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 This study examined allied health and nursing career and technical education 

(CTE) teacher beliefs and attitudes about reading. Since beliefs and attitudes influence 

the way teachers teach, it is important to understand what those beliefs and attitudes 

are, especially in relationship to reading in subject matter classrooms.  

 One hundred twelve individuals responded to a written survey concerning their 

attitudes and beliefs about reading. A four-factor solution was achieved with a principal 

components factor analysis. A significant number of variables were associated with the 

factor labeled Reading Apathy, which appears to be indicative of the condition known as 

aliteracy among faculty who participated in the study. Professional development 

activities grounded in novice-to-expert theory are suggested as a way of overcoming the 

phenomenon. Recommendations for future research involve a more detailed study to 

further characterize the condition of aliteracy and its impact on student learning. 
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CHAPTER 1 

INTRODUCTION 

  Wanted: Professional educators possessing equal 
parts technical expertise and pedagogical training, ability 
to understand, troubleshoot and consistently incorporate 
new technology in the classroom is a must. Also need to 
continually inspire and encourage a diverse group of 
students while keeping up on the latest developments 
both in the workplace and in educational theory. 

(Cutshall, 2002, p. 20) 
 

This particular job description illustrates a few of the daily challenges faced by 

postsecondary career and technical education (CTE) instructors who teach in programs 

of allied health and nursing at the two-year or community college level of education. 

Community colleges are those educational institutions accredited to award the 

associate in arts or science as its highest degree. Allied health and nursing personnel 

are those individuals who provide high-quality patient care services for the sick and 

injured. They are professionals working towards the identification, prevention, and 

treatment of diseases, disorders, and disabilities. Their primary educational attainment 

needs are less than the baccalaureate level of training. For example, the professions of 

medical laboratory technology, radiologic technology, respiratory care technology, 

diagnostic medical sonography, histologic technology, dental hygiene technology, 

occupational therapy, and nuclear medicine technology, to name just a few, are 

included at the two-year or associate degree level of training (American Medical 

Association, 2003). Nursing, too, has levels of practice represented by the associate 

degree in nursing (ADN-RN) and licensed vocational or practical nursing (LVN/LPN). 
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The health services industry is large and complex and in 2002 provided 12.9 million jobs 

for America's workforce (Bureau of Labor Statistics, 2004). 

 The job description quoted above also points out that individuals enrolled in 

these classes of allied health and nursing are a very diverse group of students. This 

diversity in the student population of community colleges assures us that students in our 

CTE classrooms will also be from every age group, gender, and ethnicity. It also 

assures us that some of these students will be prepared academically to succeed in 

college level coursework and some will not be quite so prepared. Typically, these 

underprepared students need additional instruction in reading and math (Texas Higher 

Education Coordinating Board, 2004). This study, then, examined teacher beliefs and 

attitudes towards reading in general and looked at their beliefs and attitudes towards 

reading comprehension skills in their content classrooms. Reading attitude is simply 

defined as those feelings, emotions, and behaviors that make reading more or less 

likely to occur. It is important to study adult reading beliefs and their influences on 

instructional practices at the college level for a variety of reasons. First, reading is 

essential to success in school. Second, reading is essential in our information-driven 

society. Third, a significant number of students enroll in college classes who display 

difficulties with reading and comprehension skills. Useful assessment of these students 

helps teachers design effective classroom instruction. 

Thus, postsecondary career and technical education (CTE) instructors of allied 

health and nursing need expertise in two distinct areas: 1) technical and professional 

workplace knowledge and 2) pedagogical or instructional knowledge (Achtenhagen & 

Grubb, 2001; McCaslin & Parker, 2003) that is unique to each profession. All teachers 
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need an understanding of their subject matter but it is not always so obvious that they 

also need an understanding of teaching methods, or pedagogy, as it is commonly called 

(Grubb, 1999). The needs for expertise in the skills of healthcare technology and in the 

skills of pedagogy are also illustrated by the various health science programs' external 

accrediting agency requirements (National Accrediting Agency for Clinical Laboratory 

Sciences, 2004; American Health Information Management Association, 2004; & 

Commission on Accreditation of Allied Health Education Programs, 2004). 

An essential overlap these two fundamental areas of expertise share in common 

are the skills of pedagogical content knowledge that develops as a novice teacher 

becomes an experienced teacher. The concept of pedagogical content knowledge as 

introduced by Shulman (1987) refers to a teacher's way of knowing and understanding 

his or her subject matter that has been transformed into what Schwab (1978) calls the 

"substantive structures of the discipline." These substantive structures are the 

frameworks that connect, sort out, and give meaning to knowledge within a discipline. In 

other words, pedagogical content knowledge includes the practical classroom 

application of a discipline's "knowing into telling" (Whyte, 1981). Pedagogical content 

knowledge bridges the two areas of expertise required of CTE instructors and is 

characterized by the view that teaching is an interpretive and reflective activity where 

teachers explicitly, implicitly, or tacitly convey attitudes and beliefs as they present a 

content lesson. 

Murnane and Levy (1996) demonstrated the clear need for expertise in the 

technical aspects of a healthcare profession combined with a teacher's pedagogical 

content knowledge when they revealed changing workplace literacy requirements by 
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listing nine "new basic skills" essential to today's workforce. These skills are employee 

reliability, a positive attitude, the willingness to work hard, ninth-grade-or-higher abilities 

in mathematics, ninth-grade-or higher abilities in reading, the ability to solve problems at 

levels much higher than today's high school graduates, the ability to work in groups, the 

ability to make effective oral and written presentations, and the ability to use computers. 

Itemizing basic skills in this way focuses attention on their importance in the workplace 

and requires that teachers explicitly address and include them in their content lessons. 

Thus, pedagogical content knowledge is what instructors teach and know "who 

are skilled at working with students on the concepts those students can learn, 

identifying when the students can learn the concepts, and making the concepts real to 

the students" (National Research Council, 1997, p. 7). The National Science Standards 

for secondary education declared the need for attaining pedagogical content knowledge 

in the plain statement that "[t]he decisions about content and activities that teachers 

make, their interactions with students, the selection of assessments, the habits of mind 

that teachers demonstrate and nurture among their students, and the attitudes 

conveyed wittingly and unwittingly all affect the knowledge, understanding, abilities, and 

attitudes that students develop" (National Academy Press, 1995, p. 28). 

This research and its findings are intended for anyone studying knowledge 

acquisition and change to improve classroom teaching and learning. The research was 

grounded in the fact that what students learn is greatly influenced by how they are 

taught (Bransford, Brown, & Cocking, 2000). Attitudes and beliefs guide the way 

teachers teach (Henson, 2001; Carr-Ruffino, 1996). Individual attitudes and beliefs 

compose part of teachers' personal epistemologies that, in turn, influence their self-
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efficacy, or "judgments of their capabilities to organize and execute courses of action..." 

(Bandura, 1986, p. 391). For the purposes of this study, an epistemological belief 

means an individual teacher's conception of "the nature of knowledge and the nature or 

process of knowing" (Hofer & Pintrich, 1997, p. 117) as that conception applies to 

reading and content reading comprehension within the context of a face-to-face 

classroom setting. This study sought to address identification and examination of this 

aspect of a teacher's pedagogical content knowledge of reading from understandings 

gained through responses on a written survey that measured participant's attitudes and 

beliefs about reading. Reflections on beliefs and how those beliefs influence 

instructional practice sets up an environment that can encourage teachers to improve 

their instructional effectiveness in their classrooms. 

The foundational ideals about professional healthcare expertise and pedagogical 

content knowledge summarize the concept of a sociocultural learning theory that 

declares "[s]ociocultural approaches emphasize the interdependence of social and 

individual processes in the construction of knowledge" (John-Steiner & Mahn, 1996, p. 

191). Thus, as a skill that can be taught, content-area reading comprehension, also 

called reading-to-learn or reading-for-understanding, is a significant part of a teacher's 

pedagogical content knowledge (International Reading Association, 2004). ) By 

identifying and examining the relationships among the attitudes and beliefs allied health 

and nursing instructors hold towards reading, this study helps to extend and support 

other research findings that have shown how quality instruction, along with the teacher's 

knowledge and ability to facilitate student learning, are important factors in improving 

student achievement (Johnson, 1999; National Research Council, 2002). It also 
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addresses a problem that still exists in America's educational system that tells us "[l]ittle 

direct attention [is being] devoted to helping teachers develop the skills they need to 

promote reading comprehension, ensure content learning through reading, and deal 

with the differences in comprehension skills that their students display" (RAND Reading 

Study Group, 2002, p. xi-xii). If teachers can recognize and become more aware of their 

own attitudes toward reading and how those attitudes and beliefs affect their teaching 

methods, changes aimed at improving teaching becomes possible. Teachers share 

responsibility with their students to shift control of learning more from the teacher to the 

student to encourage the development of life-long learning skills. Teachers must help 

their students become "intentional learners" (Sinantra & Pintrich, 2003). 

Rationale 

 This research was prompted by concern over the growing numbers of students in 

allied health and nursing programs who experience difficulty learning new concepts 

from assigned readings coupled with high numbers of instructors who lack of formal 

training in reading comprehension strategies. The focus of this section is divided into 

three areas. The first area looks at the fact that many allied health and nursing 

instructors have no training in educational theory or practices. The second area looks at 

the fact that many of the students who enroll in health care programs of study are 

unprepared for success in their coursework because of difficulties with reading and 

comprehension skills. The last area is a general discussion of reading and literacy 

applied to both teachers and students.  

The educational content and curriculum requirements for heath care training 

programs are detailed by each of the program's accrediting agencies or professional 
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organizations and includes the specific capacities, understandings, and abilities 

required by competent health care professionals in a particular field of practice. 

Curriculum is the term used to describe the way content is delivered and includes the 

structure, organization, and presentation of the course content in the classroom. 

Industry-based teachers may have the technical skills required of them in the 

workplace, but many lack the instructional or pedagogical background necessary to 

become effective teachers (Shaw, 1999; Brown, 2000; Weimer, 2003; White, 2004). 

According to the National Research Council (1997) "we need to identify what teachers 

must know and be able to do in order to deliver high-quality learning opportunities for 

students. Content and pedagogical content knowledge must become part of...an 

articulated scope that has an impact on student learning" (p. 4-5). 

This study helps to make reading-to-learn a part of the articulated scope for 

postsecondary classes of allied health and nursing by making explicit teacher beliefs 

and attitudes about reading in their classrooms. Professional development opportunities 

for improving student learning can then be developed around what teachers know and 

believe since "personal practical theories are the most powerful influence on 

instructional practices" (Gess-Newsome, Southerland, Johnston, & Woodbury, 2003, p. 

731). This means that what teachers believe, they practice in their classrooms. It also 

means that what instructors expect from their students they usually get, good or bad 

(Tuber, 1998). 

Community college administrators and human resource personnel are 

challenged to fill instructional vacancies with faculty who are educationally prepared and 

technically qualified (Gibson-Harman, Rodriguez, & Haworth, 2002) for their college's 
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programs of allied health and nursing. National shortages of career and technical 

education (CTE) instructors exist for both secondary and postsecondary stages of 

education (Bartlett, 2002). These teachers also have, on average, lower levels of 

academic degree achievement than non-CTE teachers (Guarino, Brewer, & Hove, 

2000). Professional development opportunities to improve teaching and learning then 

become crucial for instructors who are already delivering community college courses in 

programs of allied health and nursing. 

 Literacy demands for students are increasing, as well. "Adolescents entering the 

adult world in the 21st century will read and write more than at any other time in human 

history" (Moore, Bean, Birdyshaw, & Rycik, 1999, p. 3). Difficulties with reading-to-learn 

skills often originate in the "demands for higher literacy [that] are ever increasing, 

creating more grievous consequences for those who fall short" (National Research 

Council, 1998). Not all of these students, then, are academically prepared for 

postsecondary study. About 30% of students entering college for the first time require 

remedial education in one or more the subjects reading, writing, and/or mathematics, in 

order to do college-level work (Barton, 2003; National Assessment of Adult Literacy, 

2003). In addition, older adults, regardless of their prior levels of education, will likely 

require varying amounts of retraining and education due to increasing skill requirements 

for their fields of work. These older students, and especially single parents, often have 

work and family responsibilities that compete for their time and resources. If these 

adults have delayed their education after high school they, too, may be academically 

underprepared for college-level coursework with the added burden of low confidence in 

their academic abilities. 
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In responding to the needs for educating and training future healthcare workers, 

a major factor to consider during the design of professional development opportunities 

for improving instruction in content-area reading is the claim that "[c]ollege instructors 

should focus their teaching not only on content but also on how to learn content 

[emphasis added] in the context of [their] particular courses" (Weinstein & Meyer, 1991, 

p. 15). In other words, attention must be paid to a teacher's pedagogical content 

knowledge, or lack thereof. 

The question of how we effectively teach our students to read and comprehend 

content material is not new. A refocus, however, for purposes of this study, was on 

exposing and examining teacher attitudes and beliefs concerning the skills of reading in 

their allied health and nursing classrooms and how awareness of these attitudes and 

beliefs can be incorporated into professional development opportunities designed for 

instructors who can then show their students how to learn the subject matter under 

study. Again, it is important to study adult reading beliefs and their influences on 

instructional practices at the college level for a variety of reasons. First, reading is 

essential to success in school. Second, reading is essential in our information-driven 

society. Third, a significant number of students enroll in college classes who display 

difficulties with reading and comprehension skills. Useful assessment of these students 

helps teachers design effective classroom instruction. 

The issue is important now because as "presently organized and delivered, 

higher education is no longer sustainable pedagogically, technologically, or 

economically" (Copa & Ammentorp, 1998, Executive Summary, ¶1). Deep learning, 

described as a detailed and thorough level of understanding about a particular topic, 
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(Sankaran & Bui, 2001; Smagorinsky, 2001) may occur more effectively as classroom 

instructors themselves learn the important pedagogical techniques of embedding 

reading comprehension strategy instruction within their usual classroom instruction. 

Effective teachers who help their students achieve deep learning believe reading is a 

priority in their classrooms and are concerned with having their students learn and 

demonstrate understanding of a subject rather than simply relying on memorization of 

information presented in a class (Stronge, 2002). 

Smith (1990) reminded us that both classroom teachers as well as reading 

researchers should be aware of the reading attitudes of the adults with whom they work. 

"The knowledge gained from assessing adult students' reading attitudes can affect 

instruction by helping the instructor (a) to choose reading materials that will enhance 

students' motivation for the course content, (b) to select reading materials that will 

encourage students to read other sources, and (c) to hold discussions with individual 

students regarding reading demands, perceived study skills adequacy, and the 

student's feelings about learning" (Smith, 1990, p. 161). 

Reading is a complex process (Wittrock, 1989; Alfassi, 2004), not just a basic 

skill taught once and for all during the first few years of an individual's formal 

educational experience. Reading, as a complex process, is an act of problem solving in 

which "the reader works to make sense of a text not just from the words and sentences 

on the page but also from the ideas, memories, and knowledge evoked by those words 

and sentences" (Schoenbach, Greenleaf, Cziko, & Hurwitz, 1999, p. 18). Thus, reading 

comprehension can be defined as the process of "simultaneously extracting and 

constructing meaning through interaction and involvement with written language" 
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(RAND Reading Study Group, 2002, p. xiii). Reading-to-learn means that reading-for-

understanding are skills vital for success in an individual's chosen healthcare 

profession. Indeed, the ability to read and understand text is called a "hallmark of 

literacy" (Goldman & Rakestraw, 2000). 

Reading is also an activity that can be situated (Schoenbach, et. al, 1999) within 

the social context of the classroom. To situate reading means to involve not just the 

individual learner, but other learners in the classroom as well, along with environmental 

and cultural matters, and the various activities used to create meaning from what is 

being read (Stein, 1998). Thus, meaning derived from reading text may be constructed 

by the individual reader and is "culturally mediated, locating meaning not only in the 

reader and text but in the cultural history that has preceded and conditioned the power 

relationships inherent to social participation, and in the relational experiences that make 

up the reader's life narrative" (Smagorinsky, 2001, p. 134). John-Steiner and Mahn 

(1996, p. 2) called this form of sociocultural learning "the interdependence of social and 

individual processes in the co-construction of knowledge." 

Many (2000, p. 66) wrote regarding the changes in meaning for the term 'literacy' 

as it now applies to students: "the basic level of literacy expected by society will mean 

that they will need to be much more critically conscious of what they are using to 

construct meaning..." (emphasis in the original). Gunderson (2000, p. 69) stated that it 

will "become increasingly difficult to ensure that all students acquire the literacy skills 

they need to participate in the increasingly competitive information marketplace." Thus, 

instructors who demonstrate positive attitudes toward reading in their classrooms help 

their students acquire reading and other literacy skills to construct meaning by teaching 
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them to use metacognitive tools of reading comprehension necessary for them to 

become critically conscious learners in their chosen fields of study. 

As a general theory of knowledge acquisition, sociocultural learning practices 

directly situated with strategies of reading-for-understanding have been applied to the 

production of classroom-based reading activities that focus student attention on problem 

solving and higher-order thinking skills (Graves, 1999; Bean, 2001; Vaites, 2003; 

Alfassi, 2004), prime concerns for classroom teachers of allied health and nursing. 

Snow (2002, p. xi) tells us, however, that "[l]ittle direct attention has been devoted to 

helping teachers develop the skills they need to promote reading comprehension, 

ensure content learning through reading, and deal with the differences in 

comprehension skills that their students display." 

This study identified and examined the attitudes and beliefs towards reading held 

by selected allied health and nursing instructors at the community college level of 

education. The study can be used to create an integrated approach to course 

improvement through professional development activities designed for instructors to 

help them develop the skills they need to promote reading comprehension in their 

content classrooms. The professional development activities become integrated when 

emphasis is placed on teaching instructors not only what needs to be learned, but also 

how to learn their content information through improved reading comprehension. 

"Good professional development mirrors good teaching: learning by doing, 

learning through inquiry, learning through collaboration, learning over time, and 

developing personal meaning" (National Research Council, 1997, p. 6). Such programs 

also show instructors how to teach, which includes effective reading comprehension 
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strategies or techniques embedded within their classroom presentations of course 

content, as opposed to simply being added on to their usual instruction. These types of 

professional development programs are characterized as "systematic efforts to bring 

about change in the classroom practices of teachers, in their attitudes and beliefs, and 

in the learning outcomes of students" (Guskey, 2002, p. 381). 

Two situations must first be noted which impact the professional development of 

career and technical education instructors of allied health and nursing. First, although 

the need for community college professional development is firmly established (Watts & 

Hammons, 2002) and efforts continue to make in-service programs applicable, many 

current forms of teacher development are "unfocused, insufficient, and irrelevant to the 

day-to-day problems faced by front line educators" (Sparks, 2002, p. i-i). Also, "[s]eldom 

if ever are [teachers] provided with the means to learn how to be better teachers" (Fink, 

2003, p. xii). Maurer (2002, p. 2) went on to say "Teachers can develop better teaching 

skills only if they are connected with what their students' learning strengths and 

difficulties are." Consequently, the "content of professional development should focus 

on what students (emphasis in original) are to learn and how to address the different 

problems students (emphasis in original) may have in learning that material" (Maurer, 

2000, p. 2).  

Second, there is a call throughout today's health care system for significant 

educational changes among the health professions. "Clinical education simply has not 

kept pace with or been responsive enough to shifting patient demographics and desires, 

changing health system expectations, evolving practice requirements and staffing 

arrangements, new information, a focus on improving quality, or new technologies" 
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(Greiner & Knebel, 2003, p. 1). In response to these two situations, a different vision for 

the education and training of healthcare workers is needed where "[a]ll health 

professionals [are] educated to deliver patient-centered care as members of an 

interdisciplinary team, emphasizing evidence-based practice, quality improvement 

approaches, and informatics" (Greiner & Knebel, 2003, p. 3). Outcomes of this vision 

can be directly linked to meeting the increasing literacy demands placed on students 

today as they learn and train for careers in the healthcare professions. 

Research demonstrates that as a form of academic literacy, active or strategic 

reading comprehension can be taught (Fielding & Pearson, 1994; Simpson & Nist, 

2002; Griffiths & Ursick, 2004). In other words, CTE instructors can teach students to 

read-for-understanding within the context of their content-area classrooms. This is 

important information because research also shows that the skills of reading 

comprehension, or reading-for-understanding, are not automatically acquired once a 

child first learns to read (Williams, 2000; IRA, 2001; Trabasso & Bouchard, 2001). If 

strategic reading-for-understanding can be taught and is not automatically acquired, it 

becomes an obligation of CTE teachers committed to an "ethic of care" (Hargreaves, 

1994) to teach their students how to understand their subject matter. Career and 

technical education teachers are not, however, expected to transform themselves into 

reading specialists and acquire additional teaching responsibilities. Instead, in order for 

these instructors to implement the kind of reading strategy instruction needed by 

students, they must become aware of and recognize the benefits of coaching their 

students in strategic reading competencies. By becoming aware of the benefits to be 

gained, teachers concerned with their student's academic success will begin to clearly 
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incorporate reading comprehension strategy instruction along with their usual content 

lessons. The dichotomy of reading instruction verses subject area instruction must 

merge into a continuum of teaching practice where every subject area teacher is 

committed to content reading comprehension. 

The question for teachers then becomes: How can I use the skills of reading 

comprehension to teach my students the subject matter? When students can read, 

write, and communicate with others about their chosen health professions, their 

vocabularies expand and the scope of their content knowledge broadens, attitudes 

toward learning become more positive and the path of life-long learning becomes 

smoother. 

Theoretical Foundations 

Durkin's landmark study (1978-79) showed how little instruction in reading 

comprehension actually takes place in the nation's primary schools and more recent 

research demonstrates the same findings among secondary schools (Pressley with 

Wharton-McDonald, 1998; D'Arcangelo, 2002). Levinson (2003, p. 576) extended these 

research findings to the college level by saying, "community colleges do surprisingly 

little to support the pedagogical practices needed by instructors who are serving vast 

and diverse learners..." In addition, Murray (2002, p. 96) commented that "[f]aculty 

development programs rarely reach the faculty most in need of assistance..." Also, the 

National Reading Panel report Teaching Children to Read (2000, p. 4-7) suggested that 

teachers "find this kind of [flexible and opportunistic] teaching a challenge, most likely 

because they have not been trained to do such teaching" and it calls for "specific 
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teacher preparation in the implementation of strategy instruction in naturalistic 

classroom contexts." 

 The traditional, dominant view of education still seen in college classrooms is 

"typically that of the dispenser of knowledge [the teacher] and the passive vessels who 

receive the delivered knowledge [students], to recall it only for tests" (Howell, 2002, p. 

116). Sociocultural theories of learning, on the other hand, view academic literacy and 

learning as a social practice that is more than just reading and writing, more than just 

being able to decode words, more than fluency, and more than attention, memory and 

motivation. Academic literacy, and especially the component of content-area reading 

comprehension, depends on the type of text used by the reader, the type of reading or 

activity expected with that text, the learning environment surrounding the reader, and 

the identity or cultural worldview of the individual readers as they become "active 

discoverers and constructors of their own knowledge" (Barr & Tagg, 1995, p. 21). 

Based on the foundational principles of Vygotsky's social development theory  

(John-Steiner & Mahn, 1996), broadened by Lave and Wegner (1991) to include 

situated learning and communities of practice for teachers, and enlarged by the 

Commission on Behavioral and Social Sciences and Education of the National 

Research Council (Bransford, Brown, & Cocking, 2000) which emphasized a need to 

link research findings with classroom practice, the first dimension of the theoretical 

framework for this study is a sociocultural approach where learning is influenced by 

cultural and social conventions and expectations. This application of sociocultural 

theories of learning provides a "particularly salient and useful framework for the study of 
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the connections between education policy and classroom practice because teachers' 

work takes place in complex social and organizational contexts (Gallucci, 2003, p. 12). 

The second dimension of the theoretical framework for this study is characterized 

by a social cognitive theory (Pajares, 2002; Bandura, 1977, 1997) that emphasizes 

teacher modeling of desired behaviors. Social cognitive theory was melded into 

sociocultural theories of learning to create a contemporary cognitive-sociocultural 

(Hatano & Inagaki, 2003) theory of practice whereby learning is induced through 

"comprehension activity" (p. 408). This plan focuses attention on the teacher, the 

content, the context, and the learner where they intersect  within the teaching-learning 

environment. Specific use of the theories for this study was to place adult teaching and 

learning within the context of a face-to-face community college classroom environment 

where the metacognitive tools of reading comprehension and subject matter content 

from printed textbooks interact and mingle with social interactions between individuals in 

the classroom and the modeling behaviors of the instructors.  

Purpose of the Study 

Beliefs and attitudes influence instructional practice (Henson, 2001; Carr-Ruffino, 

1996). Dunkin and Barnes (1986, p. 776) declared: "The roles played by teachers' 

beliefs, values, and attitudes toward teaching and learning need to be explored in the 

context of teaching improvement efforts." In an attempt to conduct this kind of 

exploration, the purpose of this study was to identify and examine those attitudes and 

beliefs towards reading held by allied health and nursing instructors at the community 

college level of education. By making these attitudes and beliefs explicit, any 

interrelationships revealed by the study can be applied to the establishment of 
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professional development activities designed to influence instructional practice in 

content classrooms of allied health and nursing through a demonstration of how reading 

comprehension strategy instruction can assist student learning. 

Research Question 

 Applegate and Applegate (2004, p. 555), in an article about the Peter Effect, 

concluded: "It appears that teacher's beliefs about reading as well as their reading 

habits may have a significant effect upon the motivation and engagement levels of their 

students..." They went on to say that "the teacher's view of reading may affect the 

choice of instructional strategies that may, in turn, play a significant role in the 

development of reading engagement among students" (p. 555).  

 In order to discover a teacher's view of reading that is situated in their content 

area classrooms, the question that guided this research was: What are the attitudes and 

beliefs about reading held by selected allied health and nursing instructors in Texas' 

two-year community colleges?  

Significance of the Study 

 The significance of the study is organized around the themes of teachers' beliefs 

and attitudes, as those beliefs and attitudes influence teaching practice in a traditional 

college-level classroom. Significance is also shown by the need to merge curricular 

behaviorism and constructivism into a contemporary cognitive and sociocultural blend of 

theories that emphasizes metacognitive teaching and learning in the various disciplines 

of allied healthcare and nursing. According to Kerka (1992), higher order thinking skills 

are essential and must be taught. One way to accomplish this is by the fusion of 

behaviorism that directs what must be taught with constructivism that directs how the 
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curriculum can be taught. The hybrid blending of these opposing philosophies of 

education can guide the creation of learning environments where healthcare students 

acquire the ability to make decisions, solve problems, think creatively, reason, analyze, 

and interpret that are critical skills needed for evidence-based practice in healthcare. 

 Empirical studies with middle school children have established a positive 

relationship between strategies for reading and reading comprehension (Brookbank, D., 

Grover, S., Kullberg, K., & Strawser, C., 1999). Chevalier, Del-Santo, Scheiner, Skok, 

and Tucci (2002) used the techniques of explicit reading strategy instruction to improve 

the reading comprehension of their elementary students. Ediger (2003, p. 4) plainly 

stated that the successful science teacher is also a reading teacher who "encourages 

quality attitudes among the learners." It is clear that both students and teachers must 

participate in the development of student reading comprehension. Staff development 

experts remark "[t]he single most important factor influencing student achievement is 

the quality of the teacher" (Raack, 2000, p. 8). 

 Schraw and Olafson (2002) examined the implications of teachers' beliefs about 

knowledge. They discovered that while a great deal is known about what students know 

and believe, "very little has been said thus far about the role of teachers' 

epistemological beliefs..." (p. 99). An epistemological belief, as defined for this study, 

means an individual teachers' conception of "the nature of knowledge and the nature or 

process of knowing" (Hofer & Pintrich, 1997, p. 117) as this conception and processes 

of knowing are applied to reading and content reading comprehension in the context of 

a face-to-face community college classroom setting. This context specifically addresses 
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the identification and examination of this aspect of a teacher's pedagogical content 

knowledge. 

Postsecondary career and technical education coursework requires the reading 

of complex texts, the ability to locate information quickly, and the ability to interpret 

written information. These literacy skills are usually occupation-specific and often 

require sophisticated reasoning skills for which CTE instructors are ill-prepared to teach 

(Achtenhagen & Grubb, 2001). Since it has already been established that career and 

technical educators hold certain beliefs and attitudes, it becomes important that these 

often unstated beliefs and attitudes be identified and examined because they provide an 

aspect of motivation and impetus for actual classroom teaching practice. 

In addition, because there is a serious need for qualified faculty in allied health 

and nursing education (Task Force on Health Professions Education, 2000) and since 

beliefs influence classroom teaching practice, the significance of this study lies in 

making explicit teacher beliefs and attitudes concerning the skills of reading in their 

content classrooms with the definitive goal of improving teaching through professional 

development activities designed to enhance student learning for success in an 

increasingly complex and difficult world. 

Finally, and most importantly, improving reading comprehension in subject-

matter health science classrooms can be linked to improved patient outcomes. An 

Institute of Medicine (IOM) report declared "Change is needed at all levels, including, 

among others, the culture and values of educational institutions, the infrastructures in 

which professions are educated, curricula and teaching methods, the standards and 

guidelines governing education, the ways in which faculty are prepared and rewarded, 



 
 

 21  

and the leadership in schools and oversight organizations" (Greiner & Knebel, 2003). 

This strongly worded recommendation was the result of another IOM report that 

described a serious concern in health care, that of declining quality of care and 

increasing numbers of medical errors (Kohn, Corrigan, & Donaldson, 2000). Five 

categories of quality concerns were identified in this report: 1) errors are responsible for 

an immense burden of patient injury, suffering and death, 2) errors in the provision of 

health services, whether they result in injury or expose the patient to the risk of injury, 

are events that everyone agrees just shouldn't happen, 3) errors are readily 

understandable to the American public, 4) there is a sizable body of knowledge and 

very successful experiences in other industries to draw upon in tackling the safety 

problems of the health care industry, and 5) the health care delivery system is rapidly 

evolving and undergoing substantial redesign, which may introduce improvements, but 

also new hazards (p. x). A comprehensive approach to training healthcare students with 

a patient-centered focus will include direct instruction in content-specific reading 

comprehension skills.  

Limitations of the Study 

 There are two fundamentally different and opposing philosophies concerning 

initial instruction for teaching a child to read. The first philosophy or approach to initial 

reading instruction is the "meaning of print" method (Rodgers, 1998, p.1). The 

"meaning" method of beginning reading instruction is the look-and-say method of 

reading where a child looks at an entire word or sentence and tries to remember it as a 

whole pattern of letters rather than focusing on the individual letters that make up the 
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words. This was the approach to beginning reading instruction indorsed by James 

(1890) in his book entitled, Principles of Psychology. 

The second philosophy or approach to beginning reading is the "sound of print" 

method (Rodgers, 1998, p. 4). The "sound" method has the child first learn the sounds 

of the individual letters that make up a word before putting the letters together to form a 

word. It was unknown at the time of the study how the allied health and nursing 

instructors who participated in the study were initially taught to read as children and 

whether or not the kind of initial reading instruction impacted the attitudes of these 

teachers concerning reading-to-learn, comprehension strategy instruction, or reading 

skills instruction in their content classrooms. 

Another limitation of the study was that even though research findings reveal that 

many CTE instructors pay little attention to the literacy needs of their students because 

they do not regard teaching literacy skills to be part of their job (Grub, 1999), the explicit 

level or the hidden level of literacy instruction already being conducted by the study 

participants in their content classrooms was unknown.  

Finally, patterns of beliefs and values that are learned early in life largely 

determine our preferences and traits as adults. It is these preferences and character 

traits that are mirrored through our belief systems. How we experience and cope with 

internal and external life events shapes our values, beliefs, attitudes, and emotions that 

make us unique (Bruhn & Wolf, 2003). Our own human uniqueness as created by 

gender, ethnicity, culture, and environment is the last limiting factor for this study. How 

our individualized characteristics influence our attitudes and beliefs were unknown. The 
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patterns of family culture, school culture, and peer culture were not included as part of 

this study. 

Delimitations of the Study 

 This research study focused on selected teachers with face-to-face classroom 

instruction who primarily used printed textbooks in connection with their usual 

coursework and who teach, either part-time or full-time, in allied health and nursing 

courses conducted at the community college level of education. The study focused on 

the attitudes and beliefs of these teachers toward reading skills and content reading 

comprehension rather than toward other forms of literacy, such as writing, the use of 

electronic texts, or the use of online instruction. The study did not look at cultural 

influences on teaching practices in the classroom. The study did not include emerging 

forms of literacy such as computer codes, where various computer operations are 

represented by mnemonics or other symbols. The research was simply an attempt to 

identify beliefs and attitudes about reading that allied health and nursing faculty hold 

and it looked for relationships or associations among those beliefs and attitudes. An 

examination of why or how these beliefs and attitudes may have developed will be left 

for later research efforts. 

Definition of Terms 

 Several definition of terms are operationalized here for this study: 

 Comprehension instruction means those teaching activities that promote the 

ability to learn from the printed word (Block & Pressley, 2002). 

 Content area reading means the ability to synthesize, organize, interpret, and 

apply information gained from content area texts (Maaka & Ward, 2000). 
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Epistemological belief  means an individual teachers' conception of "the nature of 

knowledge and the nature or process of knowing" (Hofer & Pintrich, 1997, p. 117) as 

applied to reading and content reading comprehension in the context of a face-to-face 

classroom setting and specifically addresses the identification and examination of this 

aspect of a teacher's pedagogical content knowledge. 

Literacy includes the skills of both reading and writing but for the purposes of this 

study the term refers primarily to reading and comprehension of subject matter. 

Specifically, literacy refers to the "ability to use reading and writing for the acquisition of 

new content in a given discipline" (Gunning, 2003, p. 5). 

Pedagogical content knowledge refers to a teacher's way of knowing and 

understanding their subject matter that is specific to a discipline and allows a teacher to 

help students connect, sort out, and give meaning to the discipline's body of knowledge 

(Phelps & Schilling, 2004). 

Reading attitude is recognized as a state of mind, together with feelings and 

beliefs that make reading more or less likely to occur (Vacca & Dacca, 1989). 

 Reading comprehension is the process of simultaneously extracting and 

constructing meaning through interaction and involvement with written language (Block 

& Pressley, 2002). 

 Reading strategies are those physical and mental actions used to make sense of 

what is read (Block & Pressley, 2002). 

Summary 

 An understanding of the attitudes and beliefs of content area teachers of allied 

health and nursing concerning reading is a first step in the formation of a professional 
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development program that presents the rationale as well as the skills of embedding 

content-reading strategy instruction in the usual classroom lessons. Changing behavior 

is always a goal of professional development programs for teachers and a crucial step 

for change to happen is to change teacher attitudes (Dupuis, Askov, & Lee, 1979). 

Because "change is a process, not an event" (Hall & Hord, 2001, p. 4), it is important to 

first understand what those teacher attitudes and beliefs are before change, that is, a 

successful professional development program for these instructors, can take place. This 

study was important in identifying attitudes and beliefs about reading and contributes to 

the literature base in both adult reading and professional development, since there has 

been only slight attention given to helping teachers develop the skills they need to 

promote reading comprehension in their subject-matter classrooms. 

 The next chapter summarizes literature from attitudinal research and 

epistemological research, especially as the studies pertain to beliefs about reading. 

Those studies conducted since 1990 were evaluated for direct application to the theme 

of community college instructors and their attitudes and beliefs toward reading in the 

content areas of allied health and nursing. Next, the new field of research known as 

teacher learning was examined for indications of what attitudes and beliefs are held by 

those individuals characterized as good teachers. Chapter 2 concludes with a look at 

teacher learning communities and their relationship to teacher professional 

development.  
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CHAPTER 2 
 

REVIEW OF RELATED LITERATURE 

Attitudinal and Epistemological Research 

 The first line of research reviewed for this study is called effects of teaching 

research, specifically reviewed to look for that research concerning teacher beliefs and 

attitudes about reading. First applied by Robert F. Floden of Michigan State University 

to this system of inquiry into teaching, the phrase effects of teaching (Floden, 2001, p. 

5) applies to studies that identify research in keeping with Gage's model of what he 

called in his seminal 1963 report "criteria of effectiveness" (Gage, 1963, p.113). 

Research conducted during the first half of the twentieth century on effective teaching 

was synthesized in the first edition of the Handbook on Teaching (Gage, 1963) and 

linked through the years to today's contemporary research efforts on effects of teaching. 

"The defining characteristic of such work is its goal of identifying associations between 

characteristics of teaching and student learning" (Floden, 2001, p. 4). The effects-of-

teaching line of research now has tangential fingers in cognitive psychology and more 

recent brain-based research as well, and demonstrates a change in research focus from 

simply observing teachers' behaviors to emphasizing cognitive psychology's assumption 

that "one's cognitions and actions influence each other, and likewise, that teachers' 

cognitions and their classroom behaviors mutually affect each other" (Meijer, Verloop, & 

Beijaard, 2001, p. 171). That is, the research focus has moved from just inspecting 

teacher behaviors in the classroom to examining the relationship between the way 

teachers think and what they practice. 
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 An active area of inquiry within the effects of teaching line of study is that of 

comprehension strategy instruction research that emphasizes various teaching 

methodologies (Barr, 2001). Because thoughts, beliefs, and attitudes affect teaching 

behaviors in the classroom (Konopak, Readence, & Wilson, 1994), this block of 

research was evaluated for references to teacher beliefs and attitudes, about any 

subject matter but especially looking for links to beliefs about reading. Over 5000 article 

and book references to effective teaching and reading were screened through computer 

keyword searches of educational and technical journals. Various types of indexing, 

abstracts, and full text databases were examined including the Academic Search™1 

Premier, Cumulative Index to Nursing and Allied Health, (CINAHL®)2, Digital 

Dissertations, Education Full Text, Education Resources Information Center (ERIC), 

and Medline®3. Among the keywords used for these computer searches were "reading," 

"literacy," "attitudes," "beliefs," "community college," "adults," and "teaching." 

References with publishing dates later than 1990 relevant to this study were selected for 

further review.  

 The most current research studies located for this review concerning teacher 

attitudes and beliefs seemed to fall under the heading of epistemological research, 

which represents a second area of literature reviewed for this study. Epistemology is the 

branch of philosophy that studies knowledge and ways of knowing. It represents an 

extension of previous teacher effectiveness research into the area of examining the  

                                                 
1 EBSCO Publishing, Ipswich, MA, eptech@epnet.com 
2 Cinahl Information Systems, Glendale, CA, http://www.cinahl.com/index.html 
3 National Library of Medicine, Bethesda, MD, http://www.nlm.nih.gov/ 
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relationships between what teachers think and believe and how they teach. Historically, 

epistemological beliefs were thought of as a system of complex but unidimensional 

beliefs. When first studied, it was believed that individuals progressed through fixed 

stages of epistemological development (Perry, 1970). The learner began with a naive or 

immature position about knowledge and over time moved through a series of nine fixed 

positions regarding ways of knowing before achieving a mature cognitive understanding 

about knowledge. The initial position was called basic dualism and views of the world 

were represented in extreme terms of right or wrong, good or bad. Every question had a 

correct answer and it was the teacher's job to transmit those right answers. The 

individual's belief system then moved through a series of middle positions, or positions 

of multiplicity, about knowledge. During these steps the learner began to understand 

that answers may be opinion rather than fact and an authority cannot give all the 

answers. Maturing individual beliefs about the nature of knowledge lead to the final 

position of relativism where the individual understands that truth is relative and it 

depends on the context and on the individual. A person with this belief thinks that 

knowledge is constructed rather than transmitted. 

At present, the construct personal epistemology or personal epistemological 

beliefs includes in its definition of an individual's belief "(a) the certainty of knowledge, 

(b) the simplicity of knowledge, (c) the source of knowledge, and (d) the justifications for 

knowing" (Bendixen & Rule, 2004, p. 70). More recently, Schommer-Aikins (2004) 

differentiated epistemological beliefs from other beliefs about learning and ability in a 

discussion concerning an embedded systemic model. This most recent research 

supports the idea of more-or-less independent, multidimensional epistemological beliefs 
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that influence performance and can change over time rather than the fixed-stage, 

unidimensional model first proposed. 

The majority of attitudinal and epistemological studies reviewed focused on 

preservice teachers (Many, Howard, & Hoge, 2002; White, 2000), elementary 

schoolteachers or students (Conley, Pintrich, Vekiri, & Harrison, 2004; Schommer-

Aikins, Mau, & Brookhart, 2000), secondary schoolteachers or students (Gill, Ashton, & 

Algina, 2004; Tsai, 2000), or adult education programs (Druine & Wildemeersch, 2000; 

Sparks, 2002), with some studies which looked at the beliefs and attitudes of university-

level professors or college students (Cavallo, Rozman, & Blickenstaff, 2003/2004; 

Palmer & Marra, 2004; Rancourt, Guimond-Papai, & Prudhomme-Brisson, 2000). 

Schreiber and Shinn (2003) examined the epistemological beliefs of community 

college students. Very few studies have been conducted concerning community college 

instructor beliefs and all references located have been studies about beliefs concerning 

subjects other than reading. Dirkx, Kielbaso, & Smith (2004) studied the epistemic 

beliefs of teachers in technology rich community college technical education programs; 

Wang, MacArthur, & Crosby (2003) looked at community college teachers' attitudes 

toward online learning; Kozeracki (2002) examined faculty attitudes about students but 

made no mention of their reading or literacy abilities; and Valdez & Anthony (2001) 

discussed job satisfaction and commitment of two-year college part-time faculty. 

 Most of the available literature that describes research into reading attitudes and 

beliefs deals with school age children (Grant & Wong, 2003; Wang, 2000), adolescents 

(Alfassi, 2004), adults in ESL (DeLeon, 2002) or beginning literacy programs (Jarvis, 

2000), or university level students (Barton & Sawyer, 2004; Jarvis, 2003; Kember, 2001; 
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Mastropieri, Scruggs, & Graetz, 2003; Mather, Bos, & Babur, 2001; McGlinn & Parrish, 

2002; Mizokawa & Hansen-Krening, 2000). Research on teacher beliefs and attitudes 

about reading and other school subjects is readily found for elementary (Davis & 

Wilson, 1999; Lenski, 1998; Thomas & Barksdale-Ladd, 1997) and middle-school 

teachers (Muchmore, 1994), secondary-level teachers (Datnow & Castellano, 2000; 

Howard, McGee, Schwartz, & Purcell, 2000), teachers of adult education or ESL 

programs (Jarvis, 2003), and university-level professors or instructors (Davis & Wilson, 

1999; Hativa, Barak, & Simhi, 2001; Minor, Onwuegbuzie, Witcher, & James, 2002; 

Walker & Newman, 1993). There is also an abundance of research that looked at 

various aspects of teaching and learning such as attitudes about distance learning 

(Jenkins & Glass, 1999), attitudes about diversity (Garmon, 2004), attitudes and the 

home literacy environment (Partin & Hendricks, 2002), attitudes toward the design and 

delivery of learning systems integrated with technology (Brush, Armstrong, & Barbrow, 

1999), and about other content areas, especially math or science (Gilroy, 2002; Paris & 

Glynn, 2004). Another study evaluated the impact of negative attitudes and teacher 

expectations (Thompson, Warren,  & Carter, 2004). 

There is also a great deal of research that looks at attitudes and behaviors from 

the points of view of various groups of individuals like preservice teachers (Garmon, 

2004; Wilson, Readence, & Konopak, 2002), student affairs professionals (Strage, 

Baba, & Millner, 2002), individuals involved with cooperative education (Hayward & 

Horvath, 2000), teachers and various cultures (Brand & Glasson, 2004), parents (Taylor 

& Taylor, 2004), and school administrators (Haney, Czerniak, & Lumpe, 2003).  
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Very little reading attitude research is available for either community college 

students or community college instructors. Indeed, only one study was located that 

specifically addressed content area reading in the community college setting (Maaka & 

Ward, 2000). However, this study focused on community college students' attitudes 

toward their reading assignments, rather than the community college instructors. Yet, in 

summarizing the findings from this part of the literature review, it can be seen that an 

understanding of the belief structures of teachers is essential to improving professional 

preparation and teaching practices and it can then be inferred that community college 

teachers' professional preparation and teaching practices can be improved as well. 

Reading research findings must be translated into training for teachers so those 

teachers can then incorporate that instruction in their classrooms. Duffy (1993) 

explained that it is the teacher's use of comprehension techniques, methods, or 

procedures that makes the difference in student understanding. 

The next section will examine research that applies specifically to teacher 

learning and professional development opportunities. This line of research is important 

because it looks at how teachers can learn to teach in more powerful ways to support 

student learning. "If teachers investigate the effects of their teaching on students' 

learning, and if they read about what others have learned, they become more sensitive 

to variation and more aware of what works for what purposes in what situations" 

(Darling-Hammond, 1998, p. 9). 

Teacher Learning Research 

 Probably the most significant understanding to come out of recent research on 

teaching and learning is that "the principles of learning and their implications for 
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designing learning environments apply equally to child and adult learning" (Bransford, 

Brown, & Cocking, 2000, p. 27). This suggests that research findings on teaching and 

learning apply to teachers as well as other adults and carries over findings from 

educational theory research and instructional practice conducted at elementary school 

levels to adult and post-secondary educational levels. 

 Teacher learning is a relatively new area of research and the information 

reviewed here looks at the teacher as a learner in both learner-centered and 

knowledge-centered environments. Learner-centered environments attempt to build on 

the strengths, interests, and needs of the learners; in this case, allied health and nursing 

teachers as they become cognizant of the needs of their students for direct instruction in 

subject-matter reading comprehension strategies. Knowledge-centered environments 

provide opportunities for teacher learning that includes a focus on pedagogical content 

knowledge. Again, here this means within the context of professional development 

opportunities for understanding how reading comprehension strategy instruction can be 

embedded within the usual content lessons. 

 Darling-Hammond (1998) stated that teachers need several different kinds of 

knowledge. She focused on one area of need by saying "[t]eachers need to think about 

what it means to learn different kinds of material for different purposes and how to 

decide which kinds of learning are most necessary in different contexts. Teachers must 

be able to use different teaching strategies to accomplish various goals and many 

means for evaluating students' knowledge and assessing students' approaches to 

learning. Teachers must be able to identify the strengths of different learners while 

addressing their weaknesses. In addition, all teachers need tools to work with students 
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who have specific learning disabilities or needs. And because language is the gateway 

to learning, teachers must understand how students acquire language, so that they can 

build language skills and create accessible learning experiences" (p. 8). 

 Creating accessible learning experiences is what subject-matter classroom 

teachers work at doing. This is why teachers go to school each day. What else is there 

about teaching that is not directed towards creating accessible learning experiences? 

And these learning experiences are founded upon understanding, that is, 

comprehension of the content under study. Research clearly shows that understanding 

occurs when learners actively think about or try out new ideas. These kinds of 

understandings can occur during professional development activities. 

Current research into teachers-as-learners looks at how teachers can learn to 

teach in more powerful ways (Hoffman-Kipp, Artiles, & López-Torres, 2003), how 

teachers transform their understandings into better ways of understanding teaching 

(McDonald & Klein, 2003), what teachers need to know about subject matter as well as 

students (Drake, Spillane, & Hufferd-Ackles, 2001), and how teachers learn to carry out 

both intellectual and logistical aspects of managing complex and dynamic learning 

environments (Little, 2003). 

Shulman and Shulman (2004) reported a conceptual framework of teacher 

learning communities that can be used to describe and analyze the challenges teachers 

face working in a community of learners. This new conceptualization of teacher learning 

allows for an analysis of teaching and learning that can occur during professional 

development activities to create an understanding of the concepts and principles 

necessary for visionary, motivated, able, reflective, and cooperative teaching. 
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To date, findings from teacher learning research suggest that, even though we 

assume that what is known about learning applies equally to teachers as well as to their 

students, many learning opportunities for teachers still fall short of expectations when 

these learning situations are viewed from the perspectives of being learner-centered 

and knowledge-centered. "Successful learning for teachers requires a continuum of 

coordinated efforts that range from preservice education to early teaching to 

opportunities for lifelong development as professionals. Creating such opportunities, 

built out of the knowledge base from the science of learning, represents a major 

challenge, but it is not an impossible task" (Bransford, Brown, & Cocking, 2000, p. 205). 

The final section of this chapter looks at a representative Internet website that is 

directed towards teachers in the context of teacher learning communities. Websites 

such as this one have become major sources of information and interaction among 

educators and must be included as important sources of information in teacher research 

efforts. 

Teacher Learning Communities and Professional Development 

 Teacher networks or communities are an effective way of supporting and 

facilitating improved professional development. A teacher learning community can exist 

on a single campus or internationally. Hundreds of these networks are accessible on-

line, thus reaching teachers great distances from each other who nonetheless can 

participate in the same communities of interest. Learning communities cultivate 

conditions in which reflective, practice-based professional development can take place. 

The shortcomings of traditional in-service programs for teacher development are well 

documented elsewhere. This lack of responsiveness from the usual way teachers are 
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offered professional development opportunities is only one small part of the reason for 

the rapid grown of Internet sites offering on-line chats with colleagues and information 

from experts in their respective fields of study. 

 The Internet, a tremendous electronic resource, has become ubiquitous and 

must be acknowledged in a literature review. Websites represent a ready source of 

educational materials, information, and interactions for both students and teachers. 

Keyword searches reveal an abundance of links to explore. 

The concluding portion of this chapter will examine the features of a sample on-line 

"learning community of educators dedicated to the improvement of education" (Active 

Learning Practices for School, n. d.). The ALPS website 

(http://learnweb.harvard.edu/alps/home/index.cfm) was designed by the Harvard 

Graduate School of Education and is an interactive resource for teachers in search of 

ways to improve their own teaching. The mission of the authors of this website is to 

create an on-line collaborative environment for teachers and administrators around the 

world to work with Harvard's educational researchers, professors, and curriculum 

designers. Links from the website take the participant to other links providing access to 

topics such as: 

• The thinking classroom (about the teaching of thinking) 

• Teaching for understanding 

• Education with new technologies 

• Instructional tools and resources 

• Model lessons, projects, and activities 

• Interactive conferences, on-line workshops, and forums 
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• On-line and downloadable curriculum design tools 

• Interactive forums for teachers who want to collaborate on projects 

• Backpack - access personal space on ALPS 

• What's new - features new content announcements 

Website links such as these are not linear in the sense that a printed textbook is linear 

and thus their links to related information are almost limitless. This feature of Internet 

websites is beyond the scope of this paper and will not be discussed further. 

The important points about websites are that they are growing in number every 

day and they are a significant source of information for researchers and teachers 

concerning teacher learning communities and professional development opportunities. 

Summary 

 Reading is essential to understanding any area of learning and a scientific 

understanding of what learning means includes teacher understandings about the 

processes of learning, accessible learning environments, teaching, and socio-cultural 

processes. Traditional education has tended to emphasize memorization of facts but the 

world in which we live and work has moved beyond the need to memorize to a need for 

in-depth learning and understanding, of which reading is a primary tool. Research also 

tells us that what teachers believe influences their choices about instructional methods 

they use in the classroom. "The unconscious influence of the instructor's attitude on 

students is difficult to estimate, but there is much evidence to indicate that it is 

substantial" (Miller & Miller, 2003, p. 96). 

 This chapter has reviewed three separate areas of interest for indications of 

previous research concerning teacher attitudes and beliefs, especially as those attitudes 
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and beliefs apply to reading in content area community college classrooms. Those 

areas of interest are attitudinal research and epistemology research, teacher learner 

research, and teacher-learning communities related to their professional development. 

Very little specific information was located in the educational literature about teacher 

attitudes and beliefs concerning reading (Maaka & Ward, 2000) and none was located 

in the technical or professional journals of allied health programs. Only one journal 

article was found in the nursing literature that suggested instructors must also teach 

reading and study skills to their students (White, 2004). 

 Even though little direct research has been conducted concerning teacher 

attitudes and beliefs, indirect links to reading research and teacher learning research 

were established through current research efforts that explain how results obtained by 

studying children and the ways in which they learn to read and comprehend also apply 

to adult learning situations (Bransford, Brown, & Cocking, 2000). The evidence-based 

findings from previous research on children's reading and comprehension development 

means that high-quality professional development programs can be created based on 

these implied findings to systematically bring about change in the classroom practices 

of teachers of allied health and nursing, in their attitudes and beliefs towards reading 

and reading comprehension of their subject-matter, and in the learning outcomes of 

their adult students. 

 The following chapter discusses the methodology for this study along with an 

explanation of the study's population and sample, the survey instrument used for data 

collection, and a brief look at data analysis and presentations. 
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CHAPTER 3 

METHODS AND PROCEDURES 

Introduction 

 This study investigated allied health and nursing career and technical education 

(CTE) teacher beliefs and attitudes about reading. Information concerning these beliefs 

and attitudes was obtained through written responses on surveys mailed to study 

participants that were then analyzed with the procedures of principal components factor 

analysis. This chapter includes a description of the sample, the data collection 

procedures, variables, and data analysis. The research design is exploratory in nature 

and uses the statistical techniques of principle components factor analysis. Factor 

analysis is a way by which order and regularity in a dataset can be discerned and this 

chapter includes a brief discussion of its use in describing the construct attitudes-

toward-reading. 

Population 

 The Texas Higher Education Coordinating Board's website lists at least 73 public 

community and technical colleges in Texas that award the associate degree (THECB, 

2004). Part-time and full-time instructors in these colleges represent the population from 

which the study sample was selected. For the 2003 reporting year, the latest year for 

which figures are available, 29,534 faculty taught at these various colleges. The 

average faculty member was forty-eight years of age and had taught an average of 

eight years. Fifty-two percent were males, 48% were female, 78% were White, 12% 

were Hispanic, 7% were Black, and 3% were other races and ethnicities. Sixty-nine 

percent of the faculty members were part-time and 31% were full-time faculty (THECB, 
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2003). Not all colleges offer programs of training in health careers and the list of 

colleges obtained through the THECB's website was screened to identify those colleges 

that offered at least one field of study for a health career program that could lead to the 

associate degree. Forty-three colleges were identified as having at least one program of 

allied health or nursing and one thousand five hundred and four full-time or part-time 

instructors teaching in these programs represented the targeted population for this 

study. Because there is so much overlap in course content and the fact that faculty may 

teach in both programs, licensed vocational (practical) nursing and AD-nursing were 

combined for the purposes of this study into one group of faculty simply identified as 

"Nursing." The other allied health professions were identified by program and where 

program specificity was unknown, the response was labeled as "Other Health Care 

Profession." 

Sample 

Contact information for instructors in allied health and nursing programs is 

available and in the public domain. Three sources of information were used to obtain 

instructor mailing addresses and email addresses. Data from the Texas Higher 

Education Coordinating Board was used to locate forty-three colleges around the state 

that offered coursework in nursing and allied health leading to the associate degree 

level of practice. Instructor contact information was obtained from faculty Web pages at 

the selected colleges and through the American Medical Association's (AMA, 2004) 

publication entitled Health Professions: Career and Education Directory. One thousand 

five hundred and four individuals were identified as potential survey participants. Five 

hundred separate names were randomly selected to receive the mailed survey 
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instrument by a random drawing with replacement procedure. Thirty participants 

randomly sampled from the allied health and nursing instructors on the researchers 

campus were selected and their surveys were delivered through campus mail for a total 

sample size of 530 individual participants. One hundred and twelve completed surveys 

were returned giving a 21.1% return rate. The Kaiser-Meyer-Olkin (KMO) measure of 

sampling adequacy was .845 (>.5), which indicates an adequate level of sampling. 

Instrument 

An adaptation of the written survey, Adult Survey of Reading Attitudes (ASRA), 

was used as the data collection instrument for this research study. The survey was 

adapted from the original by the inclusion of four open-ended statements at the end of 

the survey form that allowed participants the freedom to express opinions that might not 

have been addressed by the forty survey statements. Notice of permission to use the 

adapted survey can be found in Appendix G. The original ASRA instrument was 

developed by Cecil Smith of Northern Illinois University, DeKalb, as an adaptation of a 

reading attitudes survey for intermediate grade students called A Survey of Reading 

Attitudes (Wallbrown, Brown, & Engin, 1977). Pilot tests were conducted on two early 

versions of the instrument with diverse samples of adults. Modifications to the proposed 

instrument were made to achieve clearer reliability data. 

This final version of the ASRA was used with a larger sample size of 259 adults 

whose ages ranged from 18 to 60. Their educational levels varied from high school to 

postgraduate and occupations included college students, non-faculty university 

employees, teachers, salesmen, and laborers. Scores obtained with the final form of the 

survey instrument demonstrated a high degree of reliability (Cronbach's alpha = .93). 
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Construct validity for the scores on the instrument was confirmed with a correlation 

coefficient equal to .80 (p <.01) when the instrument scores were compared to scores 

from the Rhody Secondary Reading Attitude Assessment (Smith, 1991). Other tests on 

scores from the original version of the survey instrument revealed a split-half correlation 

of .86, a corrected Spearman-Brown coefficient equal to .93, and test-retest reliability at 

six weeks of .87.  

Smith's (1990) ASRA consisted of forty written statements about reading beliefs 

and attitudes. Participants responded to the statements on a five-point Likert-type scale 

where 5 indicated strongly agree and 1 indicated strongly disagree. The original 

instrument assessed five different dimensions of reading attitudes represented by five 

subscales that were determined by a principal components factor analysis with a 

Varimax rotation procedure. The five dimensions of reading described by the results of 

the original ASRA factor analysis were: 1) Reading Activity and Enjoyment that 

measured the extent to which a person reads for pleasure, 2) Anxiety and Difficulty that 

measured the extent to which the person experienced problems or became upset while 

reading, 3) Social Reinforcement which assessed the extent to which the person's 

reading activities are recognized and reinforced by others, for example, friends or family 

members, 4) the factor labeled Modalities that measured the extent to which the 

individual prefers to use sources other than reading when faced with a learning task, 

and 5) the factor labeled Tutoring which measured the extent to which readers needed 

instruction from others about the reading task. 

Validity studies of the original ASRA survey in the form of a reading activities 

diary verified that the statement items actually reflect the reading attitudes, feelings, and 
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behaviors of adults participating in the survey. The diary provided participants ten days' 

worth of recording forms where they recorded the source of the material they were 

reading (i.e., magazine), their reading time in number of minutes spent reading each 

source, their reading volume in number of pages read for each source, the strategies 

they used, if any, to help understand and remember the contents of what they were 

reading, their purpose for reading each source, and their enjoyment rating for each 

source (Smith, 1991) 

The ASRA survey, modified by this researcher to include four open-ended 

statements, was used in the present study to ascertain the attitudes and beliefs allied 

health and nursing instructors have towards reading. These attitudes and beliefs should 

be identified because beliefs and attitudes influence instructional practice. The survey 

was investigatory and the adaptation to the original survey consisted of the inclusion of 

four open-ended response statements to allow participants freedom to express views 

and concerns that may not have been specifically addressed within the survey 

statements.  

Data Collection Procedure 

 Data collection was achieved for this study from information on the surveys 

received by the researcher through the mail as participants completed their modified 

written Adult Survey of Reading Attitudes. Results were entered into a computer 

database and included demographic information as well as responses to the forty 

survey statements. Responses to the four open-ended statements were read and are 

summarized with comments in chapter five. 
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Contact information for instructors in allied health and nursing programs is 

available and in the public domain. Three sources of information were used to obtain 

instructor mailing addresses and email addresses. Data from the Texas Higher 

Education Coordinating Board (THECB, 2004) was used to locate colleges around the 

state that offered coursework in nursing and allied health for the associate degree level 

of practice. Instructor contact information was obtained from faculty Web pages at the 

selected colleges and through the American Medical Association's (AMA, 2004) 

publication entitled Health Professions: Career and Education Directory. One thousand 

five hundred and four individuals were identified as potential survey participants. Five 

hundred individual names were selected to receive the mailed survey instrument by a 

random drawing with replacement procedure. The remaining thirty participants were 

colleagues of the researcher and their surveys were delivered through campus mail for 

a total sample size of 530 individual participants. 

Printed copies of the modified ASRA survey along with a cover letter explaining 

the purpose of the survey, instructions for its completion, and the approved consent 

form were mailed the second week of January, 2005 to 500 participants. The thirty on-

campus colleagues received their survey packets through campus-mail. One hundred 

and twelve completed surveys were returned within the given timeframe, for an overall 

return rate of 21.1%. Sixteen of the 112 surveys that were returned were from 

instructors at the researchers college. Data collected from the surveys was coded to 

maintain participant confidentiality and entered into a database for statistical analysis 

using principle components factor analysis procedures. The statistical tests were 
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performed using the software package Statistical Package for the Social Sciences, 

version 12.0. 

Analysis of Data 

Principle components factor analysis is a multivariate analytical technique used 

to examine the underlying structure of the survey results through a data reduction 

process. Basically this means looking for existing patterns of interrelationships among a 

large set of variables; in other words, looking at correlations between the survey's 

statement items. This is done to identify any common underlying dimensions that are 

called factors, or components. The objective of the analysis for this study was to pattern 

the variation among responses to the forty statements of the survey instrument, whether 

that variation was common or unique. The process of revealing the patterns of variance 

among the variables is called the structure of the data. The Likert-type scores from the 

forty statements on the original Adult Reading Attitude Survey represent the variables to 

be grouped and examined. One hundred and twelve respondents submitted completed 

surveys as participants in this study. Time constraints limited any kind of follow up 

measures to try to achieve a higher rate of return. Measures of sampling adequacy 

confirmed this number to be sufficient enough for the analysis to proceed (KMO = .845). 

The Bartlett test of sphericity, a test for statistical probability that the correlation matrix 

has significant correlations was also performed to verify that the sample size was 

sufficient.  

 Aggregate data was reported to protect participant confidentiality. The first part of 

the data analysis was descriptive in nature and used demographic information obtained 

from the surveys to describe the characteristics of the sample. Analysis of the 
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demographic information can be evaluated for possible influences on respondant 

attitudes toward reading. Demographic findings from the surveys included participant 

gender, ethnicity, age, level of education, occupation or job title, whether or not the 

respondant had educational coursework in teaching methods, and the number of years 

of teaching experience. These data are summarized in Tables 1-7. Principle 

components factor analysis procedures were then performed to investigate the 

relationships among responses to the 40 statement items.  

Summary 

 Procedures were described for selecting the study's sample and a description of 

the development of the written survey Adult Survey of Reading Attitudes (ASRA) was 

provided in this chapter. An adapted version of the ASRA was distributed to 530 study 

participants. One hundred and twelve completed surveys were returned for a 21.1% 

return rate. The basics of principle components factor analysis procedures were 

described and summarized. The demographic data and findings from the principal 

components analysis are presented and summarized in chapter 4. Data interpretations 

and conclusions along with recommendations for further study are later discussed in 

chapter 5. 
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CHAPTER 4 

PRESENTATION AND ANALYSIS OF DATA 

Introduction 

The purpose of this study was to assess post-secondary career and technical 

education teacher attitudes and beliefs towards reading. It is important to study reading 

attitudes in adults because of its link to improved teaching and learning. A reader's 

attitude toward reading as an intellectual process has an impact upon that individual's 

motivations for reading and influences his or her reading habits. Adult CTE instructor 

attitudes toward reading were assessed by this study and the information gained from 

the instrument Adult Survey of Reading Attitudes is described in this chapter. One 

hundred and twelve of 530 written surveys were completed and returned for a return 

rate of 21.1%. The Statistical Package for the Social Sciences, SPSS v. 12.0 was used 

to perform the statistical operations. 

Analysis of Demographic Data 

The first part of the mailed survey consisted of demographic information. These 

are important variables that provide a view of differences that may distinguish survey 

respondents from each other. Frequency tables are given in this chapter for gender, 

ethnicity, age, level of education, occupation or job title, whether or not instructors 

completed college-level coursework in educational theory or methods, and their number 

of years teaching. Nearly 86% of study participants were female. A summary of the 

gender data is presented in Table 1. 
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Table 1 

Gender Data 

      

Label  Total  %  

Male  16  14.3 

Female 96  85.7  

 

The race and ethnicity data are presented in Table 2. 

Table 2 

Race and Ethnicity 

       

Label   Total  %  

White   97  86.6 

African-American   4    3.6 

Hispanic    6    5.4 

Native American   2    1.8  

Unspecified    3    2.7  

 

The average age for the group of instructors who participated in the study was 

approximately 50 years. A summary of age characteristics is presented in Table 3 on 

the next page. 

 

 



 
 

 48  

Table 3 

Age Characteristics 

     

   Total  

Mean   49.8 

Minimum  30.0 

Maximum  69.0  

Levels of education for the teachers surveyed are presented in Table 4.4. It 

should be noted that numerous instructors in community colleges with programs of 

allied health and nursing teach classes in multiple disciplines. The academic 

requirements necessary to teach in a community college are only partially represented 

by the degrees listed in Table 4. In many instances, too, a particular degree also 

represents a person's private educational goal achievement above and beyond the 

required credentials necessary to teach at the community college level of education. 

Table 4 

Levels of Education 

       

Label   Total  %  

PhD/EdD  8    7.1 

MA/MS  72  64.3 

BA/BS   19  17.0 

AA/AS   11    9.8 

Unspecified  2    1.8  
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  The occupations and job titles given in Table 5 reflect the level of training of the 

health care programs in which the surveyed instructors teach, not solely the individual 

levels of education and/or certification or licensure held by these teachers. 

Table 5 

Occupations or Job Titles 

          

Label      Total  %  

Nursing     63  56.3 

Medical Laboratory Technician    3    2.7 

Radiologic Technician     5    4.5 

Respiratory Care Technician    4    3.6 

Emergency Medical Services    4    3.6 

Physical Therapist Assistant    3    2.7 

Dental Technician      2    1.8 

Surgery Technician      3    2.7 

Occupational Therapist Assistant    3    2.7 

Pharmacy Technician     1      .9 

Unspecified Health Occupation  21  18.8  

 Lack of formal training in educational theory and methods has been identified as 

a weakness of community college instructors who teach in programs of study in allied 

health and nursing. Table 6, however, shows that more than half of the study 

participants did indeed have some training in educational methods. It is important to 

note, though, that nineteen of the survey respondents failed to answer this particular 
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inquiry. Because of the nineteen missing data points, the total points in the table could 

go either way between a 'yes' or 'no' response, thus limiting the information's 

usefulness. However, the simple fact of omitting a response to this question could 

indicate the instructor did not have college credit for an education course or that they 

did not understand the question. The lack of understanding about the question and 

comments from the open-ended statements on the survey instrument suggest this 

possibility. Open-ended statement responses are discussed in the recommendations 

portion of chapter five. 

Table 6 

Education Coursework? 

       

Label   Total  %  

Yes   61  54.5 

No   32  28.6 

Unspecified  19  17.0  

 The average number of years of teaching experience for these instructors at the 

community college level is presented in Table 7.  

Table 7 

Years of Teaching Experience 
     

   Total  

Mean   13.86 

Minimum    1.00 

Maximum  40.00  
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 The profile that emerges from this demographic dataset is for a health 

professions instructor who is a Caucasian woman, about fifty years of age, holding at 

least a master's degree with approximately fourteen years of teaching experience at the 

community college level of education. This faculty profile may or may not represent 

allied health and nursing instructors statewide and should not be thought of as a typical 

instructor in programs of allied health and nursing. Even so, this profile differs 

significantly from the faculty information reported in 2003 to the Texas Higher Education 

Coordinating Board where an average instructor was described as a white male about 

forty-eight years of age with an average of eight years of teaching experience. 

Comparisons of the datasets suggest that allied health and nursing instructors in Texas' 

community college system tend to be long-term stable employees who began their 

teaching careers after only a few years of work experience in their respective 

professions. Such job stability is to be admired but it also represents a challenge for 

these instructors to maintain up-to-date knowledge concerning their professional 

content areas along with pedagogically sound teaching methods. Such challenges may 

be partially met through appropriately designed professional development activities. 

Statewide data was not available as a single report about allied health and nursing 

instructors for the community college level, but an informal analysis of faculty members 

at the researcher's college showed a similar faculty profile to the one revealed by this 

study's demographic data.  
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Preliminary Analysis and Presentation of Findings 

Survey Response and Data Screening 

 A total of one hundred and twelve completed surveys were returned out of the 

five hundred and thirty that were distributed. This represents a 21.1% rate of return. It is, 

of course, desirable to have a higher rate of study participation, although this rate of 

return was not unexpected. Instructors at the community college level of education and 

in programs of allied health and nursing traditionally carry heavy teaching loads. In 

addition to classroom teaching on campus, many instructors also serve as clinical 

instructors or supervisors and are thus frequently off campus. Overall, the 21.1% return 

rate yielded a sufficient number of sample responses to continue with the statistical 

analyses as determined by the Kaiser-Meyer-Olkin measure of sampling adequacy 

(KMO=.845). 

Data screening indicated the presence of seventeen missing values across the 

forty items of the survey instrument. These missing data values were seemingly random 

and were replaced with the variable mean so responses could be used for further 

analysis. Responses from the one hundred and twelve surveys were then entered into a 

computer database and Pearson r correlation coefficients were determined. Analysis of 

the original data matrix using principal components factor analysis for component 

(factor) extraction was then performed with the Statistical Package for the Social 

Sciences, SPSS, v. 12.0. 

 The purpose of a factor analysis is to explain a larger set of measured variables 

with a smaller set of latent constructs. Latent constructs are those variables that cannot 

be measured directly but can be represented or measured by one or more indicator 
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variables (Hair, Anderson, Tatham, & Black, 1998). For example, a person's attitude 

toward something can never be measured so precisely that there is no uncertainty 

about the measurement (Thompson, 2004). But by asking various questions, the 

different aspects of a person's attitude can be assessed. The answers to these 

questions in combination can give a reasonably accurate measure of the latent 

construct under study. Thus, factor analysis attempts to reproduce relationships 

between a larger number of variables with a smaller number of factors or dimensions. 

For that reason, the overall correlation matrix for the forty statements from the 

instrument was initially examined for significant relationships among the variables at 

both the .05 level and .01 level. More than two hundred instances of statistical 

significance were identified from visual inspection of this matrix of association. These 

associations mean that the correlation matrix under study is not a unity matrix. This fact 

was confirmed by the Bartlett's test of sphericity (χ2=2665.5; df=780; p<.001).Thus, 

analysis of the study's dataset continued through the steps of principal components 

analysis. The original correlation matrix in its entirety is located in Appendix A. The 

complete matrix is included in this report for at least two different reasons. First, 

coefficients of correlation, such as the Pearson r, explain the degree of linear 

relationships between row and column variables. These coefficients may range from -1 

through 0 to +1 in value. The closer the coefficient is to zero, the less the relationship is 

between the two variables. The closer to one, the greater the relationship. A negative 

sign on the correlation coefficient indicates the variables are inversely related. Visual 

inspection of the correlation matrix can reveal these associations. 
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The second reason for including the complete matrix is that squaring the 

coefficient and multiplying it by 100 calculates the percent variation in common with the 

data on the two variables. For example, the correlation coefficient for Statement 15 and 

Statement 1 is .471. Squaring this value gives .2218. After squaring, the value is called 

the coefficient of determination. Multiplying by 100 gives 22.2%, after rounding. This 

number means that 22.2% of the variation found in Statement 15 ("I would rather have 

someone explain something to me than to try to learn it from a book) is shared or 

associated with Statement 1 ("I learn better when someone shows me what to do than if 

I just read what to do). Evaluating any of the percent variations in common calculated in 

this way allows for thoughtful inspection of the matrix for patterns within the dataset 

under review. 

Other preliminary procedures on the initial dataset included calculating 

eigenvalues, deriving a scree plot, and completion of a parallel analysis, all of which 

indicated that a four-factor solution would be appropriate. Examination of an oblique 

rotation of the dataset yielded lower correlation coefficients, for the most part, and 

prompted a final analysis consisting of an orthogonal rotation of the study's dataset. 

These findings are presented next. 

Factor Retention 

 Because the purpose of factor analysis with the principal components procedure 

is to extract the fewest number of factors or components that can assist in interpreting 

variance, the following rules for factor retention were applied to the initial program run 

on the survey's dataset. 
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Eigenvalue-greater-than-one 

Initial evaluation suggested a ten-factor extraction based on the EV>1 rule. A 

criticism of this rule is that it tends to overestimate the number of reliable factors that 

can be extracted (Henson, Capraro, & Capraro, 2004). Consequently, eigenvalues for 

the first eleven factors initially extracted are shown in the table below. Look at the 

column headed "Total." The values for the first four components or factors have 

eigenvalues greater than 2.0 and the next six components or factors have eigenvalues 

greater than 1.0. The last component was not retained in the initial factor extraction 

procedure. It has an eigenvalue of .968 and is reported here as an aid in evaluating a 

break point decision for factor retention. Notice that the first four components or factors 

explain 50.365% of the study's variance. The next step in analysis was to examine a 

scree plot of the dataset for information leading to a decision about the appropriate 

number of factors to be retained. 

Table 8 

Eigenvalues for the First Eleven Factors Initially Extracted 
           
Component  Eigenvalues  Cumulative % of Variance  

1   11.820   29.550 

2     3.910   39.325 

3     2.384   45.285 

4     2.032   50.365 

5     1.495   54.101 

6     1.424   57.660 

(table continues) 
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Table 8 (continued) 

           
Component  Eigenvalues  Cumulative % of Variance  

7     1.335   60.998 

8     1.227   64.066 

9     1.167   66.984 

10     1.127   69.801 

11       .968   72.222   

Scree Test 

The scree test is used to identify an optimal number of components or factors 

that can be extracted from a dataset before unique variance begins to dominate the 

common variance. Figure 1 below illustrates the various forms of variance that can be 

found in a variable. 

Figure 1. Variances in a variable. 
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Scree Plot

The SPSS computer program derives a scree plot for the dataset by plotting 

eigenvalues (latent roots) against the number of factors in their order of extraction. The 

resulting curve is used to determine the cutoff point for factor retention. The scree plot 

for the dataset under study is shown on the next page in Figure 2. Examination of the 

plot indicates a four-factor extraction would be most reliable. Note that the point at 

which the curve begins to straighten out indicates the maximum number of factors to 

extract. In this case, that number is four. 

Figure 2.  Scree Plot. 
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Parallel Analysis 

Parallel analysis programs usually involve datasets that are computer generated 

and are normally distributed random numbers. Parallel analysis for the present study 

was conducted with Thompson and Daniel's (1996) computer program. The syntax for 

this program may be seen in Appendix B. Eigenvalues from the parallel analysis 

revealed a four-factor extraction that reinforces the decision made from the scree test to 

use the four-factor solution in the final analysis. The eigenvalue for first factor not 

retained is 1.987 and is used as a decision point for the number of factors to be 

retained. Notice the first four eigenvalues are greater than 2.0 and these values parallel 

the eigenvalues from the initial run on the study's dataset, indicating a four-factor 

solution. Eigenvalues for the first four factors extracted with the parallel analysis 

procedure are shown in the table below. 

Table 9 

Comparison of the Parallel Analysis Eigenvalues and the Initial Eigenvalues for the First 
Four Factors Extracted 
           
Component  Parallel Analysis  Initial Eigenvalues  

1   2.397    11.820 

2   2.276      3.910 

3   2.252      2.384 

4   2.067      2.032   

 

Oblique Rotation of the Dataset 

 After establishing suitability for a factor analysis using principal components 

analysis and establishing the appropriateness of a four-factor extraction, analysis 
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proceeded with an oblique or intercorrelated rotation of factors. With the oblique rotation 

the theoretically important underlying dimensions or factors are assumed to be 

correlated with each other in some way, that is, they are intercorrelated (Hair, Anderson, 

Tatham, & Black, 1998). The oblique solution can provide information about the extent 

of the intercorrelations between factors or components and was examined before 

proceeding to an orthogonal rotation. The SPSS v. 12.0  Direct Oblimin procedure was 

used to perform the oblique analysis. The Oblimin procedure uses a value called delta 

to control the degree of correlation among the rotated components. Delta value for this 

study was set at zero thus producing components that were more highly intercorrelated. 

 Remember that factors are identified by the variables that share variance with the 

factor. Therefore, to determine which variables are related to which factors the factor 

pattern matrix and the factor structure matrix must both be examined for patterns of 

correlation. These two matrices are produced as part of the SPSS Direct Oblimin results 

output. Even with delta = 0, visual inspection of Table 10 shows relatively low 

correlation values (<.5) for many of the coefficients from the factor pattern matrix and 

the factor structure matrix. This finding suggests the most appropriate factor extraction 

method is an orthogonal rotation of the dataset (Pedhazur & Schmelkin, 1991) rather 

than the oblique rotation. Full factor pattern and structure matrices are located in 

Appendix C. 
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Table 10 

Oblique rotation factor pattern and factor structure coefficients 
              
           Pattern Factors          Structure Factors   
Variable        1    2    3    4     1    2    3    4   

Statement 1   .025 -.058  .065  .790   .144  .200 -.021  .769 

Statement 2  -.092  .676  .050  .082   .101  .670 -.039  .281   

Statement 3   .142 -.192  .072 -.179   .037 -.222  .087 -.223   

Statement 4   .627  .283  .075 -.168   .656  .392 -.099  .037   

Statement 5   .053  .048  .674 -.088  -.112 -.068  .664 -.138   

Statement 6   .031  .749 -.067  .032   .263  .779 -.191  .292   

Statement 7   .308  .078 -.111  .266   .407  .269 -.226  .364   

Statement 8  -.205 -.494  .106  .025  -.364 -.559  .226 -.189   

Statement 9  -.159 -.176  .730  .125  -.359 -.289  .781 -.045   

Statement 10  -.695 -.091  .164  .030  -.754 -.300  .341 -.151   

Statement 11  -.201 -.237  .204 -.298  -.374 -.422  .321 -.437   

Statement 12   .102  .752  .123  .092   .301  .792 -.025  .345   

Statement 13  -.833 -.021  .091 -.111  -.882 -.305  .306 -.288   

Statement 14  -.547  .125  .031 -.101  -.539 -.066  .154 -.168   

Statement 15   .043  .009  .014  .753   .187  .267 -.083  .763   

Statement 16   .247  .478  .137  .202   .387  .593 -.017  .391   

Statement 17  -.552  .152 -.076 -.116  -.513 -.029  .046 -.163   

Statement 18  -.021  .838 -.202 -.109   .241  .826 -.311  .185   

Statement 19  -.002  .429 -.133  .139   .177  .495 -.212  .295   

(table continues) 
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Table 10 (continued) 
              
           Pattern Factors          Structure Factors   
Variable        1    2    3    4     1    2    3    4   

Statement 23  -.769 -.184  .029 -.103  -.848 -.438  .253 -.314 

Statement 20   .191  .546  .168  .046   .313  .590  .035  .244   

Statement 21  -.003  .462  .158  .095   .107  .468  .079  .229   

Statement 22  -.227 -.138  .688  .007  -.430 -.303  .763 -.160   

Statement 24  -.044 -.037  .066 -.731  -.210 -.300  .164 -.759   

Statement 25   .080  .014 -.307  .436   .241  .226 -.377  .490   

Statement 26   .162  .828  .110 -.808   .352  .831 -.044  .211   

Statement 27  -.316 -.060  .216 -.197  -.422 -.246  .323 -.302   

Statement 28   .028 -.053  .718 -.120  -.182 -.193  .733 -.213   

Statement 29   .065  .172  .373  .285   .078  .228  .229  .312   

Statement 30  -.163  .067  .706 -.120  -.336 -.124  .748 -.208   

Statement 31  -.761 -.086  .139 -.060  -.830 -.341  .341 -.250   

Statement 32   .560  .110  .099  .080   .582  .278 -.061  .212   

Statement 33  -.793 -.115  .160  .068  -.850 -.339  .359 -.139   

Statement 34   .108  .516 -.076 -.002   .270  .557 -.179  .197   

Statement 35   .282 -.383  .013 -.054   .161 -.324  .009 -.128   

Statement 36   .176  .752 -.080 -.076   .391  .788 -.226  .214   

Statement 37   .059  .797 -.134 -.012   .312  .830 -.267  .277   

Statement 38  -.023  .795 -.033 -.075   .193  .768 -.139  .186   

Statement 39  -.823 -.108  .034  .083  -.845 -.316  .237 -.114   

Statement 40  -.600 -.185  .214  .128  -.679 -.343  .371 -.072   
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Final Analysis and Presentation of Findings 

Orthogonal Rotation 

 Table 11 shows the total variance explained by the orthogonal rotation or 

Varimax procedure of SPSS v. 12.0. 

Table 11 

Total variance explained 
              
     Initial Eigenvalues       
Component  Total      % of Variance       Cumulative %     

1   11.820 29.550  29.550 

2     3.910   9.775  39.325 

3     2.384   5.960  45.285 

4     2.032   5.081  50.365     

              

Extraction Sums of Squared Loadings  Rotation Sums of Squared Loadings 

Total % of Variance   Cumulative%  Total    %of Variance   Cumulative % 

11.820 29.550 29.550  6.528  16.321 16.321 

  3.910   9.775 39.325  6.251  15.628 31.949 

  2.284   5.960 45.285  3.355    8.387 40.336 

  2.032   5.081 50.365  2.477    6.193 46.529  

 

 Examination of the table above shows that the four components (factors) have 

trace values (transformed eigenvalues) equal to 6.528, 6.251, 3.355, and 2.477, 

respectively. Eigenvalues are called trace after rotation is complete and they detail the 

amount of variance explained for each of the components after the rotation procedure. 
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Before rotation the total variance explained by the four factors was 50.365%. After 

rotation, the amount of total variance explained drops to 46.529%. 

The goal of an orthogonal (uncorrelated) rotation is to simplify the rows and 

columns of the factor matrix for clearer separation of the extracted factors. This means 

that maximum simplification is reached when only 1's or 0's are seen in the columns. 

The Varimax orthogonal rotation procedure listed in Table 12 yields some high 

coefficients (i.e., close to -1 or +1) and some coefficients near zero in each column of 

the matrix under study. This makes separation of the variable-factor correlations easier 

where -1 or +1 are a clear negative or positive associations and values close to zero 

show a clear lack of association. Examine Table 12 that shows the rotated component-

variable matrix (pattern/structure matrix). Notice the coefficients are in descending 

numerical order for each factor (component). Underlined values are those coefficients 

>.5, the lower limit used to associate Statements from the survey instrument with a 

component (factor). Appendix D contains the complete pattern/structure matrix. 

Communality coefficients, h2, which specify the percent of variance for each variable 

reproduced in the factors, are also included with Table 12. For example, Statement 26 

with an h2 of .723 shares 72.3% of its variance with the other variables included in the 

analysis. 
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Table 12 

Orthogonal rotation for the factor (component)-variable coefficients (pattern/structure 
coefficients) 
             
      Components     
Variable  1  2  3  4 Communalities (h2)  
Statement 26   .808  -.260   .035   .028   .723  

Statement 18   .806  -.122  -.256  -.001   .730 

Statement 37   .791  -.195  -.198   .092   .712 

Statement 38  .762  -.093  -.087   .021   .597 

Statement 12   .760  -.206   .049   .182   .655 

Statement 6   .747  -.155  -.129   .124   .614  

Statement 36   .746  -.290  -.149   .030   .663 

Statement 2   .664  -.012   .002   .153   .464 

Statement 20   .558  -.252   .103   .117   .399 

Statement 16   .530  -.317   .063   .265   .456 

Statement 34   .521  -.194  -.125   .069   .329 

Statement 8  -.508   .289   .161  -.051   .370 

Statement 21   .462  -.054   .116   .142   .250 

Statement 19   .454  -.095  -.172   .190   .281  

Statement 35  -.352  -.213   .018  -.081   .177  

Statement 3  -.210  -.083   .083  -.190   .094 

Statement 13  -.147   .848   .178  -.167   .801  

Statement 39  -.190   .824   .115   .013   .728  

Statement 33  -.202   .814   .238  -.004   .761  

Statement 23  -.294   .800   .123  -.173   .772  

Statement 31  -.195   .789   .220  -.123   .724 

(table continues) 
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Table 12 (continued) 

             
      Components     
Variable  1  2  3  4 Communalities (h2)  

Statement 10  -.174   .719   .234  -.031   .603 

Statement 40  -.238   .637   .285   .057   .541  

Statement 4   .315  -.633   .002  -.091   .508  

Statement 32   .185  -.563   .031   .124   .367  

Statement 14   .035   .535   .079  -.120   .308   

Statement 17   .064   .523  -.027  -.128   .294 

Statement 27  -.146   .370   .260  -.226   .277 

 Statement 7   .171  -.358  -.161   .292   .268   

Statement 9  -.204   .272   .743   .068   .672  

Statement 28  -.109   .092   .718  -.144   .557   

Statement 30  -.013   .260   .715  -.141   .599   

Statement 22  -.197   .340   .713  -.046   .664   

Statement 5   .001   .043   .663  -.097   .451 

Statement 29   .214  -.067   .332   .291   .245   

Statement 1   .100  -.086   .020   .762   .598  

Statement 15   .163  -.118  -.036   .736   .584  

Statement 24  -.189   .132   .115  -.721   .586 

Statement 25   .125  -.168  -.338   .441   .352   

Statement 11  -.325   .292   .257  -.338   .371  

 

Statistical Significance of the Factor Coefficients 

 During the preliminary examination of the factor coefficients (loadings), general 

rules of thumb were applied concerning the magnitude of the coefficients. Factor 
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coefficients greater than + .30 are considered to meet a minimal level of practical 

significance; coefficients of + .40 are considered to be more important; and coefficients 

of + .50 and greater are considered to have practical significance. 

Based on these estimates for identifying statistically significant factor coefficients 

(loadings) and a table (Hair, Anderson, Tatham, & Black, 1998, p. 112) that assigns 

sample size to factor coefficients (loadings) to indicate levels of significance (see Table 

13), the factor matrix under review from Table 12 was examined for those factor 

coefficient values greater than .5 (item = 112). This evaluation, along with the rules for 

component or factor retention using eigenvalues, scree test, and parallel analysis, 

suggest a probable four-factor solution with values >.5 for the principal components 

analysis of the survey dataset. Notice that variables with low coefficients and no 

reported association with the extracted components are Statements 3, 7, 11, 19, 21, 25, 

27, 29, and 35. 

Table 13 

Guidelines for identifying statistically significant factor loadings based on sample size 
 
Factor Loading  Sample Size Needed for Significance  

.30       350 

.35       250 

.40       200 

.45       150 

.50       120 

.55       100 

.60         85 

.65         70 

.70         60 

.75         50    
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Interpretation of the Factor Matrix 

 The next step in the factor interpretation for the present study was to write the 

name of each variable along side its highest correlation coefficient (loading). Using the 

guidelines discussed above, those factor coefficients with values >.5 were retained for 

further analysis. The variables are presented here in the order seen in Table 12, with 

their highest factor coefficients in parentheses. 

Component or Factor 1  

Statement 26  I worry a lot about my reading (.808) 

Statement 18  I try very hard, but I just can't read very well (.806) 

Statement 37  I have trouble understanding what I read (.791) 

Statement 38  I'm afraid that people may find out what a poor reader I am (.762) 

Statement 12  Most books in the library are too difficult for me (.760) 

Statement 6  I can read but I don't understand what I've read (.747) 

Statement 36  I try to avoid reading because it makes me feel nervous (.746) 

Statement 2  I need a lot of help in reading (.664) 

Statement 20 I get nervous if I have to read a lot of information for my job or 

some other activity (.558) 

Statement 16 I often feel anxious when I have a lot of reading to do (.530) 

Statement 34 I have a lot in common with people who are poor readers (.521) 

Statement 8 I am a good reader (-.508) 

Component or Factor 2 

Statement 13  Reading is one of my favorite activities (.848) 

Statement 39  I spend a lot of my spare time reading (.824) 
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Statement 33  I'm the kind of person who enjoys a good book (.814) 

Statement 23  I get a lot of enjoyment from reading (.800) 

Statement 31  Reading is one of the most interesting things that I do (.789) 

Statement 10  When I am at home I read a lot (.719) 

Statement 40  I enjoy receiving books as gifts (.637) 

Statement 4  I get upset when I think about having to read (-.633) 

Statement 32  When I read I usually get tired and sleepy (-.563) 

Statement 14  I want to have more books of my own (.535) 

Statement 17  I read when I have the time to enjoy it (.523) 

Component or Factor 3 

Statement 9 My friends enjoy having me tell them about the books that I read 

(.743) 

Statement 28 When I read an interesting book, story, or article I like to tell my 

friends about it (.718) 

Statement 30 I like to listen to other people talk about the books they have read 

(.715) 

Statement 22 My friends and I often discuss the books we have read (.713) 

Statement 5 Whenever my friends read a good book, they usually tell me about 

it (.663) 

Component or Factor 4 

Statement 1 I learn better when someone shows me what to do than if I just 

read what to do (.762) 
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Statement 15 I would rather have someone explain something to me than to try to 

learn it from a book (.736) 

Statement 24 I would rather read what to do than to have someone tell me what 

to do (-.721) 

 Notice that Factor 1 and Factor 4 together seem to demonstrate a more negative 

attitude about reading while Factors 2 and 3 together seem to show a more positive 

attitude towards reading. 

Statements that did not associate significantly with any factor. 

Statement 3 I get a lot of satisfaction when I help other people with their reading 

problems, or when I read to others. (-.210) 

Statement 7 There are better ways to learn new things than by reading a book. 

(-.358) 

Statement 11  Reading is one of the best ways for me to learn things. (-.338) 

Statement 19  I quickly forget what I have read even if I have just read it. (.454) 

Statement 21  Encountering unfamiliar words is the hardest part of reading. (.462) 

Statement 25 I remember the things people tell me better than the things I read. 

(.441) 

Statement 27  I like going to the library for books. (.370) 

Statement 29 It is easier for me to understand what I am reading if pictures, 

charts, and diagrams are included. (.332) 

Statement 35 I enjoy it when someone asks me to explain unfamiliar words or 

ideas to them. (-.352) 
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Communality Coefficients 

 It is not possible to measure anything with absolute precision (Gall, Borg, & Gall, 

1996). Thus, the amount of error associated with a measurement is called its variance, 

or spread, from the true measurement value. Statistics, as a field of study, is concerned 

with evaluating and managing this measurement error or variance. 

Communality coefficients (h2), are also called common variance (see Figure 4.1), 

and represent explained variance estimates. They are calculated during the computer 

run of an orthogonal rotation (see Table 4.12) and may be printed with computer 

outputs. Communalities represent the percent of variance accounted for by the factor 

solution for each variable. Statements 3, 7, 11, 19, 21, 25, 27, 29, and 35 have 

correlation coefficients (loadings) less than .500, which indicate that these variables do 

not contribute significantly to any of the extracted factors or components and their low 

communality values were expected. Multiply the communality associated with each 

variable by 100 to see these values in percent. For example, the communality 

associated with Statement 3 is .094 or 9.4%. The relatively low values obtained by this 

calculation for the Statements listed above means that these variables do not contribute 

significantly to the factor coefficients for any of the four factors and thus are not included 

in the interpretation (naming) of the extracted factors (components). Lowering the 

significance levels of the factor coefficients to .400 or even .300 would allow more of the 

excluded variables to be associated with the factors isolated. 

Factor Labels 

 The computer program used to perform the principal components factor analysis 

(SPSS v. 12.0) does not display actual names for the labels corresponding to the 
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extracted factors. Rather, naming the labels for the factors is based on the intuition and 

judgment of the researcher as s/he examines which items cluster around a factor. The 

statements associated with component (factor) 1 are primarily concerned with negative 

feelings of worry and apathy about reading. Factor 1, then, is named Reading Apathy. 

The first factor extracted is usually considered to be the most important because in 

general it attempts to explain most of the variance found in the original data matrix. 

 The statements grouped around component (factor) 2 are related to pleasurable 

or positive feelings toward reading. Factor 2, then, is named Reading Enjoyment. 

Statements clustering with component (factor) 3 characterize reading as a social 

interaction between the reader and friends. Therefore, Factor 3 is named Reading as a 

Social Activity. The final component, factor 4, evaluates the goal of reading as a 

participative or "show me" process rather than an individual or private reading activity. 

Individuals who choose this response are the ones who say they learn better from being 

shown with hands-on experiences. Thus, the name for Factor 4 is Needs to be Shown. 

Reliability Assessments 

 Reliability studies associated with the Varimax orthogonal rotation that achieved 

a four-factor solution were performed by an examination of the dataset's coefficient 

alpha and through a split-sample analysis procedure. The reliability program in SPSS 

evenly split the forty different variables with statements 1-20 in one group and 

statements 21-40 in the second group. Reliability statistics for this analysis are shown in 

the table on the next page. 
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Table 14 

Reliability statistics for the split-half analysis 
        

Test      Result  

Correlation alpha between forms  .464 

Correlation alpha for part 1   .330 

Correlation alpha for part 2   .495  

 

Reliability coefficients vary between 0.0 and 1.0, with 1.0 indicating perfect test 

reliability. In general, tests that yield scores .80 or higher are sufficiently reliable for use. 

The low reliability results from the present study suggest some of the statements from 

the instrument should be reworked or possibly eliminated to improve test reliability. The 

results of a split-sample analysis should give a degree of confidence for stability within 

the test through compatible scores with the dataset's matrix alpha value. 

The investigation of Cronbach's alpha (correlation alpha) showed a total score 

reliability value of .605 for the survey's forty statement responses. After eliminating the 

nine statements that did not associate with any of the components (factors),        

re-evaluation of the matrix's coefficient alpha showed a score reliability value of .646. 

Cronbach's alpha, or coefficient alpha, as a measure of internal consistency, is an index 

of homogeneity that estimates the degree to which the items on a test concurrently 

measure the same construct (Henson, 2001). In the present study, four factors were 

identified and labeled. If all of the items under study were perfectly reliable and 

measured the same thing, coefficient alpha would be equal to 1. Through analysis and 

application over the past fifty-three years since introduction of the metric (Cronbach, 
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1951), social scientists have discovered that a meaningful coefficient alpha should be at 

least .70 (Henson, 2001). Some researchers use a value as high as .80 or as low as 

.60. Standardized tests may have values as high as .95. Considering that the four-factor 

solution produced by this study's component analysis accounts for only 50.365% of the 

total variance, an alpha value of .605 is probably not an adequate enough index of 

internal consistency for the present study. This means that the survey statements from 

the instrument are measuring constructs other than attitudes-about-reading. These 

other constructs contribute to the total variance but were not measured with this study. 

Interfactor Pearson r correlations and coefficient alphas for each of the extracted 

factors are shown in Table 15. Examination of the correlations and coefficients support 

the previous observation that Factors 1 (Reading Apathy) and 4 (Needs to be Shown) 

tend to form a single negative group and Factors 2 (Reading Enjoyment) and 3 

(Reading as a Social Activity) tend to form a  single positive group. The values in Table 

15 are high and suggest the survey Statements from the instrument that cluster around 

the factors are each measuring the same construct, thus indicating their scores are 

reliable. However, the remaining 49.635% of variance remains unaccounted for. 

The initial coefficient alpha for Factor 4 was -.719. Negative coefficient alphas 

generally mean the items may have been incorrectly coded. Item coding was verified for 

the present study. The data were then reverse coded to eliminate the negative sign on 

the coefficient. None of the available literature addressed the event of a negative 

coefficient alpha. If item coding can be eliminated as the source of a negative sign, then 

the value becomes important in the development of the instrument's statements. 
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After reverse coding of the data, there were only two statements associated with 

Factor 4. This is a very low number of variables to be associated with a factor. The two 

items were Statements 1 and 15. Before reverse coding, Statement 24 was associated 

with Factor 4. The inverse relationships between the three statements appear to 

account for the negative coefficient alpha shown in the table. 

It was not the purpose of this study to refine the instrument itself, but rewording 

Statement 24 to align with the way statements 1 and 15 are written results in positive 

values for the coefficient alpha so as not to violate reliability model assumptions. 

 

Table 15 

Interfactor Pearson correlations and coefficient alphas 
 
          
Factor  1 2 3 4 Coefficient alpha  

1  - .548 .762 .996   .837 

2     - .880 .737   .780 

3        - .594   .832 

4           -  -.719 (.603)  

 

 

Summary 

 The purpose of this study was to ascertain the attitudes and beliefs about reading 

among allied health and nursing instructors at the community college level of education. 

These attitudes and beliefs were established through their written responses to the 

modified survey Adult Survey of Reading Attitudes, ASRA. One hundred and twelve 
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survey responses were entered into a computer database and analyzed with a principal 

components factor analysis from SPSS v. 12.0. Survey results were evaluated for 

appropriateness of sample size, internal consistency with Cronbach's alpha, and by 

following rules for factor extraction. Low correlation values obtained with an oblique 

rotation of the data demonstrated that an orthogonal rotation was most appropriate for 

final factor extraction. The four factors identified then named, in order of their extraction, 

were: 1) Reading Apathy; 2) Reading Enjoyment; 3) Reading as a Social Activity; and 4) 

Needs to be Shown. 

 The four-open ended statements from the modified survey instrument are 

summarized here with examples of typical responses: 

Statement A: "I respond to difficult questions from my students by: ." 

 ♦"Researching the answers and getting back to the students." 

 ♦"Showing graphs or pictures to try to explain it more." 

 ♦"Answering in terms they can understand." 

 ♦"Giving more examples." 

 ♦"Involve them in finding the answers." 

 ♦"Admitting I don't know." 

 ♦"Re-explaining. Asking leading questions." 

Statement B: "I gauge student comprehension of what I have taught by: ." 

 ♦"Examinations and performance of skills. Looking at their faces." 

 ♦"Return demonstrations, visual cues, examples." 

 ♦"Written examinations and asking them questions." 

 ♦"Using case studies." 
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 ♦"Practical application of the knowledge." 

 ♦"Quizzes, tests, but mostly looking at facial expressions." 

 ♦"Asking them to explain it to me." 

Statement C: "I adjust my lessons to the proper levels of understanding for 

individual students by:  ." 

♦"Asking questions, encouraging discussions, prompting individuals or groups 

for feedback." 

 ♦"By their performance." 

 ♦"Using different methods to teach-readings, charts, in class discussions." 

 ♦"Offering assistance if needed." 

 ♦"Meeting with them individually." 

 ♦"Answering all questions and being available outside classroom hours." 

♦"Modifying what I say about PowerPoint slides, increasing examples that help 

convey content, providing study questions based on assigned readings and class 

information." 

♦"Feedback and testing." 

Statement D: "I have the following concerns or beliefs about content-area reading 

comprehension strategy instruction embedded in my regular classroom 

instruction: ." 

♦"Level of education needed to read and comprehend current texts." 

 ♦"Many students do not like to read!" 
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♦"Students do not use tutoring and help available because they have so much to 

read. Use of computer sources are taking the place of books and journals-this is 

both good and bad!" 

♦"Some students are inadequately prepared to read and understand all the 

materials assigned." 

 Examination of these typical responses supports literature findings that suggest 

instructors need to use a variety of instructional methods and procedures in their 

content classrooms. Bransford, Brown, & Cocking (2000, p. 131) stated "A fundamental 

tenet of modern learning theory is that different kinds of learning goals require different 

approaches to instruction; new goals for education require changes in opportunities to 

learn." The comments above intimate that instructors need more of these different 

approaches to instruction and add detail to the research question. 

 The final chapter contains a discussion of the four extracted factors as they relate 

to instructor attitudes and beliefs under study. The responses to the four open-ended 

statements on the survey instrument reviewed. Conclusions and recommendations 

make up the remainder of chapter 5. 
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CHAPTER 5 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

Introduction 

 The purpose of this study was to assess post-secondary career and technical 

education teacher attitudes and beliefs about reading. One hundred twelve instructors 

responded to forty written survey statements using a 5-point Likert scale on a modified 

version of the Adult Survey of Reading Attitudes. With permission from the author, the 

modification of this instrument included space following the forty statements for 

respondents to write comments concerning their attitudes or practices about reading 

that may not have been specifically addressed by the survey statements. A copy of the 

survey form may be seen in Appendix H. 

 The original survey instrument was available for use in the early 1990s after it's 

development at Northern Illinois University. Scores obtained with the final form of this 

survey instrument demonstrated a high degree of reliability with a published Cronbach's 

alpha equal to .93 (Smith, 1991). Construct validity for the instrument was confirmed at 

the same time by comparing instrument scores with those obtained from the Rhody 

Secondary Reading Attitude Assessment test. This comparison demonstrated a 

correlation coefficient equal to .80 (p <.01). Other test scores reported about the original 

version of the survey instrument revealed a split-half correlation of .86, a corrected 

Spearman-Brown coefficient equal to .93, and test-retest reliability at six weeks of .87. 

 On the other hand, data such as factor pattern and factor structure matrices, 

coefficient alphas for item analysis, and the rationale used for retaining factors were not 
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reported about the development of the original instrument and thus are not available for 

comparisons and comments with the present study. 

 Reliability, from the viewpoint of classical test theory, concerns the amount of 

measurement error occurring in test scores. Thus, reliability is a function of test scores 

and not the test itself. Since that is the case, a review of the reliability studies 

associated with the scores obtained with the present study will be summarized before 

assessing interpretation of the factors or the responses received on the open-ended 

statements. 

 Coefficient alpha (Cronbach's alpha) is frequently used as a measure of internal 

consistency within a data matrix. Other measures include split-half studies and the 

Kuder-Richardson test for dichotomously scored items, known as KR-20. These 

measures of internal consistency look at test score reliability as a function of the here-

and-now, or how things look at present. They indicate how closely obtained scores 

would come to the true scores of a test if that test were a perfect instrument of 

measurement. Other forms of reliability such as test-retest for stability over time and 

interrater reliability to judge similarities between raters were not measured for the 

present study. 

 Original scores obtained for the instrument showed a coefficient alpha of .93 

while the present study yielded a coefficient alpha of .605. The most important 

explanation for the large difference between these two scores from the same instrument 

is that "reliability inures to scores, different samples, testing conditions, and any other 

factor that may impact observed scores can in turn affect reliability estimates" (Henson, 

2000). This means that the consequences of variable samples and testing conditions 
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affect the value of the reliability scores obtained. Thus, it also affects generalizability. 

The sample used with the present study was fairly homogeneous, in that all of the 

participants were instructors at community colleges in Texas, working with some 

program of health care education. Demographic information also revealed that more 

than half of the sample consisted of white female nurses with an approximate average 

age of fifty years. This is a very different sample than the one used with the original 

instrument development. That sample consisted of two hundred and fifty nine adults 

whose average age was thirty-nine and whose occupational backgrounds were very 

diverse. Gender and ethnicities are unknown from the original test sample. 

 Perhaps more important to the present study's results, however, than that of a 

homogeneous sample, is that the low coefficient alpha of .605 is reflective of the fact 

that about half of the total variance is unaccounted for and that nine statements from the 

instrument (3, 7, 11, 19, 21, 25, 27, 29, and 35) could not be significantly correlated with 

the four-factor solution. Even though a coefficient alpha of .646 was achieved for the 

matrix after elimination of the nine statements that did not associate with any of the 

factors extracted, a low measure in internal consistency remained. 

 The factor analysis for the present study using principal components resulted in a 

four-factor solution. Statements 26, 18, 37, 38, 12, 6, 36, 2, 20, 16, 34, and 8 had factor 

coefficients >.500 and were associated with factor 1, named 'Reading Apathy.' Careful 

examination of these variables showed that they ask survey participants to respond to 

statements such as "I worry a lot about my reading," "I try very hard, but I just can't read 

very well," and "I try to avoid reading because it makes me feel nervous." The most 

astonishing and unexpected finding to come out of this study and reflected by the 
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findings associated with Factor 1 is the impression that highly educated healthcare 

professionals seem to clearly have a negative view of reading! This initial conclusion is 

supported by the variables listed above clustering around the first factor extracted, 

which by interpretation accounts for most of the variance. The high factor coefficients for 

these variables are  .808, .806, .791, .762, .760, .747, .746, .664, .558, .530, .521, -508, 

respectively. 

 Factor 2, named 'Reading Enjoyment', variables were Statements 13, 39, 33, 23, 

31, 10, 40, 4, 32, 14, and 17. Their factor coefficients were .848, .824, .814, .800, .789, 

.719, .637, -.633, -.563, .535, and .523, respectively. Participants responded to 

statements such as "Reading is one of my favorite activities," "I get a lot of enjoyment 

from reading," and "Reading is one of the most interesting things that I do." 

 Factor 3, named 'Reading as a Social Activity' clustered around Statements 9, 

28, 30, 22, and 5. Their factor coefficients were .743, .718, .715, .713, and .663. 

Corresponding phrases were "My friends enjoy having me tell them about the books 

that I read," "When I read an interesting book, story, or article I like to tell my friends 

about it," and "I like to listen to other people talk about the books they have read." 

 Factor 4, named 'Needs to be Shown', was associated with Statements 1, 15, 

and 24. Their factor coefficients were .762, .736, and -.721 while their phrases were "I 

learn better when someone shows me what to do than if I just read what to do," "I would 

rather have someone explain something to me than to try to learning it from a book," 

and "I would rather read what to do than to have someone tell me what to do." 

Statements 3, 7, 11, 19, 21, 25, 27, 29, and 35 could not be significantly 

correlated with the four-factor solution. Their factor coefficients were -.210, -.358, -.338, 
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.454, .462, .441, .370, .332, and -.352 while their phrases were "There are better ways 

to learn new things than by reading a book," "I like going to the library for books," and  

"It is easier for me to understand what I am reading if pictures, charts, and diagrams are 

included". 

 The groupings of factors 2, 3, and 4 were expected and their order of 

appearance during the factor extraction was not surprising. Factors 2 and 3 cluster 

around positive attitudes and beliefs about reading. Even though they represent a 

positive view of reading, they should remain as separate factors. There are differences 

between Factor 2 'Reading Enjoyment' that implies solitary activity as well as social 

activity (Factor 3). Factor 4 indicated preference for more hands on learning activities 

rather than a preference for reading. Factor 1 had the highest number of associated 

variables and its potential consequences to allied health and nursing education was 

most important in light of the research question. 

 The four-open ended statements from the modified survey instrument are given 

here with examples of typical responses: 

Statement A: "I respond to difficult questions from my students by: ." 

 ♦"Researching the answers and getting back to the students." 

 ♦"Showing graphs or pictures to try to explain it more." 

 ♦"Answering in terms they can understand." 

 ♦"Giving more examples." 

 ♦"Involve them in finding the answers." 

 ♦"Admitting I don't know." 

 ♦"Re-explaining. Asking leading questions." 
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Statement B: "I gauge student comprehension of what I have taught by: ." 

 ♦"Examinations and performance of skills. Looking at their faces." 

 ♦"Return demonstrations, visual cues, examples." 

 ♦"Written examinations and asking them questions." 

 ♦"Using case studies." 

 ♦"Practical application of the knowledge." 

 ♦"Quizzes, tests, but mostly looking at facial expressions." 

 ♦"Asking them to explain it to me." 

Statement C: "I adjust my lessons to the proper levels of understanding for 

individual students by:  ." 

♦"Asking questions, encouraging discussions, prompting individuals or groups 

for feedback." 

 ♦"By their performance." 

 ♦"Using different methods to teach-readings, charts, in class discussions." 

 ♦"Offering assistance if needed." 

 ♦"Meeting with them individually." 

 ♦"Answering all questions and being available outside classroom hours." 

♦"Modifying what I say about PowerPoint slides, increasing examples that help 

convey content, providing study questions based on assigned readings and class 

information." 

♦"Feedback and testing." 
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Statement D: "I have the following concerns or beliefs about content-area reading 

comprehension strategy instruction embedded in my regular classroom 

instruction: ." 

♦"Level of education needed to read and comprehend current texts." 

 ♦"Many students do not like to read!" 

♦"Students do not use tutoring and help available because they have so much to 

read. Use of computer sources are taking the place of books and journals-this is 

both good and bad!" 

♦"Some students are inadequately prepared to read and understand all the 

materials assigned." 

 Examination of these typical responses supports literature findings that suggest 

instructors need to use a variety of instructional methods and procedures in their 

content classrooms. Bransford, Brown, & Cocking (2000, p. 131) stated "A fundamental 

tenet of modern learning theory is that different kinds of learning goals require different 

approaches to instruction; new goals for education require changes in opportunities to 

learn." The comments above intimate that instructors need more of these different 

approaches to instruction and add detail to the research question. 

Summary and Conclusions 

 Based on the results of the findings associated with Factor 1,' Reading Apathy,' 

the research question "What are the attitudes and beliefs about reading held by 

selected allied health and nursing instructors?" can be answered not with the negative 

suggestion that these instructors dislike reading but by the phenomenon known as 

aliteracy, where an individual can read but, for whatever reasons, chooses not to read. 
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The initial negative bias against reading shows not a dislike of reading, but rather a 

disinterest in reading. Mikulecky, a reading specialist at Indiana University, coined the 

term 'aliteracy' in the 1970's (Ramsay, 2002). Beers (1996) divided aliterates into three 

related groups: 1) dormant readers, those who say they are too busy to read; 2) 

uncommitted readers, those who say they might read someday; and 3) unmotivated 

readers, those who say they will never like reading. Based on these characteristics of 

aliterate individuals a continuum of reading abilities and interest can be conceptualized: 

Figure 3.  Continuum of reading abilities and interests. 

 

    Literate Dormant Aliterate Uncommitted Aliterate      Unmotivated Aliterate     Illiterate  

Avid reader  (Read when there is time)  (Could learn to like reading)    (Dislike reading)   Unskilled reader 

 

 Joyce's (1991) study of aliteracy among community college students developed a 

more complex definition for aliteracy that included reading attitude, reading behavior, 

types of text read, range of reasons for reading, intensity of motivations for reading, and 

reading ability. Goodwin (1996) studied the reading behaviors of college students and 

concluded that aliteracy as a complex issue is present on college campuses. She 

declared that "literacy identities of these students had received little conscious attention" 

and that there was a "level of passivity about the use of reading as a tool to further the 

acquisition of knowledge" (p. 13). 

 Adult students in our allied health and nursing programs and the instructors who 

teach them are inevitably bound together as a team that is intended to strengthen the 

reading and comprehension skills of the learner. The implications of the findings from 

this study for professional development activities center around two things: 1) using a 
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model of adult literacy as the goal for student achievement in reading and 2) increasing 

awareness of novice-to-expert theory as the goal for instructor achievement through 

staff development. 

 Gersten (1996) developed a research-based model of adult literacy development. 

She categorizes adult reading habits into four categories: 1) illiteracy or the inability to 

read; 2) aliteracy or the absence of reading by those who are able to read; 3) selective 

literacy or reading only one type of material for a single purpose; and 4) active literacy, 

fully embracing literacy in all aspects of life. The most important ideas to come from her 

research are the suggested interventions designed to move individuals toward active 

literacy. Suggested interventions include using process-oriented assessments, use of 

research-validated learning strategies such as SQ3R and PORPE, and integrating 

writing in the content classroom.  

The associations around Factor 1 from the present study also seem to point 

towards novice-to-expert theory (Benner, 2001) as an answer to confronting the 

aliteracy condition in both teachers and students. The teacher must know and care for 

each learner while using a variety of teaching methods and approaches to learning. 

Novice-to-expert theory helps the teacher understand not only where they as teachers 

can be placed along this expertise continuum of professionalism but also where their 

students can be placed in relation to the same continuum of professional practice. 

Conscious awareness of the stages of the novice-to-expert continuum helps teachers 

make successful instructional decisions. 

Benner's (2001; Huitt, 2003) theory of expertise, or novice-to-expert theory, along 

with a brief definition for each stage, is presented here: 
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Stage One: Novice. The teacher has little or no experience. Their task is to 

learn to recognize specific facts along when fundamental concepts and specific rules of 

action. They begin developing initial teaching skills and work toward an understanding 

of what teaching is all about.  

Stage Two: Advanced Beginner. The teacher can begin making judgments. The 

task now is to add to their knowledge of facts and recognizing previously undefined 

facts. They can now obtain more information relative to the teaching-learning process 

and increase their knowledge of relevant vocabulary, concepts, and principles. 

Stage Three: Competent. Requires two to five years of experience (e.g. on the 

job training). The teacher can manage complexities of an actual situation. At this stage 

the individual begins to recognize more context-free principles and well as situational 

concepts. This means the teacher has some understanding of concepts and principles 

that hold for most learners in a variety of situations and other principles and concepts 

that apply only in specific situations. The teacher begins to acquire the ability to problem 

solve. 

Stage Four: Proficient. The teacher can access wide experiences and is 

unconsciously skilled at the things deemed 'competent.' At this stage the individual can 

identify the important elements of a task very quickly and very easily. It is important to 

note that at this stage their understandings are so internalized that sometimes they 

cannot say which it is they are thinking in a certain way. 

Stage Five: Expert. Has an intuitive grasp of a situation and can quickly focus 

on matters needing attention, without wasting time problem solving. At this stage the 

teacher is operating in an experienced-based manner similar to the proficient stage, but 
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in more holistic ways. They are able to comprehend and work with a wide variety of 

patterns. They can handle large quantities of information and give a fluid, natural 

performance. The difference between stage four and stage five is what individual do 

that are in stage five almost always works. 

 The students enrolled in health science programs are for the most part novices or 

advanced beginners in the professions they seek to study. The instructors in these 

health science programs are for the most part competent or even proficient in their 

professions. Pedagogical competence or proficiency is often a hidden skill set for these 

instructors. The gulf between the two groups of people (students and instructors) is very 

wide in terms of learning and experience. 

Although the above is true, what may not be so obvious is that the position of the 

instructor as a competent or proficient professional may also be a limitation when they 

attempt to teach in the classroom. 

 "The instructors' skill and knowledge of the subject to be taught are important, 

but such skill and knowledge alone are not sufficient. Many people who have substantial 

depth of knowledge as well as a high degree of technical skill are not effective in the 

instructional role. The instructor's role requires the acquisition of knowledge and skills 

by the learner. The instructor's knowledge and skills are of limited value if the instructor 

does not have the ability or patience to assist a beginner. Instructors must analyze their 

competencies and structure the subject matter so that learners can develop their own 

competency in the subject. Often basic performance elements are so well integrated 

into the total movement pattern of a highly skilled performer that basic steps may be 

difficult to recognize for instructional purposes. When this occurs, the instructor's high 
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level of competence in the subject may interfere with instructional effectiveness rather 

than contribute to it" (Miller and Miller, 2003, p. 3-4). 

 Instructors are being asked to evaluate their own competencies, both technical 

and pedagogical, so they can help their students learn the profession-related content. It 

should be emphasized and remembered that when examining teacher characteristics of 

instructors in allied health and nursing programs, there are two distinct skill sets being 

examined. One skill set is the professional abilities (i.e., nursing, medical laboratory, or 

radiology) a teacher brings to the teaching of a profession and the other skill set, the 

one of most concern to the present study, is that set of teaching or pedagogical skills a 

teacher brings to the teaching of a profession (e.g., nursing). The first skill set is 

accepted without question and represents the reason why the instructor was hired in the 

first place to teach at the community college level. The other skill set, that of 

pedagogical expertise, is the one under consideration throughout this study. 

 The instructors who participated in the present study are competent or proficient 

in their own particular health science professions and based on the novice-to-expert 

continuum they can be termed 'unconsciously skilled' in their work. Their conscious lack 

of awareness of how they perform their work is due to automaticity, the constant, 

repetitive actions that build proficiency. The extent to which automaticity takes over 

instruction, however, limits the teacher's ability to help someone else learn those skills. 

It is here that the skill set of technical ability overlaps with the skill set of pedagogical 

ability. The teacher can teach, but not always in ways others can learn if the 

pedagogical skills are insufficient. The paragraph above says that "[o]ften basic 

performance elements are so well integrated into the total movement pattern of a highly 
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skilled performer that basic steps may be difficult to recognize [by the instructor] for 

instructional purposes." 

 The last stage in the continuum-of-expertise is that of Expert, or "Consciously 

Unconsciously Skilled" (Bolstad, 2005). This is the stage of professional development 

necessary for increasingly effective teaching. The instructor can perform a skill 

unconsciously (i.e., without mental effort) but he or she also knows at the same time 

how the unconsciously performed skill is performed consciously so the steps of the skill 

can be taught to a novice learner. This idea is the critical issue for the present study. 

That is, to recognize the need for teachers to become conscious (i.e., aware) of their 

unidentified (i.e., unaware) need for pedagogical skills. For purposes of this study, this 

means that teachers should become consciously aware of their own content-area 

reading skills in order to help students understand their highly technical and often very 

advanced reading assignments. The degree of negativity associated with the findings 

surrounding Factor 1 from this study seem to indicate a lack of conscious awareness 

about the teachers' own reading abilities as part of an identifiable pedagogical skill set 

or even an aversion to doing so because of the teacher's own condition of aliteracy. 

Only four individuals (4/112=3.6%) from the study's participants reported any conscious 

awareness of their responsibility to provide their students with reading and 

comprehension instruction and thus may be placed into the proficient stage of the 

novice-to-expert continuum. One said, "I discuss comprehension techniques" and gave 

'how to study' tips. Another used the reading strategy of explaining the format of the 

textbook to be used with the class. Two others attempted to identify the learning style of 

the student in order to adapt their instruction. 



 
 

 91  

The other 96.4% (108/112) of the individual respondents may be placed into the 

competent category rather than the proficient category. The significant gulf between 

novice learners in health professions classrooms and their instructors identified as 

highly skilled professionals but only competent their teaching skills are causes for 

concern. 

Professional and teaching skills sought by Human Resource departments of 

community colleges can be defined for three separate areas: 1) professional expertise, 

2) professional attitudes, and 3) professional abilities. Sample skills include "the 

understanding and successful practice of various teaching strategies," a record of 

innovations which facilitate student learning," and "the understanding of the various 

levels of preparations represented in the typical classroom." An example of a 

qualifications list for community college faculty members can be seen in Appendix E. 

Notice these skills all have pedagogical applications. On the other hand, community 

colleges most often hire people to teach in their programs of allied health and nursing 

based on the individuals' professional credentials, not on their proven abilities to teach 

in the classroom. One way to fill the gap between novice learners and competent 

instructors (technically sound but pedagogically limited) is to support these instructors 

while they learn teaching methods applicable to their professional area of study through 

appropriate professional development activities. 

Perceived pedagogical needs by the instructor vary widely and are illustrated by 

two individuals' comments from the present study whose opinions represent opposite 

ends of the spectrum. One announced "At the level I teach, they (students) should have 

mastered comprehension at this point in their education," and the other one admitted 
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the need to be "more aware of reading comprehension problems and offer 

encouragement and help." 

The remainder of this discussion reviews in more detail the comments obtained 

from statement D and concludes with recommendations for further study. 

Statement D: "I have the following concerns or beliefs about content-area reading 

comprehension strategy instruction embedded in my regular classroom 

instruction: ." 

♦"Level of education needed to read and comprehend current texts." 

 ♦"Many students do not like to read!" 

♦"Students do not use tutoring and help available because they have so much to 

read. Use of computer sources are taking the place of books and journals-this is 

both good and bad!" 

♦"Some students are inadequately prepared to read and understand all the 

materials assigned." 

♦"It is hard to comprehend if they CAN'T read. They will not be able to pass their 

national board exams if they cannot read the questions." 

 ♦"Students do not want to read-they want to be told in class what is on the test." 

♦"Students that reading problems should be advised to take remedial reading 

classes." 

 ♦"Retention is higher when I use problem-based learning." 

♦"Some students rely only on lecture information and do not utilize their 

textbooks, need for strong encouragement to utilize their texts." 
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♦"Students don't have basic vocabulary skills/understanding and then have a 

hard time with medical terminology." 

♦"The student's reading level is below the very technical textbooks-I often have 

to interpret what the textbook says, particularly for poorer students." 

♦"Student's in the health professions must be provided with skills to help them 

become life-long learners as well as the skills needed for immediate entry into 

clinical practice. Ability to comprehend content from written materials relevant to 

their discipline is one of these essential skills." 

♦"Sometimes there is too much unnecessary information and the students have 

a hard time with the 'need to know' data." 

♦"I don't understand what you mean." 

 

 More attention has been given here in recording responses to Statement D than 

the others because Statement D was of particular interest for the present study. It is 

apparent that the respondents did not clearly understand what they were being asked 

about when the content of the responses is compared to the content of the statement. In 

fact, thirty-five (31.13%) of survey participants either left this statement blank or 

commented that they didn't understand what was being asked. The statement asked  

teachers to write about their feelings about teaching reading comprehension strategies 

along with their teaching of regular classroom content. The lack of understanding points 

toward the need for creation of professional development activities designed to help 

allied health and nursing instructors understand reading strategy instruction and how 

this instruction can let them become more effective teachers. 
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 Overall, the survey instrument Adult Survey of Reading Attitudes appears to be a 

useful instrument for identifying attitudes adults have towards reading. However, it also 

appears to give results that are very situational and sample dependent. Modification and 

further studies of the instrument should be done to take into account the variables that 

failed to achieve a high enough factor coefficient value to be associated with a factor. 

Questions also need to be developed that address the condition of aliteracy. In its 

present form this instrument is not generalizable to larger populations of teachers and 

similar results should not be expected. 

Recommendations 

To begin with, the phenomenon of aliteracy needs to be explored more 

completely with allied health and nursing instructors. To do this a larger sample of 

participants should be surveyed and the instrument Adult Survey of Reading Attitudes 

needs to be revised to contain statements about this construct, or perhaps a new survey 

should be developed. Classroom observations of actual classes taking place could add 

rich detail to the survey data and may reveal undiscovered relationships between 

reading and teacher-student interactions. 

Next, teachers of any profession should know and understand their relative 

position on the expertise continuum. Being able to separate the skill sets of a health 

science profession from the skill sets of pedagogical methods needed to teach the 

content of the health profession would go a long way towards improving teaching and 

thus student learning. "The content knowledge necessary for expertise in a discipline 

needs to be differentiated from the pedagogical content knowledge that underlies 

effective teaching" (Bransford, Brown, & Cocking, 2000, p. 45). 



 
 

 95  

Finally, professional development activities linked with models of adult literacy 

and novice-to-expert theory need to be developed, implemented, and evaluated. The 

findings of this study reinforce understandings from adult learning theory that tells us 

learning must be problem-centered, experience-centered, and meaningful to the 

learner. There is no single profile for the aliterate but neither should the aliterate 

individual be thought of as a person who simply dislikes reading. Rather these are 

individuals who have different views of themselves, others, and the reading process. By 

discerning those views, whether they are students or teachers, we can have a better 

understanding of why some people choose not to read. 
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APPENDIX A 

CORRELATION MATRIX FOR THE SURVEY'S DATASET 
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Correlation Matrix of the Study's Dataset 
              
Variables 1 2 3 4 5 6 7 8 9 10   

1  1.00 

2  .245* 1.00 

3  -.150 -.180 1.00 

4  .150 .144 -.043 1.00 

5  -.023 .039 .083 -.002 1.00 

6  .128 .516** -.088 .220* -.087 1.00 

7  .245** .155 .009 .181 -.149 .228* 1.00 

8  -.049 -.456**.127 -.172 .040 -.463**-.146 1.00 

9  -.038 -.123 .081 -.253**.407** -.273**-.233* .275* 1.00 

10  -.092 -.106 .070 -.397**.183 -.283**-.265**.298** .438** 1.00  

11  -.274**-.213* .178 -.325**.156 -.306**-.240* .258** .334** .422**  

12  .217* .490**-.158 .403** -.023 .654** .191* -.442**-.151 -.271**  

13  -.224* -.187* .000 -.524**.130 -.338**-.406**.359** .374** .698**   

14  -.107 .021 -.011 -.400* .011 -.143 -.146 .210* .206* .284** 

15  .471** .170 -.135 .071 -.180 .282** .237* -.082 -.037 -.187 

16  .321** .319** -.078 .375** -.091 .351** .159 -.307**-.157 -.356**  

17  -.048 -.070 .130 -.233* .148 -.092 -.221* .095 .059 .308**  

18  .121 .484** -.152 .376** -.211* .636** .214* -.438**-.378**-.291**  

19  .111 .158 -.081 .075 -.070 .368** .225* -.295**-.278**-.263**  

20  .253**.250** -.107 .316** -.065 .343** .160 -.256**-.162 -.307**  

(table continues) 
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Correlation Matrix of the Study's Dataset  (table continued) 
              
Variables 1 2 3 4 5 6 7 8 9 10   

21  .150 .317** -.060 .068 .081 .471** .260** -.223* -.109 -.081 

22  -.193* -.144 .029 -.408**.441** -.300**-.220* .268** .692** .469**   

23  -.191* -.283**.003 -.532**.108 -.422**-.435**.446** .356** .568**   

24  -.458**-.211* .114 -.160 .121 -.297**-.222* .171 .109 .155   

25  .282** .198* -.048 .055 -.168 .170 .147 -.360**-.195* -.186*   

26  .127 .469** -.132 .468** -.021 .525** .222* -.404**-.182 -.345**  

27  -.096 -.182 -.039 -.111 .261** -.331**-.177 .422** .286** .327   

28  -.108 -.058 .082 -.079 .342** -.174 -.293**.166 .542 .268**  

29  .206* .130 -.054 .012 .125 .103 .168 -.105 .130 -.084   

30  -.149 -.080 .076 -.175 .413** -.110 -.262**.213** .494** .257**  

31  -.123 -.136 .043 -.551**.189* -.305**-.344**.385** .381** .695**   

32  .176 .040 .015 .350** .000 .226* .296** -.310**-.251* -.355** 

33  -.093 -.137 .004 -.541**.240* -.335**-.414**.344** .422** .590**   

34  .089 .457** -.129 .257**-.106 .310** .211* -.324**-.195* -.229*   

35  -.052 -.251**.315** .056 -.055 -.248**.015 .046 .019 -.067 

36  .145 .394** -.122 .510** -.157 .545** .256** -.363**-.267**-.358**  

37  .135 .488** -.075 .347** -.156 .744** .343** -.494**-.350**-.253**  

38  .088 .559** -.198* .324** -.042 .586** .259** -.427**-.172 -.166   

39  -.111 -.292**.111 -.532**.096 -.238* -.318**.405** .311** .677**   

40  -.039 -.123 .045 -.403**.231* -.322**-276** .224* .411** .620**  

(table continues) 
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Correlation Matrix (table continued) 
              
Variables  11 12 13 14 15 16 17 18 19 20  

11   1.00           

12   -.269**1.00          

13   .425** -.272**1.00         

14   .085 -.153 .449** 1.00        

15   -.294**.303** -.254**-.139 1.00 

16   -.241* .485** -.311**-.210* .316**1.00     

17   .148 -.076 .353** .224* -.172 -.060 1.00    

18   -.350**.648** -.244**-.088 .185 .441** -.042 1.00    

19   -.313**.341** -.183 .076 .154 .307** .031 .352** 1.00   

20   -.253**.465** -.209* -.116 .190* .693** .029 .436** .369** 1.00  

21   -.161 .299** -.168 -.054 .122 .218* .049 .289** .229* .318**  

22   .288** -.267**.386** .306** -.178 -.181 .055 -.397**-.200* -.181  

23   .416** -.400**.803** .441** -.235* -.339**.438** -.304**-.289**.258**  

24   .372** -.354**.255** .246** -.528**-.268**.235* -.225* -.220* -.086  

25   -.256**.116 -.312**-.221* .282** .218* -.033 .220* .256** .085 

26   -.355**.636** -.348**-.161 .227* .545** -.084 .655** .344** .465** 

27   .289** -.220* .399** .198* -.256**-.308**.210* -.235* -.235* -.190* 

28   .259** -.088 .271** .171 -.055 -.133 .038 -.254**-.165 -.022 

29   -.023 .261** -.042 .083 .116 .203* .052 .097 .235* .217* 

30   .228* -.095 .373** .177 -.096 -.115 .101 -.151 -.186* -.045 

(table continues) 
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Correlation Matrix (table continued) 
              
Variables  11 12 13 14 15 16 17 18 19 20  

31   .465** -.311**.806** .433** -.230* -.355**.330** -.314**-.240* .313** 

32   -.256**.335** -.474**-.194* .103 .298** -.215 .198* .232* .249** 

33   .295** -.267**.754** .409** -.148 -.264**.495** -.359**-.180 .281** 

34   -.350**.406** -.280**.023 .178 .255** -.148 .472** .201* .309** 

35   .103 -.266**-.080 -.097-.025 -.074 -.017 -.103 -.136 -.093 

36   -.489**.584** -.367**-.124 .233* .506** -.135 .673** .376** .466* 

37   -.392**.658** -.373**-.183 .207* .419** -.064 .705** .414** .405** 

38   -.220* .472** -.215* -.059 .217* .395** -.109 .650** .304** .341** 

39   .272** -.325**.748** .358** -.059 -.374**.378** -.231* -.210* -.299* 

40   .247** -.276**.550** .233* -.212* -.354**.322** -.327**-.276**.285** 

(table continues) 
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Correlation Matrix (table continued) 
              
Variable  21 22 23 24 25 26 27 28 29 30  

21   1.00  

22   -.035 1.00 

23   -.256**.382** 1.00 

24   -.081 .216* .320** 1.00 

25   .087 -.277**-.209**-.295**1.00 

26   .385** -.222* -.444**-.224* .144 1.00 

27   .076 .269** .435** .269* -.268**-.094 1.00 

28   -.104 .505** .237* .191* -.282**-.173 .181 1.00 

29   .232* .123 -.138 -.100 .039 .209* .078 -.027 1.00 

30   .084 .558** .340** .180 -.333**-.071 .170 .612** .086 1.00 

31   -.148 .395** .676** .231* -.332**-.355**.387** .259** -.070 .418** 

32   .101 -.250**-.490**-.157 .128 .297** -.239* -.101 .259** .255** 

33   -.189* .450** .780** .183 -.263**-.353**.396** .259** -.046 .371** 

34   .161 -.175 -.328**-.150 .344** .427 -.057 -.107 .075 -.203*  

35   -.198* .022 .040 .118 .034 -.202* .037 .054 -.061 -.002 

36   .182 -.319**-.453**-.275**.128 .770** -.203* -.224* .067 -.230* 

37   .383** -.330**-.468**-.301**.288** .669** -.270**-.222* .059 -.174 

38   .181 -.220* -.318**-.236* .150 .670** -.146 -.174 .108 -.130 

39   .080 .421** .722** .106 -.233* -.299**.358** .173 -.103 .366** 

40   -.105 .504** .587** .121 -.181 -.321**.329** .183 .051 .279**  

(table continues) 
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Correlation Matrix (table continued) 
              
Variable  31 32 33 34 35 36 37 38 39 40  

31   1.00 

32   -.419**1.00 

33   .664** -.427**1.00 

34   -.313**.235* -.330**1.00 

35   -.114 .146 -.023 -.170 1.00 

36   -.432**.283** -.406**.433** -.170 1.00 

37   -.345**.313** -.351**.454** -.128 .651** 1.00 

38   -.236* .152 -.292**.356** -.193* .656** .609** 1.00 

39   .663** -.475**.711** -.289**.017 -.332**-.260**-.223* 1.00 

40   .532** -.264**.670** -.316**.045 -.395**-.304**-.252**.609* 1.00  

    *Correlation is significant at the 0.05 level (2-tailed) 
**Correlation is significant at the 0.01 level (2-tailed) 
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APPENDIX B 

THOMPSON AND DANIEL PARALLEL ANALYSIS PROGRAM SYNTAX  
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TITLE 'Parallel Analysis Program'. 
COMMENT From Thompson & Daniel. 
 
INPUT PROGRAM. 
 LOOP #1 = 1 TO 101. 
COMMENT Change 100000 above to the n in the sample being modeled. 
  DO REPEAT V = V1 to V40. 
COMMENT Change V50 above to the V-whatever the number of variables is.  
   COMPUTE V = RND(NORMAL(5/6)+3). 
COMMENT Change 5 above to the maximum response value, and 3 to the 
COMMENT middle response value (e.g., 3 is the midpoint for a 1 to  
COMMENT 5 Likert scale). 
   IF (V LT 1)V = 1. 
   IF (V GT 7)V = 5. 
COMMENT Change the 5s above to the maximum response value. 
  END REPEAT. 
  END CASE. 
 END LOOP. 
 END FILE. 
END INPUT PROGRAM. 
execute. 
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APPENDIX C 

OBLIQUE ROTATION FACTOR PATTERN MATRIX AND FACTOR STRUCTURE 

MATRIX 
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Oblique Rotation with SPSS v. 12.0 Direct OBLIMIN Procedure, Pattern Matrix 

 Pattern Matrix(a) 
Component 

  1 2 3 4 
Statement 13 -.833 -.021 .091 -.111
Statement 39 -.823 -.108 .034 .083
Statement 33 -.793 -.115 .160 .068
Statement 23 -.769 -.184 .029 -.103
Statement 31 -.761 -.086 .139 -.060
Statement 10 -.695 -.091 .164 .030
Statement 4 .627 .283 .075 -.168
Statement 40 -.600 -.185 .214 .128
Statement 32 .560 .110 .099 .080
Statement 17 -.552 .152 -.076 -.116
Statement 14 -.547 .125 .031 -.101
Statement 27 -.316 -.060 .216 -.197
Statement 7 .308 .078 -.111 .266
Statement 18 -.021 .838 -.202 -.109
Statement 26 .162 .828 .110 -.080
Statement 37 .059 .797 -.134 -.012
Statement 38 -.023 .795 -.033 -.075
Statement 36 .176 .752 -.080 -.076
Statement 12 .102 .752 .123 .092
Statement 6 .031 .749 -.067 .032
Statement 2 -.092 .676 .050 .082
Statement 20 .191 .546 .168 .046
Statement 34 .108 .516 -.076 -.002
Statement 8 -.205 -.494 .106 .025
Statement 16 .247 .478 .137 .202
Statement 21 -.003 .462 .158 .095
Statement 19 -.002 .429 -.133 .139
Statement 35 .282 -.383 .013 -.054
Statement 3 .142 -.192 .072 -.179
Statement 9 -.159 -.176 .730 .125
Statement 28 .028 -.053 .718 -.120
Statement 30 -.163 .067 .706 -.120
Statement 22 -.227 -.138 .688 .007
Statement 5 .053 .048 .674 -.088
Statement 29 .065 .172 .373 .285
Statement 1 .025 -.058 .065 .790
Statement 15 .043 .009 .014 .753
Statement 24 -.044 -.037 .066 -.731
Statement 25 .080 .014 -.307 .436
Statement 11 -.201 -.237 .204 -.298

Extraction Method: Principal Component Analysis.  Rotation Method: Oblimin with 
Kaiser Normalization. 
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Oblique Rotation with SPSS v. 12.0 Direct OBLIMIN Procedure, Structure Matrix 
 
 Structure Matrix 

Component 
  1 2 3 4 
Statement 13 -.882 -.305 .306 -.288
Statement 33 -.850 -.339 .359 -.139
Statement 23 -.848 -.438 .253 -.314
Statement 39 -.845 -.316 .237 -.114
Statement 31 -.830 -.341 .341 -.250
Statement 10 -.754 -.300 .341 -.151
Statement 40 -.679 -.343 .371 -.072
Statement 4 .656 .392 -.099 .037
Statement 32 .582 .278 -.061 .212
Statement 14 -.539 -.066 .154 -.168
Statement 17 -.513 -.029 .046 -.163
Statement 27 -.422 -.246 .323 -.302
Statement 7 .407 .269 -.226 .364
Statement 26 .352 .831 -.044 .211
Statement 37 .312 .830 -.267 .277
Statement 18 .241 .826 -.311 .185
Statement 12 .301 .792 -.025 .345
Statement 36 .391 .788 -.226 .214
Statement 6 .263 .779 -.191 .292
Statement 38 .193 .768 -.139 .186
Statement 2 .101 .670 -.039 .281
Statement 16 .387 .593 -.017 .391
Statement 20 .313 .590 .035 .244
Statement 8 -.364 -.559 .226 -.189
Statement 34 .270 .557 -.179 .197
Statement 19 .177 .495 -.212 .295
Statement 21 .107 .468 .079 .229
Statement 35 .161 -.324 .009 -.128
Statement 9 -.359 -.289 .781 -.045
Statement 22 -.430 -.303 .763 -.160
Statement 30 -.336 -.124 .748 -.208
Statement 28 -.182 -.193 .733 -.213
Statement 5 -.112 -.068 .664 -.138
Statement 1 .144 .200 -.021 .769
Statement 15 .187 .267 -.083 .763
Statement 24 -.210 -.300 .164 -.759
Statement 25 .241 .226 -.377 .490
Statement 11 -.374 -.422 .321 -.437
Statement 29 .078 .228 .299 .312
Statement 3 .037 -.222 .087 -.223

Extraction Method: Principal Component Analysis. Rotation Method: Oblimin with Kaiser 
Normalization 
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APPENDIX D 

ORTHOGONAL ROTATION PATTERN/STRUCTURE MATRIX  
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Orthogonal Rotation Pattern/Structure Matrix 

 Rotated Component Matrix(a) 
Component 

  1 2 3 4 
Statement 26 .808 -.260 .035 .028
Statement 18 .806 -.122 -.256 -.001
Statement 37 .791 -.195 -.198 .092
Statement 38 .762 -.093 -.087 .021
Statement 12 .760 -.206 .049 .182
Statement 6 .747 -.155 -.129 .124
Statement 36 .746 -.290 -.149 .030
Statement 2 .664 -.012 .002 .153
Statement 20 .558 -.252 .103 .117
Statement 16 .530 -.317 .063 .265
Statement 34 .521 -.194 -.125 .069
Statement 8 -.508 .289 .161 -.051
Statement 21 .462 -.054 .116 .142
Statement 19 .454 -.095 -.172 .190
Statement 35 -.352 -.213 .018 -.081
Statement 3 -.210 -.083 .083 -.190
Statement 13 -.147 .848 .178 -.167
Statement 39 -.190 .824 .115 .013
Statement 33 -.202 .814 .238 -.004
Statement 23 -.294 .800 .123 -.173
Statement 31 -.195 .789 .220 -.123
Statement 10 -.174 .719 .234 -.031
Statement 40 -.238 .637 .275 .057
Statement 4 .315 -.633 .002 -.091
Statement 32 .185 -.563 .031 .124
Statement 14 .035 .535 .079 -.120
Statement 17 .064 .523 -.027 -.128
Statement 27 -.146 .370 .260 -.226
Statement 7 .171 -.358 -.161 .292
Statement 9 -.204 .272 .743 .068
Statement 28 -.109 .092 .718 -.144
Statement 30 -.013 .260 .715 -.141
Statement 22 -.197 .340 .713 -.046
Statement 5 .001 .043 .663 -.097
Statement 29 .214 -.067 .332 .291
Statement 1 .100 -.086 .020 .762
Statement 15 .163 -.118 -.036 .736
Statement 24 -.189 .132 .115 -.721
Statement 25 .125 -.168 -.338 .441
Statement 11 -.325 .292 .257 -.338

Extraction Method: Principal Component Analysis.  Rotation Method: Varimax with 
Kaiser Normalization. 
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APPENDIX E 

SAMPLE CHECKLIST FOR COMMUNITY COLLEGE FACULTY 
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Sample Checklist for Community College Faculty 
  
 

 Professional Expertise 

• An educational philosophy which places the primary emphasis on student 
learning in the design, delivery, and evaluation of courses 

• An appropriate level of expertise for courses she or he will be teaching  

• An understanding of various levels of preparations represented in the typical 
classroom  

• The understanding of various learning styles as demonstrated in development of 
course materials and assessments of student learning  

• The understanding and successful practice of various teaching strategies  

• A record of innovations which facilitate student learning  

• Proficiency in interfacing an understanding of how the academic and business 
worlds interface, as demonstrated in course curriculum  

• The understanding and successful use of learning technology, both on-line and 
as a tool for distance learning  

• The demonstrated ability for written and oral communication 

Professional Attitudes 

• A commitment to the mission and values of the community college  

• A positive attitude, including the ability to see good in self and others  

• Flexibility, including the acceptance of and willingness to change 

• Open-mindedness, including fairness and the ability to see multiple perspectives  

• The willingness to take risks and try new things 

• Knowledge of one's personal limits  

• A willingness to work hard to get the job done  

• The willingness to accept responsibility for professional and personal growth  
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Professional Abilities 

• Success and commitment as a team player, including the ability to engage in 
win-win thinking and to foster consensus  

• Success at initiating, executing and following up on projects, including the ability 
to set specific objectives and measure achieved results 

• Ability to accept criticism 

• Ability to handle conflict 

• Ability to motivate others 

• Ability to lead or to follow. 
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APPENDIX F 

INFORMED CONSENT FORM 
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University of North Texas 
Institutional Review Board 
Research Consent Form 

for a 
Written Survey 

 
 
Title of study:  Assessing Post-Secondary Career and Technical Education Teacher 
Attitudes and Beliefs About Reading 
 
Principal Investigator:  Bridgit Moore, UNT doctoral candidate 
 
Before agreeing to participate in this research study, it is important that you read and 
understand the following explanation of the proposed procedures. It describes your right 
to withdraw from the study at any time. 
 
Start of the study: November 5, 2004  End date of the study: May 10, 2005 
 
Purpose of the study: To assess post-secondary career and technical education 
teacher attitudes and beliefs about reading. 
 
Description of the study: Participants will respond to a written survey that will be sent 
to them through the US postal service. A self-addressed, stamped envelope will be 
provided along with the survey instrument for participant convenience. The mailing 
envelope and the survey itself will not be coded in any way in order to maintain 
participant anonymity. An adaptation of the survey originally developed by M. Cecil 
Smith at Northern Illinois University, the Adult Survey of Reading Attitudes (ASRA), is 
planned for use as the primary data collection instrument. The original ASRA consists of 
forty written statements about reading beliefs and attitudes. Participants respond to the 
statements on a five-point Likert-type scale where 5 indicates "strongly agree" and 1 
indicates "strongly disagree." The instrument assesses five different dimensions of 
reading attitudes represented by five subscales that were initially determined by a factor 
analysis procedure. Permission was obtained from the author for an adaptation of this 
survey to include four open-ended questions along with the forty original statements to 
allow participants freedom to expand on their opinions about reading. Finally, allied 
health and nursing teachers from McLennan Community College in Waco, Texas will be 
asked for permission to allow the researcher to conduct classroom observations for the 
purpose of gathering descriptions of classroom activities and interactions to provide 
descriptive details for the study. The classroom observations will in no way be used to 
evaluate the teacher's performance in the classroom. The observations are strictly 
meant to gather information on the learning activities occurring in the classroom and the 
interactions between teacher and student. Data gathered from the survey and the 
classroom observations will be entered into a computer database and analyzed for 
associations using the statistical techniques of correspondence analysis. 
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Procedure to be used: Written survey using an adaptation of the Adult Survey of 
Reading Attitudes (ASRA). 
 
Description of the foreseeable risks: None. 
 
Benefits to the subjects or others: Opportunity to participate in a study for which the 
final goal is to improve teaching and learning. 
 
Procedures for maintaining confidentiality of research records: Demographic data 
will be detached from the actual printed survey instrument so individuals cannot be 
traced and all data will be maintained in a locked file. Aggregate data will be used to 
maintain anonymity in reporting of results. Demographic data papers will be shredded 
upon completion of the study. 
 
Review for the protection of participants: This research study has been reviewed 
and approved by the UNT Institutional Review Board (IRB). The UNT IRB can be 
contacted at (940)545-3940 with any questions regarding the rights of research 
subjects. 
 
Research subject's rights: I have read or have had read to me all of the above. 
Bridgit Moore has explained the study to me and answered all of my questions. I have 
been told the risks and/or discomforts as well as the possible benefits of the study. 
 
I understand that I do not have to take part in this study and my refusal to participate or 
my decision to withdraw will involve no penalty or loss of rights or benefits. The study 
personnel may choose to stop my participation at any time. 
 
In case I have any questions about the study, I have been told I can contact Bridgit 
Moore at (254)299-8764 or Dr. Michelle Wircenski, Department of Applied Technology, 
Training and Development, University of North Texas, at (940)565-3486. 
 
I understand my rights as a research subject and I voluntarily consent to participate in 
this study. I understand what the study is about, how the study is conducted, and why it 
is being performed. I have been told I will receive a signed copy of this consent form. 
 
 
 
 
 
 
 
 
 
              
Signature of Subject       Date 
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PERMISSION TO USE INSTRUMENT 
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April 8, 2005 
 
Yes, I am the copyright holder for the ASRA. 
 
You have my permission to use the ASRA and to include a copy in your  
dissertation. 
 
Best Regards, 
 
M Cecil Smith 
 
 
 
 
February 23, 2004 
 
Hi Bridgit, 
 
Yes, please feel free to use the ASRA. I'd be interested in a synopsis of  
your results, once your study is complete. Best of luck with the dissertation. 
 
M Cecil Smith, Ph.D. 
Professor of Educational Psychology 
Northern Illinois University 
 
 
 
 
 
 
At 10:40 AM 2/23/2004 -0600, you wrote: 
 
> >Good morning, Dr. Smith: 
> >I read your Adult Survey of Reading Attitudes with a great deal of 
> >interest. My dissertation topic deals with content area 
> >reading-specifically the attitudes towards reading instruction of 
> >instructors in 2-year associate degree programs of allied health and 
> >nursing. May I have your permission to use this survey that I have modified 
> >slightly as my data collection instrument? I have attached the version I 
> >would like to use to this email. Thank you for taking the time to read 
> >this message and review the file. 

Bridgit R. Moore 
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SURVEY INSTRUMENT 
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Survey of Adult Attitudes Toward Reading 

Directions: 

The statements in this survey are concerned with the way you feel about reading. There 
are no right or wrong answers because people have different opinions and feelings 
about reading. For example, if I say, "reading is a source of pleasure for me" I'm sure 
many people would say that this statement is not true for them. Therefore, it is important 
that you indicate how you really feel. Please read each of the statements carefully. After 
you read each statement, decide if you agree or disagree with the statement. Following 
each statement is a scale from 5 to 1: 
 
 Circle 5 if you strongly agree with the statement. 

 Circle 4 if you agree with the statement 

 Circle 3 if you are uncertain how you feel about the statement. 

 Circle 2 if you disagree with the statement. 

 Circle 1 if you strongly disagree with the statement. 

There are 40 statements. Please respond to each one. There are also four open-ended 
statements at the end of the survey to which you are asked to respond. This is where 
you may express other thoughts or feelings you may have about reading that might not 
have been included with the survey statements. 
 
A. Gender: Male   Female   

B. Ethnicity     

C. Age      

D. Level of education          

E. Occupation/Job Title         

F. Education coursework? No Yes  Number of semester credits   

G. Years of teaching experience        

If you are interested in receiving results from this survey, please include your email 

address and/or your name and mailing address here: 
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Strongly 

Agree 

 
Agree

 
Uncertain

 
Disagree 

 
Strongly 
Disagree

1. I learn better when someone 
shows me what to do than if I 
just read what to do. 

 
5 

 
4 

 
3 

 
2 

 
1 

2. I need a lot of help in reading.  
5 

 
4 

 
3 

 
2 

 
1 

3. I get a lot of satisfaction when 
I help other people with their 
reading problems, or when I 
read to others. 

 
5 

 
4 

 
3 

 
2 

 
1 

4. I get upset when I think about 
having to read. 

 
5 

 
4 

 
3 

 
2 

 
1 

5. Whenever my friends read a 
good book, they usually tell me 
about it. 

 
5 

 
4 

 
3 

 
2 

 
1 

6. I can read but I don't 
understand what I've read. 

 
5 

 
4 

 
3 

 
2 

 
1 

7. There are better ways to learn 
new things than by reading a 
book. 

 
5 

 
4 

 
3 

 
2 

 
1 

8. I am a good reader.  
5 

 
4 

 
3 

 
2 

 
1 

9. My friends enjoy having me 
tell them about the books that I 
read. 

 
5 

 
4 

 
3 

 
2 

 
1 

10. When I am at home I read a 
lot. 

 
5 

 
4 

 
3 

 
2 

 
1 

11. Reading is one of the best 
ways for me to learn things. 

 
5 

 
4 

 
3 

 
2 

 
1 

12. Most books in the library are 
too difficult for me. 

 
5 

 
4 

 
3 

 
2 

 
1 

13. Reading is one of my 
favorite activities. 

 
5 

 
4 

 
3 

 
2 

 
1 

14. I want to have more books of 
my own. 

 
5 

 
4 

 
3 

 
2 

 
1 

15. I would rather have 
someone explain something to 
me than to try to learn it from a 
book. 

 
5 

 
4 

 
3 

 
2 

 
1 

16. I often feel anxious when I 
have a lot of reading to do. 

 
5 

 
4 

 
3 

 
2 

 
1 
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Strongly 

Agree 

 
Agree

 
Uncertain

 
Disagree 

 
Strongly 
Disagree

17. I read when I have the time 
to enjoy it. 

 
5 

 
4 

 
3 

 
2 

 
1 

18. I try very hard, but I just can't 
read very well. 

 
5 

 
4 

 
3 

 
2 

 
1 

19. I quickly forget what I have 
read even if I have just read it. 

 
5 

 
4 

 
3 

 
2 

 
1 

20. I get nervous if I have to 
read a lot of information for my 
job or for some other activity. 

 
5 

 
4 

 
3 

 
2 

 
1 

21. Encountering unfamiliar 
words is the hardest part of 
reading. 

 
5 

 
4 

 
3 

 
2 

 
1 

22. My friends and I often 
discuss the books we have read.

 
5 

 
4 

 
3 

 
2 

 
1 

23. I get a lot of enjoyment from 
reading. 

 
5 

 
4 

 
3 

 
2 

 
1 

24. I would rather read what to 
do than to have someone tell me 
what to do. 

 
5 

 
4 

 
3 

 
2 

 
1 

25. I remember the things 
people tell me better than the 
things I read. 

 
5 

 
4 

 
3 

 
2 

 
1 

26. I worry a lot about my 
reading. 

 
5 

 
4 

 
3 

 
2 

 
1 

27. I like going to the library for 
books. 

 
5 

 
4 

 
3 

 
2 

 
1 

28. When I read an interesting 
book, story, or article I like to tell 
my friends about it. 

 
5 

 
4 

 
3 

 
2 

 
1 

29. It is easier for me to 
understand what I am reading if 
pictures, charts, and diagrams 
are included. 

 
5 

 
4 

 
3 

 
2 

 
1 

30. I like to listen to other people 
talk about the books they have 
read. 

 
5 

 
4 

 
3 

 
2 

 
1 

31. Reading is one of the most 
interesting things that I do. 

 
5 

 
4 

 
3 

 
2 

 
1 

32. When I read I usually get 
tired and sleepy. 
 

 
5 

 
4 

 
3 

 
2 

 
1 
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Strongly 

Agree 

 
Agree

 
Uncertain

 
Disagree 

 
Strongly 
Disagree

33. I'm the kind of person who 
enjoys a good book. 

 
5 

 
4 

 
3 

 
2 

 
1 

34. I have a lot in common with 
people who are poor readers. 

 
5 

 
4 

 
3 

 
2 

 
1 

35. I enjoy it when someone 
asks me to explain unfamiliar 
words or ideas to them. 

 
5 

 
4 

 
3 

 
2 

 
1 

36. I try to avoid reading 
because it makes me feel 
nervous. 

 
5 

 
4 

 
3 

 
2 

 
1 

37. I have trouble understanding 
what I read. 

 
5 

 
4 

 
3 

 
2 

 
1 

38. I'm afraid that people may 
find out what a poor reader I am. 

 
5 

 
4 

 
3 

 
2 

 
1 

39. I spend a lot of my spare 
time reading. 

 
5 

 
4 

 
3 

 
2 

 
1 

40. I enjoy receiving books as 
gifts. 

 
5 

 
4 

 
3 

 
2 

 
1 

Open-ended responses: 

A. I respond to difficult questions from my student by      

              

B. I gauge student comprehension of what I have taught by     

              

C. I adjust my lessons to the proper levels of understanding for individual students 

by               

D. I have the following concerns or beliefs about content-area reading 

comprehension strategy instruction embedded in my regular classroom instruction  

              

 

~Thank you~ 
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