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Language is a contextual factor of an education system as it determines the Language of Learning and Teaching (LOLT). In
order to provide for diversity in South Africa, the Constitution of the Republic of South Africa, 1996, makes provision for 11
official languages and the Language in Education Policy (LiEP) promotes respect for not only these official languages, but
languages in general as well as the preservation of cultural diversity by means of multilingualism. Having measures like
these in place creates the assumption that different languages are used as LOLT. However, mother tongue education is not
fully realised in South Africa. A large percentage of learners’ LOLT is not their home language. This lack of mother tongue
education may cause poor reading ability. South Africa’s government and Department of Education (DoE) has certain
strategies available to promote reading, however, the feasibility of these strategies is questionable when the poor reading
performance of South African learners is taken into account. To find a solution for the above-stated problem, due to the fact
that reading plays an important role within an education system, and the integral part it forms in nation-building, we
conducted a literature study to identify current national and international reading strategies. In this article we present a
synthesis of these strategies, which we refer to as a reading motivation framework, outlining the responsibilities of various
social role players.
Keywords: contextual factor; education system; reading development; reading motivation framework
Introduction

Reading is a vital skill in being able to function as a member of a national and international society (One World
Literacy Foundation [OWLF], 2013) and should, therefore, be promoted. Empathy with characters is developed
while reading – a skill that is transferred to our daily lives to “function as more than self-obsessed individuals”
(Gaiman, 2013:para. 16). A process of transformation, according to Gogan (2017:46), also takes place during
the reading process because of its receptive nature (readers engage, interpret and respond to texts), relational
nature (readers relate text to context) and recursive nature (readers revisit, return to and literally re-course
through text).
In spite of reading’s important transformation ability, and the fact that reading promotes confidence to act
as a member of a national and world community, the reading ability of learners in many nations still remains
problematic. This is evident from the Programme for International Student Assessment 2015 (PISA) i results, an
ongoing triennial survey that assesses the extent to which 15-year-old learners near the end of compulsory
education have acquired key knowledge and skills that are essential for full participation in modern societies
(regardless of the school type and grade attended). A total of 72 countries and economies (of which South Africa
was one) formed part of the 2015 PISA survey. It was clear that across these countries and economies, only
8.3% of learners were top performers in reading. Twenty per cent of the learners who participated in the 2015
PISA survey did not attain the baseline level of proficiency in reading, considering the level of proficiency
where learners begin to demonstrate the reading skills that will enable them to participate effectively and
productively in life.
The poor performance of South African learners is also evident from the most recent Progress in
International Reading Literacy Study 2016 (PIRLS) results. The PIRLS assessment is coordinated by the
International Association for Evaluation of Educational Achievement (IEA) and is used to assess the reading
ability of Grade 4 learners. The collected data make it possible to compare different countries and education
systems with regard to reading. Compared to those of other countries, the South African PIRLS results were
worrying, as they were the weakest out of more than 50 countries, scoring only 320 points, which is
significantly below the PIRLS centre point of 500. These results indicate that South Africa was approximately 6
years behind the top-performing countries. The results also indicate that 78% of South African Grade 4 learners,
compared to only 4% internationally, did not have basic reading skills. They could not read for meaning or
retrieve basic information from the text. Only 2% of South African learners attained the advanced benchmark,
compared to 10% internationally (Howie, Combrinck, Roux, Tshele, Mokoena & McLeod Palane, 2017). In
other words, only 2% of South African learners could “integrate ideas as well as evidence across a text to
appreciate overall themes, understand the author’s stance and interpret significant events” (Howie et al.,
2017:4).
In South Africa, the Annual National Assessments (ANAs) are standardised national assessments for
literacy and numeracy for the Foundation Phase (Grade 1 to 3). Language and mathematics are also assessed in
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the Intermediate Phase (Grade 4 to 6) and in the
Senior Phase (Grade 7 to 9). The question papers
and memoranda are supplied by the National
Department of Basic Education (DBE) and the
schools manage the conduct of the tests as well as
the marking and internal moderation. According to
the 2013 ANA Diagnostic Report, specific gaps in
skills, knowledge and competencies regarding
reading comprehension were identified. The DBE,
Republic of South Africa (RSA) (2013) lists
problems regarding
to
learners’ reading
comprehension, which include poor reading and
comprehension skills, as well as low reading levels
(Foundation Phase); a lack of understanding of the
events in a story and different figures of speech, an
inability to summarise a story, analyse a text or
identify the lesson of a story (Intermediate Phase);
an inability to interpret the meaning of or give an
opinion about different texts, difficulty explaining
concepts in information texts and identifying the
topic sentence of a paragraph and distinguishing
the main points from supporting detail, a lack of
understanding of idioms and expressions, as well as
figures of speech, and insufficient vocabulary to
comprehend their meaning (Senior Phase).
Eloff (2017) argues that one of the factors
responsible for the poor reading performance of
South African learners is the lack of mother tongue
education. Despite the government’s commitment
to multilingualism and the promotion of all 11
official languages in public sectors, data indicate
that while 67.6% of learners in the school system
used English as their LOLT, this was the home
language of only 7.8% of those learners (Olivier,
2009).
The above-mentioned situation exists even
though there are measures in place, such as the
Constitution of the Republic of South Africa, 1996
(RSA, 1996c) (hereafter referred to as the
Constitution), the South African Schools Act (Act
no. 84 of 1996) (RSA, 1996a) and the LiEP (Act
no. 27 of 1996) (RSA, 1996b). These measures
ensure national integration by protecting diversity,
creating a democratic environment and promoting
equality and basic human rights through language,
among other things (Le Cordeur, 2011). The
aforementioned acts were required due to the
diverse linguistic nature of South Africa which is
evident by the almost 58 million South Africans
(Statistics South Africa, RSA, 2018) who speak at
least 24 home languagesii (Du Plessis, 2000; Raidt,
1991; Steyn, Wolhuter, Vos & De Beer, 2017). A
total of 11 languages are regarded as official
languages (RSA, 1996c).
The Constitution (RSA, 1996c) states that
provision should be made for the promotion and
development of the use of all 11 official languages,
the Khoi, Nama and San languages, as well as Sign
Language. The Constitution also stresses the
promotion of and respect for all languages used in

South African communities, such as German,
Greek and other languages used for religious
purposes. Furthermore, s. 29 of the Constitution
(RSA, 1996c) states that “everyone has the right to
receive education in the official language or
languages of their choice in public educational
institutions where that education is reasonably
practicable.” The South African Schools Act (Act
no. 84 of 1996) (RSA, 1996a) also ensures the
acknowledgement of linguistic diversity by
following an inclusive approach to language policy.
This approach can be seen by the recognition of
Sign Language as an official language for purposes
of learning at a public school (DBE, RSA, 2010).
The LiEP (Act no. 27 of 1996) (RSA, 1996b) states
that cultural diversity is a national asset that should
be promoted by multilingualism, the development
of the official languages and respect for all
languages used in the country, including South
African Sign Language and the languages referred
to in the Constitution. This policy also stresses the
conservation of home language(s), while providing
access to and the effective acquisition of additional
language(s).
However, we are faced with the situation
where 59.7% of South African learners receive
instruction and are assessed in a language that is
not spoken most frequently at home (Olivier,
2009). D’Oliveira (2003) explains a number of
reasons for this discrepancy between the actual
language used at home and the LOLT. Firstly,
parents choose the LOLT on behalf of their
children. They expect their children to be taught in
English, because it is regarded as the lingua francaiii
within the South African context. Secondly, this
discrepancy is due to the fact that the LOLT is part
of an unalterable, pre-agreed package determined
by the school governing body, according to the
South African Schools Act (Act no. 84 of 1996)
(RSA, 1996a). Despite the linguistically changing
environment, some schools maintain the original
LOLT, partly as a method to exclude certain races,
while others argue that in keeping the original
LOLT, the ethos of the school is maintained.
Lastly, the abrupt shift to the LOLT in Grade 4 can
also be regarded as a contributing factor to this
disparity. The current situation in South Africa is
that learners start using English as LOLT in Grade
4 (MacKay, 2014; Spaull, Pretorius & Mohohlwane
2018). The result of this shift is that neither
language (home language or the new LOLT) is
properly developed. The transition from formal
instruction in the home language to instruction in a
first or second language may lead to home
language acquisition being attenuated or even lost.
According to Ball (2010), learners need
fluency and literacy in their home language which
lay a cognitive and linguistic foundation for
learning additional languages. Mastering a home
language makes learners capable of mastering basic
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skills (reading and communicating) and more
complex, abstract academic concepts and skills and
enable them to transfer this knowledge and skills to
other language contexts (Prinsloo, 2007; United
Nations Educational, Scientific and Cultural
Organisation [UNESCO], 2006). According to
Owen-Smith (2010), without a solid foundation in
the home language, it is not surprising that less than
30% of African language students learning through
English achieve a Grade 12 certificate. Insufficient
knowledge regarding the vocabulary of the LOLT
limits optimal reading comprehension (Bornman,
Pauw, Potgieter & Janse van Vuuren, 2017;
Hoadley, 2015).
The research aim of the article was not to
propose changes to language policy with regard to
LOLT, but to ensure that reading is promoted,
regardless of whether the LOLT is the home
language of the learner. Reading as a component of
literacy is directly related to employment: In their
survey of adult skills, the OECD found that
individuals who can make “complex inferences and
evaluate subtle truth claims or arguments in written
texts” earn an hourly wage of 60% more than their
peers who are only capable of reading short texts to
retrieve a single piece of information (OECD,
2013:3). Consequently, the aim of this article was
to integrate the best reading practices from
international and national reading strategies into a
reading motivation framework which indicates the
specific reading motivation strategies that various
social role players can use to promote the reading
motivation of learners. Furthermore, the content of
this article is aimed at raising policymakers’
awareness of the necessity of a well-designed
reading motivation framework as part of an
education system.
Literature Review
International strategies

The Concept Orientated Reading Instruction
(CORI) model, as discussed by Guthrie, Klauda
and Ho (2013), seems to be an effective reading
instruction programme to improve the reading
motivation of learners that has been successfully
implemented in classrooms in the United States of
America (USA). The participation of the USA in
the 2016 PIRLS indicated that 96% of their learners
can read properly. The CORI model is based on six
principles, namely:
•
•
•
•
•
•

reaching goals by using suitable and readable reading
texts;
enabling learners to choose their own reading
material;
initiating cooperation between learners;
emphasising the importance of reading;
explaining the relevance of reading texts; and
organising texts according to thematic units.

Another successfully implemented reading
programme is Pilgreen’s Sustained Silent Reading
Programme (SSR) (2000), which involves silent
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reading time by learners of about 15 to 30 minutes
twice a week during which they read their own
reading material for enjoyment resulting in selfregulated reading and reading becoming a habit and
not merely a classroom activity. Reading material
should consist of various texts and should be made
available by the teacher. The teacher should be a
role model by also reading during the silent reading
time. The teaching and assessment of reading
should be avoided. The only requirement is that
learners should keep reading records. Garan and
DeVoogd (2008:337) defined SSR as “a time
devoted to free reading during which students read
books of their own choice, without assessment,
skills work, monitoring, or instruction from the
teacher.” The focus is on becoming familiar with
reading and developing confidence in reading.
National strategies

In this regard, the National Reading Strategy (NRS)
(DoE, RSA, 2008), The Read to Lead Campaign
(RLC) (DBE, RSA, 2014) and the Shine Literacy
Hour (Hickman, 2018) can be referred to as
national reading strategies.
In developing the NRS (DoE, RSA, 2008),
South Africa participated in a number of United
Nations development campaigns. These included
the UNESCO Literacy Decade 2003 to 2013 and
the Education for All campaign, which aimed to
have increased literacy rates by 50% by the year
2015. Underpinning these campaigns, are the
millennium development goals (MDGs). Literacy
promotion is at the heart of the MDGs. The purpose
of the NRS was to put reading firmly on the school
agenda, to clarify and simplify curriculum
expectations, to promote reading across the
curriculum, to affirm and advance the use of all
languages, to encourage reading for enjoyment and
to ensure that not only teachers, learners and
parents, but also the broader community,
understand their role in improving and promoting
reading. Although the NRS focuses largely on
primary school learners, it recognises that learning,
especially the development of reading skills, is a
life-long practice that continues into high school
and beyond. The responsibility of the DBE with
regard to the successful implementation of the NRS
includes the monitoring of learner performance,
improving teaching practice and methodology,
training, developing and supporting teachers,
managing the teaching of reading, supplying
resources for and promoting research about reading
and forming partnerships with universities and
other specialist reading organisations (DoE, RSA,
2008).
The RLC (2015 to 2019) is a follow-up
strategy of the DBE (DBE, RSA, 2014) for
promoting reading. According to this campaign,
reading has to be both the height of fashion and a
lifestyle choice. Libraries have to be functional and
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well equipped with technology. Learners have to
read on their level of development. The emphasis
has to be on reading that promotes learning that
enables the individual to attain a successful career
and, therefore, take part in democracy. According
to the purpose of the RLC, literacy levels have to
increase to 75%. Social role players identified for
achieving these reading goals are the DBE, schools,
parents and caretakers, as well as spiritual and
community organisations.
The Shine Literacy Hour (Hickman, 2018) is a
targeted literacy teaching programme delivered in
selected disadvantaged primary schools focusing
on learners in Grade 2 and 3 targeted on extra
support with their reading, writing and speaking.
Since its establishment in 2000 they have set up the
Khanyisa programme, which aims to provide
children in Grade 2 with more opportunities to read
and enjoy books. This part of the programme is
delivered by unemployed, trained matriculants who
work alongside Grade 2 teachers. The principles
underlying Shine Literacy are outlined below.
Select relevant texts which are of interest to
the learners, because this promotes reading for
enjoyment. By doing this, learners also develop a
positive reader identity: the belief of being capable
of understanding texts and the skill of valuing texts.
A positive reader identity in turn promotes intrinsic
motivation.
Create opportunities for shared reading. This
enables learners to engage with books that expose
them to aspects that do not form part of their
everyday life. At the same time, they develop
empathy, engage with language, as well as with
concepts and information that would otherwise not
be accessible. In this regard, creating time to
engage with texts is also worth mentioning,
because this promotes the ability to learn to read.
This interaction can take the form of paired reading
which typically involves an adult or stronger
reader, reading a book or text aloud with the child
until the child is confident enough to read alone.
This in turn improves the confidence of learners to
read alone.
Extended conversations need to take place
around the book or given text. This can take the
form of observations, expansions and open-ended
questions. Various skills are developed by using
extended conversations, namely oral skills, reading
comprehension, higher-order thinking skills such as
abstraction, reasoning, and making inferences.
Learners also receive validation for their efforts.
Teachers should also ensure that readers at the
correct level are used in the language classroom.
This provides for the diversity of the learners in the
class, leading to regular, independent reading.
Theoretical Framework

The theoretical framework underpinning this article
is Bronfenbrenner’s Ecological Systems Theory

(Bronfenbrenner,
1994).
Bronfenbrenner
emphasises factors in the learner’s wider social,
political and economic environment as important
role players in learner development and learner
motivation. “According to Bronfenbrenner’s
Ecological Systems Theory, children typically find
themselves enmeshed in various ecosystems, from
the most intimate home ecological system to the
larger school system, and then to the most
expansive system which includes society and
culture” (The Psychologist Notes Headquarters,
2019:para. 3). His theory thus emphasises the
important interaction between a learner and the
changing environment in which s/he lives. He
systematises environmental influences as follows:
•
•
•
•

•

Microsystem: immediate environments (family,
school, peer, neighbourhood, and child care
environments).
Mesosystem: it refers to the connections between the
child’s immediate environments (learner’s home and
school).
Exosystem: external environmental contexts that
indirectly influence the learner’s development
(parents’ work environment).
Macrosystem: the larger and more distant collection
of people and places to the children that still
influences them (the larger cultural environment,
their beliefs and ideas, as well as national economy,
political culture).
Chronosystem: patterns of environmental events and
transmission during life.

This theory is relevant to this article as we are of
the opinion that learners’ reading development is
not only determined by one person, the teacher,
even though this is regarded as the most important
social role player. Various social role players
contribute to the creation of a positive reading
climate conducive to reading development and
reading motivation. These social role players can
be allocated specifically to Bronfenbrenner’s
(1994) micro- and macrosystem:
•
•

Microsystem: parents,
management team
Macrosystem: DBE.

teacher,

principal,

and

Methodology

The research methodology used in this study can be
described as non-empirical (Mouton, 2001). A nonempirical research methodology is a methodology
that focuses on the construction of theories and
models; the analyses of concepts, scientific data or
statistics; as well as a critical overview of the status
of a given phenomenon (Mouton, 2001).
This methodology was selected, because we
aimed to construct a model (a reading motivation
framework) that could be used in the school and
classroom setting. These contexts are regarded as
important external factors which influence reading
motivation (Irvin, 1998; Olën & Machet, 1997;
Scheffel, Shroyer & Strongin, 2003; Snow, Barnes,
Chandler, Goodman & Hemphill, 1991). However,
the important role of the Education Department
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cannot be omitted, as this institution has a direct
influence on the principal and the management
team, as well as on the teachers (the most important
role players). The relevance of parents as social
role players can also not be left out of
consideration.
With these social role players in mind, we
conducted a comprehensive literature study to
determine the best reading practices from
international and national reading strategies. The
findings that resulted from the literature study were
integrated into a reading motivation framework,
indicating the reading motivation strategies that
each social role player can use to promote the
reading motivation of learners.
In order to find recent and relevant sources for
the literature study, an EBSCOHost Academic
search with the following English key terms (and
their Afrikaans equivalents) was launched: choice
of reading texts, external and internal factors,
extrinsic motivation, interests, intrinsic motivation,
language education, reading assessment, reading
culture, reading engagement, reading motivation,
reading strategies, reading and group work, reading
and technology.
A second EBSCHOHost Academic search
using the same key terms was conducted to find
more recent and relevant information from theses,
journals, and other primary and secondary sources
of information. The search was expanded using
Google Scholar. The references of sources that
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were identified as being key sources, were searched
to find all recent research on the research topic.
The main benefit of doing a literature study is
to provide the reader with a mosaic of what is
happening concerning a given topic (Perry, 2006).
The literature review is thus regarded as a source
for generating data.
The Proposed Reading Motivation
Framework

Reading is important because individuals who
know how to read can become informed and
educate themselves to become valuable members of
society (OWLF, 2013). The proposed reading
motivation framework is a means to improve
language as a contextual factor of an education
system. This framework consists of specific
reading motivation strategies which various social
role players in the school and classroom
environment (the DBE, the school principal and
management team, teachers and parents) can
implement to improve readers’ reading motivation
levels.
Discussion of the Reading Motivation
Framework: Strategies that Various
Social Role Players can Implement

The identified social role players and strategies that
emanated from the literature study are systematised
in the reading motivation framework in Figure 1
and are discussed in detail in the following section.
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Figure 1 The proposed systemised reading motivation framework
Parents

The Department of Basic Education

Although the parental home is not part of the
school and classroom environment for which the
reading motivation framework is developed and
intended, the home is the first place where the child
is exposed to reading. It is the parents’
responsibility to choose the “right book” for their
child. The “right book” stimulates the interest of
the child and the idea that reading is an enjoyable
activity (Robertson, 2017:187).
Reach Out & Read (2015) shows the
important role of parents reading aloud to children.
This improves the literacy and language ability of
their children, increases motivation and stimulates
curiosity. In addition, reading aloud to children
contributes to the processing of anxiety, expands
their world perspective and creates a positive
association with books and reading. Further reading
motivation strategies that parents can include are:
taking children to the library at an early age and
having pleasant times reading books together,
reducing and limiting children’s exposure to social
media (Van Vuuren, 2007), providing as much
reading material as possible to children, acting as
good reading role models and conducting
meaningful conversations about the content of
children’s reading activities to stimulate and
develop critical reading assessment skills and
visual literacy.

The DBE should regularly initiate research on
reading and establish partnerships with universities
and specialist reading organisations to support and
strengthen reading campaigns among social role
players. The DBE should approach specialist
teachers (experts in reading) to assist in the choice
of textbooks and prescribed works, as they have
first-hand knowledge of learners’ reading
preferences.
The necessity of a national reading strategy
can annually be highlighted in the media and
communicated to the social role players. In this
regard, the NRS (DoE, RSA, 2008) and the RLC
(DBE, RSA, 2014) can be referred to as national
reading strategies (refer to the literature study
section where these strategies are thoroughly
discussed).
Principal and Management Team

The principal and the management team are solely
responsible for creating, not only a stimulating
school and learning environment, but also a
favourable reading atmosphere of high standard.
They should constantly keep the learners, parents
and teachers motivated and establish collaboration
between them. A positive attitude towards reading
and the reading strategies of the DBE (including
the NRS and RLC) should also be established and
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they, as leadership figures and role models, should
aim to actively promote these through support and
recognition systems. The principal remains the
person responsible for the reading programme of
the school.
The principal should analyse the learners’
reading results and involve the parents in the
school’s reading programme. A careful analysis of
the ANAs will indicate school and learner
performance, as well as the best and weakest
reading practices, for the purpose of providing
information on intervention strategies. The
allocation and effective use of reading time should
be managed by the principal. The role players
should ensure that, according to the stipulations of
the National Curriculum and Assessment Policy
Statement (CAPS) (DBE, RSA, 2011a, 2011b,
2011c), every learner from Grade 4 to 12 should
have his or her own prescribed reading material.
Furthermore, the principal should ensure that
the development of reading is included in the
school policy. In this regard, it is emphasised that
the learners’ reading motivation is a whole-school
responsibility. According to Cullen (2016) different
discipline-specific literacy strategies can be used by
teachers to help learners improve their
understanding of different course content.
Compulsory weekly silent reading time can be
scheduled on the school timetable for all the
grades, during which all the subject teachers should
ensure that each learner reads for his or her own
enjoyment. The principal and the management
team can use such compulsory weekly silent
reading times as a marketing strategy for the
school. The school library should be maintained
and regularly supplied with new books. If the
school does not have a library, the principal should
encourage the teachers to gradually establish
subject-specific class libraries where the reading
material can be utilised during the weekly silent
reading time. This process will, however, be
financially challenging. The principals of schools
with hostels can encourage the supervisory staff to
provide reading material for the residents. An
annual reading week or month during which wellknown authors and poets are invited to give talks to
learners will increase the reading motivation of the
learners.
Although the principal and the management
team are primarily responsible for creating a
favourable school and learning environment, the
facilitation of reading is the language teacher’s
main challenge.
Language Teacher

According to the DBE, RSA (2013), research
proves that the most important factor for learners’
reading motivation and their final reading ability is
the capability of the language teacher to give good
reading instruction.
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A language teacher should create a favourable
classroom environment in which he or she focuses
especially on the motivation, dedication and
teaching of the learners, so that they can develop
into self-directed learners.
The language teacher should promote reading
pleasure in class and create a class atmosphere in
which learners feel free to give their opinions on
certain aspects in texts. According to Sweet and
Guthrie (1996), the teacher should focus on
intrinsically motivating learners to read and be
careful about a reward system. Deci (1971) found
that extrinsic rewards deprive learners of intrinsic
motivation. According to Stipek (2002) it is better
to set short-term goals which are consistent with
learners’ abilities and skills. If learners achieve
these goals, their intrinsic motivation is increased,
ultimately leading to the establishment of good
reading habits. This does not imply that language
teachers should refrain from using rewards, but
should first attempt to increase the learners’
intrinsic motivation. Alternatively, extrinsic
rewards challenge learners to take on more difficult
tasks. However, the use of this is only a short-term
strategy, which should be discussed with the
learners beforehand. The teacher should ensure that
the rewards are within reach of all learners and not
only the top achievers. Extrinsic reading-related
rewards can also be used in the language classroom
(Cameron & Pierce, 1994). Reading-related
rewards are especially encouraged by Marinak and
Gambrell (2008:23): “[T]he type of reward –
specifically the proximity of the reward to the
desired behaviour – should be carefully considered
when using rewards in the classroom. If the desired
behaviour is reading, rewards that are proximal to
engaging with books should be offered …”
The teacher can encourage the learners to
reward themselves when a particular reading
objective has been reached. When rewards are
ultimately combined with a learner’s goals, it
provides the learner with maximum success. In this
way, the rewards contribute to the learner’s own
sense of reading competence. However, when the
teacher regularly uses rewards, it is necessary to
decrease it systematically and gradually focus more
on intrinsic motivation.
Furthermore, to develop intrinsicallymotivated readers, language teachers should
constantly take into account the reading needs and
diversity of the learners, and continuously develop
their reading motivation. Reading material should
reflect the individuality of the learner; the learner
should be able to identify with the content; and the
reading material should address a variety of aspects
according to the learner’s developmental stage.
When learners are allowed a choice of reading
texts, their intrinsic motivation is increased.
Learners will be more willing to read texts that
reflect their field of experience, interests and needs,
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as well as reading texts that contain lively imagery.
According to the Ontario Ministry of Education
([OME], 2003), a stimulating and diverse reading
environment should be created where the reading
material reflects the cultural diversity of the school
and the community. The time limit sometimes set
by teachers to read a text can demotivate learners.
The teacher should allow enough time for reading
texts, as this will increase the learners’ levels of
reading competence.
Gender differences should also be taken into
account. According to Duckworth and Seligman
(2006), Eccles, Wigfield, Harold and Blumenfeld
(1993), Marsh (1989) and Wigfield, Eccles, Yoon,
Harold, Arbreton, Freedman-Doan and Blumenfeld
(1997), girls have higher levels of reading
competence, they recognise the value of reading
and their higher academic achievement can be
attributed to their self-discipline. Girls are more
involved in reading activities, will talk to their
friends about what they have read and indulge in
reading. Boys, on the other hand, are not as
indulgent as girls when it comes to reading as they
are more competitive with regard to reading.
According to Bandura’s socio-cognitive
theory (1982), the relationship between goal setting
and self-esteem is an important source of learner
motivation. In this regard, it is important that the
language teacher will prepare the first reading task
at the beginning of the new school year or term in
such a way that the learners can master it. If the
learner is exposed to an easier reading task, one
that he or she can accomplish, and more difficult
reading tasks are added systematically, the
learner’s self-esteem (or literacy) levels are
increased in the process and he or she starts to
enjoy reading activities, which is indicative of
intrinsic motivation with regard to a reading task.
In addition, achievable reading tasks can be
created using clear instructional verbs of which the
meaning is clear to the learner. A list of instruction
verbs, with the explanation and requirements of
each, can be provided to the learners at the
beginning of the year. Teachers should strive to
keep reading tasks and assignments interesting. The
traditional worksheet can be replaced with openended activities. The OME (2003) recommends
that reading should be incorporated into other
activities to demonstrate to learners that reading is
an essential skill with practical value in various
contexts. Teachers should also provide critical
reading skills in the compilation of reading tasks.
Consequently, the teacher should pose questions
that focus on the cultural and political analysis of a
reading text. In this regard, Robertson (2017)
mentions that learners should be encouraged to
verify the facts that are presented, especially in
informational texts, and that learners should
question the choices made by the authors of these
texts. Providing feedback upon completion of a

reading task is of paramount importance. Feedback
can take the form of direct verbal encouragement or
even written feedback.
The teacher should check the learners’ reading
comprehension regularly, ask questions during the
reading of the text and teach the learners to
summarise the contents at the end of the reading.
The teacher should guide the learners to formulate
syntheses with reference to other texts and sources.
Learners’ prior knowledge should be activated and
the teacher should model how the important
sections in a text are identified. Learners need to
create sensory images of the text. The teacher
should demonstrate how to draw connections in a
text and how to make predictions of events. The
CAPS (DBE, RSA, 2011a, 2011b, 2011c) is based
on the principle of the International Reading
Association (IRA) that no single method or single
combination of methods exist according to which
reading can be taught to all learners. Therefore,
teachers should not only have a thorough
knowledge of a variety of teaching methods, but
should also thoroughly know each learner in order
to use the appropriate reading method for each.
Learners should have the following knowledge and
skills to read fluently and with comprehension:
prior knowledge and experience, an understanding
of the concepts of printing, and knowledge about
phonemic awareness, letter-sound relationships,
vocabulary, semantics and syntax, metacognition
and higher-order thinking abilities. The learner
should apply his or her cognitive strategies in an
adaptable manner to gain, monitor, regulate and
sustain reading comprehension. In the instruction
of reading texts, the teacher should pay attention to
the pre-reading, during-reading and post-reading
phases of the reading process which are prescribed
in the CAPS (DBE, RSA, 2011a, 2011b, 2011c).
Lawrence, Le Cordeur, Van der Merwe, Van der
Vyver and Van Oort (2014) provide a concise
description of each of these reading phases and of
the different reading strategies to be used in each
phase. It is important for the teacher to explain to
the learners in the pre-reading phase that
vocabulary knowledge is important for better
reading comprehension. Furthermore, in the prereading phase, the learners are introduced to the
text. During this phase, the learner can scan the text
by, among other things, paying attention to
headings and fonts and exploring the book
elements (title page, table of contents, chapters and
glossary). The information obtained from scanning
the text is used to make predictions about the
content. During reading, the learner should be
given the opportunity to gain understanding of the
text by asking and answering questions, visualising
events and making deductions. The teacher should
monitor to what extent the learners understand the
text, therefore, it is important that the learners
should be able to rely on teacher support. During
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the post-reading phase, learners regard the text as a
whole and respond to it self-directedly by either
summarising or answering lower to higher
cognitive questions. The learner should be able to
employ his or her critical reading skills during this
reading phase by investigating links and
associations, drawing conclusions, evaluating
authors’ views and arguments, answering questions
raised during the reading of the text and
formulating his or her own opinion about the text.
In this phase, the learner may be required to
reproduce the genre in his or her own writing.
Assessment forms an integral part of the various
reading phases, especially the post-reading phase.
Combs (2012) proposes certain strategies according
to which reading comprehension can be assessed
with the aim of improving reading comprehension.
These are retelling, posing questions, the thinkingout-loud strategy and the cloze technique.
Vos, Nel and Van den Berg (2014) explain
that language structures and conventions should not
be assessed in reading comprehension tests as such,
but as co-determined aspects of reading
comprehension construction. The ways in which
the questions are formulated should be clear.
Questions should be drafted on a 40-40-20% spread
of cognitive levels. Questions drafted according to
the various cognitive levels challenge the learners
according to their skills, and even the weaker
readers will feel as if they can master the reading
task. Before giving the learners a reading task, it is
essential that the teacher first explains the
assessment criteria and rubrics to them. A variety
of assessment methods should be used for reading
tasks, and the learner should be guided to finally
assess his or her own reading tasks using the
above-mentioned assessment criteria and rubrics.
Self-assessment increases the learner’s mastering
levels. Teachers should guard against assessing
abstract knowledge of, among other things, reading
comprehension strategies (skimming and scanning)
instead of applied skills. According to Fouché
(2016) and Vos et al. (2014), the degree of
readability of texts should not be determined only
by means of readability indices, since readability
indices only focus on the structural characteristics
of texts without taking into account the degree to
which the content is abstract.
Joosten (2012) gives reasons why the teacher
can use social media in the classroom environment,
including its functionality, it being compliant with
pedagogical requirements, the learners being
familiar with its use and the fact that information
can be created and shared faster and easier. The
teacher can also ask the learners to quickly find
information on a particular topic on their cell
phones. Because many learners have access to
dictionary applications on their cell phones,
dictionary information is also quickly available
during reading comprehension exercises. This can
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help to expand learners’ vocabulary quickly and
effectively, especially if there is a shortage of
dictionaries in the classroom. The teacher can use
electronic learning to develop learners into critical
and motivated readers by referring them to specific
websites to read articles and have follow-up
discussions about these. Teachers can even create a
subject-orientated blog where learners can
comment on texts. Singh, David and Choo
(2012:77–89) are of the opinion that “technologies,
interactive and mobile computing” also enable SSR
readers with a wider context than “traditional
desktop PC [personal computer] interaction.”
Reid (2007) indicates that group work within
the peer group is particularly motivating. Stipek
(2002) points out that the adolescent will rather
approach the peer group for help. Collaboration
among learners should be initiated by the teacher,
as it is important for reading motivation. Prosocial
reading objectives can be stimulated during
small-group discussions where readers can share
their experience of the text with the other learners
during discussion groups and book discussions
conducted by the readers themselves, during a team
effort to design a poster about the text or during a
peer group conference during which the learners
give feedback.
Peer group discussions are more complex, and
within the peer group, learners discover
contradictions of text interpretations easier because
they have the confidence to ask questions and share
their views on the text. McKenna and Dougherty
Stahl
(2009)
recommend
interdependent
instruction, a strategy where a discussion leader,
who has to lead the analysis of a text, is alternately
appointed in the group. The learners predict the text
content according to the title, subtitle, pictures,
bold-printed words and graphic aids. The teacher
then reads a pre-determined portion of the text. The
learners then discuss the particular section of the
text in group format; the discussion leader takes
charge and the learners have to explain difficult
concepts in the groups. The discussion leader poses
questions for the learners to discuss and provide
possible answers to, after which the discussion
leader summarises the section of text and makes
predictions. This is followed by reading the next
section of the text, with the next learner in the
group acting as the discussion leader.
Conclusion

Language is a contextual factor of an education
system due to the fact that it determines the
language through which learning and assessment
take place within the school system. A reality that
59.7% of South African learners are faced with, is
the fact that instruction and assessment occur in a
language that is not their home language. This
discrepancy can be attributed to (i) parents
choosing the lingua franca, English, as LOLT on
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behalf of a child whose home language is not
English, (ii) school governing bodies maintaining
the original LOLT to exclude certain races or to
maintain the ethos of the school, (iii) and learners
speaking African languages switching to another
LOLT in Grade 4.
Receiving instruction in a LOLT that differs
from learners’ home language undermines the
development of “a strong foundation of cognitive
and academic development in the [home language]
that is necessary to provide the stepping stones for
learning a second language and to play the
‘scaffolding’ role needed to assist in the transfer of
knowledge to this language” (Owen-Smith,
2010:34). Hoadley (2015:slide 8) also stresses the
undermining effect of a LOLT on reading
comprehension: “While many children can decode
text, few can read sufficiently with understanding,
especially in a [first additional language].”
Therefore, it is evident that there is a relationship
between the LOLT (when it is not the learner’s
home language) and poor reading performance.
Given the fact that more than 50% of South
African learners are instructed in a LOLT that
differs from their mother tongue, it is not surprising
that the 2016 PIRLS results indicate that 78% of
South African Grade 4 learners do not have basic
reading skills. Poor reading and comprehension
skills are also evident from the 2015 PISA, which
indicates that only 8.3% of learners are top
performers in reading. In national assessments,
such as the ANA, learners’ reading performance
results are also worrying. According to the 2013
ANA results, poor reading performance is
characteristic of all the school phases (Foundation
Phase, Intermediate Phase and Senior Phase, and
Further Education and Training Phase). On Grade 9
level, learners were not even capable of
summarising the content of a story or identifying
the topic sentence of a paragraph and
distinguishing main points from supporting detail.
These results are worrying given the fact that
we are living in an “information glut” economy
where people navigate through vast amounts of
information daily on the web. Well-developed
reading skills is important to function in this type
of environment (Gaiman, 2013).
We argue that a possible solution to the
above-mentioned problem is the proposed reading
motivation framework indicating particular reading
motivation strategies that can be implemented by
various social role players (the DBE, the principal
and management team, teachers, and parents). All
the social role players, of which the language
teacher is the most important, have the
responsibility to promote reading in all aspects of
life; we want our learners to be readers, learners,
and partners in the world community. The ideal is
that this framework should be used to make
policymakers aware of the necessity of a well-

designed reading motivation framework as part of
an education system and consequently be
implemented as a reading policy.
Schleicher and Tang (2015:9) refers to the
OECD report, Universal Basic Skills: What
Countries Stand to Gain, which describes
education as “a powerful predictor of the wealth
that the country will produce in the long run. Or,
put the other way around, the economic output that
is lost because of poor education policies and
practices leaves many countries in what amounts to
a permanent state of economic recession.” Perhaps
a standardised reading policy is a possible solution
for economic prosperity.
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