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Abstract
Growing concern is expressed in the literature regarding the rise in learners with reading
difficulties (Bantwini & Diko, 2011; Manyike & Lemmer, 2010; & Wamala & Seruwagi,
2013). Many South African youth are failed by the present education system as they are
functionally illiterate and innumerate and cannot read at grade-level proficiency (Spaull, 2013).
The focus of the present study was to identify the concepts used to describe reading difficulties,
and to explore the strategies educators employ to help learners who struggle with reading. Peer-
reviewed papers, journals, Department of Basic Education records, and videos from the internet
providing information on reading difficulties were used to gather the data. This study adopted
a qualitative methodology since the researcher investigated, interpreted, and categorised the
data from secondary data sources, making it appropriate for the study. The study is located in
the interpretive paradigm, as the researcher sought understanding, insights, and experiences
that may be presented by the sources to reveal reality as suggested by the sources (Thanh &
Thanh, 2015). The use of thematic analysis allowed for identifying and reporting any themes

or patterns present in the data.
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Chapter 1: Introduction

1.1 Introduction

Van Keer and Verhaeghe (2005) note that educators are tasked with teaching learners the skills
and knowledge that form part of the curriculum, and teaching the behaviour that meets industry,
as well as cultural and social expectations. Hlalethwa (2013) states that the ability to read is
intrinsically intertwined with scholastic success among learners and is embedded in everyday
human socio-economic functioning. Primarily one would think that the goal of reading is
toextract information and meaning from text. However, some learners are unable to fully
achieve this goal as they experience reading difficulties. Ghanagur et al. (1998) notes that
reading is a challenging process that involves comprehending text for a range of reasons, and
in a broad range of contexts, and cannot be reduced to a set of mechanical skills that must be
learned absolutely. Torgesen (2002) notes that the work of an educator becomes much more
demanding when there are learners in the classroom who have reading difficulties. Therefore,
one may view reading difficulties as a shortfall in reading abilities in relation to educational

expectations.

1.2 Background to the study
According to the National Reading Strategy (2008), international research shows that in most

developing countries, illiteracy is a severe problem. Moreover, half of the population in Sub-
Saharan Africa and South Asia are illiterate. Even economically stable countries are also
struggling with literacy challenges. According to Bean (2004), there are many learners with
reading difficulties in American schools, and that has become a great concern. This concern
has been persistent in the education system. Goldenberg (2020) indicates that reading
proficiency is a function of two sets of skills: (1) accurate and fluent word recognition and (2)
adequate language proficiency to comprehend texts. According to this view, English learners
will require greater emphasis on oral language development, particularly listening
comprehension, as they progress through the grades so they can attain sufficient language
proficiency, which in turn will permit reading comprehension (assuming accurate and fluent
word recognition skills). Moreover, accurate and fluent word recognition is partly dependent
on knowing word meanings (O’Reilly et al., 2019). That is, if a learner knows the meanings
of the words being read, the learner is more likely to read them accurately and fluently. This
then suggests oral language proficiency will play a role at all stages of reading development,
relatively less at first, with word knowledge perhaps the most important, but increasing as

learners progress through the grades and English-language demands of reading and writing
10



increase. The view remains equally applicable for both English learners and non- English
learners (Goldenberg, 2020). According to a recent study by the UNESCO Institute for
Statistics (UIS), more than 387 million primary school-age children (or 56%) will not meet
the reading proficiency requirements, and in low-income nations, 91% of primary school-age
children will fall short of the standard (UNESCO, 2017). The Progress in International
Reading Literacy Study (PIRLS), which was conducted in 2006, found that South Africa
scored the lowest score out of 40 countries. The outcomes show concerns about the quality of
reading proficiency in South African primary schools. PIRLS indicated that over 80% of
African language speakers did not meet the low international criterion, indicating that they
lacked fundamental reading abilities and coping mechanisms for academic tasks. Hence, poor
readers' classroom experiences are frequently unpleasant ones (Lerner & Johns, 2012).
Some teaching procedure can exacerbate a learner's reading difficulties. For example, in some
instances, educators may abandon all attempts to teach a learner to read in favour of merely
reading everything to the learner. These learners may be requested to remain quiet and
observe the teachers or others during reading time. In such instances, Lerner and Johns (2012)
say the education system does minimal efforts to assist the learner who is experiencing reading
difficulties. Learners with reading difficulties do not read as much in school as learners who
are proficient readers. As a result, learners who already struggle with reading do not practice
sufficiently to develop their skills.

1.3 Statement of the problem
Mggwash and Makhathini (2017) state that educators may observe that some learners

experience difficulty with recognising words, with their reading pace, and with reading out
loud with correct expression. However, a persistent problem noted by Ghanaguru et al. (2010),
is that educators typically lack experience and training in psychoeducation for supporting
learners. The 2006 PIRLS report indicates that this lack of knowledge is a matter of concern
since educators play a pivotal role in the recognition and redress of reading difficulties for
learners in rural primary schools. Without the appropriate supervision and mentorship from
educators, some learners may exit primary school and enter high school with an inability to
read (Bantwini, 2010). There have been numerous attempts by the South African government
to enhance the teaching and learning process for learners. However, these have not been
implemented successfully as Torgesen (2002) notes. Despite all the new information on reading
instruction, there is still widespread worry that public education is not doing enough to educate
all children to read. In South Africa, the Department of Education has implemented a number

of different curriculum policies since 1994, to equalise the curriculum in South Africa after the
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apartheid era. Torgesen (2002) notes that the underlying issue is that too many learners are
exiting primary school without the necessary reading abilities to succeed at the next level of
schooling. Spaull (2013) says South Africa is affected by the issue and provides an empirical
assessment of South Africa’s education system since 1994 as well as its current state. The
conclusion that there is a persistent crisis in South African education, and that the current
system is failing most of South Africa's learners, is supported by a substantial body of evidence.
The report provided by Spaull (2013) shows that, with the exception of an affluent minority,
most South African learners cannot read at grade-equivalent levels, with significant
percentages not being able to read and/ or not being numerate. This is based on a range of
independently conducted examinations of learner attainment. Many black learners come from
home and neighbourhoods, and schools where good reading habits and literacy are not valued,
and that affects their reading abilities (Bertram, 2009). Madikiza et al. (2018) note that, during
educator training, educators are not taught how to teach reading, and the different strategies
that can improve learner’s reading skills. That further negatively impacts on learners who
come from disadvantaged schools. The results of a study on educators' perceptions of their
reading strategies by Cekiso (2017) showed that most educators merely focused on oral

reading and not on reading comprehension.

Pressley (2002) observes that educating learners on reading strategies can improve their
reading comprehension. According to Beckman (2002), strategy instruction is teaching learners
about strategies, informing them how and when to employ them, and motivating them to
incorporate strategic practices into their learning schema. Cofu (2013) states that the
implementation of reading strategies by educators in South Africa to help learners reach the
levels of competency demanded by the Curriculum Assessment Policy Statement (CAPS) is

extremely challenging.

1.4 Objectives of the study

1. To identify the factors that exacerbate reading difficulties in learners.

2. To explore the strategies used by educators to assist learners with reading difficulties.

1.5 Research questions

1. What are some of the factors that exacerbate reading difficulties in learners?

2. Which strategies are used by educators to assist learners with reading difficulties?

12



1.6 Purpose of the study

Pretorius and Klapwijk (2016) say, regardless of the arguments surrounding the educational
background of the educator and the learner, educators should be capacitated and trained in
frameworks that especially target explicit comprehension instruction. Over the years, a variety
of teaching frameworks have been established, many of which provide explicit instruction
about reading comprehension. These include Palincsar and Brown’s (1984) Reciprocal
Teaching; Transactional Strategy Instruction (Pressley, 1998), Concept-oriented Reading
Instruction (Guthrie, 2004); the Four-pronged comprehension strategy framework developed
by McNamara et al. (2007); and Hedgcock and Ferris’ (2009) perspective on intensive reading,
to name a few. Locally, Klapwijk (2015) created a framework for teaching reading
comprehension in South Africa, with the express purpose of giving educators structure.
(Pretorius & Klapwijk, 2016). As knowledge-facilitators, educators are crucial in helping
learners enhance their reading comprehension abilities. Educators must help learners recognise
their cognitive processes and improve their reading comprehension. Additionally, educators
must enrich learners with strategies for developing their metacognitive abilities in order to

increase reading comprehension (Ngwenya, 2004).

1.7 Outline of the chapters
This dissertation is divided into five chapters.

Chapter One — Introduction: This chapter provided a brief introduction of the study, and
the background to the study. The problem statement, research objectives, and research

questions were presented, concluding with a brief elaboration of the purpose of the research.

Chapter Two -Literature Review: This chapter provides a review of the literature relevant

to the study, and the theoretical framework employed to guide the research.

Chapter Three — Methodology: This chapter discusses the research methodology, which
includes the research approach, researcher paradigm, research design, sampling, data
collection strategies, data analysis, and ethical considerations.

Chapter Four — Data Analysis: This chapter presents the findings of the study that were
analysed thematically.

Chapter Five — Discussion: This chapter provides a detailed discussion as well as the
limitations of the study and concludes with recommendations for strategies that can be used

to teach learners experiencing reading difficulties.
13



1.8 Conclusion

This chapter discussed the background to the study and the statement of the problem, followed
by a highlight of the research objectives, and research questions, as well as the purpose of the
study. The researcher reviews the literature in the following chapter to learn about the
contributions made by other academics on reading issues and gain a wider perspective and of

the research being conducted.
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Chapter 2:

Literature review

2.1 Introduction

Bertram and Christiansen (2014) note that a literature review is a discussion that is founded on
previous literature and is used to contextualise the research. Literature indicates that
internationally, there is growing concern about the increase in the number of learners who are
experiencing reading difficulties (Bantwini & Diko, 2011; Manyike & Lemmer, 2010; PIRLS,
2006; & Wamala & Seruwagi, 2013). In an attempt to determine the strategies used by
educators to teach learners with reading difficulties, related literature is discussed. The
literature review focuses on the following aspects: reading overview, reading difficulties,

strategies for improving reading, models of the reading process, and the theoretical framework.

2.2 Reading: An overview

Hlalethwa (2013) says reading can be viewed as a multifunctional phenomenon which is
grounded on interdisciplinary knowledge. According to Castles et al. (2018), Cummins (2011),
and Millin (2015), reading has been viewed from perspectives of cognition, language
processing and socialization. In this study, the focus is on reading from a psycholinguistic view,

a cognitive view, as well as a sociocultural view.

2.2.1 The role of psycholinguistics in reading

Within a scholastic environment, progression from one grade to the next is fundamentally
dependent on the learner’s ability to read fluently and to read with understanding, and the use
of correct expression at grade appropriate level (Landsberg et al., 2016). de Debat (2006) views
reading as a process of establishing meaning from written language, which renders it a rational

and purposeful activity rather than a passive task of sounding words with no comprehension.

According to Huttig and Pickering (2019), reading increases syntactic understanding and
provides access to a multitude of new knowledge, allowing the reader to connect words in
each sentence. Learners build syntactic awareness by engaging in activities such as word order
recognition, where the learner has to rearrange words for the sentence to be grammatically
correct (Cain, 2007). Reading offers learners the opportunity to gain knowledge and pleasure.

However, linguistic skills are vital for comprehension (Naafan, 2018). Point (2004) identifies

15



five essential components of reading instruction: (i) phonemic awareness, (ii) phonics, (iii)

fluency, (iv) vocabulary, and (v) comprehension.

2.2.1.1 Phonemic awareness

Phonemic awareness is understanding that spoken words are developed from units of sound
that are merged together when words are articulated (Cunningham et al., 2010). Tindall and
Nisbet (2010) note that phonological awareness is an inclusive term for hearing spoken
language and refers to joint sounds in words, syllables, rhyming words, and onset-rimes.
Therefore, phonemic awareness is the capacity to hear and pronounce words. Point (2004) says
the view that learners who are taught phonemic awareness at a young age are at an advantage

of enhancing their reading proficiency.

According to Point (2004), the development of phonemic awareness in learners enables them
to recognise unknown words in text. The key role phonemic awareness plays in recognising
unknown words is centred on decoding, whereby a sound is assigned to a specific letter or letter
groupings. When the reader is able to recognise the order of letters in a word with the relevant

pronunciation and meaning, words can be retained in the reader’s lexicon.

2.2.1.2 Phonics

Phonics refers to the relationship between letters and sounds. Phonic guidelines help readers to
decode unknown words (Fitzgerald & Shanahan 2000). Tindall and Nisbet (2010) note that, in
the English language, learners are taught phonics when they have established sound and letter

correspondence in the early stages of reading.

2.2.1.3 Fluency

Tindall and Nisbet (2010) regard fluency as the ability to read expressively while
simultaneously comprehending words. Florit and Cain (2011) concur by stating that fluency
may be viewed as the ability to correctly identify words in written text at an appropriate speed
when reading. A fluent reader places less emphasis on word recognition, and more attention on

comprehension (Sebole et al., 2019).

2.2.1.4 Vocabulary
Tindall and Nisbet (2010) define vocabulary as knowledge of words and their meaning.

Reading vocabulary refers to words that a reader can decode and understand. Improving the

16



learners’ vocabulary leads to proficient readers who understand abstract and complex content
(Paratore et al., 2011).

2.2.1.5 Comprehension

Comprehension is viewed as the accurate extraction of meaning by integrating the written
content with the reader’s background knowledge (Point, 2004). In other words, comprehension
is a constructive process of incorporating language, content, and the reader’s prior knowledge
or experiences. Duke and Carlisle (2011) opine that comprehension is the ultimate objective of

reading.

2.2.2. Cognitive processes in reading

According to Ahmadi and Gilakjani (2012), reading is a cognitive process comprising of a
reader, text, and the interaction between the two. Castle et al., (2018) notes that general
cognitive resources that have been identified to have effects on reading comprehension include

executive skills such as cognitive flexibility and working memory.

Cognitive flexibility is the capacity to simultaneously manage or actively switch between many
components of a task, such as managing both phonological and semantic processes while
reading (Chevalier & Blaye, 2008; Miyake et al., 2000). Learners with reading difficulties are
unable to transfer their attention to the meanings of texts or to manage decoding and meaning
construction at the same time. As a result, cognitive inflexibility could be a contributing factor

to their reading difficulties.

Cognitive tasks, such as language comprehension, planning or problem solving, and fluid
intelligence, need working memory (Cowan et al., 2005). Working memory is referred to as a
dynamic processing system that can store and manipulate a limited quantity of data in the short
term (Kane & Engle, 2002). Working memory plays a critical role in aiding learning,
particularly reading. There is evidence that working memory ability is directly associated with
academic accomplishment. Chall established a model that explained reading developmental
stages from birth to adulthood. Each stage describes reading development and explains the
various teaching methods associated with each stage. Chall advocated that children experience
six stages as they advance as readers (Chall & Jacobs, 2003). These stages include prereading;

decoding; confirmation and fluency; learning the new; multiple viewpoints and a worldview.
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2.2.2.1 Prereading

This stage encompasses children from birth to age six, and there is no formal teaching of
reading (Fitzgerald & Shanahan, 2000). This stage is also referred to as the emergent literacy
period, where children acquire essential knowledge such as the letters of the alphabet, language
and phonological awareness (Chall & Jacobs, 2003). Typical activities that children can partake
in include story reading, alphabet activities, rhyming, nursery rhymes and invented spelling
(Stahl et al., 2020).

2.2.2.2 Decoding

Learners who are 6 to 7 years old are typically located at this stage. The learner begins to learn
about letter-sound correspondences and to self-monitor their word and meaning making.
Learners also focus on whether sentences are grammatically correct (Chall & Jacobs, 2003).
Typical activities that learners can partake in include educator-directed reading instruction and
phonics instruction (Stahl et al., 2020).

2.2.2.3 Confirmation and fluency

Learners between the ages of 7 and 9 years are typically located at this stage. Learners acquire
knowledge about how to decode words fluently and correctly. At the beginning of this stage,
reusing stories that learners have already read enhances fluent reading as they use prior
knowledge and context to recognise words (Chall & Jacobs, 2003). The acquired information
is internalised and a shift towards reading advanced words becomes the focus of the reader
(Fitzgerald & Shanahan, 2000).

2.2.2.4 Learning the new

Learners between nine and thirteen are typically located at this stage. Learners are expected to
start learning from content area books, and educators are required to equip learners with reading
strategies that promote the construction of meaning, particularly for content subjects consisting
of elaborate formulas, charts, and graphs (Stahl, 2000). In South Africa, this includes subjects
such as Mathematics, Natural Science, and Life Sciences from grade 4, where greater emphasis
is placed on abstract, complex, and longer sentences (Ministry of Education, 2004). Towards
the end of these stages, learners do not require excessive instruction from educators. The
learners develop the capacity to adopt new vocabulary and new perspectives. They are able to
monitor the amount of knowledge they have acquired and apply their background knowledge
as they read (Chall & Jacobs, 2003).

18



2.2.2.5 Multiple viewpoints

Learners between 14 and 17 years are typically located at this stage. Learner’s view information
from a variety of texts and acknowledge multiple viewpoints. When reading, they are able to
observe their own viewpoints while acknowledging and integrating different viewpoints.
Furthermore, the ability to observe and create one’s meaning develops as learners engage with
advanced reading material (Stahl, 2000). This enables learners to acquire advanced knowledge
about text attributes and enhance critical thinking skills. Common critical thinking strategies
include hypothesising alternatives to what is written in the text (Chall & Jacobs, 2003).

2.2.2.6 A worldview

Learners who are 18 years and above are typically located at this stage. Learners choose which
information is worth influencing their worldview (Stahl, 2000). The learners engage in reading
for various reasons such as researching a particular topic, as the learner knows how to interpret,

analyse and evaluate different perspectives (Fitzgerald & Shanahan, 2000).

Each of these stages outlines how reading develops, and the various instructional methods used
at each step. However, one must consider that learners learning to read need to know the
alphabetic system in order to comprehend what they are reading. Ehri proposed phases of
development from novice to expert reader (Foorman & Connor, 2011). As the learner
progresses through these phases, their capacity to pronunciation and construct meaning

cognitively increases (Blackwell & Laman, 2013).

2.3 Schema theory

Sadoski and Paivo (2007) define a theory as a set of interconnected constructs and hypotheses
that illustrate a systematic view of phenomenon. Bertram and Christiansen (2014) concur by
stating that a theoretical framework is an established, coherent explanation for occurrences.
The Schema Theory is employed in this study as a framework for interpreting the constructs
that are used in literature when referring to reading difficulties, and the strategies used by

educators to assist learners with reading difficulties.

According to Zhao and Zhu (2012), a key proponent of the introduction of Schema Theory in
education is educational psychologist Richard Anderson. Research carried out by Richard and
Pearson (1984), Gilakjani and Ahmadi (2011), Linck et al. (2014), and Anderson (2018), found
that learning memory, and comprehension, all rest on the learners capacity to employ and
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generate the relevant schemata. Following Piaget’s ideas, Richard and Pearson (1985) argue
that without a schema into which new information can be absorbed, the circumstance is
unintelligible and of little instructional use. These concepts were considered ground-breaking
because they changed the way that reading was viewed from a simple issue of word recognition
to one that focused on the reader’s engagement in the comprehending process. According to
the schema theory, reading is a collaborative process involving the text and the reader’s prior

knowledge.

The term schema is used to illustrate the ways in which individuals develop, accumulate, and organise
information in their cognition. In other words, information is organised as cognitive constructs in long-
term memory (Nassaji, 2002). Ajideh (2003) concurs that schema is a cognitive component for
representing constructs accumulated in memory. The information is kept in subsets called schemas, which
are attained throughout one’s life. In a review, 25 reading/language arts texts published between 1989 and
2004 used schema theory to explain the reading process, especially comprehension (McVee et al., 2005).
Despite the fact that the words "schema" and "schemata" were commonly used in academic and
practitioner publications in the 1980s, scholars have recently preferred to use terms like "current
knowledge," "subject knowledge,” "prior knowledge,” and "previous knowledge." Schemata can be
referred to as functional characteristics of adaptations between people and their physical and social
environments. For McVee et al. (2005), this early use of the word alluded to interaction between personal
experience and cultural practice. To explain the constitutive function of culturally ordered experience in

individual meaning making, schemas are required.

According to Al-Issa (2006), the trademark of this theory, with regards to reading, is that written
words do not bear meaning on their own. Therefore, the reader introduces language, emotion,
culture, familiarity, and information (schemas), to the written words when interpreting text (Li et
al., 2007). Schemas are important, not just for interpreting information, but also for decoding how
information is presented (Widmayer, 2004). Learners may be unable to comprehend text if
schemas are not activated, and consequently experience reading difficulties (Al-1ssa, 2006). Li et
al. (2007) indicate that the schema theory can be employed in relation to the improvement of
learners’ reading capacity. A reader's schema serves as the foundation for interpretations that go
beyond what is explicitly mentioned in a text (Anderson, 1984). Furthermore, schema theory
stresses the idea that a text can always be viewed in several forms. Schemata provide ordered
knowledge of the universe, that shape the foundation for understanding, studying, and recalling

the concepts in stories and texts (McVee et al., 2005).

The schema theory has a long history in the field of education and can assist educators and
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researchers to understand how prior experience affects comprehension. Individual cognitive
processes and sociocultural experiences are both highlighted in schema theory. Additionally,
literature has also shed light on people’s meaning-making processes by emphasising the
significance of social experiences, the role of language as a mediational tool, and the

contextuality of language and social interactions within cultural and historical structures.

2.3.1 Types of schema

Zhao and Zhu (2012), as well as Gilakjani and Ahmadi (2011) elaborate on four types of
schema which are the focus of this study; (i) linguistic schema (ii) formal schema, (iii) cultural
schema, and (iv) content schema.

2.3.1.1 Linguistic schema

Li et al. (2007) define linguistic schema as the reader’s present linguistic ability in grammar,
idioms and vocabulary, which form the basis for all additional schema a reader may acquire
and possess. Zhao and Zhu (2012) further note that a learner becomes a proficient reader when
they are able to decode and interpret written text and engage in oral communication. It is thus,
important for the learner to have the appropriate prior linguistic knowledge to be able to decode
meaning from text. The narratives have to be written in a way that is congruent with the
learner’s pre-existing schemata. Hence, the educator’s emphasizes the significance of
providing learners with materials that correspond to what they already know (McVee et al.,
2005).

If the learner does not possess the correct linguistic schema, it may lead to reading difficulties
(Li et al., 2007). It is, therefore, important for the educator to be aware of the linguistic
diversities within the classroom (Fillmore & Snow, 2000). Yafeng (2018) further suggests that,
for the application of linguistic schema as a strategy to improve the learner’s reading
proficiency, educators should take advantage of learners’ mother tongue and incorporate it with
the classroom setting, as the learner may already be capacitated in language skills. Learners
with rich vocabulary are able to comprehend written text more rapidly. Therefore, when

learners are reading, educators should support them by cultivating their vocabulary, assisting
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in interpreting text, expanding on key words, and providing definitions for unknown words
(Du, 2019).

2.3.1.2 Formal schema

Formal schema refers to the basic constructs that provide meaning to the arrangement of written
communication. (Li et al., 2007). These may include descriptions, reports, stories, and poems
(An, 2013). In other words, formal schema is the learner’s knowledge about discourse structure
of texts (Al-Issa, 2006). For instance, the schema underlying stories is that its structure contains
time, context, characters, episodes, and reaction. Each genre has its own unique structure, and
insufficient knowledge of these structures may affect reading fluency and comprehension (An,
2013). Familiarity with text structures enhances the speed at which the reader processes the
text (Abidin & Mohamad, 2000). Knowing the category and field (i.e., genre) of a text is
improves the reader’s understanding. According to Anderson (1984), schemata serve as a
foundation for deciding the critical elements in a message or text. Schemata serves six
functions, namely, (1) assimilating information, (2) filling in the gaps in messages with
inferential explanations, (3) paying close attention to key text elements, (4) retrieving memory
in a systematic manner, (5) articulating a summary of material, and (6) making inferences that
allow one to recreate an original message despite the fact that certain details have been
forgotten. These functions show how the learner's experience has a wide range of effects on
their reading proficiency. Bransford (2004), asserts that the activation of relevant knowledge
is vital as understanding and recalling is a central part of the process of remembering and
comprehension. Ehri posits that the development of learners’ word recognition develops in four
phases; (i) pre-alphabetic phase, (ii) partial alphabetic phase, (iii) full alphabetic phase, and
(iv) consolidated alphabetic phase (Roberts et al., 2011; Blackwell & Laman, 2013).

i.  Pre-alphabetic phase
Learners use visual prompts to read sight words. The learner notices that certain words have
distinct visual qualities (Blackwell & Laman, 2013), and forms linkages between visual
attributes and word sound. In this phase. Learners can remember how to read specific words

by retaining their visual characteristics or by inferring words from context (Beech, 2005).

ii.  Partial alphabetic phase
The learner advances to this phase when they acquire the necessary knowledge about the

sounds of the alphabet. The learner is not yet acquainted with the rules of the alphabet, so they
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may encounter difficulties decoding unfamiliar words (Blackwell & Laman, 2013).

iii.  Full alphabetic phase
The learner has the capacity to examine the spelling of words by linking all the letters to sounds
when pronouncing words. Hence, the reader is able to decode unknown words (Blackwell &
Laman, 2013). There is a shift from sight word reading to decoding letters individually.

iv.  Consolidated alphabetic phase
The learner is able to remember more words by memory. It is difficult to read advanced words

if the learner has not memorized enough words (Blackwell & Laman, 2013).

2.3.1.3 Cultural schema

Richard et al. (2000) refers to culture as attitudes, behaviors, beliefs, customs, and social habits
accepted by individuals of a community. Cultural schema necessitates a social mindset as
meaning is found in interactions with and through experiences, behaviour, speech, people, and
other kinds of culturally situated information, such as pictures (Gee, 2004). The question of
whether cultural differences within a country play a role in differential reading comprehension
is a crucial one (McVee et al., 2007). One may ask the question whether it is fair to assume that
learners from all subcultures will have the same knowledge of the setting, attribute similar
goals and motivations to characters, envision the identical pattern of acts, anticipate the same
emotions, or assume the same products while reading the same story (Brandsford, 2004). It is
apparent that patterns of enactment, or forms of communicating with the environment, both
form and are influenced by cultural interaction. The learner's sociocultural models, as well as
the traditions and settings in which they are embedded, provide the guidance for the application
of cultural schema. To make use of cultural schemas as part of a reading strategy, educators
must pay attention to the cultural references in the material that is used in the classroom, to
avoid potential cultural biases (Widmayer, 2004). Teaching in multicultural classrooms can be
challenging as the educator has to observe and be mindful of the multiple cultural perspectives.
However, educators can use the learner’s cultural schema to expand on their reading ability, by
choosing topics that learners find interesting and empowering to the learners, about cultures
other than their own (Yafeng, 2018).
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2.3.1.4 Content schema

Content schema refers to the familiarity of the subject matter of the text. It includes an
understanding of the topic of the text and the background knowledge needed to interpret it
(Gilakjani & Ahmadi, 2011). Ausubel et al., (1968) state that the organiser's main job is to
close the difference between what the learner already knows and what he needs to know in
order to master the task at hand. Paris and Lindauer (1976) concur with this view by stating
that learners do not immediately combine what they are reading into their previous knowledge.
Anderson (1984) says the role of book writers is to provide teaching tips in guides and manuals
intended to assist learners in activating applicable skills prior to reading. Reading preparation
should therefore, be given special attention. Questions that inform learners of recent personal
experiences and orient them against the challenges posed by story characters should be asked.
Additionally, when prerequisite information cannot be confidently assumed, educators’ guides
should provide tips for constructing prerequisite knowledge. This practice, according to schema
theory, should encourage comprehension, through supportive knowledge-building activities.
In a study conducted by Hayes and Tierney (1980), when learners were requested to read and
remember newspaper reports about cricket matches before reading the newspaper reports, the
learners were given instruction on the nature of the cricket game, leading to an increase in their
reading proficiency. Anderson (1984) urges publishers to include lesson exercises that

encourage learners to connect current knowledge with what is illustrated in the text.

Learners who possess a background knowledge to the provided information and knowledge are
able to understand and retain information. In an effort to develop skillful readers, educators
need to provide learners with sufficient reading material to incorporate background knowledge,
thereby enhancing the learners’ content schema as well as increasing comprehension of the text
(Li et al., 2007). Content schema hold information that is specific to different topics, and how
the information corelates to each other to develop a comprehensible text (An, 2013). For
instance, a geography learner may have content schema that includes maps, landscapes, globes,
and different locations. Educators can further cultivate learners’ content schema by introducing
extracurricular reading, movies, debates, and role plays. This will further assist learners make
assumptions or interference, and remove ambiguities while reading (Du, 2019). Schemata
makes editing and summarising easier. Since a schema includes relevance parameters, it allows
the reader to create summaries that comprise important propositions while excluding

insignificant ones.
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Looking at the four types of schemas conveys that spoken or written texts do not themselves
create meaning. However, meaning is constructed from linguistic, content, and formal schema
(Al Asmari & Javid, 2018). Linguistic schema enables the reader to recognise even unfamiliar
terms based on the precise manner in which they are collocated, content schema, supplies the
reader with background information. Finally, formal schema is concerned with the
organization of text, vocabulary, and grammar, as well as the understanding of various genres
and language constructions. These three schemata are crucial for effective reading
comprehension. Since effective comprehension depends on learners' capacity to draw from
prior knowledge, the proper schemata must be activated (Carrell & Eisterhold, 1983; Ho &
Truoc, 2019).

2.3.2 Schema building

According to Aaron and Joshi (1992), a metacognitive strategy to teach learners to plan,
implement and evaluate strategic approaches to reading comprehension is described by
Palincsar (1986) as reciprocal teaching. Before reading begins, learners and their educator go
over the strategies for effective reading, such as strategic planning, self-evaluation, and self-
monitoring of understanding. A very fundamental metacognitive mechanism is comprehension
monitoring. If a learner reads and comprehends poorly but is aware of this fact, the learner can
take the necessary steps to correct the comprehension failure. In contrast, a learner who does

not monitor their own understanding will not make adjustments (Ngwenya, 2004).

Building schema is a scaffolding strategy that Walqui (2006) suggests is particularly significant
for enhancing learners’ performance in acquiring subject content in a second language. In order
to improve a learners’ performance in attaining subject content in a second language, Walqui
(2006) offers six methods of scaffolding: modelling, bridging, creating schema,
contextualization, re-presenting text, and developing metacognition. The term "scaffolding"
first appeared in the writings of Bruner (1985), who described it as a process of providing a
setting that facilitates access for the learner, and then gradually withdrawing support when the
learner develops the necessary skills to do the task on their own. Van Lier's (2004) scaffolding

model/concept is used to create a scaffolding framework (Carstens, 2016).

Figure 1
Schematic representation of Van Lier’s scaffolding model
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Carstens (2016) breaks down Van Lier’s scaffolding model as follows: the traditional definition
of scaffolding is shown on the top left panel (1) and involves educators or classmates who have
more expertise using scaffolds like textual models; support by equals, which is often
collaborative, is represented by the top right panel (2); the bottom right panel (3) focuses on a
less conventional interpretation of scaffolding, meaning that more knowledgeable
classmates may benefit from learning achievements by clarifying complex ideas to less
knowledgeable classmates; and the bottom left panel (4) represents the internalization of
scaffolding by the learner, which involves the formation of cognitive and metacognitive

structures that promote learner autonomy.

According to the CAPS document, time should be set aside every day for various reading
requirements, including partner reading, independent reading, ability groups, group reading,
and group led reading (DBE, 2011). The term group reading describes a teaching strategy in
which the educator reads aloud with the entire class. Typically, big books, posters, or overhead
projects are used (DBE, 2011). The CAPS recommends that learners be exposed to vocabulary,
comprehension, decoding abilities, and text structures when participating in group reading
(DBE, 2011).

Guided reading is a small-group instruction that aims to meet each learner's individual reading
level through small-group education that offers differentiated instruction (DBE, 2011; Pinnell,
& Fountas, 2010). It assists learners improve their reading fluency. The goal of guided lessons,
according to Pinnell & Fountas (2010), is to teach reading comprehension through a variety of
strategies. Hence, guided lessons emphasize reading components such as comprehension,
fluency, vocabulary, and other abilities (Pinnell & Fountas, 2010). Educators could complete
this activity by choosing text that compliments the reading levels of their learners. By doing
this, learners become proficient readers. If learners are organised according to their abilities,
ability group reading classes increase learner engagement and reading motivation (DBE, 2011).
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Therefore, the educator must guide and assist learners by offering a variety of texts that support

both individual and group growth (Siyothula, 2019).

In research by Pritchard (1990), learners were instructed to verbally report their reading
methods and recount the material after reading. Pritchard (1990 created a taxonomy of 22
processing techniques in five categories based on the verbal reports. The categories are: (A)
developing awareness, (B) accepting ambiguity, (C) establishing intra-sentential ties, (D)
establishing inter-sentential ties, and (E) using background knowledge. When reading a
culturally unfamiliar passage, learners applied methods in categories A and C, more frequently
than when reading a familiar passage; and employed strategies in categories D and E,
substantially more often for a passage culturally familiar than for a passage unfamiliar. For the
section that was more recognizable to the learners culturally, learners produced more
elaborations and idea units in their recalls, as well as fewer distortions. Thus, it seems that
cultural schemata has an impact on learners' processing methods and degree of comprehension.
Furthermore, it appears that learners who are unfamiliar with the subject matter of a text
scaffold their production of meaning from the text using comprehension-monitoring
procedures. Table 1 presents the final taxonomy of processing strategies adopted from

Pritchard (1990, p. 280).

Table 1
Taxonomy of processing strategies

A. Developing awareness
1. Referring to the experimental task
2. Recognising loss of concentration
3. Stating failure to understand a portion of the text

B. Accepting ambiguity
4.Skipping unknown words
5.Formulating a question
6. Considering alternative inferences
7.Suspending judgement

C. Establishing intrasentential ties

8. Gathering information
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9.Rereading
10. Paraphrasing
11. Using context clues to interpret a word or phrase
12.Reacting to author’s style or text’s surface structure
D. Establishing intersentential ties
13. Reading ahead
14. Relating the stimulus sentence to a previous portion of the text
15. Extrapolating from information presented in the text
16. Confirming/ disconfirming an inference
E. Using background knowledge
17. Using background knowledge of discourse format
18. Referring to the previous passage
19. Responding affectively to text content
20. Visualising
21. Relating the stimulus sentence to personal experience

22. Speculating beyond the information presented in the text

2.3.3 Activation of appropriate schemata

Learners attempt to give a text meaning by activating the proper schema. If the correct schemata
1s activated, the learner is able to comprehend the text. The fundamental idea is that the learner's
background knowledge or schematic framework, rather than the text itself, accounts for a large
portion of the meaning that is grasped from a text. The specific schema that is active at the time
of reading determines what is comprehended from a text (Cailing, 2016). In other words,
schema activation 1s commonly understood as the process by which certain textual cues signal
the direction or area for the learner to look for and summon the appropriate schema into the
current reading task from memory (Li & Cheng, 1997). One assumption regarding the
activation of schema is that certain words, word groupings, or text heading can motion a
specific schema (An, 2013). There are different levels of non-comprehension that might occur
when an English second language learner fails to engage the proper schema when reading. This
mability to activate the proper schema could be caused by the learner not having the correct
schema that the author had anticipated. There is a discrepancy between what the writer assumes
the learner will be able to draw on to derive meaning from the text, and what the reader can

read with understanding. Therefore, when reading, the necessary schemata must be present and
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engaged (Cailing, 2016). The following table shows some strategies for activating stored

schemata.

Table 2

Techniques to activate stored schemata

Activities Purpose

Brainstorming Think out related words and phrase.

Semantic mapping Write down words or draw a simple outline.

Experience sharing Discuss similar or related issues.

Guide questions Encourage learners to prompt questions or pictures.
Content-based reading Read related short texts for gist, either English or Chinese.
Advanced organising Recall and transfer prior knowledge to new information.

Li and Zang (2016) posit that the three types of schemata work together when reading.
Linguistic schemata is the basis of understanding the text; content schemata is the source of
understanding the content, formal schemata aids the ability to recall the content. Rueda (2011)
adds that learning and development is, not only based on the learner’s intrinsic abilities and
academic standing as the relationship the learner has with the social and cultural aspects of
one’s society shapes learning, but also on context and culture. Ghanaguru et al. (1998) note
that reading goes beyond mechanical abilities of decoding text as it is a multi-layered procedure
of constructing meaning from written words in diverse contexts. Venn (2007) agrees with this
view by stating that the reader’s social circumstances and background knowledge facilitates a
relationship between the text and the meaning constructed by the reader. Furthermore, as
communication within the educational environment and technology advances, reading is
considered a social activity. Reading enables the learner to engage in various platforms such
as academic research and enables learners to communicate with others on social networks for
learning or pleasure purposes (Bantwini & Diko, 2011). Reading is beneficial to individuals
who wish to expand their knowledge as it offers an opportunity to view and learn about cultures
(Aina et al., 2011). Historically, reading and writing were introduced as a communication
system between human beings. Interaction and language expression were portrayed in
drawings and man-made objects. This has been used as visual information been stored and

preserved for generations. Through the exhibition of these artifacts, the sociocultural aspects
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of various generations are explored, analysed, and interpreted by different societies (Lazutina
etal., 2016).

2.4 Reading difficulties: An overview

Reading comprehension is one of the important skills that should be developed in the
Foundation Phase. However, a number of studies (Yildirim, 2013, Taylor & Taylor 2013;
Hoadley, 2012), globally and in South Africa, reveal that reading comprehension is a challenge
for learners, and that reading difficulties are global phenomena (Fesi et al., 2020). According
to a study conducted in Turkey by Kusdemir and Bulut (2018), there was a substantial
association between the degrees of reading comprehension and reading motivation among
Turkish primary school learners. This means that increasing learners' reading motivation has a
favourable and considerable impact on their reading comprehension (Fesi et al., 2020). In
Egypt, a study by Salem (2017), centred on scaffolding reading comprehension skills in English
language, discovered that educators were unaware of the essence of the scaffolding strategies
they employ, and used them to test rather than scaffold their learners' comprehension. The focus
of a study in Egypt was reading in English, which is relevant to this study. Scaffolding appears
acceptable in teaching reading comprehension in African home languages because educators'

role is to facilitate learning (Ghafar Samar & Dehgan, 2012).

Rosado and Caro (2018) conducted a study in Colombia that looked at the association between
lexis and reading comprehension. This study discovered that in all languages, including one's
native tongue, there was a link between lexis and reading comprehension. The study also found
that educators concentrated on systematic lexis education, which helped learners improve their
lexical knowledge as well as their reading comprehension (Fesi et al., 2020). However,
according to Fleisch (2008) and Howie et al., (2012), learners in the Foundation Phase continue
to struggle with reading comprehension. Emphasis on mechanical skills like decoding and
phonics, as well as lack of content knowledge by educators, were among the reasons
highlighted (Verbeek, 2010). Reading difficulties have been a long-standing problem in South
Africa as indicated by the two national systematic evaluations conducted by the DoE in 2001
and 2004 to determine reading and numeracy skills in primary schools. The results of the
evaluations showed that 54 percent of grade three learners did not have adequate reading skills.
In the surveys, reading proficiency was found to be low throughout the country. The average
reading and writing score of 52 000 grade three learners from 1 400 primarily urban schools
was 39% (DoE, 2008).
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De Witt et al. (2008) notes that, in response to learner's low reading levels, the National
Department of Education has undertaken a number of programs to address the reading crisis.
Many campaigns, such as the South African Literacy Initiative (SANLI); the Culture of
Learning, Teaching, and Services (COLTYS); Ithuteng "ready to learn campaign”; Masifunde
Sonke; the National Reading Strategy; and the foundations for learning campaign, were
launched by various Ministers of Education (DoE, 2008; Tlale, 2021). Pretorius and Currin
(2010) conducted a study on intervention programs meant to increase reading proficiency in
primary school learners in South Africa and the findings revealed that educators identified a
large number of learners who cannot read. However, the educators did not have the right
competence to determine the appropriate reading capacity in learners for each respective grade
or the strategies to employ in order to assist learners who present with reading difficulties.
Subsequently, some of the educators do not anticipate much from the learners, thus poor
reading proficiency becomes a norm as learners reach high school, with inadequate

comprehension of grade level work (Pretorius & Currin, 2010).

Many university students in South Africa have reading levels that are not equivalent with the
academic requirements needed by their courses (Tlale, 2021). The reading level of sixty first-
year students was examined in a study by the University of the Orange Free State's students'
service bureau. None of the students could read at grade eight level, and thirteen of them could
only read at a grade one or two level (Hugo et al., 2005). Another study by the Unit for the
Development of Language Abilities discovered that the language capacity of 2 000 out of 6
000 first-year undergraduates was equivalent to, if not below than, that of a grade seven learner
(Hughes etal., 2017). Itis, therefore, clear that many students in South Africa lack the requisite

literacy abilities, including reading, to ensure academic success (Hugo et al., 2005).

2.4.1 Factors that exacerbate reading difficulties
The National Reading Strategy (2008) identifies various factors that exacerbate reading
difficulties within the South Africa context. These include training, economic background, and

multilingualism.

2.4.1.1 Insufficient educator training
For many young learners, learning to read only occurs in a formal setting, where the Foundation

Phase classroom educator is responsible for imparting reading instruction. According to Hugo
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(2011), reading instruction during the Foundation Phase appears to be ineffective, which leads
to reading difficulties of many young learners in South African classrooms. This problem,
Pretorius and Machet (2004) found, stems from primary school all the way up to tertiary
education. This is concurred by Rademeyer (2009). Fleisch (2008) views this as a crisis in
South Africa’'s basic education system, with Pretorius and Klapwijk (2016) adding that the
crisis may be exacerbated by educators' perspectives about reading and their personal reading
practices. These are referred to as “teacher cognitions” by Borg (2003), and include what
educators think, understand, and perceive, as well as the link of these cognitive constructions

to what educators execute in the reading classroom.

According to Pretorius and Machet (2004), there are connections between educators' primary
reading experiences or how they conceptualize reading, and the practices that emerge in the
classroom. Furthermore, there is lack of knowledge about the nature and development of early
reading, and educators generally find it challenging to explain their reading pedagogy within a
theoretical context. Additionally, there is a lack in specialized training in teaching English
(common language of instruction in South Africa) as a second language. Nel (2011) explored
the crisis from the perspective of pre-service educator training and looks at what Foundation
Phase educators understand concerning comprehension, and whether they are trained to
teach it. Nel (2011) found that teacher trainees lack basic training and expertise regarding how
to grade readers' understanding. They drew the conclusion that existing pre-service teacher-
training programs do not effectively equip teacher trainees with the competence and abilities

to teach and improve reading comprehension.

The phrase ‘educator competence’ is complex to define, as there are many factors that
contribute to the construction of this competence. Contributing factors identified in literature
include educational qualification, number of years studied, and years of teaching experience
(Johansson et al., 2015). According to Lauchande et al. (2017), factors such as educators’
knowledge of the subject content, educators’ educational background, and motivation

contribute towards learners’ achievement, especially in senior primary school.

In many countries, the need to evaluate educator competence has been growing, and countries
such as the United States use this as a criterion to establish licensing to teach. Additionally,
other countries such as the United Kingdom, Australia and Hong Kong have developed means
to evaluate whether educators have the correct competencies to facilitate reading strategies in

32



the classroom, and whether they have English competence, or basic literacy skills (Griffin,
2007). A study conducted by Marima (2016) revealed that, in Kenya, most educators were
confident about their teaching competence. However, upon further investigation, educators
were not knowledgeable about methods to teach reading, and were not provided with sufficient

teaching material, which contributed to low reading proficiency in learners.

According to a research study conducted by Lauchande et al. (2017), there is a consistent
positive association between qualified competent educators and learner achievement. It is,
therefore, important for higher education institutions that train educators to capacitate student-
educators with rich pedagogic skills in relation to reading (Marima, 2016). In sub-Saharan
countries that are developing, resources are limited, and infrastructure is inadequate. Therefore,
the educator’s competence in pedagogical structure and subject content knowledge helps to
facilitate the delivery of quality education for learners (Lauchande et al., 2017). The National
Reading Strategy report (Department of Education, 2008) indicates that many of the educators
teaching grades 1- 4 are not adequately qualified to teach learners the correct reading skills.
Educators should, therefore, engage in frequent pedagogical training to enhance their
competence in teaching reading. Torgesen (2002), notes that lost opportunities to practice
reading exacerbate the low performance in the Foundation Phase (grades 1- 3).

A competent educator who, according to Hill (2003), is informed, savvy, responsive, and has
a positive impact on learners' learning, is essential to tackling the crisis of reading difficulties
in the classroom through prompt implementation of relevant interventions. However, the
calibre of their instruction typically depends on the calibre of their own education. Pretorius
and Klapwijk (2016) note that, in South Africa, developing knowledgeable educators remain
scarce, despite the fact that many South African educators enhance their teaching qualifications
by attending a universities’ part-time or distance learning courses. In South Africa, distance
learning accounts for the majority of institutional teacher preparation. Many of such teachers
would not have been well equipped for university study as they attended under resourced

schools.

2.4.1.2 Disadvantaged socio-economic background
Naafan (2018) explains that, in Sub-Saharan Africa, reading difficulties can be further
perpetuated by factors such as poverty. Learners from socio-economically disadvantaged

families frequently attend school without receiving basic needs from home. They also do not
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engage in reading for leisure at home, as parents often do not have the financial means to
purchase books. A study conducted by Griffin (2007) reveals that learners from low socio-
economic backgrounds tend to attain low scores in reading when compared to learners from
high socio-economic backgrounds. The National Reading Strategy (2008) states that 60% of
the parents in disadvantaged communities, and who have not graduated from primary school,
find reading with their children to be a difficult task. Ruterana (2012) concurs by stating that
reading difficulties are mostly associated with learners who come from households where the
adults rarely engage in reading. On the other hand, in households that have members that are

literate, reading is not frequently practiced due to absence of reading resource.

2.4.1.3 Language barriers

After 1994, South Africa endorsed multilingualism in its constitution, stipulating those 11
languages had been made official. Manyike (2007) posits that within the school context, there
is a high prevalence of parents and guardians who desire their children to be educated in
English, even though their mother tongue is one of the other official languages. Broom (2004)
notes that the schooling system is under strain to ensure an effective shift to English from
mother tongue. The Manual for Teaching English Across the Curriculum (DBE, 2013)
indicates that most South African schools use English as the Language of Teaching and
Learning (LoTL). Broom (2004) also notes that the use of a second language as the medium of
instruction proves a barrier to learners’ scholastic progress. As a means to removing this
barrier, the Language in Education Policy states that South African learners can be taught in
their mother-tongue in the Foundation Phase (grade R — 3). However, in grade 4, the LoTL
shifts to English. In South Africa, 80% of African learners are taught in a second language,
while Indian, Coloured, and White learners are taught in the same language (i.e., English or
Afrikaans) throughout their schooling. African language speaking learners in grade 4 start to
receive education in English as the LoTL (Howie et al., 2007).

According to Pretorius and Currin (2010), learners who gain fundamental reading skills in their
mother tongue improve cognitively and linguistically. However, many learners experience
difficulties when transitioning from mother tongue instruction to English as LoTL. Baatjies
(2003) notes that many schools are concerned that learners struggle with reading after grades
3 and 4 due to lack of language competence. Some learners may not have the capacity to
manage reading in English. Furthermore, it is inevitable that learners will experience

difficulties during the teaching and learning process as they will be exposed to complex English
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words in different content subjects (Pretorius & Currin, 2009). It is, therefore, pivotal to
acknowledge that proficient reading in English is important for all learners, regardless of the
grade (Chaka, 2015). The Ministry of Education (2004) asserts that all educators should
promote reading, and this should be facilitated across the curriculum, from grade 1 to grade 12.
Since 2001 to date, several research studies, such as the PIRLS, SACMEQ, UNESCO and the
Annual National Assessment (ANA), have produced findings that the reading levels of grade
3-6 South African learners are low. Over the years, these findings have persisted, suggesting
that learners begin their reading journey with poor reading skills, and continue to have poor
reading skills (Pretorius & Currin, 2010).

For most South African learners, English is a second language in which they receive
educational instruction. This poses a twofold challenge as; (1) the learner has to learn English
as a subject, and (2) the learner has to learn to use English in specific subject content. The
Manual for Teaching English Across the Curriculum (2013) notes that this modification to
learn in an additional language (English) occurs prior to the learner acquiring proficient reading
skills (i.e., decoding and comprehension). A learner’s linguistic competence impacts their
academic achievement in all subjects, at all grade levels. Hence, low language proficiency
limits conceptual development (National Reading Strategy, 2008). Hedgcock and Feris (2018)
assert that reading comprehension is also dependent on the attention element of working
memory. Hence, learners with poor concentration need additional classroom support to achieve
the set scholastic goals, as frequent reading can assist learners increase their working memory
and attention span (Holmes et al., 2010; Rueda, 2011; Loosli et al., 2012).

2.4.2 School learning

According to August and Hakuta (1997), school learning can be summed up as the process by
which learners obtain literacy and subject-matter expertise in a classroom setting. Learning in
school is a social as well as a cognitive activity; one that is shaped by the connections between
learners and educators, as well as among learners. In other terms, it is the process of learning
information, a subject, or skill through instruction (Kelly, 2022). In an attempt to identify
specific factors associated with reading difficulties in learners in South Africa, one may utilize
aspects of Carroll’s Model of School Learning (1963) - five classes of factors to explain
variations in school learning. Three of these classes are associated with time (aptitude,
opportunity to learn, and perseverance), while the other two are related to achievement (quality

of instruction and ability to understand instruction) (Carroll, 1989). In the original work,
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Carroll (1963) asserts that learning is a result of the learner's motivation to learn, aptitude,
ability to learn, and the value of education provided to a learner. Carroll groups motivation and
availability of resources under the heading ‘time spent in learning’, whereas ‘time needed to
learn’ refers to a person's aptitude, capacity for learning, and the quality of educational
experiences (Carroll, 1989). When the quality of education and ability to grasp is below
equivalent, the amount of time it takes to learn increases (Carroll, 1989). In other words,
mastery is determined by the ratio of time learners invest on learning activities to the overall
duration of time they require. As depicted in Figure 2, time spent on learning is equivalent to
the minimum value of three variables; (i) opportunity, or the amount of time learners are willing
to spend actively engaging in reading activities, (ii) perseverance, or the amount of time
learners are willing to spend actively engaging in reading activities, and (iii) aptitude, or the
amount of time required to learn under ideal instructional conditions (van Staden, 2010).

Figure 2
Carroll’s model of school learning (1963)
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Carroll's approach states that the function of time and its correlation to learning rate and
achievement by explaining why learners perform differently in managing a given task
(Creemers & Kyriakides, 2006). Carroll (1963) defines aptitude as the capability to achieve
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desired levels of academic accomplishment given sufficient time, whereas opportunity to learn
is defined as the quantity of time available for learning within a school curriculum (van Staden
& Bosker, 2014). School learning is also transformed into a concept of instructional time, in
which purposeful attempts to educate, or the length of time available for instruction are
considered (van Staden & Bosker, 2014).

At the classroom and school level, time and opportunity can be distinguished between
effectively used time and accessible opportunity (Kyriakides & Creemers, 2003). Bos (2002)
notes that, at the classroom level, time and opportunity are available, whereas at the learner
level, practical time and chance to learn are available. At the classroom level, three components
can be identified in terms of instructional quality: educator behaviour, grouping strategies, and
curricular resources. According to Bos (2002), an effective narrative can be created by
combining numerous qualities from each of these three components. Considering that factors
on learner accomplishment are multi-level in nature, isolated qualities are ineffective
(Kyriakides & Creemers, 2003). A learner's self-perception develops in response to patterns of
success or failure with learning tasks (Chapman & Tunmer, 2003). For instance, learners who
feel less capable of finishing reading tasks are more inclined to give up, engage in off-task
behaviour, or avoid the task entirely. The study of Wallner-Pachon (2009), as cited by van
Staden & Bosker (2014), who refers to the process of ‘reading socialization,” resonates with
research linking learner-related characteristics with low success. The learner's school, home,
and peer group are significant socialization environments, and each of these influences the
learner's motivational traits, such as reading accomplishment, reading self-concept, as well as
reading attitude (van Staden & Bosker, 2014).

Turner (1995) describes cognitive engagement and motivation as deliberate, self-regulated uses
of high-level procedures, like connecting ideas, planning, judging, paying attention, and
monitoring. At any level, reading requires motivation, and reading attitudes have a significant
impact on comprehension and reading engagement (van Staden & Bosker, 2014). Positive
reading attitudes, according to Schraw and Bruning (1999), lead to greater motivation and

improved comprehension of what is read.

2.5 Models of reading process
According to Ghanaguru et al. (1998) and de Debat (2006), reading strategies are the reader’s

actions towards reading challenges that help them attain comprehension. Ediger (2004) is of
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the opinion that educators must be proficient in the teaching of reading since there is content
for the learner to read in every subject, irrespective of grade level. Behind Ediger's (2004)
relatively simple assertion, however, lies a considerably multifaceted understanding of what it
takes to be a good educator. Reading instruction has shifted in past years from whole-word
approach through phonics to direct instruction, and then to whole-language instruction
methods, as defined by Stahl (1998). O'Sullivan (2003) adds bottom-up (for example, look-
and-say) and top-down reading (such as extensive reading, use of context and pictorial clues
instruction methodologies) to the list. Educators can facilitate learning by adopting the bottom-

up model, the top-down model, and the interactive model (Fahriany, 2015).

2.5.1 Bottom-up model

According to de Debat (2006), the bottom-up model is a process that pays more attention to
building basic skills of letter-sound relationships, syllables, and written words. The reader starts
by identifying symbols then sets these symbols into clusters. Thus, words are constructed and
then formed into sentences (Li et al., 2007). The process of reading is linear as readers decode
writing word by word and connect the words into sentences. Rule and Land (2017) assert that
teaching reading according to this model is through using alphabetic and syllabic processes, in
which learning letters, matching them with sounds, and merging them to create words.
Information is obtained and sorted out, starting with the smallest linguistic units, and followed
by linking letters, words, phrases, and sentences (Ling, 2011). This model allows the reader to
read the words in a text without being able to understand. However, the reader relates their
background knowledge to the information they find in the text. Readers who lack background
knowledge experience difficulty in developing strong comprehension skills (Gilakjani &
Ahmadi, 2011).

2.5.2 Top-down model

This model is based on the learner’s capacity to analyse new written material and finding a
connection with their background knowledge (Gilakjani & Ahmadi, 2011). Hlalethwa (2013)
further postulates that this model is a reader-based model, as the reader uses with their personal
knowledge, experiences, and culture when they interpret written words. Therefore, when
reading, notions, ideas, and perspectives that the learner holds generate new information.
Landsberg et al. (2011) and Fahriany (2014) further explain that the learners’ prior knowledge
effects their comprehension of the reading source. The decoding skills thereafter assist in

establishing whether the meaning the learner has developed is suitable or not. According to
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Landsberg et al., (2011), learners are taught the skills to find whole words and read silently.
Readers then become cognisant of the phonemes and letter-sound relationship as they read. In
this view, reading is linking information in the text to the knowledge the reader has when
reading and is not merely obtaining meaning from the text. Therefore, reading in this regard,

is an interchange between the text and the reader (de Debat, 2006).

2.5.3 Interactive model

According to (Ling, 2011), the term interactive is defined by the collaboration between the
bottom-up and the top-down process skills for reading. According to Landsberg et al. (2005),
the interactive model became prevalent due to the short falls of the bottom-up and the top-down
models. Hlalethwa (2013) suggests that the application of both models enhances the teaching

and learning of reading.

Landsberg et al. (2005) note that reading in the interactive model is text-driven and concept-
driven. This model upholds the view that the learner alternates their focus between the breaking
down of letters and words and reading comprehension. Li et al. (2007) further explains that the
learner employs the top-down model when engaging with text that is familiar and the bottom-
up model when reading text that is not familiar. As the learner’s capabilities improves, the
focus is primarily on reading comprehension and very little attention is paid to word
recognition and alphabet analysis (de Debat, 2006 & Fahriany, 2014).

2.6 Conclusion

This chapter is a synthesis of literature from different sources that provided research findings
applicable to this study. An overview of reading was highlighted as well as the role of
psycholinguistics in reading and the cognitive processing in reading. The literature review also
provided an overview of reading difficulties in addition to factors that exacerbate reading
difficulties, and factors that affect school learning. The study further elaborated on the models
of reading process such as the bottom-up model, top-down model and the interactive model. In

addition, the Schema theory was used to guide this study in addition to the existing literature.
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Chapter 3:

Research methodology

3.1 Introduction

This chapter describes the methods and procedures undertaken to achieve the objectives of the
study. This chapter is presented in subsections that seek to explain the methods used by the
researcher to obtain the data relating to constructs that are used in literature when referring to
reading difficulties and strategies that educators adopt to assist learners with reading difficulties.
The research approach and paradigm are discussed, as well as the research design that
encompasses the sampling method, and data collection method (Petty et al., 2012). At the end of
the chapter, ethical considerations pertaining to the study, and the trustworthiness of the study
are discussed.

3.2 Research approach

This study employed a qualitative research approach, which aims to provide explanation and
clarification of the research. The qualitative approach was deemed suitable for this study since
it gave the researcher the opportunity to examine, interpret, and categorise the information from
secondary data sources. According to Hennink et al., (2011), qualitative research is a broad
phrase that refers to a variety of approaches. Through the use of particular instruments such as
in-depth interviews, focus group discussions, observation, content analysis, and visual
approaches, qualitative research examine human experiences in great detail (Hennink et al.,
2011). The Internet offers new tools and locations for conducting qualitative research based on
online sources especially in a time of media convergence, mediated identities, redefined social
borders, and the transcendence of geographical boundaries (Markham 2010).

Jackson (2011) notes that in 2011, the United Nations recognised Internet access to be a
fundamental human right due to the pervasive nature of the Internet in modern life. Jowett et
al. (2011) emphasize the possibilities of online or Internet-mediated research for social science
academics, given the importance of the Internet in people's lives. Researchers increasingly use
the Internet to examine more universal human experiences and behaviour. Morison et al. (2015)
adds that websites devoted to online research like Psychological Research on the Net
(http://psych.hanover.edu/Rearch/exponnent.html), Online Psychology Research

(http://www.onlinepsychresearch.co.uk/), and the Social Psychology Network's directory of
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Online  Social Psychology Studies (www.socialpsychology.org/expts.htm), clearly

demonstrate that psychology researchers have embraced the Internet as a research tool.

3.3 Research paradigm

Terra Blanche et al. (2006) argue that the primary aim of interpretive analysis is to offer rich
narrative. Researchers who embed their qualitative studies in the interpretivist paradigm, search
for understanding, insights, and experiences that may be presented by the sources used to reveal
subjective reality (Thanh & Thanh, 2015). In other words, researchers provide a detailed
account of the context, communication and procedures pertaining to the phenomenon of
study. This paradigm places emphasis on harnessing and stretching the power of everyday
communication and expression, to assist with the presentation and comprehension of the
phenomenon under study (Terra Blanche et al., 2006). In this study, the researcher places
emphasis on the use of schemas when teaching learners reading skills, and the constructs that
are used in literature when referring to reading difficulties. In other words, the researcher seeks

to explore the strategies identified in literature to assist learners with reading difficulties.

A single phenomenon can have multiple interpretations, according to interpretivists. They
adhere to a relativist ontology, as opposed to being reduced to a single fact that can be verified
through measurement. Instead of seeking to generalize the results to the entire population, the
interpretivist paradigm allows the researcher to better understand the phenomenon and its
complexities from various social contexts (Pham, 2018). In order to avoid bias in only looking
at the study from a South African context, the researcher's role was to try to understand the
various ways that people see and experience the world through various contexts and cultures
(Pham, 2018). In this regard, the researcher took a representative sample from a range of
sources to show multiple realities about the strategies that educators employed to assist learners
with reading difficulties. The epistemological assumption of this paradigm is that reality is
inter-subjective, (how do we know the truth/reality). In other words, reality varies from person
to person since it is built subjectively in connection to experiences and the social environment
in which a person lives (Creswell, 2013). The researcher was interested in interpreting and
understanding the sources from various perspectives; thus, the interpretative paradigm was best
suited for the study (Denzin & Lincoln, 2008). The researcher's responsibility was to
investigate the nature of reality regarding reading difficulties as it was experienced or explained
by the sources (ontology), drawn from their constructs and personal experiences

(epistemology).
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3.4 Research design

Research design, according to McMillan and Schumacher (2010), is the method used to carry
out the study, including how, when, and from whom the study's data will be collected. It is the
overarching strategy for how the study is organised, what happens to the sources, and the data
gathering techniques used. Creswell (2014) defines research design as a special characteristic
that is a clear sequence of actions used to gather, identify, investigate, and analyse the research
course and sources, as well as to acquire data and draw conclusions about a research problem.
The fundamental goal of a research design is to establish a strategy to present plausible
evidence to the research questions and to convey findings that are considered credible. For this
research, the exploratory design was employed, focusing on secondary data sources. According
to Mudau and Ncube (2018), the study design helps the researcher choose the participants and
data collection methods. Van Wyk (2012) also notes that when a researcher adopts the
exploratory research design, they must define the limits of the environment in which the issues,
opportunities, or circumstances of interest are likely to exist, as well as pinpoint any significant

elements or characteristics that might be present and pertinent to the study.

In 2020, life was interrupted by the COVID-19 pandemic (Teti et al., 2020). Beyond disrupting
work, socialising, vacationing, education, and healthcare, Lobe et al., (2020) notes that due to
the lockdown, the acquisition of in-person data collection was restricted. Consequently, the
researcher conducted research based on secondary data sources. Several authors (Adom et al.,
2020; Hall et al., 2021; Lathen & Laestadius, 2021) have discussed the resulting technical
modifications, practical and ethical considerations relating to online secondary data sources
(Keen et al., 2022). Widespread networking facilitates the exchange of high-calibre papers,
including scholarly data and information, and the simplicity of posting multimedia content on
the Web. E-research is now possible in both industry and academia, owing to the Internet and
other cutting-edge communication technologies like speech recognition software, email
systems, internet telephony, and others. Websites and web pages can serve as independent
sources of data for qualitative research (Bryman, 2004). If cyberspace is considered a physical
location, ethnographic studies of the Internet, as observed by Bryman (2004), may be possible.
The Internet has also made it possible to conduct online surveys, focus groups, and interviews
for the purpose of gathering data (Sigh & Burgess, 2007). As a result, this research mainly
utilizes online secondary data. The researcher looked at internet content that was either textual
or visual (i.e., videos), and sometimes both. Online content offers publicly accessible, low cost

(or free) data pools that are simple to obtain and analyse.
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3.4.1 Sampling procedures

Non-probability sampling refers to selecting a sample according to the researcher’s judgment,
rather than random sampling of the sources, to ensure that the sources meet the specified criteria
(Durrheim, 2006). Some non-random sampling techniques are convenient, accidental,
haphazard, availability, snowball, deviant case, sequential, theoretical, purposive sampling,
and quota sampling (Creswell 2014). In this study, purposive sampling was deemed
appropriate, as the researcher selected sources that could best present information to achieve
the objectives of the study (Etikan & Bala, 2017). It was important for the researcher to select
sources that would provide sufficient and specific information about the phenomenon of study.
The researcher focused primarily on sources on educators that teach reading, as well as sources

that provided information on learners experiencing reading difficulties.

3.4.1.1 Inclusion and exclusion criteria

For this study, qualitative sources identifying reading difficulties were used. The researcher
used search terms such as: learners with reading difficulties, reading ability, teaching reading,
and reading strategies. Sources on reading disorders that have been diagnosed were excluded.
The researcher collected sources from documents provided by the Department of Basic
Education (i.e., National Reading Strategy) to get an understanding of how the Department of
Basic Education plans to accommodate reading into the learners’ classroom experience, Some
of the constructs used in documents when referring to reading difficulties, and strategies
identified in the documents to assist learners with reading difficulties. The researcher also
collected sources from videos on the internet (from reputable sites such as national news) and
peer reviewed articles (from 2010-2019) to gather information from various points of view
(McKenzie, 2018).

3.4.1.2 Data sources
For this study, the researcher employed multiple data collection methods, as data was collected

from a variety of videos, textual source (peer reviewed articles) and various documents and
policies of the Department of Basic Education. The sources were obtained from YouTube, and
database such as Google Scholar, Sage, University of KwaZulu-Natal library, Sabinet, and
EBSCOhost. The data focused on the magnitude and consequences of reading difficulties: what
research has revealed about successful instruction, as well as the different practical activities
educators can engage with learners in the classroom. The researcher arranged, organised, and

transcribed the collected data into these themes.
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Below are tables providing an overview of each source employed in the research:
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Table 3

Peer reviewed articles

Naming Speed Tasks:
Bridging the Gaps
Among Neuroscience,
Cognition, and
Education.

Year | Title Author Synopsis

1. 2015 The Effect of Pre- Azizifar, A., This document provided information on (1) learners'
Reading Activities on Roshani, S., comprehension skills before and after the implementation of two
the Reading Gowhary, H., & pre-reading activities, namely guessing reading content from
Comprehension Jamalinesari, A. pre-reading questions and vocabulary definition: and (2)
Performance of llami learners' attitudes towards the implementation of the two pre-
High School Students reading activities.

2. 2016 Understanding Al Dahhan, N. Z., This document posits that the neurological, cognitive, and
Reading and Reading Kirby, J. R., & educational accounts of reading can be integrated to offer the
Difficulties Through Munoz, D. P possibility of a paradigm shift in the comprehension of reading

development and reading difficulties. Name speed tasks were
utilized as the foundation for the analysis, since they offer a
"microcosm" of the processes involved when reading, which is
a good place to start for bridging the gaps between different
domains. Naming speed tasks were used to examine how
combining cognitive psychology with neuroimaging methods,
guided by educational theories, can deepen the understanding of

learning and instruction, and possibly reveal the neural markers
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of reading problems that may have been hidden from view earlier

in development.

2010 The effect of nursery Baleghizadeh, S., In this article, the authors make the case for how employing
rhymes On English & Dargahi, Z. nursery rhymes in language lessons might improve learners’
First Language (EFL) reading skills. The authors also illustrate how learners’ early
children’s reading exposure to nursery rhymes and the growth of their phonological
ability abilities are closely related. It is conceivable that exposure to

nursery rhymes would have a good impact on children's reading
because such abilities are linked to how successfully learners
learn to read.

2011 Classroom Landrum, T., J., This article postulates that when educators regard misbehaviour
misbehaviour Lingo, A, S., & as predictable, controllable, and managed through instructional
is predictable and Scott, T., M tactics, the chances of success with challenging learners are
preventable increased.

2018 Analysing English Madikiza, N., This article analyses how English First Additional Language
First Additional Cekiso, M. P., educators comprehend and use reading strategies in their

Language teachers’

Tshotsho, B.P., &
Landa, N.

classrooms. The report also revealed that the majority of

educators only used a few reading techniques that they
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understanding and
implementation

of reading strategies

themselves were familiar with, thus, restricting the ability of
learners to experiment with different reading strategies. The
study also showed that some educators focused primarily on
conventional reading techniques that did not help understanding.

2016 Reading Pretorius, E. J., & The article reviewed recent South African research on classroom
Comprehension in Klapwijk, N. M comprehension instruction, interviewing educators to learn how
South African Schools: they see themselves as readers, what their teaching environment
Are Teachers Getting is like, and what they claim to be doing to promote reading in
It, and Getting It their classrooms; then comparing these responses to ANA results
Right? from their respective schools.

2018 Predominant factors Mohammed, I., & | This article set out to identify the main causes of the low reading

contributing to low
reading abilities of

pupils at Elsie Lund
Basic School in the
Tamale Metropolis,
Ghana

Amponsah, O.

proficiency among learners at Elsie Lund Basic School in
Tamale Metropolis, Ghana. The analysis of the data revealed the
following to be the factors causing learners’ low reading
abilities: their lack of confidence to practice reading in class, the
educators' and parents' lack of motivation to foster the learners'
interest in reading, the absence of pre-reader books in the school
and at home, the absence of a library, the educators' lack of

knowledge regarding the phonemic awareness strategy of
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teaching reading, the absence of reading clubs, and the absence

of reading competitions.

2019

Foundation Phase
teachers’ experiences
with instruction in the
mother tongue in the

Eastern Cape

Cekiso, M.,
Meyiwa, T., &
Mashige, M.

This article investigates the alleged advantages of using mother
tongue when instructing Foundation Phase learners. The article
examines the experiences of isiXhosa (one of South Africa's
indigenous languages) educators in particular, and it describes
the results of using isiXhosa in classroom instruction at the FP
(Grades 1-3).
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Table 4

DBE documents/textual sources

responding to learner
diversity in the
classroom through
curriculum and
assessment policy
statement policy

document.

Basic Education

Year Title Author Synopsis

1. 2008 National Reading Department of This report provides the reader information about the DoE's goals
Strategy. Basic Education for addressing South Africa's growing reading crisis. Plans,
recommendations, and directions on how to teach reading to
learners are given to educators in this report. It also serves as a
monitoring tool with the intention of raising South African learners'

reading proficiency levels.
2. 2011 National Guidelines for | Department of This document goes into detail on how the school curriculum is one

of the biggest obstacles to learning. Additionally, it emphasizes how
learning obstacles emanate from a variety of curriculum-related
factors that include content, language, classroom organization,
teaching methodologies, pace of instruction, time allotted for
curriculum completion, teaching and learning support materials,
and assessment. As a result, this document demonstrate how crucial
it is to maintain diversification in the delivery of the curriculum in
order to give all learners access to learning in response to the variety
of learner requirements in the classroom. The document includes

principles that are intended to give educators, principals, and subject
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advisers guidelines and approaches for addressing the diversity of

learners in the classrooms.

2011 Curriculum and Department of This is a comprehensive Curriculum and Assessment Policy
Assessment Policy Basic Education document developed for each subject to replace Subject Statements,
Statements (CAPS) Learning Programme Guidelines, and Subject Assessment
Policy Document Grade Guidelines in Grades R-12.
R-12.

2014 Policy On Screening, Department of The document elaborates the framework for standardising the

Identification,
Assessment and
Support (SIAS).

Basic Education

processes for identifying, evaluating, and providing programs for
all learners who need extra support to increase their involvement
and inclusion in school. The National Curriculum Statement
(Grades R-12) was used as the framework for the publication,
which focused on how to manage and facilitate teaching and
learning processes for learners who encounter learning barriers
(such as reading difficulties). It also demonstrated how the SIAS is
consistent with other DBE’s practices that help school

administrators, educators, districts, and parents.
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Table 5

Video sources

department of special
education. He is also the
director for the centre for

research on learning.

Dr. M.R: Former high
school  principal and
associate director at the
High School Services
National Associate of
Secondary school

Principals.

K.G: A reading specialist
at TC Williams High

Year | Title Website Interviewees Synopsis
2012 | The  Adolescent | www.AdLit.org Prof. D.D: Ph.D. | Duration: 11 minutes, 55 seconds
Literacy Crisis Professor in the

An expert panel analyses the extent and effects of
the adolescent reading crisis, as well as what the
most recent research on effective instruction has to

say.
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School in Alexandria
Virginia.
2012 Reading out loud | www.ColorinColorado.org | M.L.B: English Language | Duration: 1 minute 24 seconds
to older students Learner (ELL) High
School educator An educator in a classroom explains why she reads
aloud to them.
2008 | TEAM  Schools | www.Kippnj.org L.B: 6th grade reading | Duration: 2 minutes, 2 seconds
(KIPP) - Careers - educator at TEAM
Read Aloud School's second middle | A sixth grade reading educator discusses on
school, Rise Academy. impressive learner development.
2013 | Strategies for | www.india.oup.com Dr R.M: ELT expect and | Duration: 6 minutes, 40 seconds

Teaching Reading
1. Teaching
Reading to Young

Learners

educator trainer

This

interactions that occur in classrooms on a daily.

video illustrated the educator-learner
The approach of silent reading, which is less
popular in classrooms than reading aloud is
described in this video. An ELT expert elaborates
on the significance of pre-reading exercises and

suggests a suitable reading procedure.
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2017 | Module Four: | www.wvi.org M.P: Literacy | Duration: 4 minutes, 38 seconds
Phonemic Programme Specialist
Awareness: What This video shows direct instruction and learner
classroom involvement during phonemic awareness tasks in
activities can a classroom context. It shows an educator assisting
promote learners in recognising specific letters and the
phonemic sounds they correspond with, as well as blending,
awareness? rhyming, and segmenting words and phonemes.

2017 | Module Four: | www.wvi.org Class teacher Duration: 4 minutes, 38 seconds
Phonemic
Awareness: What Through direct instruction and learner
classroom involvement, this video illustrates phonemic
activities can awareness exercises in a classroom situation. It
promote shows an educator assisting learners in blending,
phonemic rhyming, segmenting words and phonemes as well
awareness? as in helping them recognise specific letters and

their related sounds.
2018 | Vuma - Inspire a | Classroomsolution.co.za Vuma Representative Duration: 3 minutes, 18 seconds

love of reading
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This film presents the Vuma reading education
program, which includes original stories written in
the local language. This reading instruction
package, which has been developed for teaching
and assessing reading in this phase, is intended for
learners in the Foundation Phase. The initiative
has improved the lives and reading engagement of
both educators and learners utilising the program,

as shown in the video.

2016 | Help children to | www.dgmt.co.za K.P: Owner of reading | Duration: 7 minutes, 4 seconds
love reading class
In this video, various women express how they
established reading classes for learners in the
community. They receive resources from Nalibali.
2022 | 78%  of  SA | www.newzroomafrika.tv G.K:  CEO, National | Duration: 6 minutes, 25 seconds

primary  school
learners  cannot
read to
understand.

Education Collaboration
Trust.

This video is on the CEO of the National
Education Collaboration Trust discussing the
DBE’s launch of the One Million Storybooks
Project aimed at addressing the lack of reading

resources.
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10. | 2019 | Reading Skills | www.enca.com Prof. J.C: Director of the | Duration: 9 minutes, 53 seconds
Crisis in  South Literacy  Development
Africa Research Unitin CPUT | This video reveals that among many factors, the
educational curriculum and educator competence
are contributing factors to the reading skills crisis
in South Africa. The video talks about the
importance of storytelling as a means to initiate
reading skills.
11. | 2021 | School Libraries| | www.enca.com LN:  The Bookery | Duration: 6 minutes, 32 seconds
Promote reading representative
and build libraries SB: eNCA reporter The interviewee discusses the importance of
reading and libraries, and the initiative called the
Bookery that set up school libraries.
12. | 2019 | Learning in South | www.britishcouncil. org I.M:  Grade 4 Sepedi | Duration: 4 minutes, 49 seconds

African
multilingual

classrooms

Educator at Emasangweni

Primary School

Teaching for All

Representative

This video promotes the importance of valuing all
children and educating them equally — inclusive

education. It posits that all learners can learn

55




without barriers, particularly linguistic barriers

within the classroom context.

13. | 2020 | 234. Physical | www.fundawande.org Funda Wande Duration: 2 minutes, 53 seconds
Barriers to Representative
learning This video educates on the importance of goof
eyesight in learners, as poor vision can hinder a
learners’ reading skills development. The video
also educates on important signs of short
sightedness and long-sightedness educators can
observe in learners.
14. | 2022 Literacy remains a | www.sabscnews.com L.M: Morning Live news | Duration: 18 minutes, 26 seconds

major challenge in
South Africa

reporter

The South African National Book Week and
International Literacy Day are two related
occasions that the host, Leanne Manas and two
interviewees, observe in  September. The
discussion is based on the PIRLS (2021) report,

public statistics, and South Africa’s literacy crisis.
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15. | 2021 | How to solve the | www.youtube.com ZM: help22readSA | Duration: 20 minutes, 39 seconds
literacy crisis in Literacy tutor
South Africa| The host and the interviewees discuss factors
Solving  reading affecting literacy, the importance of being able to
with help2readSA read particularly in the foundation phase and how
the organisation help2readSA is contributing
towards helping learners in the community and the
literacy crisis in South Africa ta large.
16. | 2013 | The state  of | www.sabcnews.com Dr S.S: Chief Director at | Duration: 6 minutes, 16 seconds
literacy teaching the National Education
and learning in the Evaluation and | The video provides information based on research
foundation phase Development Unit on the state of literacy teaching and learning in the
lower grades, compiled by the interviewee. The
interviewee emphasizes the need to provide
support to educators in order to ensure that
learners receive quality reading skills from their
educators.
17.| 2018 | South Africa: | www.africa.cgtn.com G.K: CEO, National | Duration: 3 minutes, 9 seconds
Teacher training Educational
project improves Collaboration Trust This video shows the results of a nationwide

campaign to improve the standard of instruction in
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quality of pupils’ public primary schools. The video shows how the

literacy initiative improves learners' reading abilities.
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3.4.2 Data collection

For qualitative research, data may be collected by means of instruments like interview schedules
and focus groups focusing on a phenomenon or a behaviour checklist that includes observations
about a specific phenomenon. (Gratton & Jones, 2004). Eight peer-reviewed articles and 17
interviews were gathered from various video sources were also used. Additionally, the
researcher used document analysis. Creswell (2014) defines document analysis as the
examination of either public documents, such as newspapers, meeting minutes, and official
reports, or private documents, such as letters, emails, diaries, and personal journals. Document
analysis, according to McMillan and Schumacher (2010), is the examination of written or
printed records of historical events, such as letters, diaries, journals, newspapers, and
regulations. The conclusions reached through the study of textual sources and interviews are
supported by documents. Four DBE policy documents and reports that were pertinent to the

study's goals were used.

A data recording form was utilized to assist the researcher organise the data effectively and
helped to save time by making data classification less laborious. A data recording form is a
methodical tool for gathering and processing data (Frey et al., 2001). It helped the researcher
gather, process, and interpret data from the various data sources. Hessing (2015) says that
presenting a data collecting form motivates the researcher to gather pertinent data. Questions
posed by the researcher to the interviewees or experts in the field were in the format of the data
collection form (see Appendix A). The researcher used McKee’s (2001) six steps to textual
analysis to describe, interpret and understand the content found in the sources. The researcher
first expended, defined, and discussed each word that had been used to structure the research
title to create a conceptual understanding of the study. The researcher focused on the research
objectives of the study by further explaining them and the importance of each objective in this
study. Thereafter, the researcher gathered all the relevant sources used to answer the research
question. The selection of the source was based on the inclusion and exclusion criteria set by
the researcher. The researcher collated the data from the South African sources in relation to
international sources. The researcher once again examined the data sources in relation to the
collated data (see appendix A) and identified explicit and implicit constructs embedded in the

sources.

3.4.3 Data analysis

Corbin and Strauss (2008) define analysis as the process of exploring something in order to
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develop interpretations about what it is and its function. They also say that data analysis is a
science in that the researcher employs techniques to solve analytic issues and develop an
explanation from the data gathered. Thematic analysis (TA), employed in this study, is a
technique for identifying, examining, and interpreting patterns of meaning (also known as
"themes") in qualitative data (Terry et al., 2017). The smallest analytical units are called codes,
and they are used to record intriguing aspects of the data that may be (possibly) relevant to the
study issue. Codes serve as the building blocks for themes, which are (bigger) patterns of
meaning supported by a common organising principle. Themes offer a structure for compiling
and presenting the researcher's analytical findings. The goal of TA is to discover and analyse
significant, but not necessarily all, elements of the data in relation to the research topic. The
researcher's subjectivity is regarded as essential to the analytical process. Analysis begins with
familiarization, as coding is viewed as an organic, adaptable process that necessitates close
attention to the data. The idea is that, by immersing oneself in, or repeatedly engaging with, the
material, coding improves (i.e., develops depth and goes beyond the obvious surface level)
(Clarke & Braun, 2017). In this study, the themes were created after the coding process, rather
than before. They are the product of the analytical process. Terry et al. (2017) posits that theme

development and coding are subjective and interpretive processes.

TA incorporates a six-stage analytic process. The keyword "phase” is used to emphasize how
TA, like the majority of qualitative research methods, is not a wholly linear process. Instead, it
is iterative and recursive, with frequent switching between the various phases by the researcher
(Terry et al., 2017). Data familiarization is the first stage of TA, where the researcher becomes
acquainted with the transcribed information. This required the researcher to examine the
transcripts while taking note of the pertinent information actively and critically. In the second
stage, the researcher created codes to further immerse herself in the data and lay the foundation
for analysis (Clarke & Braun, 2017). As the coding process continued, the researcher identified
patterns and similarities in the data. Prior to transitioning from coding to theme construction in
the third phase, the core themes that indicated shared concepts across the sample were found

by analysing the codes from each transcribed interview.

The fourth phase involved reviewing prospective themes. The researcher considered the
richness of the themes and looked for alignment between them and the study topics. The
significance of the themes was reconsidered, which prompted the researcher to pose the

following queries: Do they address the research questions? Do they reveal the ideas of the
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interviewees? Can these themes inform readers about the setting that shapes the interviewees'
viewpoints on the subject being studied? The researcher had to spend much time reading
through the transcripts of the interviews for this study, which made it necessary to discard some
of the themes which showed little overall importance in the dataset (Clarke & Braun, 2013).
The sixth and last phase, preparing the report, involved constructing the full report using a
variety of methodologies and questions to aid the process of identifying and labelling themes.

3.5 Trustworthiness

Numerous frameworks exist to guarantee the integrity of qualitative research. In contrast to
quantitative research, where the data is statistical and objective, the terms validity and reliability
are understood differently in a qualitative research study (Maxwell, 2008). Research quality
standards are a crucial component that must be followed in order to fulfil the research's
predetermined goal (Leech, 2007). The researcher established the trustworthiness of the study
by ensuring that the outcomes and interpretations were a reflection of the data. The
trustworthiness of the findings is assessed using four criteria: credibility, transferability,

dependability, and confirmability (Kalu & Bwalya, 2017).

3.5.1 Credibility

Credibility refers to the manner in which the methodology is employed in relation to the sources
used to derive the researcher’s findings (Bauer et al., 2014). This is to demonstrate that the
research was done in a manner that gives accurate account of what is being investigated (de
Vos, 2005). In order to ensure credibility of the research, the researcher selected applicable to
this study. In this study, credibility was established by providing support for the findings from
a variety of sources. Wilson (2014) defined sample triangulation as the use of various study
designs and methodologies to enhance credibility. As a result, this study used a variety of data
sources to ensure that the research was credible. These included video recordings of expert
interviews and peer-reviewed articles on the topic, considered credible and verified. These

complemented document analysis of selected DBE documents.

3.5.2 Transferability

According to Lodico et al. (2006), transferability is the level of comparison by the reader
between the researcher’s study site and other sites. It is therefore, evaluated by viewing the
depth of the descriptions provided in the research. In other words, how effectively the results

apply to situations outside the study is referred to as transferability (Marshall & Rossman,
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2014; Noble & Smith, 2015). It has been stated that all worthwhile studies must generate
some concepts and findings with broad applicability (Kalu & Bwalya, 2017). The richness of
the data and depth are of primary interest, as well as ensuring that the conclusions may be
transferable or have some value when applied to different contexts, circumstances, or people
(Houghton et al., 2013). As such, the researcher documented all proceeding throughout the
research process to ensure detailed results are provided. The limitations of the sampling

technique led to research finding that are not generalizable but transferable.

3.5.3 Dependability

According to Houghton et al., (2013) and Kalu and Bwalya (2017), dependability is defined as
the consistency of the research results and the researcher's effort to take into account any
altering conditions in the phenomenon under study, the design, or methodology, as necessary.
Dependability refers to the consistency of the findings if the study was to be replicated by
another researcher (Silverman, 2000). The researcher provided a detailed report of all data
collection and analysis that took place during the research process. Terre Blanche et al. (2006)
state that dependability is based on whether an external reader is certain that the outcomes of
the research have indeed been researched as stated in the report. Although the use of secondary
data has advantages discussed in section 3.4, there were also disadvantages, such as no control
over how the material is presented (phrasing and framing) in each source. While the researcher
was looking for more particular features of reading difficulties, the data source occasionally
offered a broader perspective (Vartanian, 2011).

3.5.4 Confirmability

Confirmability refers to the degree to which the results could be corroborated by others
(Trochim, 2006). Confirmability describes the procedures used by the researcher to show that
conclusions are drawn from the data, not from their own biases (Anney, 2014). The researcher
worked under the supervision of a research supervisor/lecturer who guided and assisted with
the research process. The sources used in this study are freely available where one wishes to
confirm the findings.

3.6 Ethical consideration
The norms that regulate a researcher's conduct so that participants are respected, and their needs
are met, as stated by a communal discipline and followed by communities of researchers, are

known as research ethics. Avoiding harm in research, informed consent, and ensuring
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confidentiality are all examples of ethical conduct (Gratton & Jones, 2004). It is the
responsibility of the researcher to adhere to the ethical guidelines (Foxcroft, 2011). For this
study, the researcher ensured that all necessary ethical issues were considered prior to
conducting and analysing any secondary data. Firstly, permission to conduct research was
requested and granted from the Ethics Committee. Ethical considerations regarding secondary
data entail acknowledging all ownership of primary data by referencing information accurately,
as the primary data was not collected by the researcher (Tripathy, 2013). Tripathy (2013)
maintains that additional usage and analyses are acceptable if the secondary source is freely
available on credited Internet websites, books, and newspapers. Nonetheless, the source must
be cited by the researcher. Due to this, the researcher made an effort to use secondary sources
from reliable research websites, and each source was cited in the reference list. The researcher
made sure the information from sources was accurate, satisfied the inclusion criteria, and was
pertinent to the study's goals. The researcher was careful not to decontextualise information to
render the analysis of information inappropriate. All secondary data would be stored for a
duration of 5 years after the study is completed as some online resources had been copied in the
event that they may be removed from the website. These copies would be stored in a safe place
away from unofficial retrieval, unintentional damage and/or loss. Sources that are hardcopies
would be stored in a locked cabinet, and softcopies in files with passwords (Tripathy, 2013).
All findings of the study will be used for the developmental input of improving the value of
reading within the DBE. The major beneficiaries of this study would be the educators of grade
1-12 learners, and the curriculum developers. This dissertation will be available upon

completion in the University of KwaZulu- Natal library (Pietermaritzburg campus).

3.7 Conclusion

Chapter three centred on the methodology that was adopted for this study. The qualitative
approach, interpretive paradigm and a thematic analysis design appeared to be the most suitable
methodology for this study, as the findings were not to be generalized, but used to deepen the
body of knowledge related to this topic. The following chapter focuses on the analysis of the

data through the lens of the schema theory in relation to the phenomenon of the study.
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Chapter 4: Data presentation and analysis

4.1 Introduction

The review of the data provided is discussed in this chapter, focusing on the two key research
questions: (i) what are some of the constructs used in literature when referring to reading
difficulties, and (ii) which strategies are identified in literature to assist learners with reading
difficulties. This chapter further aims to analyse the evidence provided in the data sources, to
determine whether the findings are related to the research questions. The data was analysed
using thematic analysis to abstract meaning. The themes that emerged from the sources were

identified by the researcher using the research questions as guides.

4.2 RQ1: What are some of the factors that exacerbate reading difficulties in
learners?

When the various codes that pervaded the data set were identified, the researcher started reading
through the codes and analysing them further because some of the codes overlapped. An
example is the one that described reading as a challenge that was so widely perceived that it
was labelled as a global crisis. A few of the data set's codes made mention of various barriers
that make reading difficult. The following themes were generated in relation to research
question 1: Reading difficulties: Language development and barriers to reading; and
Relationship between scholastic deficiency and problem behaviour: A chicken-or-the egg

conundrum.

4.2.1 Theme 1: Reading difficulties: Language development and barriers to reading

There are many different ways to describe learners who struggle to learn to read. Although
reading difficulties that are more severe or persistent are often referred to as dyslexia, other
phrases including poor reading, reading problems, reading difficulties, low reading abilities, are
sometimes used in place of them (Al Dahhan et al., 2016). While the construction of ‘reading

difficulty’ may take many forms in this day and age, four interviewees expressed the following:

South Africa has been, has marked 25 years of democracy and strides have
been made in many areas, but when it comes to reading skills, the country is
facing a crisis. South Africa ranked last out of 50 countries in the 2016
progress in international reading literacy study.
(Reading skills crisis in South Africa, Reporter, 0:01-0:23)
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It is a crisis. It has been going on for a while. It is a crisis in terms of numbers.
At least 30%, depending on the study, students, are reading below
proficiency. That in terms of future graduation, employment implications, the
productivity of our country and so forth, is enormous. However, on a personal
level for each student that is not at grade level and above, it is a personal
crisis that [ don’t think any of us can fully appreciate, unless we personally
have experienced that.
(The Adolescent Literacy Crisis, Prof D.D, 1:42 — 2:21)

Dr. M.R echoed that the challenges with reading were persistent, and prevalent all over the

world:

Well, I think about a whole group of students. | walked into one school, and I
was doing my first literacy assessment findings, and 74% of our kids were at
more than two years below grade level; and another school, a third of our
students were more than three years below grade level. So, many students
couldn’t read their texts books. We couldn’t treat all of the patients. A child
that has a reading problem, is equivalent to someone who is critically ill in
hospital, and if we can 't do anything for them from an educational standpoint,
they 're not going to make it.

(The Adolescent Literacy Crisis, Dr. M.R, 3:38 — 4:16)

Similarly, G.K stated:

The part about the use of ‘crisis”is that it's not going as quickly as possible but
the other part that | don't like is if it's something that we can't deal with, you
know. So, there is a challenge in reading. We've got quite a considerable
number of kids who can't read. For many, and I did come across a couple in
the past- you know- weeks who will read the text, but you can see that they're
not understanding what they're reading.

(78% of SA primary school learners cannot read to understand, G.K, 2:233 —
2:58)

Teaching for All representative emphasized the importance of mother-tongue instruction:
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Children develop ideas about the world through language. They also express
their understanding through language. So, language is crucial to learning.
Research clearly shows that children learn best in a language that is familiar
to them. It therefore follows that children learn better in their home language.
The average South African classroom is, however, multilingual. Home
languages are generally used from Grades R to 3, after this, there is often a
sudden switch to English. However, the majority of learners do not have the
English proficiency needed to learn in this language. Most of the learners, they
are from indigenous language backgrounds and then when they come to Grade
4, all the subjects are being done with English, and that transition to Grade 4
when they now must be doing everything in English, that's when we experience
some problems. You'll find that they skip vowels, or else some of them, they
skip consonants. The language used for instruction can be a big barrier to
inclusivity, affecting learners' progression throughout their basic education.
This, especially applies to children from disadvantaged backgrounds.
(Learning in South Africa’s multilingual classrooms, Teaching for all representative,
0:05-1:25)

G.K agreed:

The issue of language counts because these learners use their African
languages, their mother tongue on a daily basis so | suppose if they were able
to read first and foremost in their mother tongue it will be easy for them to
connect the sounds that they read out from the written word to the meanings
that sit behind those sounds.

(78% of SA primary school learners cannot read to understand, G.K, 3:04 -3:28)

Another factor, related to language development is that the lack of books written in the mother
tongue affects teaching and learning activities (Cekiso et al., 2019). The Bookery

representative, L.N elaborated on this and shared the following:

That is one of the challenges that we face, we have seen that through our
looking for resources and looking for material that only about ten percent or

just less of books and children's books are published within their own mother
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tongue.
(School libraries Promote reading and build libraries, L.N, 2:48 -3:10)

This view is supported by L.M, who said:

According to Stats SA's general household survey, about 47 of South African
Children have never read a book. Never read a book! Just try and swallow
that, that is just an awful statistic to even think about.

(Literacy remains a major challenge in South Africa, L.M, 0:18 — 0:31)

The Funda Wande Representative highlighted the issue of intrinsic barriers to learning such

as hearing loss and poor eyesight:

A child needs many abilities to succeed in school, and one of those is good
vision. A child's eyes are always in use when looking at the board, when
watching the teacher or when writing at their desks. It is important to address
any vision problems early on because as they progress in school, the size of
printing schoolbooks becomes smaller and the amount of reading time
increases. If not addressed early on, children who struggle will avoid
reading. They will try and work but show lower levels of comprehension and
experience discomfort and short attention spans. We are often focused on
preparing our lessons and managing the classroom but need to ensure that
we take time to identify and support any children who are presenting
symptoms of poor eyesight, or some learners may struggle with reading, and
this is not because they cannot be able to read but it's because they have
problems with their eyes. I'll take you through some important signs you can
spot in five- to nine-year-old children: short-sightedness means you struggle
to see far, objects long-sightedness affects the ability to see nearby objects,
you may be able to see objects in the distance but struggle to focus on objects
that are close to you.

(Physical Barriers to Learning, Funda Wande Representative 0:18-2:27)

Among multiple factors that are barriers experienced by learners when reading include access

to resourced libraries. eNCA news reporter postulated:
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If you like me and you love reading, you probably have fond memories of
getting lost in a wonderful book as a child. Sadly, though access to a library
and a treasure trove of books is a privileged and not the norm... it’s a
privilege. It's not the norm and that's the reality for our country's children. It
should be though; it should be the norm. There's much to be done in this
regard only a quarter of public schools in this country have a library.

(School libraries | Promote reading and build libraries, S.B, 0:00-0:23)

Z.M added that competent librarians in schools can have a positive impact on learners’ literacy

learning:

| think we lack resources; we only have one library and it's really far from
my community and you know Khayelisha is the most populated place, and we
have a lot of children that they want to read, and they have that drive in them
they really want to learn but there's no resources including at schools. You'll
see that the books that we have in our school, they are more for the grade six
or grade five, not only for the foundation phase and which is one huge factor
that we're dealing with right now we don't have resources.
(How to solve the literacy crisis in South Africal Solving reading problems with
help2readSA, Z.M, 2:08- 2:50)

4.2.2 Theme 2 - Relationship between scholastic deficiency and problem behaviour: The
chicken-or-the egg conundrum

While the exact nature of the relationship between scholastic deficits and problem behaviour is
uncertain, what is certain is that each influences the other in a reciprocal way (Landrum et al.,
2011). In agreement with this view, Dr M.R emphasized that learners with challenging

behaviours are more likely to have academic deficits in reading.

Well, I've always said that kids would rather be bad than embarrassed. Many

times, these kids act out, they don 't come to school or when they are at school,
we have behaviour problems. They can 't get recognition in their classrooms;
think about going to work every day and not being able to do what you’re
being asked to do and by law you are required to be there.
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(The Adolescent Literacy Crisis, Dr M.R, 4:17- 4:41)

Dr. M.R further elaborated that:

In my experience in two diverse high poverty high schools, we found that a
significant number of our learners could read functionally but not
academically. They are reading at an elementary level, they could read
words, but they could not comprehend their textbook.

(The Adolescent Literacy Crisis, Dr. M.R, 1:21 — 1:38)

The same is reflected by another interviewee:

| have an amazing student and she entered the sixth grade as an early fourth
grade reader and she's a brilliant thinker but didn't have the reading tools so
she could access so much just if you talk to her about something but if you
gave her the book, she was so much slower. She spent so much time being
frustrated about the kinds of books that we were giving her. The level of what
she was going .... it was fluency, and it was comprehension and just felt like
nothing was happening and all of a sudden, | mean she started off the year as
an early fourth grade reader and is now testing on an early 7th grade level
which is growth that is unheard of! For me, it's just one of the most energising
and rewarding things that | could ever experience as a teacher. There are
times where it does feel like magic, where you're testing a kid, and you know
things that weren't moving are suddenly just off the chart's... growth. It's so
much they put in, an incredible amount of hard work... they're in school
longer. We have a bunch of different cornerstone store, a breeding program
that they just get every single day but there's not a magic formula they just
get up every day and they work hard and it's what makes this kind of growth
possible.
(TEAM Schools (KIPP) - Careers - Read Aloud, L.B, 0:00 — 1:54)

4.3 RQ 2: Which strategies are used by educators to assist learners with reading
difficulties?

A connection between reading challenges, academic deficiencies, and problem behaviour was
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also discovered in the literature. Three themes were found in regard to the second study question
as the researcher examined the interview transcripts in light of the video interviews, textual
sources, and the document analysis. The significance of learners being sufficiently prepared for
the reading class was mentioned in some publications. Educator competence and interventions,
as well as resources and external stakeholders were frequently cited as important in relation to
the strategies adopted by educators.

4.3.1 Theme 3 - Learner preparation: Sparking curiosity and enthusiasm

Azizifar et al (2015) asserts that non-linguistic issues such as lack of enthusiasm and interest
may contribute to learners' difficulties with reading comprehension. Additionally, an educator
who begins a reading lesson by instructing learners to read the material and then answers the

questions is unlikely to inspire them. One participant shared the following:

Before we begin, it is very important to say what teaching reading is not, if a
teacher goes into a classroom and asks children to open the books and read
a text, there is no teaching going on, she is testing the pupil’s ability to read.
(Strategies for Teaching Reading 1: Teaching Reading to Young Learners,
Dr R.M, 0:29 — 0:47)

Azizifar et al. (2015) notes that, an educator who begins their reading session by providing
learners with a cause to read, and some preparation can pique their interest in the subject.

Educator trainer, Dr R.M stated:

So how do we teach reading? The first thing we have to do is prepare the
children for the text they are going to read. In Oxford gate way reader three
lesson 17 there is a poem by Tagore it involves a child who cannot understand
why you cannot just catch the moon in your hands because it looks so small.
It is very important to establish the idea of perspective that something far
away looks very small but the same thing up close looks much bigger. You
can see this is done in the text by offering two pictures (demonstration). There
is a picture of a cat in front of the house and because the cat is far away it
looks very small, then there is another picture with the cat much closer, so

that it looks very big its head is covering half the house. So once the children
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have looked at this, they are then in a position to understand the concept
which is in Tagore’s poem, and it will make understanding the text that much
easier.
(Strategies for Teaching Reading 1: Teaching Reading to Young Learners,
Dr R.M, 1:46 — 2:59)

Dr R.M added that educators can help learners understand what they are reading by providing
background information, as this allows them to learn new things and recollect old ones, thus,

enhancing their reading experience:

This is the purpose of the pre-reading task so the first way of preparing the
children or scaffolding the reading process is through visuals and particularly
in the early books the teacher should discuss the pictures that accompany the
text before starting reading.
(Strategies for Teaching Reading 1: Teaching Reading to Young Learners, Dr
R.M, 3:01 - 3:17)

Azizifar et al. (2015) emphasizes that teaching new vocabulary is effective if it is merged with
both the learner’s pre-existing knowledge and other pre-reading activities, intended to develop

background knowledge of the text. ELT expert and teacher trainer indicated:

Another way of preparing children to read is by getting them to think of
some of the vocabulary items that are likely to appear in the text. In Oxford
gateway reader 3 lesson 9, the story is about a circus coming to town with
a very special elephant. In order to prepare the children for reading the
story, the pre reading activity is ‘have you ever been to a circus?’ ‘What
things might you hear at the circus?’ ‘List five things?’ ‘What things might
you see?’ ‘List five things. Here we are trying to elicit in advance some of
the key words that the children will meet in the text itself.
(Strategies for Teaching Reading 1: Teaching Reading to Young Learners, Dr
R.M, 3:20 — 4:02)

The data sources also emphasized the importance of partnered reading, independent

reading, group reading, and group-led reading, among other reading requirements. Dr RM
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further noted that:

Pre-reading activity can be made much more effective if the children are
encouraged to discuss their answers in pairs or in small groups before
answering the questions in the class. This provides them with the possibility
to interact and improve their fluency and it also helps build up the
confidence of some children who might be less willing to speak aloud. It is
even better if the teacher asks the pupils to note down some of their answers
as they are performing the task, in this way the teacher can walk around
the classroom and see very easily which groups are performing the tasks
simply by looking at the writing that they have done.
(Strategies for Teaching Reading 1: Teaching Reading to Young Learners, Dr
R.M, 4:07 — 4:55)

The data sources also indicated that acquiring vocabulary was a complex process. A great
deal of vocabulary development occurs indirectly, for example, through conversations,
through being read to, or through independent silent reading. They highlighted the
importance of educators promoting opportunities for teacher-learner and learner-learner
talk in the classroom, as well as to teach vocabulary and vocabulary learning strategies

explicitly.

Dr R.M posited that:

It is important that the children learn to read texts silently and efficiently
and we recommend the following procedure: first the teacher reads the text
aloud slowly and clearly while the class follows silently in the books,
second, then the teacher asks the pupils to read the text again silently and
then complete the first post reading question read write question one
working in pairs or small groups, thirdly, the teacher then goes over the
answer with the pupils, fourthly, the teacher then proceeds through the
other questions read write questions two onwards in the same way.
(Strategies for Teaching Reading 1: Teaching Reading to Young Learners, Dr
R.M, 4:55 — 5:41)
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The data sources also point out that it is crucial to read aloud to learners frequently and
have them practice picking appropriate books at the foundation phase. Group reading is a
term that refers to a teaching strategy in which the educator reads aloud to the entire class.
Large books, posters, or overhead projects are frequently used (DBE, 2011). When
participating in group reading, CAPS advises that learners be exposed to decoding skills,
comprehension vocabulary development, and text structures (DBE, 2011). English High

School educator, L.B concurred:

| think that it's important to read out loud to older students because you need
to model the fluency for them, and I try to read out loud frequently so that
they can see the enthusiasm. | try to read slowly if someone is talking and
they're angry -1'm going to talk like this [emphasis on speech projection] and
it kind of freaks them out for a second but they see that oh that's how the
person's supposed to talk because it said Scrooge said angrily. I think that
sometimes we forget that older students need to hear reading aloud and if it's
done effectively, it can really benefit them because they can model that. Today
in class, one of my students was reading out loud and the last sentence he said
was ‘humbug, I say humbug’, and he just started read it ‘humbug, I say
humbug’ and if you're very careful and kind about asking them to read it
again you might say do you really think that Scrooge just said ‘humbug, | say
bah humbug? no how did he say it ‘Oh miss he was angry and he was mad’.
Try and read it again but with that feeling behind it, and they do. They respond
and they're receptive to that criticism and they try and mimic the way that you
would do it.
(Reading out loud to older students, M.L.B, 0:00 — 1:22)

Traditional reading strategies, which include summarising, also help learners who present
with reading difficulties (Madikiza et al., 2018). Dr R.M indicated:

If appropriate at the very end, the teacher can ask pupils to read the text
aloud once they have completed all the questions and are very familiar
with the text, in order to find specific bits of information. It is important
that the children learn to begin how to summarize a story or a poem to

say what the story or poem is about. There is always a question... ask
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them to choose the sentence that best summarizes the story. Such repeated
practice is necessary if we want to build up the skill of summarising.
(Strategies for Teaching Reading 1: Teaching Reading to Young Learners, Dr R.M, 5:41
- 6:24)

Azizifar et al. (2015) posit that learners’ ability to read extensively and frequently influences
whether they develop into a learner who appreciates and benefits from reading. Furthermore,
educators could give activities that encourage learners to read, that are appealing, and that

learners may enjoy reading. Reading specialist, K.G, added:

In the high school level, we can dip in what the student is interested in and
get them hooked on a topic and most of that is non-fiction, we find that the
kids can start seeing a glimmer of hope.

(The Adolescent Literacy Crisis, K.G, 5:18 — 5:29)

Baleghizadeh and Dargahi (2010) stipulate that learners would most likely learn the sounds of
the language by way of games, nursery rhymes, and rhythmic activities. Two interviewees

shared the same sentiments:

There are important activities that you can carry out as a teacher to promote
student’s phonemic awareness in the classroom. These activities will help
children understand that language is made up of sounds, and that these
sounds can be identified, isolated, manipulated, and categorised.

(Module Four: Phonemic Awareness: What classroom activities can

promote phonemic awareness?, M.P, 0:16 — 0:35)

As an extension of letter sounds, | also have the students make letter cards on
their own, or with a partner. There is a large variety of Phonemic Awareness
activities | use in my class. These are great for teaching students to identify
and then practice individual letter sounds.

(Module Four: Phonemic Awareness: What classroom activities can

promote phonemic awareness? Class Teacher 1:26 — 1:46)

After students have mastered identifying individual letters and sounds, we can
move to blending two or more sounds together.
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(Module Four: Phonemic Awareness: What classroom activities can
promote phonemic awareness? Class Teacher, 2:10 — 2:19)

There are also activities that focus on highlighting syllables using clasps and

word that sound the same of different by rhyming.
(Module Four: Phonemic Awareness: What classroom activities can
promote phonemic awareness? M.P, 2:47 — 2:57

As a teacher, it is important that you have an array of these activities to draw
on. While they may seem like simple exercises, they play an important part in
developing phonemic awareness in your classroom especially for students
with reading difficulties”

(Module Four: Phonemic Awareness: What classroom activities can

promote phonemic awareness? M.P, 3:34 — 3:51)

4.3.2 Theme 4 - Teacher development, policy implementation and liaising external
stakeholders

The Screening, ldentification, Assessment and Support (SIAS) policy has the specific
objectives of: (1) identifying the barriers to learning encountered, (2) identifying the support
requirements resulting from those barriers, and (3) developing the support program that must
be in place to address the impact of the barrier on the learning process. To improve the delivery
of the National Curriculum and Assessment Policy Statement (2011), the SIAS policy is
designed in a way that ensures educators and schools are aware of the assistance requirements
of all learners. The goal of the SIAS is to evaluate the type and amount of support needed in
classrooms and schools, to maximize learners' engagement in the learning process. It describes
a procedure for determining each learner's unique needs in relation to the contexts at home and
at school, in order to determine the type and quantity of additional support required. It describes
the procedure for facilitating access to and delivery of this support at various levels. This policy
defines the procedure to be followed in identifying and addressing learning impediments that
affect specific learners throughout their academic careers through a set of forms. It details the
obligations of educators, supervisors, district-based support teams, and parents/caregivers
(DBE, 2014),

The Chief Director at the National Education Evaluation and Development Unit was in
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agreement with the policy, and indicated that:
We are finding in terms of our evaluation is that our teachers need a lot of support
in order to ensure that our learners are able to read.
(The state of literacy teaching and learning in the foundation phase, Dr S.S, 0:42
—0:52)
G.K indicated that:

I know teachers are at the forefront of teaching the technical aspects of
reading, so teachers have to actually take this complex process of reading by
teaching kids how to decode written text into sound sounds that they
understand. I must say I've come across teachers who are doing it very well,
and they're teachers who actually don't know how to do it and they need
support. The NCT in partnership with the DBE has taken up taken about
110 000 teachers and school managers through a program called ‘Primary
School Reading Improvement Program’ which teaches the technical aspects of
how they should teach the learners how to read. So, we're getting there but as
we know as per the old adage ‘practice makes perfect’ for both the teachers as
well as the learners.

(78% of SA primary school learners cannot read to understand, G.K, 5:18-6:16)

Professor of Education, Prof. J.C added that:

During a teacher training experience our professors are seeing a marked
difference between the private schools and the public schools when it comes to
some of the research that is taking place out there. There is a big divide between
the two, but I think the resources, the class sizes, many of the private schools do
not follow the CAPS curriculum. They follow their own curriculum, and it allows
them time to have these discussions which is not happening in the mainstream
schools. In the mainstream schools as teachers are being very limited by this
curriculum that is very demanding, they get inspectors to come or subject advisors
to come in and check what they are doing and have they done these skills on these
particular days and also the teachers are teaching to the tests rather than actually
developing these literacy skills or thinking skills and that is a very big gap in the

mainstream schools but in the private schools they have access to that.
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(Reading skills crisis in South Africa, Prof. J.C, 4:51-6:43)

According to the National Reading Strategy (2008), one of the strategies suggested by the
Department of Education to address the reading crisis is for all schools (particularly primary
schools) to set aside an additional half-hour each day to "Drop All and Read." This initiative
aims to foster a reading culture in the classroom and at the school. Everyone, including learners,
educators, the principal, and support staff, should be seen reading for pleasure for 30 minutes
each day. If learners enjoy reading, their literacy levels will rise, and their learning capacity will

increase. In this regard, Dr. M.R posited:

Well literally, schools that are failing can be transformed. It will take several
years to do that but with literacy focus, because it is the gate way skills and |
call it ‘thee gate way skill’ — improving literacy improves your performance
in every subject area including math. With the school wide focused efforts, it
has to be school wide, the student has to be immersed in every class with good
literacy strategies as an intercell part of the instruction. With that a school
can literally turn around... this means that every teacher has a role, every
person in that school, including the principal. Now the roles are different, you
have a literacy coach, you have reading teachers, you have social studies,
science, maths teachers and they all have a role. Their role is to teach the
language of their content area, not to be reading teachers but to teach the
language of their content area.
(The Adolescent Literacy Crisis, Dr. M.R, 8:58 — 9:17)

The Professor in the department of special education noted that:

It is following some of the things we know best about good educational
practice and if we will capture those particular principals and understand
what’s unique about our school and where we going to be adopting this
because every school has its own unique needs, unique personality, we can
make some changes.

(The Adolescent Literacy Crisis, Prof D.D, 10:22 — 10:45)

Grade 4 Sepedi educator, I.M, shared the same view:
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The language used for instruction can be a big barrier to inclusivity, affecting
learners' progression throughout their basic education. This especially
applies to children from disadvantaged backgrounds. Language supportive
learning is a way of addressing this problem. This requires an understanding
of how to use scaffolding strategies to support learning through breaking up
learning into manageable chunks. This approach requires an understanding
of what learners can do, and what they may have difficulties with. Scaffolding
strategies involve an understanding of learners and their current learning
needs, and these strategies support meaning and understanding in
achievement and meeting learning outcomes.

(Learning in South Africa’s multilingual classrooms, .M, 1:16- 1:59)

Mohammed and Amponsah (2018) posit that many educators have a limited understanding of
how to teach reading skills. Pretorius & Klapwijk, (2016) say, regardless of the debates
concerning theories of change in the classroom, it is strongly advised that educators be made
aware of and trained in frameworks that place a special emphasis on explicit comprehension

instruction and modelling. In agreement with this view, Mr. G.K expressed that:

We have picked up that a good proportion of our teachers and the subject
advisors who are supposed to support them technically and otherwise, do not
have a good training on the teaching of reading, we then designed
instruments and tools that aim to improve their competence in the teaching

of reading.

(South Africa: Teacher training project improves quality of pupils' literacy, G.K,
0:50 - 1:13)

The DBE added:

Teachers are key to the successful teaching of reading. Teacher training,
development and support are therefore a key pillar of the National Reading
Strategy. The Department of education will provide teachers with a manual
on reading strategies. This manual will contain practical guidelines and
strategies for teaching reading in Grades R-6.

(DBE, 2008, p. 15)
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Over the years, various comprehension instruction frameworks, that include particular
instructions on reading comprehension training, have been established., For example, Concept-
oriented Reading Instruction, Reciprocal Teaching (Guthrie, 2004), Transactional Strategy
Instruction (Hedgcock & Ferris’ 2009) take on intensive reading. The Four-pronged
comprehension strategy framework developed by McNamara, Ozuru, Best and O’Reilly (2007),
to name a few. More locally, Klapwijk (2015b) developed a framework for reading
comprehension instruction for use in South African classrooms, with the goal of giving

educators structure.

In addition, Teacher Guidelines on strategies to address the strengths and
weaknesses revealed by the Systemic Evaluation will be distributed to all
schools. The Early Grade Reading Assessment provides teachers with a tool
for assessing the reading competence of the learners, as well as a range of
other resources. The Department will also develop and maintain a catalogue
of appropriate Learning and Teaching Support Material for the General
Education and Training band; this will include material for teaching and
supporting reading.

(DBE, 2008, p. 15)

In light of the above extract, one may argue that educators are unlikely to develop the
questioning skills and discussion strategies that encourage attentive reading by groups of
learners without instruction and experience (Pretorius & Klapwijk, 2016). In this regard, the

National Reading Strategy (2008, p.15) stipulates that:

To support teacher development, accredited training courses in strategies for
teaching reading will be offered at tertiary institutions. These courses will
enable teachers to earn credit points in accordance with the South African
Council for Educators (SACE) requirements for continuous professional
teacher development. Teacher development programmes in reading
strategies, for both pre-service and in-service teachers, will focus on the
pedagogy of reading, and give special guidance for teaching reading in
mother tongue. The Advanced Certificate Education (ACE) in school
leadership will offer training in the management of the curriculum and

reading programmes.
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The DBE outlined those who will be involved in supporting educators to teach

reading:

District curriculum officials will provide further support. These curriculum
officials will be specially trained in reading strategies. They will help teachers
by mediating the reading material and other resources that will be made
available to teachers. Family literacy programmes will help parents to
support their children in their reading. Families are encouraged to take
responsibility to ensure that reading continues even after the bell has rung
for the end of the school day (DBE, 2008, p. 15-16).

Teacher librarians can also play an important role in improving the reading engagement and
subsequent literacy outcomes of struggling readers, as the National Reading Strategy (2008, p.
17) states:

There is no doubt that a good learning and text-rich environment in schools
encourages children to perform better. Teachers need adequate resources for
the teaching of reading. The Department has mounted a “Drop All and Read”
campaign in which Grade R and Grade 1 learners are provided with personal
story books and bags. They can take these books home to read, enjoy and
experience the pleasure of possessing their own books. Good readers need
access to good reading material. Learners need access to appropriate reading
books throughout the school year, and they should be able to take books home
in order to practise reading. Magazines and other materials can also enrich
the reading experience and encourage the whole family to engage in reading.
The Department is organising campaigns to provide schools with good reading
materials — books, magazines and even comics! The Department has already
provided packs of 100 reading books (called the “100 Story Books
Campaign”) to schools in disadvantaged communities to support classroom
libraries. Other schools are expected to set aside funds to ensure that teachers
are able to create library or reading corners in their classrooms. The
Intermediate Phase classes in 2000 schools will be receiving reading books
written by teachers in the ITHUBA Writing Project
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Businesses and other organizations who intend to support the National Reading Strategy
can help by giving some of the selected resources to schools, offering rewards, and
showing an interest in the work of educators and learners at specific schools (DBE, 2008).

Two interviewees mentioned initiatives such as Vuma and Nalibala.

VUMA is a truly South African reading solution developed by Pearson to
inspire a love of reading and improved learner’s comprehension. Being at
school should be a fun learning experience. VUMA brightens up the
classroom with colourful resources making learning to read and adventure
they want to follow each day.

(Vuma - Inspire a love of reading, 0:48 — 1: 19)

VUMA reading program is used in classrooms around South Africa and
provides teachers with a practical solution to assess monitor and support
teaching reading in the foundation phase. VUMA is developed specifically for
South African children written in natural and age-appropriate language
available for English first additional language as well as Afrikaans, IsiXhosa,
IsiZulu and Sepedi home languages. It takes learners through a step-by-step
process to improve reading with understanding.

(Vuma - Inspire a love of reading, 2:13 — 2:43)

Nal'ibali is a nationwide reading-for-fun initiative. It aims to inspire and establish a reading
culture in South Africa, so that learners read, write, and share stories in all of the local
languages. Reading class owner noted:

We use supplements every Tuesday. Nalibala delivers books for us to use. In

the supplement you get story corner, you get two books. For me | wanted a

reading club, but | had no idea, so when I went to the first workshop, | saw

there is nothing that is difficult is just for you to tap into their level, you need

interact with them and remembering that | was also a child, and you can never

go wrong by always involving yourself in children because they had a future.
(Help children to love reading, K.P, 3:06 — 3:40)

4.4 Conclusion
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This chapter analysed some of the constructs used in literature when referring to reading
difficulties, and strategies identified in literature to assist learners with reading difficulties.

The findings were discussed through the themes that addressed the research questions.
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Chapter 5:

Discussion and conclusion

5.1 Introduction

According to Allen (2017), the section of a research study known as a discussion is where
researchers offer their findings that address the primary research questions. The
interpretations of the results, limitations of the study, recommendations for additional
research, and conclusion are all included in this chapter. In this study, the researcher placed
emphasis on interpreting constructs that are used in literature when referring to reading
difficulties and explored the strategies that are identified in the data set to assist learners

with reading difficulties.

5.2. Factors that exacerbate reading difficulties in primary school learners

The meaning attached to reading difficulties may vary. However, some constructs appear
to be repeated in several contexts. The findings of the present study show that the term
reading difficulties is often constructed along the framework of a psycholinguistic
perspective, a cognitive perspective, a sociocultural perspective, as well as a
socioeconomic perspective. Within these views, reading difficulties are understood as
resulting from a variety of variables and their limitations, such as phonological processing.
A lack in any of these manifests as comprehension challenges (Swanson & Siegel, 2001;
Torgesen, 2000). Furthermore, limitations in higher-order processes like integrating textual
information, forming inferences, and employing metacognitive strategies, are also linked
to the reading difficulties (Cain et al., 2000). In other words, learners with reading
difficulties have been constructed as those who struggle to read words correctly and
proficiently, decode phonological and syntactic information, draw on vocabulary and
background knowledge, recall what has been read, and understand the purpose for reading,
in order to construct meaning during the act of reading (Cain et al., 2000; & Sweet & Snow,
2003). According to Lesaux and Kieffer (2010), there is a wide range of causes of reading
difficulties, and many poor readers possibly struggle with both introductory and higher-

order skills.

To understand new information and knowledge, readers are required to activate existing
schemata. Reading difficulties, as viewed through the lens of schema theory, can be

conceptualised as lack in activation of relevant schema. These schema allow readers to
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make predictions about what might happen. According to this perspective, schema are
linked to prediction, which is based on prior experience and knowledge. When learners of
all levels read something, they attempt to connect their prior knowledge to the content of

the material they are reading (Lesaux & Kieffer, 2010).

Regardless of the variety of variables of reading difficulty, whether introductory skills or
higher-order comprehension processes; the skills linked to good reading abilities are
supported by language knowledge and language-processing ability. For instance,
language-processing and vocabulary skills are engaged for reading words with fluency and
efficiency; working memory for text reading is linked to prior knowledge with the words
and structures. In order to make inferences, the learner must first grasp the textual
indications that point to them. Only until a partial propositional text base has been
constructed, is it possible to employ reading strategies. Thus, for any learner with limited
language and prior knowledge, the reading process can be difficult. This is especially true
for learners who are faced with the problem of reading in a second language, as they are
more likely than their native-speaking counterparts to experience reading difficulties.
(Lesaux & Kieffer, 2010).

The observation that learners who score in the lowest percentiles in one or more reading
tasks are experiencing reading difficulties, is common across definitions (Ferrer, et al.,
2010; Francis et al., 2005). Reading proficiency in a second language is likely to involve
skills that are distinct from those necessary for word recognition in a first language (Geva
et al., 2000; Lesaux & Siegel, 2003), in a second orthography, the concept of reading
difficulty is debatable. From a practical standpoint, in some countries, educators and
parents often target learners with the lowest second-language reading scores as being
vulnerable to reading difficulties (McBride-Chang et al., 2011).

Hassan and Dweik (2021) conducted research to identify some of the reading
comprehension difficulties that learners experience. The goal of the study was to gain
insight on the factors that contribute to comprehension difficulties. The findings revealed
a wide range of factors that contributed to reading comprehension difficulties. These
factors that influence a learner's capacity to read have been identified within the following
categories: personal, linguistic, curricular, and resource-related factors, all of which affect

a learner's ability to read (Hassan & Dweik, 2021). Reading difficulties can emanate from
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cognitive and neurological factors, as well as from environmental factors (i.e., the learner’s
home, school, social, and cultural environments). Difficulty in reading can also be
associated with emotional factors, as well as to language factors that influence a learner’s

reading performance (Caldwell et al., 2013).

5.2.1 Personal factors

Reading comprehension problems can be caused by a learner's attitude, which includes,
but is not limited to, a lack of enthusiasm, a lack of reading habit, anxiety, and frustration
(Hassan & Dweik, 2021). An educator in the video source [TEAM Schools (KIPP) -
Careers - Read Aloud] indicated that, although English may be of interest to learners,
second language speaking learners can struggle with reading comprehension. It is also
possible that learners lack the habit of reading and have negative attitudes. The learner's
feelings (anxiety and frustration) and their influence on their knowledge of the text during

reading comprehension tasks, should be considered.

From a cognitive perspective, information-processing theories are crucial in the study of
children's reading development. Verhoeven and Siegel (2011) posit that children's word
reading and reading comprehension processing can be hampered by information-
processing elements. Therefore, a learner's difficulty in reading can be connected to the
learner's intrinsic cognitive processing. Cognitive processing refers to the mental processes
that a learner goes through while reading, such as auditory processing, memory capacities,
language-related abilities, and visual processing. The data sources consulted indicated that
educators focus on language development, and analysis of the content to create meaning
for learners, thus, enhancing their memory. According to Alloway et al. (2009) and
Swanson et al. (2009), working memory aids learners in activating prior information about
a topic, while reading or interpreting the meaning of a word based on context clues. When
it comes to context clues in the text, English reading texts can be difficult to comprehend
as texts lack contextual information that could assist learners anticipate the interpretations
of unfamiliar terms. Similarly, learners’ reading comprehension difficulties are caused by
lack of prior knowledge about a text topic. Learners who are exposed to novel reading
topics about which they have no prior knowledge may struggle to comprehend texts
(Hassan & Dweik, 2021). Background knowledge is frequently mentioned as an important
aspect in comprehending a reading text (Childs, 2008; Pang et al., 2003; Biancarosa &
Snow, 2004; Wautthisingchai, 2011). As it relates to meaning breakdown, Childs (2008)
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believes that learners' prior understanding of the text promotes success in comprehension
and learning. One of the educators in the video source [Vuma - Inspire a love of reading]
indicated that the use of colourful big books when reading, aids learners to retain the
content. In this regard, Schuet et al., (2008) propose that paying attention is a prerequisite
for efficient reading. Attentional top-down control of visual information processing and

saccadic eye movements are important in reading.

On the other hand, Blachman et al., (2004) caution that poor readers are generally labelled
as 'angry, disinterested, and lacking in self-discipline’. They further posit that educators in
classrooms frequently have negative interactions with learners who experience reading
difficulties and thereby pay less attention to low achievers. Hence, low-achieving learners
rarely read enough to improve their reading skills. Failing readers, especially those who
have a continuous experience of difficulty, may have emotional challenges that prevent
them from becoming proficient readers. As a learner progresses from Foundation Phase
into Intermediate Phase and onto Senior Phase, emotional difficulties tend to worsen. It
might be difficult to tell whether a reading problem is the consequence of emotional issues
that have arisen as a result of the reading difficulty. When learners have difficulty reading,
they react in a variety of ways. Even though some poor readers appear to have little
indications of emotional expressions, many show a wide range of emotions (Caldwell et
al., 2013).

Findings of the present study [234. Physical Barriers to learning] indicate that physical
aspects such as hearing, and vision are also vital. Little or temporary hearing loss can have
a significant impact on learning to read, learners should be tested for auditory acuity, or
the ability to hear sounds. The skill to interact with or identify words is not the same as
auditory acuity. A minor decrease of hearing capacity can have a significant impact on
reading skills. A hearing loss makes it difficult to communicate with educators and
classmates, and the learner struggles in class. The learner would not be able to hear
particular sounds and learning phonics would be challenging. Vowel sounds may be
challenging with a low-frequency hearing loss (500-1500 Hz); consonant sounds that
continue, such as /s/, 1z, Ij/, IV, Ith/, Ish/, and /ch/, may be difficult with a high-frequency
hearing loss (2000—4000 Hz). Hearing loss has the most damaging effect in that it limits
regular language development. When learners’ hearing is impaired, they are unable to

communicate in ways that are important for appropriate language development and
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acquisition.  Their vocabulary, grammar, and verbal thinking processes are
underdeveloped, and their language skills may be insufficient to learn higher-level
reading. (Caldwell et al., 2013). The capacity to see well is essential for reading, and
visual impairment impedes the acquisition of reading skills. The reading teacher is
concerned about a variety of visual impairments. Myopia, hyperopia, astigmatism,
binocular vision issues, and colour perception are all examples of vision impairments.
Near-sightedness, often known as myopia, is the inability to see objects at a distance.
Although myopia is not strongly linked to reading difficulties, a learner with myopia may
have difficulty seeing objects such as chalkboard writing (Lerner & Johns, 2012).
Hyperopia, often known as, farsightedness, is the inability to see objects well up close.
Thus, reading is done at a close distance. Hyperopia can impair one's ability to read. The
blurring of vision caused by imperfections in the surface of the cornea is known as
astigmatism. Binocular vision difficulties can produce blurry vision as well as fatigue in
the reader, which can make reading difficult. As a result, learners with reading difficulties
should be checked for visual issues (Solan, 2004).

5.2.2 Linguistic factors

Language is a multifaceted system that connects the oral forms of listening and speaking
with the written forms of reading. Learners gain competence in one form of language while
also gaining insight and experience in the fundamental language system, which they can
apply to learning another form of language (Caldwell et al., 2013). Reading and writing
require a knowledge base, which oral language provides. In the same way, writing practice
enhances reading and oral language. Reading difficulties can also be exacerbated by oral
language difficulties, as children with delayed speech and language development
frequently struggle to read (Alyousef, 2015).

Reading is reliant on a learner’s ability to communicate and absorb thoughts through oral
language. Therefore, reading is dependent on language development. Caldwell et al. (2013)
postulate that some learners who struggle with reading have underlying linguistic issues.
The data sources (Madikiza et al., 2018) demonstrate that the lack of vocabulary
proficiency among learners hinders their reading capacities, and present difficulties to
educators when teaching reading strategies to learners. Reading comprehension difficulties
are partly due to a variety of language-related variables. These factors are largely linked to

vocabulary in some way. In a study by Hassan and Dweik (2021), learners reported they
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did not have adequate vocabulary to understand texts since they did not understand
English. Biancarosa and Snow (2004), Nezami (2012), Alkhawaldeh (2012) and Igbal et
al. (2015) echo that learners' weak pronunciation inhibit their comprehension of literature
hence, some learners may have difficulty recognising words that are constructed from
familiar words. Therefore, a lack of vocabulary appears to be one of the primary causes of
reading difficulty (Cain et al., 2000).

Bilingual education (BE) is a method of instruction practiced in the Netherlands. It applies
to contexts in which learners who are linguistically in the minority are taught in the
majority's language (Admiraal et al. 2006). "Submersion" is the term for this method. Its
goal is to help learners gain proficiency in a language that may be foreign to them but is
used in everyday life beyond the school context. It could also reference "immersion,"” in
which a foreign language is used as the medium of education, such as one that is not spoken
in the larger culture. Learners' low reading and writing abilities are exacerbated by

instructions given in a language they do not understand (Admiraal et al., 2006).

In South Africa, learners should begin learning in their home language in school until they
reach grade 3. In grade 4, the medium of instruction for all subjects shifts from African
languages to English, for the majority of learners. Despite the inclusive provisions of the
1997 language-in-education policy, some schools have inappropriate language policies that
do not accommodate learners' language needs. They do not acknowledge that learners,
particularly those in primary schools, have the right to be educated in their home language
(Howie et al., 2011).

English language learners (ELLS) are learners who are acquiring English as a second
language. Today, one out of every five learners live in a home where they speak a language
other than English. Consequently, they have not yet mastered the English language, ELL
frequently struggle with reading (August & Shannahan, 2006; Genesee, Lindholm-Leary,
Saunders, & Christian, 2006). Language abilities can be grouped into the following
categories and are directly associated with academic accomplishment: accurate language
usage, language comprehension vocabulary, correct sentence synthesis, and reading (Tlale,
2021). Learners who are unable to communicate effectively in the classroom are at risk of
experiencing difficulty when reading (Department of Education, 2008). This has an impact

on a learner’s reading capacity. The level of linguistic development of a learner has a
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significant impact on their potential to read. For ELL, reading in English is a significant
challenge. They may be able to communicate in English orally, but mastering the written
language and reading, takes a long time (Sullivan, 2011). Linguists distinguish four
systems in spoken language: phonology (sounds), morphology (meaningful parts inside
words), syntax (grammatical features of language), and semantics (meaning) (the
vocabulary of language). Learners with reading issues may struggle with one or more of
these linguistic systems (Caldwell et al., 2013).

5.2.3 Curricular and resource Factors

According to Hassan and Dweik's (2021), learners struggle to understand English-language
texts due to insufficient reading strategies, and lack of reading skills. Learners who have
not received reading comprehension training are at risk of not comprehending texts.
Reading comprehension instruction can be supported by a variety of teaching approaches,
and effective reading comprehension skills and strategies must be emphasized.
Alkhawaldeh (2012) states that educators’ malpractices in teaching reading
comprehension, as well as a lack of co-operative learning in reading instruction, contribute

to learners' comprehension issues.

One of the video sources [The Adolescent Literacy Crisis] indicated that textbook content
can be a source of reading comprehension difficulty. Some reading difficulties are
exacerbated by some reading materials that are not of interest to learners, and that do not
represent the learners' experiences. As confirmed by the DBE (2008), South African
schools are under-resourced in terms of libraries, with the majority of them being devoid
of books. Some schools are poorly equipped, overcrowded, and in urgent need of
refurbishment. The implementation of the National Curriculum Statement is hampered by
overcrowding and deteriorating classrooms (NCS). The DBE (2008) also acknowledges
that reading will always be challenging at schools with big learner-to-educator ratios, poor
physical conditions, and unsuitable teaching and learning resources, as well as schools

without libraries or print-rich settings.

All the data sources used in the present study affirm that learners who have more exposure
to books and additional language materials have better chances at learning to read than
learners who have had limited reading experiences Another factor that contributes to low

performance as identified in one video data source [How to solve the literacy crisis in South
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Africa | Solving reading problems with help2readSA and School libraries | Promote reading
and build libraries] is inaccessibility to high-quality reading resources. Books for reading
and basic teaching aids are among the many materials lacking in South African schools.
South Africa faces numerous problems related to literacy. Naidoo et al. (2014) say it is rare
to come across a school with a completely developed library. South African schools are
typically under-resourced in terms of libraries, and most of the libraries are devoid of
books. That denies learners the opportunity to read and benefit from a print-rich
environment. Learners in these circumstances struggle to achieve reading levels that are
comparable or equal to those of their peers and feel inferior when they fail to perform at
the desired level (Tlale, 2021).

The other factors mentioned in the data sources that may obstruct a learner's reading
performance include class size, lesson time, and the available learning tools, such as
dictionaries and the internet. Large class sizes and short lesson time may contribute to
learners’ reading difficulties (Hassan & Dweik, 2021). According to the Southern and East
Africa Consortium for Monitoring Education Quality (SACMEQ) (2011), the educator-to-
learner ratio and class size have a significant impact on teaching and learning. Smaller
class sizes allow for more interaction between the educator and the learner, enhancing the

teaching and learning experience (Naidoo et al., 2014).

5.2.4 Socioeconomic factors

Environmental factors are linked to reading difficulties, because learners exist and develop
in a variety of surroundings, each of which has a significant impact on the learner's learning
goals and skills. The learner's home environment, school environment, and cultural context
are factors to consider as they all have an impact on a learner's ability to read.
Learners’ reading difficulty can be attributed to external factors such as the social
environment. The textual sources highlighted that many households are devoid of books
or other essential reading material. Additionally, the video source [School libraries |
Promote reading and build libraries] acknowledges that African language books are hard
to come by, and learners are unable to read in their own language. A number of schools
lack books, and even when the books are available, they are sometimes not grade
equivalent. According to the South African Reading Strategy (DoE 2008a), the language
of school resources (such as books and posters) is not the same as the learner's home

language (Naidoo et al., 2014).
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The learner's first environment lays the groundwork for significant cognitive development.
Parents can promote emotional well-being and academic stimulation in the home. Learners'
reading comprehension skills are compromised when they do not read at home (Torres,
2019). According to De Leon (2009), exposing a learner to reading materials has a
significant impact on their reading habits and interests. Hence, parents can help their
children develop a passion for reading by encouraging them to read. Parents who read,
become role models for their children. Parents and guardians who are illiterate may not
have the competence to inspire their children to read by sharing books with them,
supporting them to complete homework, or interacting with their educators (Torres, 2019).
Some families are able to rise above their struggles and generate warm, supportive
environments that foster scholastic learning. Generally, children born into poor or unstable
households are in danger of performing poorly in scholastic setting (Caldwell et al., 2013).

5.3. Strategies identified in literature to assist learners with reading difficulties

Ping (2014) posits that pre-reading strategies/activities are critical for learners' later
success academically. For that reason, educators and early childhood care providers must
employ enough and developmentally appropriate learning resources, as well as different
strategies that appeal to learners’ interests. In agreement Silinskas et al. (2012) and Kim
and Quinn (2013) note that pre-reading activities equip struggling readers with the
extensive and required knowledge they need to arrange their activities and grasp the things
they are about to read. Thus, in this view, pre-reading exercises identify and evoke
background knowledge, as well as the objective(s) for reading, and the skills set required
to deal with the content and structure of the resources (Suggate et al., 2013).

The data sources [Azizifar et al. 2015 and Strategies for Teaching Reading 1: Teaching
Reading to Young Learners] in the present study also emphasized the importance of pre-
reading strategies as among the most important techniques for introducing learners to
reading, assisting learners who are less proficient when reading text, and maintaining their
interest in reading resources. The sources also suggest that educators should plan and
provide pre-reading activities that stimulate learners' interests. The findings showed that
pre-reading activities entail providing learners with the basic and crucial text information,
stimulate their desire to read text, and keep them in a reading environment during their
formal learning stage regardless of whether or not they have reading difficulties. The data

sources noted that learners must create schemata and develop associations between new
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knowledge and what they already know. The interviewees in the video sources viewed
reading as a collaborative effort between the learner’s prior knowledge and the text,
whereby successful comprehension necessitates the ability to connect textual resources to
one's own experiences. The data sources pointed to various options for enhancing the
learners’ schemata in the classroom, including the use of visuals, discourse, vocabulary
pre-teaching, pre-questioning, and previewing. These suggested pre-reading activities
identified in the data sources, activate past knowledge, which improves both language one

and language two2 reading skills (i.e., EFL).

Johnson (1980), as cited in Chang (1990), conducted a study on how vocabulary and
background information influenced English second language learners’ ability to read
proficiently. The findings revealed that content schemata was more beneficial than formal
schemata in improving learners' reading skills. However, it improves learners' reading
proficiency regardless of the type of schemata engaged. The data sources in the present
study advocated the use of pre-reading activity, particularly for culturally loaded texts, to
help readers combine what they already know with what they did not know. The data
sources [DBE, 2011] also placed emphasis on differentiated exercises based on the
learner's strengths and reading challenges. According to the interviewees in the video
sources, educators need to keep track of each learner’s progress and adapt lessons as
needed, while also encouraging creativity and discovery in areas where learners are

struggling.

The data sources also viewed reading as a form of entertainment able to inspire one’s
imagination and inventiveness. A teacher in the video source [Strategies for Teaching
Reading 1: Teaching Reading to Young Learners] highlighted that individuals who read a
book, are able to visualize the context, and keep mentally active. This also helps in
developing the readers’ creativity and encourages curiosity and critical thinking. When
reading, the brain makes new connections that are created from new ideas and knowledge
obtained while reading. Reading is therefore, an integrative process that involves one’s
affective (i.e. feelings and emotions) and perceptual (i.e. visual) domains. The affective
domain includes the reader’s feelings and emotions. For instance, if the reader has adverse
feelings about a phenomenon, these feelings will influence how they interpret the content
presented. The reader’s feelings can also influence the choice of sources to read (Aina et

al., 2011).
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Reading may also be viewed as a tool of self-improvement as one acquires advanced
knowledge on various topics. It further affords the reader the opportunity of balancing
objective and subjective arguments and develop ways of self-thinking and independent
judgment (Lazutina et al.,, 2016). Adhering to literacy systems which encompass
instructional strategies helps learners acquire reading skills and knowledge. Other essential
factors to consider include how learners learn to read as well as how learners read. This
can also be viewed from an interdisciplinary field of psychology and linguistics in which
language behaviour is observed, referred to as psycholinguistics (Tunmer & Nicholson,
2010).

5.3.1 Psycholinguistic strategies for improving reading

Afflerbach and Pearson (2008) note that a strategy in education refers to a systematic plan,
monitored and adapted consciously, to improve one’s performance in learning. According
to Teaching Reading in the Early Grades (2008), reading strategies can be viewed as
procedures that can be employed to assist learners to resolve difficulties they encounter

when reading.

5.3.1.1 Phonemic awareness

Phonemic awareness shapes the reading progress of a learner. Educators need to be
cognisant of this and be well capacitated to teach reading using phonemic awareness
(Point, 2004). The teaching of phonemic awareness is facilitated through auditory activities
(Tindall & Nisbet, 2010). Educators can develop and increase phonemic awareness
through the use of poems, rhymes, and songs within the classroom (Tindall & Nisbet,
2010). In agreement with Point (2004), the data sources suggested that educators use the

following strategies within the classroom to teach learner phonemic awareness:

i.  Educators may focus their phonemic awareness lessons around activities such
teaching learners to pay attention to mouth movement when saying different words.
This allows the learner to identify, segment and count different phonemes when
pronouncing words. The educator needs to place emphasis on noticing how the

tongue and lips are positioned, and how they move when pronouncing words.
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ii.  Educators can also use spelling activities to enhance learner’s phonemic awareness.
The educator can instruct the learners to listen for single phonemes and spell the
words. When the learner is able to align letters to phonemes, teaching segmenting
becomes easier for the educator and further advances the learners capacity to

recognise unknown words.

iii.  The educator can work with learners in small groups as opposed to one-on-one
teaching. Learners learn phonemic awareness by listening and observing other

learner’s responses and the feedback learners receive form the educator.

5.3.1.2 Phonics

Teaching phonics is meant to assist learners to understand and utilize the alphabetic
principle. The principle asserts that the interaction between letter combinations
(graphemes) and individual speech sounds (phonemes) is systematic. Effective strategies
to teach phonics to learners empowers the learners to use these interactions to read fluently
and quickly. Learners can use phonics to assist their memory in recalling, applying
guidelines and generalising of letter-sound correspondence. Learners that acquire reading
instruction early in their academic journey are predicted to become more proficient readers
than those who were begin later (Point, 2004). Teaching phonics systematically entails that
learners are taught to pronounce words by matching sounds to letters and blending the
sounds. This enhances comprehension and influences word recognition (Point, 2004).
Teaching phonics enables the learner to read connected text. The learner advances from
recognising letter-sound correspondence to employing those interactions to read decodable
connected text. Further to this, as highlighted in the data sources, phonics can effectively

be taught in small groups, and in one-on-one settings.

5.3.1.3 Fluency

All the data sources were in favour of educators developing learners’ fluency by creating
space where learners can read as much as they desire and read text from other subject areas
however, ensuring that that the text is grade level appropriate. Learners can exercise
independent silent reading and repeated reading. The educator also interacts with the
learners as they read, providing feedback and responses. The educator can additionally
model to the learners what a fluent reader sounds like by reading to them or by having an

audio of a story that learners can listen to while reading, or by letting the learner listen to
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a classmate deemed a fluent reader at their grade level (Point, 2004).

5.3.1.4 Vocabulary

In the video source [Strategies for Teaching Reading 1: Teaching Reading to Young
Learners], the interviewee stated that educators can give leaners words with their
appropriate definition to enhance their reading. Thus, suggesting that the development of
areader’s vocabulary can be natured by exposing the reader to words that are separate from
their existing vocabulary. The educator can discuss a new word, provide definitions, teach
learners how to use a dictionary, and encourage learners to construct sentences that contain
the word in ways that make sense (Tindall & Nisbet, 2010).

5.3.1.5 Comprehension

Common comprehension strategies effective in developing learners’ comprehension of
text include using background knowledge and creating questions (Point, 2004). All the
peer reviewed articles assert that background knowledge is used effectively by readers who
have grasped the skills to establish or create associations between the notions presented in
the text. If a reader does not have sufficient background knowledge, they may experience
difficulty responding to questions, and also be unable to remember important information

from the text.

Proficient readers use questions to maintain their focus as they read or align the information
in the text to their background knowledge. Questioning can further assist the reader guess
ahead the information that they have not read in the text (Tindall & Nisbet, 2010). When
a reader asks themselves questions in the mist of reading or post-reading, they are able to
evaluate themselves and foresee comprehension difficulties early. All the data sources
reviewed in this study support question and answer sessions as a way to strengthen the
readers’ understanding and increase their enjoyment of reading. The data sources
suggested that creating and sharing a knowledge base through small group teaching
enabled group members to learn from other learners’ background knowledge. A learner

with extensive experience and interaction with text is able to share that with other learners.

5.3.2 Schema activation and reading strategies
There are multiple strategies that have been identified in literature as best practice

implemented by educators to assist learners with reading difficulties. Traditional reading

strategies that promote reading include scanning, skimming, guessing what will happen or
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predicting, visualising, identifying the most important ideas and restating them on their
own and summarising, to name a few. However, reading strategies can be taught in
different stages; the actual reading (pre-reading), while-reading (during reading) and after-
reading has taken place (after reading). (Madikiza et al, 2018). According to Cho & Ma
(2020), in the pre-reading stage, strategies including goal setting for reading and analysing
the text's structure covered, activating background knowledge, connecting important
concepts, and note taking while identifying and resolving comprehension difficulties, are
confined to the while-reading stage. In the post- reading stage re-reading the sentences,
skimming and summarising the paragraphs are included. Zhang (1993) categorized reading
strategies into four types: cognitive, compensation, memory, and test-taking strategies.
Cognitive strategies involve activating background knowledge, previewing, predicting,
and self-questioning. Compensation strategies include identifying vocabulary, drawing
inferences, and making connections. Memory strategies comprise visualising, determining
importance, skimming, scanning, summarising, synthesising, and evaluating. Test-taking
strategies involve reading questions and answering and eliminating incorrect choices from
a multiple-choice list (Cho & Ma, 2020).

5.3.2.1 Linguistic Schema

A learner's current formation of linguistic knowledge and language ability is referred to as
their linguistic schema (Cailing, 2016). Al Asmari and Javid (2018) posit that, in order to
decode and comprehend a written document, linguistic schema are crucial as they serve as
the basis for other schemata. When teaching reading comprehension, educators should
focus on developing their learners' basic grasp of the language, enhancing their linguistic
schema, and building a strong basis for future understanding and comprehension (Jian-
ping & Li-sha, 2016).

Educators need to focus more on helping learners' vocabulary expand as the most
fundamental component of language is vocabulary; the more words a learner knows, the
simpler it is to comprehend reading content (Xue, 2019). Without a broad vocabulary,
reading, listening, interpreting, and speaking may become difficult tasks for the learner. A
proficient reader can use the linguistic schema at his disposal. In contrast, learners who do
not have adequate linguistic schemata are unable to comprehend linguistic information, let
alone activate the formal and content schemata associated with the context. (Cailing, 2016).

The video source [Strategies for Teaching Reading 1: Teaching Reading to Young
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Learners] noted that educators encourage learners to master sentence structures and analyse
lengthy, complex phrases. It would, not only be a waste of time if learners cannot examine
them and translate the sentences word for word, but also challenging for them to
comprehend the message. It is necessary for educators to develop learners' grammatical
skills. Learners can only utilize their grammatical knowledge to examine sentence
structures and word meanings in order to comprehend the complete text and respond to

questions once they have mastered their grammatical knowledge (Xue, 2019).

5.3.2.1 Content schema

Learners' prior knowledge of the world or their understanding of the content covered in the
text is content schemata (Carrell & Eisterhold, 1983). Content schemata is built on a
foundation of topical knowledge, cultural familiarity, and learners' prior understanding of
the subject. Reading comprehension is directly correlated with content schemata,
according to Al-Issa’s (2006) review of published research. Familiarity with the subject
matter improves comprehension (Al Asmari & Javid, 2018). Content schemata, which
comprises conceptual knowledge or information about a certain topic and how certain
events relate to one another, is typically culture specific. In some cases, content schemata
can fill up the gaps left by linguistic schemata and enhance compositional content. In fact,
a learner's content schemata is all of the knowledge they have learned from their entire
life through direct and indirect experience (Maftoon & Babamiri, 2011). Each learner has

a different schema because of the experiences they have had throughout life.

Promoting remembering and creating related schemata before reading is crucial for
learners of English as a second language, for them to overcome the major comprehension
issues. These strategies are labelled as, schema-based schema building activities
(Bergendorf, 2006), background knowledge activation (Strangman et al., 2003), or simply
as pre-reading strategies (Ajideh, 2003). The most significant stage amongst the three
stages (pre-reading, while-reading, and post-reading) for building schema is the pre-
reading stage (Carrell, 1988; Al-Issa, 2006; Rokhsari, 2012). It may be noted that pre-
schema building strategies aid learners in making predictions and inferences, as well as
processing the information they acquire from reading texts, to comprehend it. Strategies
that build schema in the pre-reading stage include brainstorming, pre-questioning, and
previewing (Ho & Truoc, 2019). According to Cho & Ma (2020), in the pre-reading stage,
strategies including goal setting for reading and analysing the text's structure that are

97



covered, as well as activating background knowledge, connecting important concepts, and
note taking, while identifying and resolving comprehension difficulties are confined to the
while-reading stage. In the post- reading stage, re-reading the sentences, skimming and
summarising the paragraphs are included. Zhang (1993) categorised reading strategies into
four types: cognitive, compensation, memory, and test-taking strategies. Cognitive
strategies involve activating background knowledge, previewing, predicting, and self-
questioning, while compensation includes vocabulary identification, drawing inferences,
and making connections. Memory strategies comprise Vvisualising, determining
importance, skimming, scanning, summarising, synthesising, and evaluating. Test-taking
strategies involve reading questions and answering and eliminating incorrect choices from
a multiple-choice list (Cho & Ma, 2020).

The textual source [National Reading Strategy (2008)] indicated that educators who allow
learners to read magazines, newspapers and watch news in the modicum of instruction
could aid learners acquire more content schema. Learners can routinely engage in speech
and debate tournaments as well as read classic literature, to help them build their cultural
reserves (Xue, 2019).

5.3.2.3 Formal Schema

Formal schemata is described as the organising and grammatical elements of a written text.
It is therefore, a text's macrostructure, which requires the understanding of various
discourse styles, such as figures of speech and the variations in writing styles. (Carrell &
Eisterhold, 1983). The data sources [peer reviewed articles] indicate that learners will find
it easier to comprehend information (such as titles, words, pictures, tables, and pictures)
and activate formal schemata, if the style and writing pattern of a piece are familiar to the
learner. Additionally, every writing has a clear communication goal, whether it is to
describe a person, an item, a behaviour; or to persuade others through discussion. Finding
the author's main idea and comprehending the author's goal are made much easier if
learners quickly and clearly understand the structure of different genres. The logic informs
the content and style arrangements and also the discourse's schematic structure (Cailing,
2016). The learners' schemas differ due to variations in the structural and organizational
representation of texts. Newspapers or stories might activate a different set of schema than
poetry or a scientific text (Jafri, 2017). As such, oral reading should continue to be a

valued and encouraged modality of reading in primary school children in order to
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enhance comprehension. Learners establish more control over their reading when they
begin reading aloud to themselves. Oral reading, according to Prior et al. (2011),
allows continued scaffolding by others and improvement in learners with reading

difficulties.

Differentiated instruction allows all learners to access the same classroom curriculum by
tailoring entry points, learning tasks, and results to each learner’s needs (Hall, et al., 2003).
In other words, differentiation is responsive instruction, tailored to fit the needs of each
individual learner, accomplished by concentrating on the way learners learn. The focus is
on the results or demonstrations of their learning, the learning setting, or the information
they are learning (Watts-Taffe et al., 2012).

Tomlinson and Imbeau (2010) state that differentiation is based on the modification of four
elements:
- content - knowledge, understanding, and skills that learners acquire.
- process — how learners learn the content or attempt to make sense of it.
- product — learners demonstrate what they have learned over a long period of time
in terms of knowledge, understanding, and abilities.
- affect/learning environment - how learners’ attitudes and emotions affect their

learning.

When differentiating content, the teacher in the video and textual sources [Strategies for
Teaching Reading 1: Teaching Reading to Young Learners, Reading out loud to older learners,
and DBE, 2008, 2011)] indicated that reading alone or with a partner, listening to a book on tape
or online, participating in group demonstrations, participating in small- group instruction, or
participating in online research, are all ways that learners might learn new knowledge and ideas.
They also noted that educators can provide appropriate scaffolding when working with content to

cater for the needs of individual learners.

The teacher in the video source [Strategies for Teaching Reading 1: Teaching Reading to Young
Learners] suggested that differentiating instruction involves having learners try to figure things out on
their own, ask questions, and make mistakes to encourage them to read with understanding (process). The
DBE sources also indicate that educators can engage in differentiation through varied timelines and

criteria for completing assessments (product). All the data sources highlighted that learners’ emotions
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and feelings, shaped by past experiences, influence their responses to current situations, and have an
impact on how they view themselves, as well as how motivated they are to learn, how effectively they
work with others. Thus, necessitating educators to establish an environment that is conducive to
learners for all learners to read material that appeals to their interests (affect). As such, all the data sources
[textual and video] acknowledged that the differentiation of instruction was largely dependent on the
educators understanding of learners needs and interests.

Tatum (2011) adds that differentiated instruction is essential for recognising diversity.
Ethnicity, race, language, and socio-economic status are important categories of diversity, where
power and privilege dynamics can come into play when selecting reading materials in the
classroom. Educators must consider that learners bring a variety of valuable cultural and
linguistic backgrounds to school, which may or may not be identical to those of the educator or
other learners in the class (Terry & Connor, 2012). When differentiation is considered in this
light, the educator's position as a knowledgeable decision maker becomes even more important.
These findings suggest that effective differentiation is not only attained in research-based
instructional strategy. Rather, it can be achieved through the choices that educators make,
depending on their knowledge of the reading process; a thorough understanding of their
learners; examination of a variety of research-based successful instructional strategies; and the
competence to identify models, materials, and strategies that are appropriate for specific

learners as they participate in specific reading acts (Watts-Taffe et al., 2012).

5.4 Limitations of the study
The study is not without limitations as the study is qualitative in its stance and is embedded in the

interpretive paradigm which centres on the researcher as the subjective interpreter of data
contained in the documents and audio sources. This limits the generalizability of the findings,
because the construction of reading difficulties might be different, and views about strategies
that are used to assist learners with reading difficulties may vary. Another limitation is the small
sample size used by researcher which may increase the chances of sampling bias within the
study (Collings, 2006; Ford et al., 2001; Hestick & Perrino, 2009).

5.5 Recommendations
The researcher recommends the following:
e Future research is recommended for this study.
e There is a growing concern in educator professional development as a strategy to
support the skills learner need to be proficient readers. Hence, educators are
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recommended to be motivated to improve their professional qualifications.

e Retraining of all educators to guarantee that instruction and learning are of the
highest calibre.

e Schools should have adequate physical resources, including libraries and teaching
and learning aids, as well as qualified and competent human resources.

5.6 Conclusion

This study sought to explore the factors that exacerbate reading difficulties, and the strategies
identified in literature to assist learners with reading difficulties. Relevant literature that
provided some insight into this topic was discussed. The schema theory proved useful in
capturing the meanings and experiences conveyed in the data sources. The findings of the present
study confirm that reading cannot be taught in one way, as there are multiple reading strategies
that can be used to accommodate different learners. As such, educators are recommended to
improve their professional qualifications and reflect on themselves as lifelong learners who
network with other professionals through reading workshops, conferences, and trainings. In
order for the educator to be able to monitor the learners’ reading performance, they need to
distinguish whether their teaching methodology vyields improvements in learners reading

proficiency.
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Appendix A: Data Recording Form

Source description

Type of source:

Name of source:

Date published/retrieved:
Author:

Research questions and sub-questions

Research question 1: What are some of the constructs that are used in literature
when referring to reading difficulties?

Sub-questions

1. How is the term reading difficulties defined?

2. How can learners presenting with reading difficulties be identified?

Research question 2: Which strategies are identified in literature to assist learners with
reading difficulties?

Sub-questions

1. How can learners with reading difficulties be assisted to accomplish reading tasks?

2. What interventions can be provided by the department of education or schools to

equip educators with the necessary skills to assist leaners with reading difficulties?
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3. What teaching resources can be used by educators to assist learners with reading

difficulties?
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Data recording table for analysis

Data source What are some of the constructs that | Which strategies are identified in literature to assist learners with
are used in literature when referring to | reading difficulties?
reading difficulties?
Author How is the term How can learners How can learners with What interventions can | What are the teaching
Date re_ao_ling _ presgntin_g v_vith _ reagling difficulties _be be provided by the _ resources that can be
difficulties reading difficulties assisted to accomplish department of education | used by educators to
Published/retrieved | defined? be identified? reading tasks? or schools to equip assist learners with

Type of source

educators with the
necessary skills to assist
leaners with reading
difficulties?

reading difficulties?
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