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The sub questions that assisted me in answering the main question were: 

a) How do teachers understand reading comprehension?  

b) What do teachers regard as important when teaching reading 

comprehension to Grade 3 Tshivenda-speaking learners? 

c) Which strategies do teachers use when teaching reading comprehension? 

d) What strategies can teachers use to improve reading comprehension? 

 

These research questions guided me throughout the study. The data generated by 

these questions were instrumental in understanding the processes and strategies 

that the teachers use in teaching reading comprehension. 

 

1.4 Explanation of core elements in the study 

 
This section clarifies the key concepts of the research topic and my interpretation 

thereof for application in this study. These concepts are the teaching of reading 

comprehension, reading comprehension strategies, mother tongue (Tshivenda), first 

additional language to Foundation Phase and Grade 3 learners. 

 

1.4.1 Teaching 

 
Teaching is one of the means by which education is achieved. Teaching is an 

activity that aims at presenting specific learning content to somebody in such a way 

that those persons learn something from it. Learning, on the other hand, is an 

activity in which the person being taught actively benefits from teaching and 

absorbs a particular content. These activities result in teaching-learning events 

during which the processes of teaching learning are linked (Fraser, 1990:30). 

 

According to Carr (1996), teaching is also characterisable as an intentional activity. 

It is undertaken with the purpose of bringing about learning, which is why we can 

barely grasp what it is to teach in advance and what it is to learn. I believe the 

purpose of teaching is not to teach learners how to memorise facts, or to know all 

the answers, but to get learners to understand the text. Therefore, teachers need to 

be aware of how to apply reading comprehension strategies effectively. 
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employ different cognitive and metacognitive strategies before, during and after 

reading text.  

 

In the same vein, Lenz (2005) and Armbruster et al., (2003) state that the most 

practical way of thinking about teaching reading comprehension is to organise 

instruction according to how the teacher would want learners to think about 

strategies. The Texas Education Agency (2002), Lenz (2005:2) and Armbruster et 

al., (2003:45-57) list three ways of organising comprehension strategies and 

thinking about strategies that one might use. These include, before reading (phase 

1), during reading (phase 2) and after reading (phase 3). 

 

Phase 1: Before-reading strategies 

Before-reading consists of those strategies that a learner learns to use to get ready 

to read a text selection. These strategies help learners to get an idea of what the 

author might be trying to say and how the information might be useful, and to create 

a mental set that might be useful for taking in and storing information. These 

strategies could include previewing headings, surveying pictures, reading 

introductions and summaries, creating a pre-reading outline, creating questions that 

might need to be answered, making predictions that need to be confirmed (Lenz, 

2005:2; Armbruster et al., 2003:45-57).  

 

Phase 2: During-reading strategies 

During-reading consists of those strategies that learners learn to use while they are 

reading a text selection. These strategies help the learner to focus on how to 

determine what the author is actually trying to say, to match the information with 

what the author is actually saying and then to match the information with what the 

child already knows. These strategies should be influenced by the before-reading 

strategies because learners should be using or keeping in mind the previews, 

outlines, questions, and predictions (Lenz, 2005:2; Armbruster et al., 2003:45-57). 

 

Phase 3: After-reading strategies 

The after-reading process consists of those strategies that learners use when they 

have finished reading a text selection. The aim is to help the learner to look back 

and think about the message of the text and determine the intended or possible 

meanings that might be important. These strategies are used to follow up and 
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Chapter 2 

Chapter 2 discusses the literature review. This chapter sets the basis and context of 

the study. The teaching of reading comprehension in the international and South 

African context was reviewed for constructing my argument. Most of the literature I 

used was from international sources.  

 

Chapter 3 

In Chapter 3, a review of the literature relating to the strategies teachers use before, 

during and after reading a text was undertaken in order to establish a theoretical 

understanding of and a basis for developing research instruments. 

 

Chapter4 

Chapter 4 elaborates on the research design and methodology choices of the study. 

Key features of the chapter are justification for and discussions of the strengths and 

weaknesses of the data collection methods. Interviews, classroom observations, 

focus group discussions and content analysis were used in the data gathering 

process. 

 

Chapter 5 

Chapter 5 presents a discussion of the results of the data and key themes that 

emerged from the data gathered through the methods discussed in Chapter 4. The 

results are analysed according to themes. An interpretation is offered for each 

theme and the themes are discussed to offer a holistic understanding of the result 

and the findings. 

 

Chapter 6 

Chapter 6 offers recommendations for teachers and policy makers. The 

recommendations are discussed in detail and offer suggestions for improving the 

situation regarding reading comprehension. 
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1.9 Conclusion 

 
Chapter 1 has given a comprehensive overview and outline of the state of reading 

comprehension globally, the approaches and strategies to reading comprehension 

facing South Africa. It positions South Africa in terms of other countries. South 

Africa is regarded as the leading country in Africa. Therefore, the state of reading 

comprehension of learners is viewed with urgency. Comprehension is foundational 

to the learners and later in their lives. 

 

In Chapter 2, I review literature related reading comprehension in the national and 

international contexts. 
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understand, to identify what they do not understand, and to use appropriate fix-up 

strategies to resolve the problems when they do not understand something they 

read (NRP, 2000; Armbruster et al., 2003; Lehr & Osborn, 2005). This implies that 

when learners monitor their comprehension, they understand that reading must 

make sense; and when it does not they try to use appropriate different fix-up 

strategies to resolve the problems. The goal is to develop awareness by readers of 

the cognitive process involved during reading and teaches learners to be aware of 

what they do understand. The NRP (2000) suggested that monitoring 

comprehension strategies could help learners to become more aware of their 

difficulties during reading comprehension. 

 

In teaching comprehension monitoring strategies, the teacher needs to demonstrate 

awareness of difficulties of understanding words, phrases, clauses or sentences. 

Learners are taught to think about what is hampering their understanding. They 

think aloud, reread, slow down, and look back in text to try to solve a problem 

(Armbruster et al., 2003:6-7).  

 

Context clues are also an important part of comprehension monitoring. Learners 

can use this strategy during reading when they encounter an unfamiliar word in text, 

for example, when a learner stumbles on an unfamiliar word, she/he needs to know 

how to use all word identification tools in their mental toolbox to decode the word. 

Learners look to see if they recognise any part of the word and then say the 

beginning sound of the familiar part of the word, and then read the rest of the 

sentence. If learners cannot say the correct word, then the teacher asks them to 

think what would make sense there, reminding the learners to use all clues. 

 

2.8.2 Graphic and semantic organisers 

 
Another comprehension strategy that is important to reading comprehension is the 

used of graphic and semantic organisers. These tools enable learners to examine 

and visually represent relationships and help learners write well-organised 

summaries. These organisers illustrate concepts and interrelationships among 

concepts of text, using diagrams or other pictorial devices (Armbruster et al., 

2003:50).Graphic and semantic organisers are found in many forms, for example, 

semantic maps, expository maps, story maps and graphic metaphors. These allow 
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2.8.3.2 Question generation 

 
Teachers expect learners to become independent and lifelong readers. Readers 

who attain this learn to ask themselves questions about various aspects of the story 

(NRP, 2000; Lehr & Osborn, 2005). 

 

Question generating encourages the learner to be actively involved and learn to 

own the reading text, and thus improves comprehension ability (Routman, 

1994:139). In their view, Lehr and Osborn (2005) confirm that teaching learners to 

ask their own questions improves their active processing of text and improves their 

comprehension. By generating questions, learners become aware of whether they 

can answer the questions and if they understand what they are reading. Learners 

learn to ask themselves questions that require them to integrate information from 

different segments of text, for example, learners can be taught to ask main idea 

questions that relate to important information in a text. Question generating teaches 

learners to become involved in the text, independently. They learn to become active 

readers and self-questioners and to become aware of whether they understand the 

text or not. As a result, their overall comprehension improves (Duke &Pearson, 

2002). 

 

In teaching the question-generating strategy, teachers need to ask learners to 

generate questions while reading a passage. The question should integrate 

information across different parts of the passage. Teachers ask learners to evaluate 

their questions, checking that they covered important material, were integrative, and 

whether they could be answered based on what was in the text. Teachers provide 

feedback on the quality of the questions asked or assist learners in answering the 

question generated (Armbruster et al., 2003:11). 

 

Question generating also assist learners to increase their awareness of whether 

they are comprehending text (NRP, 2000; Armbruster et al., 2003). Questioning can 

be applied before, during and after reading. Pearson (1984:727) suggests that 

during reading comprehension, teachers should make sure that guided reading 

questions (asked either during or after stories) include many inference questions to 

enhance both story-specific inferential comprehension and comprehension of new 

stories. Secondly, adding a pre reading set for evoking relevant prior knowledge 
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both themselves and their environments in a most effective way (Bigge & 

Shermis, 1999:2-3). 

 

My study focuses on the teaching of reading comprehension to Grade 3 Tshivenda-

speaking learners. In this chapter, I explained the interconnectedness of the 

different theories applicable to the teaching of reading comprehension to learners. 

These theories relate to the focus of the study and serve as background and also as 

the basis for developing an observation schedule, focus group discussions that 

were used as data gathering instruments. The study is informed by the assumption 

that a learner is a social being that can learn to read and understand only if there is 

guidance from the more knowledgeable adult. The constructivist learning theories 

are important because they indicate that teachers cannot provide learners with 

knowledge. In a learning situation, learners must be able to construct knowledge in 

their own minds (Slavin, 1994). In this research project, the act of comprehending 

texts was seen as both a cognitively and socially constructed process. This is the 

reason why the four mentioned theories Piaget (1983), Vygotsky (1978), Bruner 

(1986), Ausubel (1963) and Bandura (1977) serve as a basis of the study. 

Constructivists encourage children to constantly use prior knowledge to understand 

new information.  

 

The various theories discussed in this chapter serve as a point of reference for 

appreciating the various stages and processes of the child and how these stages 

affect their development and learning capacities (Mooney, 2000). These theories 

assisted me to explore the research-based strategies that brought about success 

stories in other countries. These strategies could be helpful to the teachers because 

learners do not learn at the same pace. The theories may assist teachers to 

consciously plan and teach learners how to use strategies independently. These 

theories have influenced current notions of the teaching of reading comprehension 

and have also informed this study. The questions that can be asked are: should 

reading comprehension be left to the learners, or should there be guidelines for the 

teachers on how to teach learners not just to bark at print, but to read the text with 

understanding and therefore become proficient readers?  

 

Although the work of Piaget (1983), Vygotsky (1978), Bruner (1986), Ausubel 

(1963) and Bandura (1977) varies greatly, each articulates a similar context of 
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model of self-regulation forms the framework for understanding the teaching of 

reading comprehension.  

 

The conceptual framework related to the teaching of reading comprehension for 

Grade 3 Tshivenda-speaking learners as depicted in Figure 3.1, starts with the 

teachers on the outer circle (red) which represents the seriousness of the reading 

comprehension challenge and that the teachers are willing to take action and 

contribute towards each phase within the inner circle. 

 

The inner circle (blue) represents that it is important for teachers and learners to 

interact and this includes all the phases towards effective teaching of reading 

comprehension to Grade 3 Tshivenda-speaking learners. Each phase leads into the 

other. Teachers will employ baseline assessment to evaluate current status quo of 

reading comprehension challenges. The assessment will form the basis of 

discussion during strategic planning to address the challenges identified in the 

baseline assessment. Teachers will then implement those strategies as per 

planning in phase 2. In phase 3, teachers should teach learners reading 

comprehension strategies. This is followed by phase 4, where teachers monitor and 

evaluate the effectiveness of the comprehension strategies taught during phase 3. 

In phase 5, teachers evaluate their self-efficacy levels to ensure they teach with 

confidence.  

 

The arrows (yellow) represent the intellectual energy of the teachers and movement 

from one phase to another in order to help learners to read the text with 

understanding. The green colour in the centre represents the well-being of the 

Grade 3 Tshivenda-speaking learner who should be able to read and understand 

the text if all the phases have been carried out well.  

 

All five phases, namely, creating awareness of the reading comprehension 

challenge, strategic planning, teaching of reading comprehension strategies, self-

monitoring and feedback and self-efficacy are interdependent and form a 

continuous cycle. 
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The role of the teacher is to plan a reading programme that incorporates and 

emphasises the teaching of reading comprehension strategies. The teacher should 

gain a deeper understanding and practical knowledge of teaching reading 

comprehension. This can be attained by reading literature and research done on 

this subject. Armed with this knowledge, the teacher is able to address reading 

comprehension challenges in the classroom by incorporating some of these 

practices and strategies during the actual teaching of reading comprehension.  

 

If this phase is well done, during the next phase, teachers will be able to plan the 

reading comprehension lessons and focus on teaching reading comprehension 

strategies with better results in mind. 

 

Phase 3: Teaching of reading comprehension strategies 

Since reading comprehension is a challenge, therefore, it must be taught. It is true 

that in most classes in nationally and internationally, learners cannot read and 

understand the written text (PIRLS, 2006; Reeves et al., 2008). Learners need to be 

instructed in a variety of reading comprehension strategies. It is important for the 

teachers to give learners opportunities to practice various strategies in a variety of 

texts. For this reason, as depicted in Figure 3.1, and as explained by theorists, the 

partnership between teachers and learners plays an important role. In Chapter 2,it 

was discussed that teachers should work with learners as a whole class, in guided 

reading groups, on one-on-one to foster individual skills.  

 

In order to foster learners reading comprehension of the variety of texts they will 

encounter, teachers need to equip learners with research-based reading 

comprehension strategies to draw from when needed. 

 

The objective of phase 3 is for the teacher to plan and facilitate reading 

comprehension lessons. Learners have the opportunity to listen to the teacher 

reading the comprehension and using the reading comprehension strategies before, 

during and after reading the text. 

 

The role of the teacher is to teach comprehension strategies explicitly to assist 

learners to understand what they are reading. The teacher incorporates before, 

during and after reading comprehension strategies. Research confirmed that 
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The framework (Figure 3.1) reflects five phases that follow one another 

consecutively namely creating of the reading comprehension challenge, strategic 

planning, teaching of reading comprehension strategies, self-monitoring and 

feedback and self-efficacies. The phases are continuous and each one is based on 

the previous one, moving in a circular pattern. Teaching of reading comprehension 

requires competent teachers who are committed and have practical and theoretical 

knowledge about the teaching of reading comprehension. The teachers have a 

direct impact on the language of the learner, because within the school context the 

learner develops linguistic ability and knowledge of reading, and is taught 

comprehension strategies and their role in understanding the reading text (Garcia& 

Pintrich, 1994). If the learners are experiencing reading comprehension problems, 

this is where the teacher assists them, making them aware of the importance of 

reading comprehension strategies (NRP, 2000; Dole, 2000). 

 

What emerged from the conceptual framework is that reading comprehension is a 

social event in which the teachers and learners should collaborate (Dewitz, 2006; 

Bandura, 1977).  

 

It emerged conclusively that reading comprehension cannot take place in a vacuum. 

Learners need to be taught comprehension strategies and how to apply them 

correctly (NRP, 2000). The applied social model of self-regulation of Zimmerman 

encourages the teacher to give learners opportunity to become involved in their own 

learning. Then teachers should release their responsibility gradually so that learners 

can own their own learning.  

 

3.6 Conclusion 

 
What emerged from Chapters 2 and 3 is that teaching reading comprehension is a 

complex task and that it involves metacognitive and cognitive processes. However, 

the combination of theoretical and practical knowledge of learning theories and 

reading comprehension strategies can help teachers to teach reading 

comprehension effectively. The discussion in Chapter 3 demonstrated my 

understanding of the five theories discussed and how these theories can be helpful 

in teaching reading comprehension especially to Grade 3 Tshivenda-speaking 

learners. 
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methods and strategies of teaching reading comprehension and its related issues 

and be able to facilitate them effectively. Based on their teaching experience in 

Grade 3, I assumed that these teachers were information-rich and would provide 

valid and meaningful data that would contribute to an understanding of how 

teachers teach reading comprehension.  

 

4.5.3 Research process 

 
In this section, I present an account of the informal and formal phases of my data 

collection strategies (Evans, 2005:51-52). A preliminary literature review on the 

teaching of reading comprehension indicated that extensive research exists on the 

subject (NRP, 2000). However, the literature confirmed that minimal research had 

been done on the teaching of reading comprehension, in particular the teaching of 

Tshivenda-speaking learners as the focus of the study.  

 

4.5.3.1 Informal data collection strategies 

 
I commenced this research project by conducting a pilot study during the teaching 

practice period at my university, where I had an opportunity to interview teachers for 

about 30 minutes, observe in classes and conduct focus group interviews with both 

teachers and student teachers on teaching reading comprehension. I conducted the 

pilot study with teachers whose schools did not participate in the study. The reason 

for this was that I did not want to prepare those who would participate in the study 

about the aim of the study.  

 

Although I have experience of teaching in the Foundation Phase, I was initially still 

indecisive on how interviews, a classroom observation schedule and focus group 

discussions with teachers should be conducted and how to assist teachers to 

express themselves to provide data for answering my research questions. After 

consulting the literature on the teaching of reading comprehension, I constructed an 

interview schedule, classroom observation schedule and focus group interview 

schedule. After consulting with my supervisors, I conducted individual interviews, 

classroom observations and focus group interviews with the teachers in the pilot 

study. The results of the pilot study assisted me to identify some gaps in my 
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practices, and their role in helping teachers to teach reading strategies to 

Tshivenda-speaking Grade 3 learners. Although documents are a good source of 

data for numerous reasons, they have also some disadvantages. 

 

A limitation is that I could not interview the authors of these documents as they were 

mostly written by teams commissioned by the government. Fortunately, these 

documents were easily accessible, free and contained information that supported 

my subject of enquiry. Merriam (2002) confirms that documents are a particularly 

good source of information for qualitative case studies because they can ground an 

investigation in the context of the problem being investigated. In this study, analysis 

of this data source lent contextual richness and assisted me to ground my inquiry 

within the setting. These documents assisted me to validate my study as they were 

based on reality and were guided by research questions and goals.  

 

In Table 4.2 provide an overview of data collection methods and data collection 

instruments and I subsequently explain each aspect. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 
 


























































































































































































































































































































































































































































































































