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I explore the development and refinement, validation and implementation of a

questionnaire to define teachers’ perceived professional competencies in

teaching reading skills and strategies in Grades 1–7 classes in developing

countries. Using the Concentrated Language Encounter (CLE) programme,

implemented and expanded annually between 2001 and 2005 in 4 900 new

classrooms in schools in South Africa, I gathered and analysed theoretically

coherent feedback data from more than 1 000 qualified, active reading teachers

to establish a set of competencies describing teachers’ professional understand-

ings of their pedagogical reading tasks. The study was grounded in the social

constructivist, sociolinguistic and psycholinguistic theories originating from the

works of Piaget, Vygotsky, Cambourne, and Goodman. Their foundational prin-

ciples, together with the South African Revised National Curriculum Statement

were defined and applied to the derivation of all items in the questionnaire. The

questionnaire evolved through three phases of validation. Throughout phases

two and three, several cautious varimax normalized factor analyses and scree

plots were engaged to refine and develop the questionnaire, within the context

of teaching reading in South African schools. The emerging teaching reading

themes can be fed back to teachers to improve aspects of their teaching reading.
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Introduction
In this article I describe the development, validation and implementation of
a profile of professional competencies, designated the “Core Indicators of an
Effective Reading Teacher” (CIERTQ), from 1999–2003. During this period
there have been numerous national and provincial studies of children’s lite-
racy levels but none has determined the teacher’s own understandings of the
core indicators of an effective reading teacher.

In December 2005 the South African national Grade 6 Intermediate Phase
systemic evaluation report stated that 42.1% of all Grade 6 learners were
working and achieving on grade literacy level. Ten years into democratic go-
vernance, the Grade 6 learner assessment confirmed that the legacy of apart-
heid has impacted deeply on the educational achievements of the children in
our country. The Progress in International Reading Literacy Study (PIRLS
2007) report summarised the findings from South Africa’s participation which



610 Condy

took place in South Africa between 2004 and 2007. The research assessed the
reading skills of Grade 4 learners, where a total of 40 countries and 45 edu-
cation departments participated. South Africa achieved the lowest score of all
the 45 education departments.

Van der Berg (2004) reports that inputs such as more money, more
teachers, more teaching materials and learning aids and smaller class sizes
are not crucial factors in school performance. The most powerful factors
determining how well a school functions are the quality of the principal, the
level of teacher commitment and the extent of community involvement. He
mentions that, “The only solution must be an African one.” Walker, Rattana-
vich & Oller (1992:2) argue that the reason why so many children fail to read
has more to do with what goes on in school than with what the children bring
to school.

It was precisely this expressed viewpoint that stimulated the origin of this
work — the acknowledgement or assumption that literacy achievement de-
pends crucially on the nature and quality of instruction that learners receive
in the classroom. In other words, why is it that some teachers achieve high
literacy rates with their learners while others, working in the same school and
same environment, do not?

While involved with a percussive study from 1998 to 2001, I was sur-
prised to discover how many under-qualified teachers there were in the Foun-
dation and Intermediate Phases of primary schools (Grades R to 7) who clearly
had a limited understanding of current primary school reading instructions,
approaches and practices. It was for this reason that in 1999, in a separate
parallel study (Donald, Condy & Forrester, 2003:484) I decided to focus on
using a well-researched literacy programme with a sound theoretical back-
ground, called the Concentrated Language Encounter (CLE), to improve the
teaching of pedagogical skills in teachers working particularly in developing
schools in South Africa.

In the present study I adopted and modified several methodological tech-
niques from an existing empirical approach to research data gathering which
was used by Gilder, Irwin-Carruthers & Kent (1985). Through the training of
physiotherapists they developed professional skills by identifying a profile or
matrix of their perceived core tasks and key competencies. They designed and
re-evaluated a comprehensive list of competencies derived by consensus for
professional physical therapy practice.

The Concentrated Language Encounter Programme (CLE)
CLE is a reading programme where children learn language mainly through
encounters with others in which the children concentrate intensely on making
themselves understood (Walker & Rattanavich, 1992:12). Walker & Rattana-
vich (1992:12) elaborate by stating that:

The CLE approach was developed to deal with the educational needs of
Aboriginal children. Its general principles are applicable for all students,
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whether advantaged or disadvantaged, whether first or second language
learners, or whether living in urban or rural situations. 

Between the 1970s and 1980s, Walker (1992) and Gray (in Rattanavich &
Christie, 1993) initiated a new literacy programme for Australian aboriginal
children in Australia where they were experiencing gross literacy failure. The
theoretical basis for the literacy programme, which became known as Con-
centrated Language Encounter (CLE), was grounded in the assumptions that
language and learning were conceived in the wrong order. 

Earlier approaches identified and taught literacy content and skills that
children needed to learn in isolated and disconnected ways. Christie (2000)
comments that, during the nineteenth century the subject English had been
concerned with grammar, spelling, composition and literary studies. In such
traditional approaches, the first focus was on teaching content and skills;
context was used only later if either approach failed, or a check was needed
for word identification. 

In South Africa, traditional approaches to teaching literacy — in both the
mother tongue and as a second language — had always viewed language in
terms of many small discreet units which comprised syntax and parsing,
phonics, spelling, grammar and punctuation. These skills were taught and
often committed to memory. The theoretical basis of such an approach invol-
ved the idea that students would learn various discreet units of language in
isolated ways, often by repetition and drill, and that language learning deve-
loped by progressing from smaller to larger units. Only later in their develop-
ment would students understand how these discreet units could be put
together to create a coherent language structure. The problem with these
theories was that they tended to divorce language from considerations of pur-
pose and meaning. The role of language in learning and language development
had never been considered. Figure 1 portrays Gray’s interpretation of a tradi-
tional approach to language teaching.

When working with the Aboriginal children, Gray and his colleagues re-
versed the accustomed order for curriculum planning and concentrated on
the context for learning and upon the development of language abilities within
that context. Gray (in Rattanavich & Christie, 1993) argues that proficient
readers use syntactic and semantic cues to interrogate texts and, through
these skills, language learning develops to ultimately produce effective, literate
learners. Gray (in Rattanavich & Christie, 1993), Christie (1989) and Cam-
bourne (2002) believe that language should be learnt by using text, through
coherent sentences in which meaning is salient and negotiated in many ways.
This process is described in Figure 2.

Working within this general model of a language curriculum, Gray and
Walker planned for the development of teaching and learning contexts in
which teachers and students negotiated the nature of the learning activity as
well as the nature of the language needed for that activity. Teachers would
scaffold appropriate models of language, while students would be fully enga-
ged in developing and using the appropriate language. The students required
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“real life” opportunities to practice “real life” language in a supportive environ-
ment. They would be encouraged to take risks in order to become better
learners. 

Christie (2000) discusses a model of language development taken from
Halliday (1989) which states that language development involves: learning
language (where learning language is a basic resource in listening, speaking,
reading and writing), and learning through language (which refers to the
ability to use language to learn, build relationships and express information
about one’s world). In 1977, borrowing a term from Cazden (1996), Gray and
Walker initiated the term “concentrated language encounter” in which a num-
ber of role plays and language games and activities would be generated,
including talking, reading and writing about things together, in which both
teachers and children would take an active part. 

Figure 1 Traditional teaching plan according to Gray

(in Rattanavich & Christie, 1993:99) 
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Method
The CIERTQ instrument evolved progressively through three phases of valida-
tion with phases two and three forming the major part of this study. 

Phase 1
First, the preliminary improvements in the questionnaire developed through
seven formative versions as it passed through successive pilot trials with
different small groups of self-selected reading teachers (teachers from Grades
2–7, principals, subject advisors, learning support teachers, final-year teacher
training students and lecturers) from 1999 to early 2002 while they attended
the CLE workshops. To improve the content validity of the instrument, ver-
sions 3, 4, 5, and 6 were given to professional teachers and they were asked
to verify whether the wording and general layout of the CIERTQ was in accor-
dance with the Benchmarks for Literacy for Grades R–4 (1999).

Figure 2   The reversed model proposed by Gray 

(in Rattanavich & Christie, 1993:100)
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Phase 2
During this phase the questionnaire involved further development and refine-
ment of the CIERTQ. In 2001 and 2002, I trained 60 Western Cape Education
Department (WCED) officials selected from seven Education Management
Development Centres (EMDC), and they in turn selected the schools to be
trained in CLE and then trained those teachers.

Teachers in Phase 2 attended a one-day CLE workshop. Version 8 was
administered to 533 reading teachers in early 2002. It was re-administered
to 360 teachers six months later. One hundred and seventy-three of the pre-
tested teachers were present at both the pre- and repeat workshops. After
qualitative and quantitative analysis of the generated data, version 8 of the
CIERTQ was improved and version 9 was reformulated in readiness for an-
other large-scale trial.

Phase 3
Phase 3 was the final administration of the CIERTQ, version 9, to a new rele-
vant self-selected study group of 144 reading teachers who were attending the
2003 National Professional Diploma in Education course in teaching Literacy
in the primary schools, offered in the Education Faculty of the Cape Tech-
nikon, Western Cape.

Throughout Phases 2 and 3 several cautious varimax normalised factor
analyses were engaged to refine and develop the questionnaire, within the
context of teaching reading in economically developing schools in South
Africa. 

Version 10 was developed but not trialled.

Results
The results of this study will be discussed according to the three phases that
it progressed through, although more emphasis will be given to the last phase.

Phase 1
As a result of the workshops, four literacy issues recurred both qualitatively
and quantitatively throughout the seven trials up to the end of 2001. Three
educational issues in literacy emerged and these focused on clarifying the
structural parameters in the CIERTQ itself as a research instrument for
producing data. These surfacing trends were classified as technical, organiza-
tional, and scoring issues. A fourth issue emerged during interviews which
raised a concern regarding the personal support needed for teachers of lite-
racy.

Some of the technical issues referred to all items on the CIERTQ indicated
typical reading skills generic to Grades 1–7. The wording of all items was
appropriate, their expression was unambiguous, unbiased, simple and clear
in meaning, with no redundancies, no spelling errors, and written in the cor-
rect tense.
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The organizational suggestions implemented the following critical recom-
mended requirements: that the instruction page of the CIERTQ had to be
clearer, have simple language, and include an example of how to complete the
form. Seven categories of descriptors were recommended, developed and clas-
sified by teacher agreement, and items were grouped accordingly by consen-
sus within each category.

The scoring recommendations made by some respondents suggested that
it should be clear, effective, unambiguous and simple. The scoring scale was
developed from a two-point scale [yes/no] to a recommended five-point scale
for the final draft with scores ranging from 0 [no idea] to 4 [essential] (Fraser,
1989).

During interviews it became evident that teachers were adamant that they
needed support when implementing or attempting a new methodology for the
teaching of reading.

By November 2001, values of Cronbach alpha reliability coefficients for
the seven desired features of version 7 of the CIERTQ, comprising 42 items,
had been derived. To obtain these coefficients, the scores of a convenient
sub-participant group of 45 trained teachers were used (although only 15
supplied intact data). The seven Cronbach alpha coefficients obtained were:
á = 0.67 for reading for meaning (6 items), á = 0.85 for reading to communicate
(six items), á = 0.86 for reading to learn (six items), á = 0.79 for reading to
develop critical thinkers (six items), á = 0.70 for reading to be sociable (six
items), á = 0.75 for reading for pleasure (six items), and á = 0.80 for reading
to develop skills (six items).

Therefore, for this particular convenient participant group, version 7 of
the comprehensive questionnaire had satisfactory reliabilities for the seven
inclusive categories. 

By the end of Phase 1 of the pilot study, the sectors of re-grouped items
began to emerge with a better systemic framework for the questionnaire in a
re-arranged form of the CIERTQ — one which was more logical, defensible and
clear. The qualitative and quantitative data complemented and supported
each other in ways that gave thrust to the unfolding of the next phase of deve-
lopment of the CIERTQ.

Phase 2
Using version 8 of the CIERTQ (with seven sectors), 173 teachers completed
both the pre-questionnaire (early 2002) and the repeat questionnaire (late
2002). A cautious factor analysis was then conducted on the repeat program-
me intervention responses. The varimax normalized rotation indicated that
there were possibly eight factors in the responses of the 173 respondents,
instead of the seven previously provisionally found with the 533 respondents’
pre-questionnaire responses, prior to the CLE workshop.  The 42 items were
then regrouped more logically and consistently, guided by the provisional
factor analysis. They were partially reclassified to formulate version 9, with
improved wording of all items. To clarify the meaning and interpretation of the
main headings generated for each sector, three colleagues who lecture with
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me were asked to give suggestions for a reformulated version of the question-
naire.

Phase 3
The reformulated version of the questionnaire (version 9) was then promulga-
ted for further trial and refinement on two separate occasions during work-
shops, namely, in May 2003 with 105 respondents and on August 2003 with
39 qualified teachers (Grades 1–7). These teachers had chosen voluntarily to
extend their professional development in Education by participating in further
informal studies after normal class hours. All participant teachers had also
attended at least 10–12 hours of additional voluntary workshop training in
the CLE approach to reading and writing. The following seven research ques-
tions were asked throughout the study:

1. What were the sources of items? 
The main source of the items in the CIERTQ came from the current govern-
ment policy documents, interviews and workshops with expert teachers and
recent reading theory.

Table 1 The identified component sectors and their items in the evolving versions of the IERTQ

in Phases 2 and 3

Version 8 Version 9 Version 10

Sectors

(Identified and labelled

through consensus of the

qualitative scrutiny of

reading specialists,

teachers and lecturers)

No.

of

 items 

Sectors

(Identified

quantitatively by 

factor analysis; then

interpreted)

No.

of

 items 

Sectors

(Identified quantitatively

by factor analysis; then

interpreted)

No.

of

 items 

Reading for meaning (m )

Reading for

communication (c)

Reading to learn (l)

Reading for critical

thinking (ct)

Reading to be 

sociable (s)

Reading for pleasure (p)

Reading for skills

development (sk)

Totals

6

6

6

6

6

6

6

42

Reading for meaning

and interpretation (m )

Reading for

communication (c)

Reading for

understanding and

application (u)

Reading for reflection

(r)

Reading for social

interaction (so)

Reading to enhance

pleasure (p)

Strategies development

(st)

Serendipitous 

factors (se)

4

4

4

4

6

4

8

7

41

Reading for meaning

and interpretation

Reading scaffolding

techniques

Reading for

understanding 

Reading for reflection

and analysis

Reading for scanning

and research 

Reading for

application

Reading to make

judgments

6

9

8

6

6

4

2

41
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2. How many sectors and items in each version of the CIERTQ?
The answer to this question is provided in Table 1 which shows the progres-
sive development and refinement of sectors and items from version 8 (in Phase
2) to version 9 and 10 (in Phase 3).

Only one item was discarded as a consequence of the refinement of
version 8. In the developments from version 8 to version 10, the total number
of items remained almost stable at 41 or 42, despite the continuing trials and
an internal reshuffling of items occurring after each pilot study. 

3. How important were the items?
A means and standard deviation analysis of the respondents’ responses was
completed. Items which scored a mean of at least 2.0 (“relevant”), up to a
maximum possible score of 4.0 (“essential”) by the teachers of reading have
been designated as “core” indicators, in agreement with the criteria embedded
in current reading theories of reading pedagogy (Walker, 1992; Halliday, 1996;
Cambourne, 2004; Goodman, 2005).

With regard to the responses to version 9 of the CIERTQ, the highest
scoring items (the maximum possible score being 4.00) were those numbered
3, 32, and 41:
• The best teachers of reading are those that: “Allow time for their learners

to retell the story in their own words” (item 32; mean = 3.74).
• The best teachers of reading are those that: “Use correct grammatical

structures when speaking to their learners” (item 3; mean = 3.72).
• The best teachers of reading are those that: “Allow their learners time to

respond to what has been said” (item 41; mean = 3.72).
The lowest scoring items were items 14 and 22: 
• The best teachers of reading are those that: “Make time to talk about the

author’s styles of writing” (item 14; mean = 2.72).
• The best teachers of reading are those that: “Use graphic aids such as

graphs and tables to interpret information in a text” (item 22; mean = 2.81).

4. Were the numbers of items revised?
Continuous qualitative feedback on the content and expression of items in
version 8 was obtained from 126 professional colleagues who supplied written
and verbal critiques of the original wording of each item in the questionnaire.

In version 9, four items did not change their wording at all, six items’
wording remained very similar and 31 items were reworded. One item was
eliminated. Quantitative feedback was obtained through cautious factor ana-
lyses of the responses of 144 teachers to version 9 of the presented scale
items. A cautious factor analysis identified that eight items expressed with
compounded wording were individually identified. Each of these over-elabo-
rated items was therefore subsequently divided into simpler, shorter, revised
items with more consistent wording.

For example: In version 9, item 24 read: “Encourage their learners to read
with appropriate rate and expression”.

However, for version 10, the wording of this item was altered to read:  “En-
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courage their learners to read with expression” which became item 33. Any
further reference to the word “rate” was omitted.

5. Do the emerging clusters or themes of items become more scattered or more
cohesive as these subsequent versions are clarified and improved?

For a refined version 9 with 41 items a cautious factor analysis was performed
on the response data. Using the more linguistically refined 41 items of version
9, the three prominent factors with factor loadings > 0.50 that appeared to be
emerging were as follows:
• Factor 1 now includes “reading for understanding and application”, “seren-

dipitous items” and “reading for strategy development” as the most promi-
nent dimensions; and the “serendipitous items” appear to be items of
support. In short, all nine items (variables) strongly associated with factor
1 could be interpreted and described as pedagogically strategic items.

• Factor 2 (four items) appears more concerned with “reading for meaning
and interpretation”; and

• Factor 3 (five items) appears to be concerned with “reading for socializing”,
but is still heterogeneous in its composition, and may be considered as
representing “research and surveillance”.

Also, whereas the unrefined versions 8 of the CIERTQ yielded only three or
four items with factor loadings > 0.70, the more refined version 9 has now
produced nine items with factor loadings > 0.70. This result implies that the
construct validity of the CIERTQ is improving, as the wording of its items
becomes progressively refined. 

These 41 items’ measured associations are depicted on a scree graph in
Figure 3, illustrating the extent to which they have now tended to form small
groups of identifiable and significant clusters along a straight line. What has
emerged is a discernable sense of structure in the teachers’ responses that
has a natural coherence in harmony with current theory. 

6. What were the qualitative reflections made by two reading expert education
officials of versions 9 and 10 of the CIERTQ?

After the final factor analyses, I interviewed two literacy experts (education
officials) together for their evaluation of the proposed composition and wor-
ding of version 10 of the CIERTQ. At that time, they both worked in developing
and developed schools in the Western Cape and were both leaders of literacy
in their regions. They agreed that the sectors in version 10 of the CIERTQ
fairly reflected the learning outcomes advocated in the National Curriculum
Statement (2002).

In addition they suggested that the designated subheading, Reading for
research and surveillance, be reworded as Reading for scanning and research.
They felt that a teacher’s scanning and researching are similar and equally
important tasks, but with one being a simpler task and the other being a more
complex task. 



619Reading teachers

As a result of the renaming, item 41, “Allow time for their learners to skim
and scan the text to find relevant information”, should be included in the sector
called Reading for scanning and research.

The experts made favourable comments about the sector named Reading
for reflection and analysis. One stated: “I like it; I like it because, at the end
of a book, you have to reflect on what you’ve read and make your own
analysis.”

One interviewer wondered whether inserting an open-ended prompt ques-
tion at the beginning of the survey would elicit an initial, helpful, instinctive
response to the teaching of reading. This suggestion was taken up and is now
offered on the cover page of the version 10 of the questionnaire in the appen-
dix.

The suggested changes to the items and sectors were accepted as offered,
and they were all incorporated into the wording and structure of final version
10 of the CIERTQ.

Figure 3   Scree plot for version 9 of the CIERTQ questionnaire obtained with

144 teachers of primary school reading
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7. What was the structure and composition of the final version 10 of the
CIERTQ?

After a series of factor analyses and interviews with literacy experts, revisions,
and re-arrangements the CIERTQ has evolved and developed to become the
final proposed version 10 (see Appendix). This version has emerged with seven
modified or identified sectors with more appropriate items in each sector, but
has not yet been trialled. 

Conclusions
This study is a unique contribution to issues around the teaching of reading.
It has shown that it is possible to identify, clarify and verify a profile of core
indicators of an effective reading teacher that is comprehensive, and consis-
tent with the current policy documents and in terms of current theoretical
studies on the teaching of reading.

The CIERTQ has wide reliability and validity for primary schools that
operate within multilingual reading cultures and diverse reading approaches,
particularly in economically developing regions of South Africa and possibly
beyond. 

It is interesting, from a methodological point of view, that it has taken
nine versions of the CIERTQ to produce a stable and coherent provisionally
final set of professional competencies. However, the most interesting aspect
of this methodology shows that the use of large repeat samples has led to a
better defined and well-integrated description of the component sectors in the
emerging profile. Therefore a strong methodological feature of this research
has been the clear beneficial outcomes of an increasingly well-defined pro-
duct.

When introducing a new literacy approach to a province there will always
be teething problems, and the expert education officials were very aware of the
issues that were impeding the implementation of CLE into schools. At the
same time they are very positive about the programme and its benefits to both
the teachers and the learners.
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Appendix

TEACHER’S NAME: . . . . . . . . . . . . . . . . . . . . . DATE:. . . . . . . . . . . . . . . . . . . . . .             

NAME OF SCHOOL: . . . . . . . . . . . . . . . . . . . . . GRADE:. . . . . . . . . . . . . . . . . . . .            

WHAT ARE THE CORE INDICATORS OF THE BEST 
TEACHERS OF READING?

Critique and circle the relevance of the items on the back of this page as potential indicators
of the best teachers of reading.
Next to each sentence are numbers 0 – 4 coded as:

0  = This item is not relevant to a teacher of reading.
1  = This item is of some relevance to a teacher of reading.
2  = This item is of relevance to a teacher of reading.
3  = This item is of high relevance to a teacher of reading.
4  = This item is an essential indicator of a teacher of reading.

Item example:
The best teachers of reading are those that:

Not
rel.

Some
rel. Rel.

High
rel. Ess.

1. Demonstrate an understanding of the text by
making predictions.

2. Link the text to the learner’s prior knowledge.

0

0

1

1

2

2

3

3

4

4

• Thank you for taking the time to complete this survey.
• It should take you about 20 – 30 minutes to complete.
• A range of scoring is expected so do not hesitate to score these items with complete

honesty and freedom. Drawing circles around 1s and 2s is as important as circling 4s.

What reading skills do you believe are important for your learners to develop?

.. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

.. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

.. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

.. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

.. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .
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I believe that the best teachers of reading in the primary
classes do the following on a daily basis in order to help
learners become competent in literacy:

Not
rel.

Some
rel. Rel.

High
rel. Ess.

Reading for scaffolding techniques: 

The best teachers of reading are those who:

1. Encourage their learners to find fictional and non-fictional

materials in response to a theme.

2. Display these books in the class to encourage the learners to

read them . 

3. Allow time for their learners to retell the story in their own

words.

4. Read, understand and write using a variety of text types with

their learners. 

5. Refer to and use stories to solve social problems in the class

such as stealing. 

6. Choose appropriate text resources to solve problems and make

decisions.

7. Link the text to the learner’s prior knowledge. 

8. Allow their learners time to respond to what has been read. 

9. Allow their learners to summarise written text.

Reading for meaning and interpretation: 

The best teachers of reading are those who:

10. Explore different interpretations of idiomatic and figurative

expressions found in text.

11. Explore the m oral of a story. 

12. Explore the deeper meaning of a story. 

13. Compare and contrast elements in a story such as character,

setting or events. 

14. M ake time to talk about author’s styles of writing. 

15. Speak to the learners in an ordered, clear and well-organised

manner.

Reading for scanning and research: 

The best teachers of reading are those who:

16. When choosing a book, guide their learners to read reviews

rather than looking at covers. 

17. Discuss interpersonal relationships amongst the characters in a

story.

18. When reading, encourage their learners to self-correct so that

the m eaning is m aintained. 

19. Encourage their learners to find resources inside their school

to complete projects.

20. Identify popular reading resources in the com munity. 

21. Allow time for their learners to skim and scan the text to find

relevant information. 
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624 Condy

I believe that the best teachers of reading in the primary
classes do the following on a daily basis in order to help
learners become competent in literacy:

Not
rel.

Some
rel. Rel.

High
rel. Ess.

Reading for reflection and analysis: 

The best teachers of reading are those who:

22. When reading books encourage objective discussions on

controversial social issues.

23. Encourage their learners to make judgments about information

in the text. 

24. Use graphic aids such as graphs and tables to interpret

inform ation in a text.

25. Provide opportunities to discover major ideas in text and

supporting ideas.

26. Sensitise learners to cultural issues. 

27. Spend time analysing plots and characters of stories.

Reading for understanding: 

The best teachers of reading are those who:

28. Teach learners to apply their knowledge of phonics when

reading difficult words.

29. Re-read the text if the m eaning is not clear. 

30. Teach editing skills such as spelling, grammar and

punctuation. 

31. Encourage their learners to read with appropriate expression. 

32. Build a rapport with their learners. 

33. Allow opportunities to teach the meanings of difficult

vocabulary. 

34. Ask probing questions about the content to see if their learners

understand the text.

35. Check to see that different readers understand the content of a

story in the sam e way. 

Reading for application:

The best teachers of reading are those who:

36. Com pare text information with their learners. 

37. Use discussions from the text as a form  of review. 

38. M ake predictions from the passage. 

39. Role model social skills such as taking turns and listening to

others.

Reading to make judgments:

The best teachers of reading are those who:

40. Use correct grammatical structures when speaking to their

learners. 

41. Allow learners time to give opinions of the text.
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