibility of the 3.43  Average

elementary school only, rather than the secondary

school. (N)




Teachers’” Attitudes Toward Reading

Research question number two was stated as follows: What are secondary school
teachers’ attitudes toward reading? In order to answer this question, it is necessary to
indicate some descriptive statistics. Table 4.8 indicates the total score obtained from the
questionnaire to measure teachers’ attitudes toward reading and the means and standard
deviations for all statements included in the Reading Attitudes Scale. Total scores on the
Reading Attitudes Scale reflect the teachers’ general attitudes toward reading. It should
be noted that all negatively stated items (marked N in Table 4.8) were converted to a
positive scale for the purpose of data analysis.

Descriptive statistics generated from the questionnaire to measure teachers’
attitudes toward reading (Reading Attitudes Scale) indicated that the total mean score of
teachers’ responses was 3.77, with accumulative score of 75.42. Since the highest
possible score was 100 and the lowest was 20, then if all the responses describe their
reading as “Somewhat” category in the Likert scale, the mean would then be 60 or
greater; thus M > 60 reflects a positive attitude toward reading on the total of the scale.

A mean of < 40 reflects a negative attitude toward reading if teachers reflect their
attitudes toward reading as “Slightly” category in the Likert scale. If the mean score for
the total scale fell between 60 and 40, this indicate that the teachers in this sample held
moderate or neutral attitudes toward reading as measured by the Reading Attitudes Scale.
The score of 3.77, with accumulative score of 75.42, put the average respondents closer
to the “Very” agreement category in the Likert scale (Very=4) compared to the

“Somewhat” category in the Likert scale (Somewhat=3) which was positive. The



evaluation score for teachers’ attitudes toward reading ranged from a mean of 2.88 to
a mean of 4.60. However, the mean rating of all statements was 3.77, suggesting that
secondary school teachers held positive attitudes toward reading.

Table 4.8

Means and Standard Deviations for All Statements Included in the Questionnaire to

Measure Teachers’ Attitudes Toward Reading

Statement M SD
1. I think [ am a devoted reader. 3.59 .88
2. I'd like to spend a day reading if I had the time. 2.88 1.22
3. I get lots of satisfaction from my personal reading. 3.87 2.34
4. Frankly, I do not find reading to be very relaxing. (N) 4.60 .81
5. The more I read, the more I learn about myself. 3.93 .94
6. There are many things [ would rather do than read. (N) 2.95 1.01
7. Reading is an interesting way of spending time. 4.15 .88
8. [ enjoy reading. 3.97 .94
9. Reading helps me to understand people better. 3.79 1.02
10. I think in today’s modem world, reading is important. 449 72
11. Reading is a good way to spend spare time. 421 77
12. I like reading more than [ like a lot of other things. 3.20 1.08
13. Reading is one of my favorite activities. 3.62 1.00
14. [ would like to have more time to read. 3.59 1.08

15. I like to spend money to buy books. 3.11 1.06
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16. There are many books that [ would buy to read. 3.54 1.13
17.1 like to have books at my home. 3.88 1.00
18. I like to read for enjoyment as well as for information. 4.09 .85
19. Spending time in the library is not interesting to me. (N) 3.96 1.07
20. Reading is important for me as a teacher. 4.35 .82
Total Average 3.77 .62
Total Score 75.42 12.46

It can be noticed from Table 4.8 that five items (25%) were identified as having
the highest mean scores. These items were: item 4, “Frankly, I do not find reading to be
very relaxing (N) (M= 4.60); item 10, “I think in today’s modern world, reading is
important (M=4.49); item 20, “Reading is important for me as a teacher” (M=4.35); item
11, “Reading is a good way to spend spare time”” (M=4.21); and item 7, “Reading is an
interesting way of spending time (M=4.15). Conversely, five items (25%) were
identified as having the lowest mean scores. These items were: item 2, “I’d like to spend
a day reading if [ had the time” (M=2.88); item 6, “There are many things [ would rather
do than read” (N) (M=2.95); item 15, “I like to spend money to buy books” (M=3.11);
item 12, “I like reading more than [ like a lot of other things™ (M=3.20); and item 16,

“There are many books that [ would buy to read” (M=3.54).
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The Univariate Results

The purpose of this section is to discuss the following null hypotheses:
Hol: There is no significant interaction between gender and school level regarding
secondary school teachers’ attitudes toward teaching reading in the content areas.
Ho2: There is no significant interaction between gender and subject taught regarding
secondary school teachers’ attitudes toward teaching reading in the content areas.
Ho3: There is no significant interaction between gender and school level regarding
secondary school teachers’ attitudes toward reading.
Ho4: There is no significant interaction between gender and subject taught regarding
secondary school teachers’ attitudes toward reading. The findings of each null

hypothesis will be presented as follows.

The Interaction Between Gender and School Level Regarding Attitudes Toward Teaching

Reading

The first null hypothesis was: There is no significant interaction between gender
and school level regarding secondary school teachers’ attitudes toward teaching reading
in the content areas. To test the first null hypotheses a two-way ANOV A was used.

Table 4.9 shows the two-way ANOV A results indicating that the F-test was .258,
which was not significant at the .05 level (p=.612). Therefore, the first null hypothesis
was retained. The results indicated that the interaction of gender and school level did not
affect teachers’ attitudes toward teaching reading in the content areas (effect size of .001
and power of .080). Table 4.9 shows the df, F, Eta, power, and the significant degree of

the interaction of gender and school level.
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Table 4.9

Two-Wav ANOVA Test Results for the Interaction Between Gender and School Level

Regarding Attitudes Toward Teaching Reading

Two-way ANOVA test Unique method

df F Sig. Eta Power

2-Way interactions:

Gender and school level 1 258 612 .001 .080
Main effects:

Gender 1 574 .449 .002 .117

School level 1 .948 331 .003 .163

Model 3 628 598 .006 .181

Residual 303

Total 307

As long as we retained the hypothesis about the interaction between the two
independent variables (gender and school level), it was necessary to examine the main
effects for each independent variable separately. As can be seen from Table 4.9, no
significant difference existed between male or female teachers (F=.574, p=. 449, with an
effect size of .002 and power of .117). Also, no significant difference existed between
secondary school teachers who teach at middle school level and those who teach at high
school level (F= .948, p=.331, with an effect size of .003 and power of .163). That

suggests gender and school level were not influencing factors on secondary school



97
teachers’ attitudes toward teaching reading in the content areas. Male and female
teachers who teach in middle school level or high school level tended to have the same
attitudes toward teaching reading in the content areas.

As Tables 4.10, and 4.11 indicate, male and female teachers who teach at middle
school level or high school level displayed an average attitude score toward teaching
reading in the content areas: male teachers (91.12), female teachers (90.30), middle
school teachers (90.20), and high school teachers (91.29) (see Figures 1 and 2). The
following tables show the means of teachers’ attitudes toward teaching reading in the
content areas according to gender and school level.

Table 4.10

Means of Teachers’ Attitudes Toward Teaching Reading According to Gender

Gender Mean N
Male 91.12 167
Female 90.30 140
Total 90.75 307
Table 4.11

Means of Teachers’ Attitudes Toward Teaching Reading According to School Level

School level Mean N
Middle 90.20 153
High 91.29 154

Total 90.75 307
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Figure 1. Attitudes of participants toward teaching reading according to gender.
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Figure 2. Attitudes of participants toward teaching reading according to school level.
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The Interaction Between Gender and Subject Taught Regarding Attitudes Toward

Teaching Reading

The second null hypotheses was: There is no significant interaction between
gender and subject taught regarding secondary school teachers’ attitudes toward teaching
reading in the content areas. To test the second null hypothesis, a two-way ANOVA was
used.

Table 4.12 of the two-way ANOVA indicated that the F-test was .541, which was
not significant at the .05 level (p=.655). Therefore, the second null hypothesis was
retained. The results indicated that the interaction of gender and subject taught did not
affect teachers’ attitudes toward teaching reading in the content areas (effect size of .005
and power of .161). Table 4.12 shows the df, F, Eta, power, and the significant degree of

the interaction of gender and subject taught.
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Table 4.12

Two-Wav ANOVA Test Results for the Interaction Between Gender and Subject Taught

Regarding Attitudes Toward Teaching Reading

Two-way ANOVA test Unique method

df F Sig. Eta Power

2-Way interactions:

Gender and subject taught 3 541 .655 .005 .161
Main effects:

Gender 1 385 535 .001 .095

Subject taught 3 6.906 .001* .065 .978

Model 7 3.308 .002 .072 957

Residual 299

Total 307

*The mean difference is significantly below the .05 level

As long as we retained the hypothesis about the interaction between the two
independent variables (gender and subject taught) regarding the attitudes toward teaching
reading, it was necessary to examine the main effect for each independent variable
separately. As can be seen from Table 4.12, no significant difference existed between
male and female teachers (F=.385, p=.535). That is, gender also has no effect on
secondary school teachers’ attitudes toward teaching reading in the content areas (effect
size of .001 and power of .095). However, with respect to subject taught, a significant

difference existed between secondary school teachers who teach different subjects
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(F=6.906, p=.001). The content areas of Arabic language, social studies, math, and
science were an influencing factor on the teachers’ attitudes toward teaching reading in
the content areas (effect size of .065 and a high power of .978).

Since the overall F test (6.906), (p=.001) indicated that subject taught was
statistically significant, it is necessary to determine which groups are significantly
different. Two-way ANOV A post hoc (Tukey HSD) was used to investigate which of the
four groups differed from which other.

In a multiple comparison of pairs of groups (Tukey HSD) shown in Table 4.13, it
appears that the Arabic language group is statistically significant with the social studies
group (p=.001), with the math group (p=.015), and with the science group (p= .000).
However, there was no significant difference among the other groups (social studies

group, math group, and science group).



Table 4.13
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Tukev Multiple Comparison Test of Teachers’ Attitudes Toward Teaching Reading in the

Content areas

Mean
(I) Subject taught (J) Subject taught difference Sig.
d-J
Arabic language Social studies 5.4900 .001*
Math 4.5212 .015*
Science 6.0689 .000*

Social studies

Math

Science

Arabic language
Math

Science

Arabic language
Social studies
Science

Arabic language
Social studies

Math

-5.4900 .001*
-.9688 916
.5789 977
-4.5212 .015*
.9688 916
1.5478 723
-6.0689 .000*
-.5789 977

-1.5478 733

* The mean difference is significantly below the .05 level

It can be seen from Table 4.14 that there were differences among the teachers in

the four subject areas on their attitudes toward content area reading instruction in their

classrooms. The group of Arabic language teachers had the highest attitude score of
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94.84 (above average) followed by math teachers with a score of 90.31 (average).
With a score of 89.335, social studies teachers had the third highest score, which is also
average. Science teachers had the lowest score of 88.77 (average score). The scores
ranged from 88.77 for the science teachers to 94.84 for the Arabic language teachers (see
Figure 3). The following table represents the means of the four subject taught groups in
their attitudes toward teaching reading in the content areas.
Table 4.14

Means of Teachers’ Attitudes Toward Teaching Reading According to Subject Taught

Subject taught Mean N
Arabic language 94.84 75
Social studies 89.35 80
Math 90.31 69
Science 88.77 83

Total 90.75 307
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Figure 3. Attitudes of participants toward teaching reading according to subject taught.

The Interaction Between Gender and School Level Regarding Attitudes Toward Reading

The third null hypothesis was: There is no significant interaction between gender

and school level regarding secondary school teachers’ attitudes toward reading. To test
the third null hypotheses a two-way ANOVA was used.

Table 4. 15 of the two-way ANOVA indicated that the F-test was 1.812, which
was not significant at the .05 level (p=.179). Therefore, the third null hypothesis was
retained. The results indicated that the interaction of gender and school level did not
affect teachers’ attitudes toward reading (effect size of .006 and power of .269).

Table 4.15 shows the df, F, Eta, power, and the significant degree of the interaction of

gender and school level.
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Table 4.15

Two-Way ANOVA Test Results for the Interaction Between Gender and School Level

Regarding Attitudes Toward Reading

Two-way ANOVA test Unique method

Df F Sig. Eta  Power

2-Way interactions:

Gender and school level 1 1.812 .179 006 269
Main effects:

Gender 1 .044 .834 .000 .055

School level 1 1.35 713 .000 .066

Model 3 .697 554 .007 .197

Residual 303

Total 307

As long as we retained the hypothesis about the interaction between the two
independent variables (gender and school level) regarding the attitudes toward reading, it
was necessary to examine the main effect for each independent variable separately. As
can be seen from Table 4.15, no significant difference existed between male and female
teachers (F= .044, p=.834). That is, gender did not influence secondary school teachers’
attitudes toward reading (effect size of .000 and power of .055). Also, no significant
difference existed between secondary school teachers who teach at the middle school

level and those who teach at the high school level (F=1.35, p=.713), which means school
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level has, also. no effect on secondary school teachers’ attitudes toward reading
(effect size of .000 and power of .066).

It can be noted from Table 4.16 and 4.17 that male and female teachers who teach
at middle school level or high school level displayed only slight differences in their
attitudes toward reading: male teachers (75.29), female teachers (75.58), middle school
teachers (75.07), and high school teachers (75.77), (see Figures 4 and 5). The following
tables and figures show the means of teachers’ attitudes toward reading according to
gender and school level.

Table 4.16

Means of Teachers’ Attitudes Toward Reading According to Gender.

Gender Mean N
Male 75.29 167
Female 75.58 140
Total 75.42 307
Table 4.17

Means of Teachers’ Attitudes Toward Reading According to_School Level.

School Level Mean N
Middle 75.07 153
High 75.77 154

Total 75.42 307
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Figure 4. Attitudes of participants toward reading according to gender.
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Figure 5. Attitudes of participants toward reading according to school level.
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The Interaction Between Gender and Subject Taught Regarding Attitudes Toward

Reading

The fourth null hypothesis was: There is no significant interaction between
gender and subject taught regarding secondary school teachers’ attitudes toward reading.
To test the fourth null hypotheses a two-way ANOVA was used. Table 4.18 of the two-
way ANOVA indicated that the F-test was 1.020, which was not significant at the .05
level (p= .384). Therefore, the fourth null hypothesis was retained. The results indicated
that the interaction of gender and subject taught did not affect teachers’ attitudes toward
reading (effect size of .010 and power of .276). Table 4.18 shows the df, F, Eta, power,

and the significant degree of the interaction of gender and subject taught.
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Table 4.18

Two-Wav ANOVA Test Results for the Interaction between Gender and Subject Taught

Regarding Attitudes Toward Reading

Two-way ANOVA test Unique method

Df F Sig. Eta Power

2-Way interactions:

Gender and subject taught 3 1.020 .384 .010 276
Main effects:

Gender 1 .009 .0926 .000 .051

Subject taught 3 3.545 .015* .034 .783

Model 7 1.982 .057 .044 772

Residual 299

Total 307

*The mean difference is significantly below the .05 level

As long as the null hypothesis about the interaction between the two independent
variables (gender and subject taught) regarding the attitudes toward reading was retained,
it was necessary to examine the main effects for each independent variable separately.
As can be seen from Table 4.18, no significant difference existed between male and
female teachers (F= .009, p=.926). Gender, thus, did not influence secondary school
teachers’ attitudes toward reading (effect size of .000 and power of .051). However, a
significant difference existed among teachers who teach different subjects (F=3.545, p=

.015). That is, the content areas of Arabic language, social studies, math, and science
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were also an influencing factor on secondary school teachers’ attitudes toward
reading (effect size of .034 and a power of .783).

Since the overall F test (3.545, p= .015) indicated that subject taught was
statistically significant, it was necessary to determine which groups are significantly
different. Two-way ANOVA post hoc (Tukey HSD) was used to investigate which of the
four subject-taught groups differed from which other.

A multiple comparison of pairs of groups (Tukey HSD) as seen in Table 4.19,
indicates that Arabic language group is statistically significant with only the math group
(p=.006), in favor of Arabic language group. However, there was no significant
difference between the Arabic language group and social studies group or science group.
Also, there was no significant difference among other groups (social studies, math, and

science). Table 4.19 shows the Tukey multiple comparison test of teachers’ attitudes

toward reading



Table 4.19

Tukev Multiple Comparison Test of Teachers’ Attitudes Toward Reading
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Mean
(I) Subject taught (J) Subject taught difference Sig.
(I-)
Arabic language Social studies 3.3933 317
Math 6.6904 .006*
Science 3.9897 .176
Social studies Arabic language -3.3933 317
Math 3.2971 363
Science .5964 990
Math Arabic language -6.6904 .006*
Social studies -3.2971 .363
Science .5964 534
Science Arabic language -39897 176
Social studies -.5964 990
Math 2.7007 534

* The mean difference is significantly below the .05 level

It can be seen from Table 4.20 that there were differences among the teachers in

the four subject areas on their attitudes toward reading. The group of Arabic language

teachers had the highest attitude score 78.89, followed by social studies teachers with a

score of 75.50. With a score of 74.90, science teachers had the third highest score. Math
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teachers had the lowest score, 72.20. The scores thus ranged from 72.20 for the math
teachers to 78.89 for the Arabic language teachers (see Figure 6).

Table 4.20

Means of Teachers’ Attitudes Toward Reading According to Subject Taught

Subject taught Mean N
Arabic language 78.89 75
Social studies 75.50 80
Math 72.20 69
Science 74.90 83
Total 75.42 307
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Figure 6. Attitudes of participants toward reading according to subject taught.
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The Correlation Results

The purpose of this part is to test the fifth null hypothesis (seventh question) as
stated in chapter 1: There is no relationship between teachers’ attitudes toward teaching
reading in the content areas and their attitudes toward reading. To test this hypothesis,
the Pearson correlation procedure was conducted to determine the relationship between
teachers’ attitudes toward teaching reading in the content areas and their attitudes toward
reading.

As can be seen from Table 4.21, Pearson correlation results indicate that there is
significant positive correlation between teachers’ attitudes toward teaching reading in the
content areas and teachers’ attitudes toward reading (r = .309), (p=. 000). As scores
indicating teachers’ attitudes toward reading increase, their scores of attitudes toward
teaching reading in their classroom positively increase.

The absence of significant differences among the three groups (social studies,
math, and science) was found to be a factor in lowering the correlation result. The
researcher ran the Pearson correlation between teachers’ attitudes toward teaching
reading in the content areas and their attitudes toward reading for only the Arabic
language group; the correlation result was (r=.38). However, the correlation result for
the other three groups (social studies, math and science) was (r=.25). This finding
suggests the relationship between teachers’ attitudes toward teaching reading in the
content areas, and teachers’ attitudes toward reading was stronger for the Arabic
language teachers. As Arabic language teachers’ attitudes toward reading become more

positive, their attitudes toward teaching reading in their classroom also increase.
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Consequently, the Reading Attitudes Scale is a better predictor for attitudes about
teaching reading in the content areas among Arabic language teachers compared to other
instructors in the study.

Table 4.21

The Correlation Between Teachers’ Attitudes Toward Teaching Reading in the Content

Areas and Teachers’ Attitudes Toward Reading.

Total attitudes toward  Total attitudes

teaching reading toward reading
Total attitudes Pearson correlation  1.000 309
toward teaching Sig. (2-tailed) . .000**
reading N 307 307
Total attitudes Pearson correlation  .309 1.000
toward reading Sig. (2-tailed) .000**
N 307 307

** Correlation is significantly below the 0.05 level (2-tailed).
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Summary

Demographic information of the sample of this study revealed that Saudi
secondary school teachers who participated in this study differ in their genders, school
levels, and subjects taught. While the overall return rate for the questionnaires in this
study was 88%, male teachers scored higher than female teachers in their response rate.
Descriptive statistics presented in this chapter revealed that secondary school teachers
held positive attitudes toward teaching reading in the content areas and toward reading.

Gender and school level were found not to be influencing factors in teachers’
attitudes toward teaching reading in the content areas, and teachers’ attitudes toward
reading. However, subject taught was found to be a significant factor in both teachers’
attitudes toward teaching reading in the content areas and teachers’ attitudes toward
reading. Arabic language teachers scored significantly higher than social studies, math,
and science teachers in mean attitudes toward teaching reading in the content areas and
toward reading. Another finding of this study was that teachers’ attitudes toward
teaching reading in the content areas were significantly related to teachers’ attitudes

toward reading.
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CHAPTER 5
Summary, Discussion, Implications, and Recommendations

This chapter presents a brief summary of the study including purpose, design,
research questiohs, and hypotheses, followed by a summary of findings. A detailed
discussion of the findings is then presented. Implications of the results which are
pertinent for secondary school teachers and educators will be discussed, followed by
recommendations for secondary school teachers, and for educators who are involved in
teacher preparation. Finally, suggestions are offered for further research in reading
instruction in secondary schools.

Summary of the Study

Purpose and Design

The major purpose of this study was to investigate the attitudes of secondary
school teachers in the Kingdom of Saudi Arabia toward teaching reading in the content
areas and toward reading. It sought to discover if there are differences in teachers’
attitudes toward teaching reading in the content areas and toward reading, depending on
their gender (male and female), school level (middle and high school), and the subject
taught (Arabic language, social studies, math, and science). This study aimed also to see
if a relationship between teachers’ attitudes toward teaching reading in the content areas
and teachers’ attitudes toward reading had occurred.

The research data were compiled from a questionnaire designed for this purpose.
The questionnaire was composed of two sections. Section one requested demographic

information including gender, school level, and subject taught. The second section
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included two scales: The Revised Vaughan Attitudes Scale, and the Reading Attitudes
Scale.

Using the questionnaire technique, 44 male and female secondary schools in
Riyadh were randomly selected to participate in this study. Of the 350 questionnaires
distributed to secondary school teachers (Arabic language, social studies, math, and
science teachers), 310 questionnaires were received by the cut-off date for a return rate of
88 percent, and a total of 307 of these questionnaires were selected to be used in the
analysis.

The content validity in this study was developed by submitting the questionnaire
(Arabic version) to a panel of experts whose native language is Arabic and who are
familiar with the content domain. Suggestions and recommendations were received and
some revisions were made. The reliability of the instrument was assessed by the internal
consistency (stability of items). Cronbach’s alpha for the Revised Vaughan Attitudes
Scale was .76, which means that the scale was reliable. The reliability for the 24 items
included in the scale was generally good. The computed Cronbach’s alpha for the
Reading Attitudes Scale was .89, high for an attitude scale.

Four types of analysis were used in this study:

1. Cronbach’s alpha reliability test was used to estimate the overall reliability of
the two scales.

2. Descriptive statistics such as percentages, frequencies, means, and standard
deviations were reported for the variables of the study. These variables are gender,

school level, and subject taught.
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3. In addition to descriptive statistics, inferential statistics were used to
analyze the data. Specifically, two-way Analysis of Variance (ANOVA) was used.
4. Finally, the relationship between the attitudes of secondary teachers toward
teaching reading and toward reading, was examined by using the correlation.

Research Questions and Hypotheses

The current study was undertaken to find answers to the following research
questions:
1. What are secondary school teachers’ attitudes toward teaching reading in the
content areas”?
2. What are secondary school teachers’ attitudes toward reading?
3. Is there significant interaction between gender and school level regarding
secondary school teachers’ attitudes toward teaching reading in the content areas?
4. Is there significant interaction between gender and subject taught regarding
secondary school teachers’ attitudes toward teaching reading in the content areas?
5. Is there significant interaction between gender and school level regarding
secondary school teachers’ attitudes toward reading?
6. Is there significant interaction between gender and subject taught regarding
secondary school teachers’ attitudes toward reading?
7. Is there a relationship between secondary school teachers’ attitudes toward
teaching reading in the content areas and their attitudes toward reading?
Since the first two research questions aim to examine teachers’ attitudes toward

teaching reading in the content areas and teachers’ attitudes toward reading, without
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examining differences among them, there are no null hypotheses needed for these
questions. The null hypotheses for research questions 3-7 were formulated as follows:

Null hypothesis 1: There is no significant interaction between gender and school
level regarding secondary school teachers’ attitudes toward teaching reading in the
content areas.

Null hypothesis 2: There is no significant interaction between gender and subject
taught regarding secondary school teachers’ attitudes toward teaching reading in the
content areas.

Null hypothesis 3: There is no significant interaction between gender and school
level regarding secondary school teachers’ attitudes toward reading.

Null hypothesis 4: There is no significant interaction between gender and subject
taught regarding secondary school teachers’ attitudes toward reading.

Null hypothesis 5: There is no relationship between teachers’ attitudes toward
teaching reading in the content areas and their attitudes toward reading.

Summary of Findings

The descriptive statistics revealed that the sample of this study consisted of 307
secondary school teachers in Riyadh in the Kingdom of Saudi Arabia. One hundred
sixty-seven (54.4%) of the respondents were men and 140 (45.6%) were women. At the
middle school level there were 153 teachers (49.8%), while 154 teachers (50.2%) taught
at the high school level. With respect to the subject taught, 75 teachers taught Arabic
language (24.4%), 80 teachers taught social studies (26.1%), 69 teachers taught math

(22.5%), and 83 teachers taught science (27.0%).



According to descriptive statistics generated from the Revised Vaughan
Attitudes Scale, the evaluation score for teachers’ attitudes toward teaching reading in the
content areas ranged from a mean of 3.12 (out of 5) to a mean of 4.47. However, the
mean rating of all statements was 3.78 with a total score of 90.75, which was average as
measured by the Revised Vaughan Attitudes Scale; a score of average or above is
considered positive in relation to teaching of reading in the content areas. This suggests
that secondary school teachers valued the importance of reading instruction in the content
areas and they were willing to, or felt they could, teach reading in their classrooms.

Results of the investigation revealed that secondary school teachers felt that to
improve students’ interests in reading, the teacher should show her/his students that he or
she likes to read. They felt that reading instruction in secondary school is not a waste of
time, and teachers are obliged to help students improve their reading ability of material
within the teachers’ specific content areas. Teachers also felt that the content area
teacher can play an important role in influencing reading attitudes of students, and that
they should help their students set purposes for reading. However, secondary school
teachers were less likely to agree with the statement: ““Few students can learn all they
need to know about how to read in six years of schooling”. Also, the adjusted scores for
the negative statements: *“‘Only Arabic Language teachers should be responsible for
teaching reading in secondary schools (N),” “Teaching library and reference skills to my
class is not my responsibility (N),” “The teaching of concept development is part of
reading instruction, and should not be taught in my classes (N),” “Reading instruction

needs only to be offered to poorer readers in the secondary schools (N)” and “The
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teaching of reading is the responsibility of the elementary school only, rather than the
secondary school (N)” indicate that secondary school teachers were less likely to agree
that they share the responsibility for teaching reading with Arabic language teachers, and
with elementary school teachers. They also were less likely to feel that they are
responsible for teaching library and reference skills, or that the teaching of concept
development should be taught in the class.

Regarding secondary school teachers’ attitudes toward reading, the findings of the
present study indicate that secondary school teachers held positive attitudes toward
reading. Descriptive statistics generated from the Reading Attitudes Scale revealed that
the total mean score of teachers’ responses was 3.77, and accumulative score of 75.42,
which was close to the “Very” agreement category on the Likert scale. Score of 60 or
above is considered positive in the attitudes toward reading, which means that secondary
schocl teachers value reading and its important for them as teachers. The evaluation
score for teachers’ attitudes toward reading ranged from a mean of 2.88 (out of 5), to a
mean of 4.60.

In the present study, secondary school teachers valued reading most for the
following reasons: they find it very relaxing, it is important in today’s world, it is
important for them as teachers, and it is a good way to spend spare time. However,
secondary school teachers were less likely to agree with the statements: “I’d like to spend
a day reading if I had the time,” “‘I like to spend money to buy books,” “I like reading

more than I like a lot of other things.” The adjusted score earned for the negative
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statement: “There are many things [ would rather do than read (N),” indicates that
teachers would rather do other activities than read.

The inferential statistics of the study revealed the following points regarding
hypotheses testing:

1. There was no significant interaction between gender and school level, or
between gender and subject taught regarding secondary school teachers’ attitudes toward
teaching reading in the content areas, and regarding secondary school teachers’ attitudes
toward reading. That is, teachers who teach at different school levels and teach different
subjects do not differ significantly according to their gender in their attitudes toward
reading instruction, and in their attitudes toward reading.

2. By examining the main affects for each independent variable regarding
teachers’ attitudes toward teaching reading in the content areas, and regarding teachers’
attitudes toward reading, no significant difference existed between male and female
teachers, or between teachers who teach at the middle school level and those who teach at
the high school level. This suggests that gender and school level have no influence on
secondary school teachers’ attitudes toward teaching reading in the content areas, and
they have no influence on secondary school teachers’ attitudes toward reading.

3. With respect to the subject taught variable, a significant difference existed
between different subjects taught, favoring Arabic language teachers. Content areas of
Arabic language, social studies, math, and science were an influencing factor on the
teachers’ attitudes toward teaching reading in the content areas and in their attitudes

toward reading. A statistical analysis of teachers’ attitudes toward teaching reading in the
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content areas (Tukey, HSD) revealed a statistical significance favoring Arabic
language teachers over all other groups (social studies, math, and science). Teachers who
teach Arabic language had the highest attitudes score, followed by math teachers, then by
social studies teachers, and lastly by science teachers. On the other hand, considering
teachers’ attitudes toward reading, Tukey (HSD) revealed a significant difference
between the Arabic language group and the math group, but not with the other groups
(social studies and science). Teachers who teach Arabic language had the highest score,
followed by social studies teachers, then by science teachers, and lastly by math teachers.
The results of a Pearson correlation indicate that there is significant positive
correlation between teachers’ attitudes toward teaching reading in the content areas and
teachers’ attitudes toward reading (r=.309). This positive relationship between the
attitudes toward teaching reading in the content areas and the attitudes toward reading
was stronger for the Arabic language teachers compared to other content area teachers
(social studies, math, and science).
Discussion of Findings
Based on the findings of this study, this section discusses teachers’ attitudes
toward teaching reading in the content areas, and their attitudes toward reading.
Additionally, the discussion focuses on the influence of gender, school level, and subject
taught on teachers’ attitudes toward teaching reading in the content areas and toward

reading. The correlation results will also be discussed.
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Teachers’ Attitudes Toward Teaching Reading in the Content Areas

Secondary school teachers’ attitudes toward teaching reading in the content areas
in this study were average as measured by the Revised Vaughan Attitudes Scale. A score
of average or above is considered positive toward teaching reading in the content areas,
which suggests that secondary school teachers valued the importance of reading
instruction in the content areas and that they were willing to, or could, teach reading in
their classrooms.

This finding supports the findings in most of the studies dealing with this subject,
namely that content area teachers have, in general, positive attitudes toward teaching
reading in the content areas (Flanagan, (1975); O’Connor, (1986); O’Rourke, (1980);
Stieglitz, (1983); Thomton, (1989); Wilson (1995); and Usova, (1978).

In his discussion of study findings, O’Connor (1986) mentioned that one possible
explanation for secondary school teachers’ positive attitudes toward reading instruction
being higher than in the Vaughan study is including a definition of the concept of content
area reading instruction. The survey respondents in the current study were provided with
a clear definition of the concept of “‘content area reading instruction,” and found the
same result of O’Connor. This indicates that providing a definition of the content area
reading instruction may help positively in increasing teachers’ attitudes toward teaching
reading in the content areas, and teachers’ attitudes toward teaching reading in the
content areas in this study were higher than what was found by Vaughan (1977).

The analysis of the 24 items on the Revised Vaughan Attitudes Scale revealed a

high tendency to agree with the statements: “A teacher who wants to improve students’
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interests in reading should show them that he or she likes to read,” *“A content area

1 ¢

teacher is obliged to help students improve reading ability,” “The content area teacher
can play an important role in influencing reading attitudes of students,” and “Every
content area teacher should teach students how to read material in his or her content
specialty.” Also, disagreement about secondary reading instruction being a waste of time
was indicated. However, the teachers were less likely to feel that teaching reading in
secondary schools is a shared responsibility with Arabic language teachers. They were
less likely to feel that they are responsible for teaching concept development or library
and reference skills to their classes. Teachers were also less apt to agree that few
students can learn all they need to know about how to read in six years of schooling.

The results show that secondary school teachers value content area reading
instruction, feel that it is important and necessary, and believe they can teach reading in
their content areas. However, teachers also indicated that they are unwilling, or feel it is
not their job, to implement teaching of reading skills and strategies in their content areas.

Several studies have suggested that unwillingness or resistance to teach reading
skills and strategies may be due to some obstacles that impede teachers’ desire to
incorporate reading skills and strategies in classroom practices. One of these obstacles
may be due to the lack of confidence concerning teachers’ effectiveness at incorporating
reading instruction into their content lessons (Stewart & O’Brien, 1989). Another
obstacle is the difficulties that secondary school teachers may face when teaching reading

and study skills without adequate training in reading instruction (Gillespie & Ransinki,

1989).
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Reading instruction in secondary schools may be viewed by some teachers in
this study as a subject to be taught, or part of the class time should be spent in direct
teaching of reading in the content areas. According to Readence (1980), reading at the
secondary level should not be viewed as a subject to be taught, but as a teaching practice
which is designed to teach more effectively the essential concepts of subject matter areas.

O'Brien and Stewart (1992) stated that secondary school teachers may also resist
content reading instruction because of their concern about the quality of reading materials
they must use. In addition, teachers’ high value on reading cannot be articulated in
classroom practice in the face of the daily demands placed upon them. It is worth
mentioning that secondary school teachers in Saudi Arabia rely heavily on textbooks, and
they are required to follow the curriculum step by step according to a timetable that is
mandated by the Ministry of Education or by the General Presidency of Girls’ Education.

Teachers’ Attitudes Toward Reading

This study reported that secondary school teachers held positive attitudes toward
reading as measured by the Reading Attitudes Scale. Descriptive statistics generated
from the questionnaire to measure teachers’ attitudes toward reading indicated that total
mean score of teachers’ responses was 3.77, close to the “Very” category on the Likert
scale, and the accumulative score was 75.42, which is positive. This suggests that
secondary school teachers held positive attitudes toward reading. Likewise, Warncke and
Powell (1990) conducted a study in the United States to describe reading habits of
teachers; when they asked whether the teachers enjoyed reading, 89% of the preservice,

100% of the inservice, and 92% of the teacher educators responded positively.



The descriptive results in the current study also revealed that secondary
school teachers value reading because they find it to be very relaxing, it is important in
today’s world, it is important for them as teachers, and reading is a good and interesting
way for them to spend their spare time. These statements show that teachers value
reading and recognize its importance, especially for them as teachers in order to enrich
their general information and the information about the content they teach.

The finding that reading is important to teachers is related to the item “A teacher
who wants to improve students’ interest in reading should show them that he or she likes
to read” (M=4.47, high attitude), presented in the scale which measured secondary school
teachers’ attitudes toward teaching reading in the content areas. This result supports the
assertion by Graves (1990, cited in Al-Haddad, 1996) that reading “must be a vital part of
the teachers’ diet as a literate person, or little of significance will happen for the children”
(p. 41).

In contrast, secondary school teachers were less likely to agree with the
statements: “I’d like to spend a day reading when I have the time,” *“I like to spend
money to buy books,” and *“I like reading more than I like a lot of other things.” Also,
the adjusted score eamned for the negative statement: “There are many things [ would
rather do than read (N),” indicates that teachers would rather do other activities than read.

Possible reasons could explain why teachers value reading but spend less time in
reading. The researcher arranged a group interview with some secondary school teachers
and instructional supervisors. The following information was a result of that interview:

first, few chances are available for teachers to read during the school day since they are
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very busy people with many obligations; “they spend a great deal of time planning
instructional activities for their students, arranging optimal learning conditions, and
grading students’ work™ (Morrison, Jacobs, & Swinyard, 1999, p. 97). Second, most of
the places to read at school are not attractive locations. Third, topics in Saudi curriculum
textbooks do not encourage teachers to search or read for information. Fourth, few books
are available at school libraries that meet teachers’ interests. Finally, most of the teachers
are busy out of school taking care of their families or involved in other activities.

[f the interview with this small.number of teachers is representative of the larger
population of subjects sampled with the scale, then it could be said that not having the
time to read is more an excuse than a reason for not reading. However, on the scale, the
responses to the following items: “I’d like to spend a day reading if I had time (M=2.88),
and “There are many things I would rather do than read (N)” (M=2:95) clearly indicate
that teachers, given the time, would choose other activities than reading.

Overall, having positive attitudes toward reading is an encouraging result.
Secondary school teachers may increase their reading time when approprnate time and
places are available. Since teachers play a crucial role in motivating students to read,
then positive attitudes toward reading could be significant in helping students develop
similar positive attitudes. Also, it is important for teachers to have positive attitudes
toward reading if they are to be responsible for teaching reading skills and strategies in

their classrooms.



The Influence of Gender and School Level on Teachers’ Attitudes

This study reported that there were no significant differences among the subjects
in their attitudes toward teaching reading in the content areas, and in their attitudes
toward reading, with respect to their gender and school levels. The failure of the results
of the data analysis to indicate an influence on teachers’ attitudes toward teaching reading
in the content areas and on their attitudes toward reading by the two variables- gender
and school level- may be due to the similarity between teachers’ preparation and training
programs for male and female teachers. In terms of school level variable, there is no
major difference between the two levels. Teachers are prepared to teach in either level
and some of them teach in both levels at the same time if both are in one building.

The absence of any effect of school level is consistent with results found by
Flanagan (1975), O’Rourke (1980), and O’Connor (1986), whereas the absence of any
effect of gender in this study is consistent with Thornton’s study (1989), which concluded
that gender did not influence teachers’ attitudes toward content field reading instruction.
However, the absence of the effect of gender in this study contradicted the finding of
O’Connor (1986). In his study, female teachers tended to have more positive attitudes
toward content area reading instruction. In addition, finding gender to not be significant
in teachers’ attitudes toward reading contradicts what was indicated in the literature
review of this study when it was reported that “with some exceptions, most researchers
found gender to be significant, females generally having somewhat more positive
attitudes than males™ (Al-Haddad, 1996, p. 32). However, most of the studies that

reported gender differences regarding teachers’ attitudes toward teaching reading in the
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content areas and toward reading were done in the United States. Cultural and
educational system differences between Western societies and Arabic societies may
affect the influence of gender on secondary school teachers’ attitudes toward teaching
reading in the content areas and teachers’ attitudes toward reading.

The Influence of Subject Taught on Teachers’ Attitudes

Although no significant differences in attitudes toward teaching reading in the
content areas were found between male and female teachers, or between middle school
level and high school level teachers, there were significant differences among content
area teachers. The major factor influencing secondary school teachers’ attitudes toward
teaching reading in this study was content area responsibility, with only Arabic language
teachers having above average attitudes, and the other content area teachers (social
studies, math, and science) scored in the average range. These results confirm what was
anticipated. Possible reasons for Arabic language teachers having the highest attitude
score may lie in the fact that the subject requires larger amounts of reading than does
science or math, which rely more on symbols and numbers. Reading “as a subject
matter” is taught in Saudi secondary schools by Arabic language teachers only. Also,
many Arabic language teachers have a reading background because of their preservice
training or their experience in teaching reading.

The finding reported here about the influesiice of subject taught on teachers’
attitudes toward teaching reading in the content areas is clearly related to previous studies
investigating the effect of subject taught variable, although the subject under

consideration was English or language arts instead of Arabic (e.g., Flanagan, 1975;
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O’Rourke, 1980; Thomnton, 1989 and Usova, 1973, & 1978). For instance, in
Usova’s studies (1973, 1978) the English and history teachers scored significantly higher
than mathematics teachers in Pennsylvania, and English teachers scored significantly
higher than science teachers in West Virginia. In Flanagan’s study (1975), the results of
the survey indicated that the major factor influencing attitudes and perceptions of
competency was content area responsibility, with language arts teachers having more
positive attitudes. In O’Rourke’s study (1980), there were significant differences among
content areas. According to him, only English teachers, with an average score of 83.07,
scored positively. The other content area teachers scored in the average range. Finally,
in Thomton’s study (1989), English and social studies teachers had more positive
attitudes than mathematics and science teachers toward content field read” g instruction.
All of these studies declare the importance of subject taught in influencing secondary
school teachers’ attitudes toward teaching reading in the content areas.

Similarly, in the Reading Attitudes Scale, significant differences existed between
different types of subject taught, favoring Arabic language teachers. Tukey (HSD)
revealed that the Arabic language group was statistically significant with only the math
group but not with the other groups (social studies and science). Again, the major factor
influencing secondary school teachers’ attitudes toward reading was content area
responsibility, with Arabic language teachers having the highest mean attitudes.

It is expected that Arabic language teachers value reading more than other content

area teachers since they teach reading in secondary school. Also, Arabic language
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teachers read different types of literature, which may increase their attitude toward
reading, while math teachers are more focused on math problems and numbers.

The Relationship Between Teachers’ Attitudes Toward Reading Instruction and Their

Atitudes Toward Reading

Finally, this study reported a moderate but positive correlation between secondary
school teachers’ attitudes toward teaching reading in the content areas and their attitudes
toward reading (r =.31). This positive relationship between the attitudes toward teaching
reading in the content areas and the attitudes toward reading was stronger for the Arabic
language teachers compared to other content area teachers (social studies, math, and
science). This suggests that a positive attitude toward reading helps Arabic language
teachers more than the other content area teachers to develop positive attitudes toward
teaching reading in their classrooms. Since Arabic language teachers held higher positive
attitudes toward both teaching reading in the content areas, and reading in general, it is
not surprising that the relationship between the two attitudes was stronger than that for
teachers of other subjects.

When teachers become effective and devoted readers, they develop good reading
skills and strategies to make reading more enjoyzble and effective. Using these reading
skills and strategies helps them develop positive attitudes toward reading instruction in
the content areas. Positive attitudes toward reading and teaching reading help teachers
also develop the ability to incorporate reading skills and strategies in their classrooms,
which in tumn is reflected in students’ language development and achievement in those

content areas.



Implications of Study Results

The results of this study involve different aspects of reading and teaching reading
in the content areas. Hence, this section offers some comments and educational
implications that may impact education in general and reading and teaching skills and
strategies in secondary schools in particular. The following implications of the study
results are pertinent for secondary school teachers and educators.

Implications for Teachers and Instructors

1. This study revealed that secondary school teachers held positive attitudes
toward teaching reading in the content areas. This implies that secondary school
teachers enjoy and value their work in general and teaching reading skills and strategies
in particular.

2. The analysis of the 24 items on the inventory revealed that the highest mean
score was given to the statement “A teacher who wants to improve students’ interests in
reading should show them that he or she likes to read.” If this is true, this implies that
secondary school teachers should model the love of reading in different ways. For
example, teachers can show their students that they are readers by reading in school so
that their students can observe their teachers enjoy reading. Secondary schools can
implement a regular sustained silent reading time to help teachers use this time to read
books, visit the school library, and show their students that they value reading and books.

3. The analysis of the inventory revealed also that the following statement:

“A content area teacher is obliged to help students improve reading ability” gained a

high mean score. This implies that secondary school teachers are aware of their
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important role in improving students’ reading abilities. They are also aware that
students’ reading abilities can be developed and need to be improved as they encounter
content area text materials.

4. This study also revealed positive attitudes toward reading held by secondary
school teachers. This important finding implies that Saudi secondary school teachers
value reading and recognize its importance especially for them as teachers.

5. The analysis of the 20 items on the inventory revealed that teachers
identified reading is very relaxing; reading is important in today’s world; and reading is
important for them as teachers, as the most descriptive three statements. This positive
attitude toward reading can help teachers to foster the love of reading in their students.
“Teachers who already love reading so much that they always have time to read may
engender enthusiasm in their students more easily than teachers who don’t”, writes
Hansen, (1987, p. 24, cited in Morrison, Jacobs, & Swinyard, 1999, p. 98).

Implications for Educators and Teacher Training Institutions

1. This study revealed that secondary school teachers’ attitudes toward teaching
reading in the content areas and toward reading could be measured reliably and validly
by a simple Likert scale. Attitude measures can be useful when working with teachers.
[nstructional supervisors, principals, and educators can use the scales utilized in this
study to measure preservice and inservice secondary school teachers’ attitudes toward
reading and teaching reading in the content areas. The knowledge gained from assessing

teachers’ attitudes toward reading instruction and toward reading in general seems



important to help educators in developing secondary reading programs and to
strengthen the teaching of reading whenever needed in secondary school content areas.

2. This study revealed that secondary school teachers held positive attitudes
toward teaching reading in the content areas. Having positive attitudes toward teaching
reading in the content areas required educators to transfer this attitude into practice by
developing secondary reading program that enable teachers to incorporate reading skills
and strategies in their classrooms and measure their attitudes again to evaluate the
effectiveness of the program.

3. In this study, Arabic language teachers scored significantly higher than
social studies, math, and science teachers in attitudes toward teaching reading in the
content areas and toward reading. To have high positive attitudes toward reading and
reading instruction in secondary school means that Arabic language teachers have been
exposed to different training or preparation about reading in general and teaching
reading skills and strategies in particular either before or during their official teaching.
This implies that secondary school teachers other than Arabic language teachers need
also to be trained and prepared to teach reading in their classrooms and to develop
positive attitudes toward reading in general. Cooperation with Arabic language teachers,
university reading courses for preservice teachers, workshops, and inservice training
programs may help in enhancing secondary school teachers’ positive attitudes toward
reading and increasing their knowledge about specific skills and strategies needed in

specific content areas.
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4. This study reported a positive correlation between secondary school
teachers’ attitudes toward teaching reading in the content areas and their attitudes toward
reading. That means the more positive the teachers’ attitudes toward reading instruction,
the more positive the attitudes toward reading. Therefore, educators should carefully
develop reading programs that help teachers to develop their attitudes toward both
reading and reading instruction. Taking into account this relationship between teachers’
attitudes toward reading and teaching reading in secondary school may help also in
spreading reading awareness among secondary school teachers.

Implications for Researchers

1. This study revealed that secondary school teachers held positive attitudes
toward teaching reading in the content areas when the definition of content area reading
instruction concept was provided. Providing a clear definition of the concept of content
area reading instruction seems important when attempting to measure teachers’ attitudes
toward teaching reading in the content areas. Providing a definition of the concept
“content area reading instruction” helps teachers avoid inadequate knowledge of the
concept and perhaps assists them in responding more positively overall toward teaching
reading in the content areas.

2. This study reported no influence of gender and school level on both
teachers’ attitudes toward teaching reading in the content areas and teachers’ attitudes
toward reading. This implies that male and female, and middle and high school
teachers’ attitudes toward teaching reading in the content areas and toward reading seem

to be similar, and positive attitudes of teachers might be related to another factors.
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Therefore, researchers should examine another variables other than gender and

school level that may affect teachers’ attitudes toward reading instruction and reading in
general, such as teaching experience, degree level, and teachers’ early experiences
before they enter the profession.

3. This study reported positive attitudes toward teaching reading in the content
areas without looking to the real reading instruction practices at secondary classroorms.
Therefore, further study should examine the beliefs and attitudes of secondary school
teachers in relation to their actual reading practices.

4. Without measuring their reading habits or type of reading, this study
reported positive attitudes toward reading held by secondary school teachers.

Therefore, it seems important to further research secondary school teachers’ reading
habits inside and outside school building.

Recommendations

Based on the findings of this study, and the comments and implications offered
for teachers and educators, the following recommendations are presented for secondary
school teachers and for educators who are involved in the preparation of teachers.

Recommendations for Secondarv School Teachers

1. Work on developing positive attitudes toward reading and toward using
appropriate skills and strategies to support the learning of concepts and to increase
students’ comprehension in your content areas. Attending workshops, seminars, and
reading classes at universities is one important way to develop positive attitudes toward

reading and teaching its skills and strategies in the content areas. Reading about reading
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and its importance for both teachers and students, and serving as a model of an active
reader inside and outside school can also increase the awareness level of reading for the
school society and the general society.

2. Guide students to develop skills, techniques, and attitudes essential to reading
and comprehending the materials they encounter in and beyond the classroom. Teachers
can guide students by providing appropriate activities before, while, and after students
read a passage in order to help them understand what they encounter. Teachers can also
enhance students’ use of background knowledge, text structure and feature knowledge,
and metacognitive knowledge.

3. Model content area reading skills and strategies in personal and professional
reading. Teachers should show students how text becomes readable and interesting when
using appropriate skills and strategies before, during, and after reading. Teachers should
show students also how reading strategies are useful when meeting difficult text and for
increasing comprehension.

4. Help students to develop positive attitudes toward reading since teachers are
the most significant force in the development of students’ positive attitudes toward
reading. Teachers can help students develop positive attitudes toward reading by
showing them that they enjoy reading, creating within each classroom a positive
atmosphere, providing pleasurable reading experiences for students in their classes,
allowing time for recreational reading during school hours, and regularly visiting the
school library and public libraries with their students. Teachers also might, themselves,

seek to become visible positive models of adults who read not only for utility but also for
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personal improvement and pleasure. *“Educators agree that the ultimate goal of
teaching reading is to produce readers who not only can, but will read for the rest of their
lives” (Warncke & Powel, 1990, p. 8).

S. Work on increasing knowledge of the reading skills that are needed by
secondary students, and knowledge of ways to help students leam specific skills and
strategies needed for their content areas. Teachers can reach this goal by enrolling in
reading courses, workshops about secondary school reading, and/or inservice training
programs.

6. Work on strengthening the relationship with Arabic language teachers to
increase awareness of some reading skills and strategies needed in each content area.
Some ways of improving such a relationship are arranging regular discussion meetings
with Arabic language teachers, inviting them to attend some of your classes, and
attending some reading classes. Cooperating with Arabic language teachers can also help
in identifying specific reading and studying problems in order to provide appropriate help
for students.

Recommendations for Educators and Teacher Training Institutions

1. Make courses available in content area reading instruction to all secondary
teachers (preservice and inservice) by colleges of education at the universities. Reading
courses are important in enhancing teachers’ positive attitudes toward the importance of
reading and to increase their knowledge about specific skills and strategies to employ in

their classrooms. Teachers need this course since they feel that content area reading
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instruction is important and necessary, and that they can teach reading in their
classrooms.

2. Provide workshops about content area reading instruction for inservice
secondary school teachers with a focus on specific reading skills and strategies needed in
different content requirements of subjects. A well-organized inservice training for all
secondary school teachers should be offered also to help them develop positive attitudes
toward reading and build confidence concerning their effectiveness at incorporating
reading instruction into their classrooms.

3.  Work on developing appropriate preservice and inservice training programs
to increase secondary school teachers’ full understanding of the importance of integrating
the necessary reading skills and strategies with their subject matters. Secondary school
teachers should be an effective part of any effort to develop secondary reading programs
since they carry the responsibility of teaching reading in the content areas.

4. In teachers’ evaluations, include to what extent the teacher implements
content area reading skills and strategies in his or her lesson plan and classroom
practices. Supervisors’ reports about teachers’ work should also include evaluation of the
teacher’s level of reading and the extent to which he or she models reading habits.

5. Increase the level of cooperation between the two educational institutions
(the Ministry of Education and the General Presidency of Girls’ Education in the
Kingdom of Saudi Arabia) to develop appropriate reading programs in secondary
schools, and to plan needed workshops and preservice and inservice programs to enhance

teachers’ attitudes toward reading and teaching reading in the content areas, and to
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increase teachers’ awareness of some reading skills and strategies needed in specific

content areas.

Suggestions for Further Research

The following suggestions are offered for further research in reading instruction
in secondary schools. This current study was an attempt to investigate some aspects of
teachers’ attitudes toward teaching reading in the content areas and toward reading in
general. However, there are other aspects that could also be investigated in order to fill
some gaps in the reading instruction field. The researcher suggests the following for
future research.

1. Since this study was done in Riyadh, and the sample of this study was
randomly chosen from secondary school teachers in this city, it is recommended that this
study be replicated and extended to other geographical areas in the Kingdom of Saudi
Arabia and in other Arabic countries.

2. Since this study dealt with only secondary school teachers, elementary school
teachers’ attitudes toward reading and teaching reading in the content areas should be
examined to see if they differ significantly from secondary school teachers.

3. Since teachers support content area reading instruction, researcher should
examine obstacles which impede their desire to incorporate reading skills and strategies
in classroom practices, and see if these obstacles relate to the curriculum, school,
students, or personal.

4. This study examined only four content areas (Arabic language, social studies,

math, and science). Further study should examine another content area teachers’ attitudes



142
toward teaching reading in the content areas and toward reading, such as English
teachers, religion teachers, physical education teachers, and so forth.

5. Further study should also investigate superintendents and other
administrators’ attitudes toward reading and teaching reading in the content areas, and
examined whether there is a relationship between their attitudes and secondary school
teachers’ attitudes.

6. The beliefs and attitudes of secondary school teachers should be investigated
in relation to their actual reading practices, and, also, in relation to their students’
attitudes.

7. Additional research should be conducted to discover secondary school
students’ attitudes toward teaching reading skills and strategies by the content area
teachers, and to determine whether providing reading instruction affects their academic
achievements.

8. Additional research should also be conducted to describe the reading habits
of preservice and inservice teachers since it is important in influencing their attitudes in
teaching reading skills and strategies, and in influencing students’ reading habits and
attitudes toward reading.

9. Additional research should be conducted to see if other variables, such as
teaching experience and degree level which may affect secondary school teachers’

attitudes toward reading and teaching reading in the content areas.
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Summary

The purpose of this study was to investigate the attitudes of secondary school
teachers in the Kingdom of Saudi Arabia toward teaching reading in the content areas,
and toward reading. It sought to discover if there are differences in teachers’ attitudes
toward teaching reading in the content areas and toward reading, depending on their
gender, school level (middle and high school), and the subject taught (Arabic language,
social studies, math, and science). Moreover, this study aimed at examining the
relationship between secondary school teachers’ attitudes toward teaching reading in the
content areas and their attitudes toward reading.

A questionnaire technique was used to gather the data. The questionnaire was
composed of two sections. Section one requested a demographic information including
gender, school level, and subject taught. The second section included two scales: The
Revised Vaughan Attitudes Scale to measure secondary school teachers’ attitudes toward
teaching reading in the content areas, and the Reading Attitudes Scale to measure
secondary school teachers’ attitudes toward reading. Of the 350 questionnaires
distributed to inservice secondary school teachers (Arabic language, social studies, math,
and science teachers), a total of 307 teachers (167 male and 140 female) were the
respondents.

In addition to descriptive statistics, two-way Analysis of Variance (ANOVA) was
used to analyze the data. Gender was held constant as an independent variable, and
school level and subject taught were each compared to gender in two 2-way ANOVAs,

once with the attitudes toward teaching reading as the dependent variable, and once with
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attitudes toward reading as another dependent variable. Pearson correlation
procedure was used to examine the relationship between secondary school teachers’
attitudes toward teaching reading in the content areas and their attitudes toward reading.
The effect size and observed power results were reported and all the statistical hypotheses
were examined at the .05 level of significance.

Results of the 24-item Revised Vaughan Attitudes Scale revealed that secondary
school teachers expressed positive attitudes toward reading instruction when given a
specific definition of the content area reading instruction concept. Secondary school
teachers felt that to improve students’ interests in reading, the teacher should show
her/his students that he or she likes to read. They felt that reading instruction in
secondary school is not a waste of time, and teachers are obliged to help students improve
their reading ability of material within the teachers’ specific content areas. Teachers also
felt that the content area teacher can play an important role in influencing reading
attitudes of students, and that they should help their students set purposes for reading.
However, secondary school teachers were less likely to agree that they share the
responsibility for teaching reading with Arabic language teachers, and with elementary
school teachers. They also were less likely to feel that they are responsible for teaching
library and reference skills, or that the teaching of concept development should be taught
in the class.

Results of the 20-item Reading Attitudes Scale revealed that secondary school
teachers also expressed positive attitudes toward reading. Teachers valued reading most

because they find it very relaxing, it is important in today’s world, and it is important for



145

them as a teachers. However, secondary school teachers were less likely to agree

with the statements: “I’d like to spend a day reading if I had the time,” “I like to spend
money to buy books,” and “I like reading more than I like a lot of other things.” The
adjusted score earned for the negative statement: “There are many things I would rather
do than read (N),” indicates that teachers would rather do other activities than read.

The inferential statistics of the study revealed that gender and school level were
not found to be influential factors on teachers’ attitudes toward teaching reading in the
content areas, and on teachers’ attitudes toward reading. However, subject taught was
found to be a significant factor in both teachers’ attitudes toward teaching reading in the
content areas and their attitudes toward reading. Arabic language teachers scored
significantly higher than social studies, math, and science teachers in mean attitudes
toward teaching reading in the content areas and toward reading.

Another finding of this study was that teachers’ attitudes toward teaching reading in
the content areas were significantly related to teachers’ attitudes toward reading. This
positive relationship between the attitudes toward teaching reading in the content areas
and the attitudes toward reading was stronger for the Arabic language teachers compared
to other content area teachers (social studies, math, and science).

Based on the findings of this study, and the comments and implications offered
for teachers and educators, recommendations were presented for secondary school
teachers, and educators who are involved in the preparation of teachers. Among the
study recommendation were that secondary school teachers were recommended to guide

students to develop skills, techniques, and attitudes essential to reading and
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comprehending the materials they encounter in and beyond the classroom; model
content area reading skills and strategies in personal and professional reading; and help
students to develop positive attitudes toward reading, since teachers are the most
significant force in the development of students’ positive attitudes toward reading.

Educators and teacher training institutions were also advised to make available
courses in content area reading instruction to all secondary teachers (preservice and
inservice); provide workshops about content area reading instruction for inservice
secondary school teachers with a focus on specific reading skills and strategies needed in
different content requirements of subjects; and include in teachers’ evaluation to what
extent the teacher implements content area reading skills and strategies in his or her
lesson plan and classroom practices.

Among the researcher’s suggestions for future research are: replicating and
extending the study to other geographical areas in the Kingdom of Saudi Arabia and in
other Arabic countries; examining elementary school teachers’ attitudes toward reading
and teaching reading in the content areas to see if they differ significantly from secondary
school teachers; examining another content area teachers’ attitudes toward teaching
reading in the content areas and toward reading, such as English teachers, religion
teachers, physical education teachers, and so forth; and investigating the beliefs and
attitudes of secondary school teachers in relation to their actual reading practices, and,

also, in relation to their students’ attitudes.
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Cover Letter to Secondarv School Teachers

Dear middle and high school teacher:

Thank you for receiving this questionnaire. I would like to ask for your
cooperation and time in filling out the information requested. The main purpose of this
study is to investigate the attitudes of secondary school teachers in the Kingdom of Saudi
Arabia toward teaching reading in the content areas and toward reading. I would like to
clarify that teaching reading in the content areas means: The teaching of vocabulary
development, comprehension skills and other reading and study skills within a given
subject domain in order 1) to help students comprehend the materials they encounter in
and beyond the classroom and 2) to become independent readers and learners.

It will take you approximately 10 to 20 minutes to complete the entire
questionnaire. The data collected will not be used for any other purpose than to be
included in my doctoral research at Ohio University in the United States of America.
Anonymity is also absolutely guaranteed, and no person will see your completed
questionnaire but the researcher.

First, please complete the demographic data in the form included. Then in the two
scales, you will find sets of statements that describe secondary school teachers’ attitudes
toward teaching reading in the content areas and toward reading. Please indicate your
relative degree of agreement or disagreement with each statement in the first scale and
the descriptive statements of you in the second scale.

There are no expected risks of participating in this study; however, your
participation is valuable and it will be beneficial in providing help and support in 1)
assessing secondary school teachers’ attitudes toward teaching reading and toward
reading and 2) developing programs for teaching reading in secondary schools.

Please return the completed questionnaire in the envelope provided to the school

principal. Thank you for your time and effort; please keep the pen.

Saleh Alnassar
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Demographic Data

Please respond to the following information about yourself by marking (X) for the

correct choice.

1. What is your gender?
A. Male

B. Female

.l\)

Which do you teach? Mark the present level.
A. Middle School (grades 7 to 9)

B. High School (grades 10 to 12)

. Which of the following subject areas do you teach?

LI

A. Arabic Language
B. Social Studies
C. Math

D. Science
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Scale #1

Secondary School Teachers’ Attitudes Toward Teaching Reading in the Content Areas
To remind you, the definition of teaching reading used in the following
questionnaire is: The teaching of vocabulary development, comprehension skills and
other reading and study skills within a given subject domain in order to help students
comprehend the materials they encounter in and beyond the classroom and to become
independent readers and leamners.
Please, mark your response to each statement based on the following scale:

Strongly agree = 5; Agree = 4; Neutral =3 Disagree = 2; Strongly disagree = 1

Strongly | Agree | Neutral | Disagree | Strongly
Statement agree 4 3 2 disagree
5 1

1. A content area teacher is obliged to help
students improve reading ability.

2. Technical vocabulary should be
introduced to students in content classes
before they meet those terms in a reading
passage.

3. The primary responsibility of a content
teacher should be to impart subject matter
knowledge.

4. Few students can learn all they need to
know about how to read in six years of
schooling.

5. The sole responsibility for teaching
students how to study should lie with
reading teachers.

6. Knowing how to teach reading in
content areas should be required for
secondary teaching certification.

7. Only Arabic Language teachers should
be responsible for teaching reading in
secondary schools.

8. A teacher who wants to improve
students’ interests in reading should show
them that he or she likes to read.

9. Content teachers should teach content
and leave reading instruction to reading
teachers.
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10. A content area teacher should be
responsible for helping students think on an
interpretive level as well as a literal level
when thev read.

11. Content area teachers should feel a
greater responsibility to the content they
teach than to any reading instruction they
may be able to provide.

12. Content area teachers should help
students learn to set purposes for reading.

13. Every content area teacher should
teach students how to read material in his
or her content specialty.

14. Reading instruction in secondary
schools is a waste of time.

15. Content area teachers should be
familiar with theoretical concepts of the
reading process.

16. The teaching of reading is the
responsibility of the elementary school
only, rather than the secondary school.

17. The teaching of concept development is
part of reading instruction, and should not
be taught in my classes.

18. Teaching library and reference skills to
my class is not my responsibility.

19. Every secondary teacher is responsible
for teaching reading in his subject area.

20. Reading instruction needs only to be
offered to poorer readers in the secondary
schools.

21. It is important to refer students to books
other than the textbook related to the
subject.

22. It is important to cooperate with the
reading teacher about reading skills and
strategies that my students may need.

23. Inservice training should include how
to teach reading skills and strategies in the
content areas.

24. The content area teacher can play an
important role in influencing reading
attitudes of students.
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APPENDIX D
Reading Attitudes Scale

(English Version)
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Scale #2
Secondary School Teachers’ Attitudes Toward Reading
Below are some statements teachers could use to describe themselves in general
terms. For each statement please mark the number that best indicates how descriptive the
statement is of you based on the following scale: Extremely = 5; Very =4; Somewhat =3;

Slightly =2 and Notat all=1

No Statement Extremely | Very | Somewhat | Slightly | Notatall
5 4 3 2 1
1. I think [ am a devoted
reader.
2. [’d like to spend a day
reading if I had the time.
3. [ get lots of satisfaction

from my personal reading.

4. Frankly, I do not find
reading to be very relaxing.

5. The more [ read, the more I
learn about rayself.

6. There are many things I
would rather do than read.

7. Reading is an interesting

way of spending time.

8. I enjoy reading.

9. Reading helps me to
understand people better.

10. | I think in today’s modemn
world, reading is
important.

I1. | Reading is a good way to
spend spare time.

12. | I like reading more than I
like a lot of other things.

13. | Reading is one of my
favorite activities.

14. | [ would like to have more
time to read.

[ like to spend money to
buy books.
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16. | There are many books that
I would buy to read.

17. | I like to have books at my
home.

18. | I like to read for enjoyment
as well as for information.

19. | Spending time in the
library is not interesting to
me.

20. | Reading is important for

me as a teacher.
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APPENDIX E
Cover Letter to Secondary School Teachers

(Arabic Version)
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APPENDIX G
The Revised Vaughan Attitudes Scale
(Arabic Version)

Male Teachers as a Sample
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APPENDIX H
Reading Attitudes Scale
(Arabic Version)

Female Teachers as a Sample
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APPENDIX J

Abstract



ALNASSAR, SALEH, A PhD. August 2000
Curniculum and Instruction/Reading and Language Arts

THE ATTITUDES OF SECONDARY SCHOOL TEACHERS IN THE KINGDOM OF
SAUDI ARABIA TOWARD TEACHING READING IN THE CONTENT AREAS
AND TOWARD READING (185 pp.)

Director of Dissertanon: Dorothy Leal, Ph.D.

The purpose of this study is to investigate the attitudes of secondary school
teachers in Saudi Arabia toward teaching reading in the content areas, and toward
reading, and to discover if there are differences in attitudes depending on teachers’
gender, school level, and the subject taught. The relationship between teachers’ attitudes
toward teaching reading in the content areas and their attitudes toward reading in general
1s also examined.

A questionnaire composed of two sections was used to gather the data. Section
one requested demographic mformation. The second section mcluded the Revised
Vaughan Attitudes Scale to measure teachers’ atttudes toward teaching reading m the
content areas, and the Reading Attitudes Scale to measure teachers’ attitudes toward
reading. Using the stratified sample technique, 350 questionnaires were distributed; 310
were retumed.

In additon to descriptive statistics, two-way Analysis of Variance (ANOVA) was
used to analyze the data The results indicated that aithough teachers expressed positive
attitudes toward teaching reading in the content areas, they were less likely to agree that
they share the responsibility for teaching reading with Arabic language teachers and with
elementary school teachers, or that the teaching of concept development should be taught

n the class. Results of the Reading Attitudes Scale revealed that the teachers expressed



positive attitudes toward reading and value reading because they find it very relaxing, and
It is important in today’s world.

There was no significant main effect on erther teachers’ attitudes toward teaching
reading in the content areas, or teachers’ attitudes toward reading due to gender and
school level. However, subject taught was found to be a significant factor in both
attitudes scales. Arabic language teachers scored significantly higher than social studies,
math, and science teachers in mean attitudes toward teaching reading in the content areas
and toward reading. A significant positive relationship was found between teachers’
attitudes toward teaching reading in the content areas and teachers’ attitudes toward
reading. The researcher recommends secondary school teachers to enroll in reading
courses and guide students to develop skills and attitudes essential to reading and

comprehending the materials they encounter in and beyond the classroom.
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