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ABSTRACT 

 

Teaching transition learners from Foundation Phase to Intermediate Phase is still a 

national academic catastrophe in the Department of Basic Education. Teachers 

teaching in the Intermediate Phase in rural schools find it difficult to meet the 

curriculum demands when teaching them. This study aimed to investigate strategies 

teachers use to teach learners who are transiting from the Foundation Phase to 

Intermediate Phase in rural areas. The study was conducted through a mixed-

methods approach. Simple random and purposive sampling procedures were 

followed to select teachers who took part in the study. Results showed that teachers 

are using different forms of teaching strategies to teach learners who are transiting 

from Foundation Phase to Intermediate Phase in Vhembe East District. Strategies 

used include code-switching to elaborate a point to make learners understand 

aspects of subjects taught in English. Group work is found as an effective teaching 

strategy that impacts the learning outcomes of transiting learners. There are however 

challenges that teachers and learners face when these teaching strategies are 

applied. The study recommends that teachers should use strategies that link Grade 

3 content with that of Grade 4 to assist learners to know the current content. A model 

was developed to assist teachers with possible teaching strategies when assisting 

learners to perform well.  

 

KEYWORDS   

Learners, Foundation phase, Intermediate phase, rural areas, teachers, teaching 

strategies, transition. 
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CHAPTER 1 

 

1. INTRODUCTION TO THE STUDY 

 

1.1.  OVERVIEW OF THE CHAPTER 

 

In this chapter, an overview of this study is presented. The background of the study, 

problem statement, aim of the study, objectives, research questions, research design 

and methodology, significance of the study and organisation of research chapters are 

detailed.  Section 1.2 outlines the background of the study.     

 

1.2.  BACKGROUND OF THE STUDY 

 

The Curriculum and Assessment Policy Statement (Department of Basic Education, 

2010), which was formulated in line with Section 4 (1), of the Official Languages Act 

12 of 2012 dictates considerable changes for learners who are transiting from Grade 

3 to 4. These changes include that when learners transit from the Foundation phase 

to the Intermediate phase (Grade 3 to Grade 4), they must be taught in English 

(Department of Basic Education, 2010; Melnick & Darling-Hammond, 2020; 

Venketsamy & Sibanda, 2021; Arasomwan & Mashiya, 2021). The change implies 

that learners, who were being taught in their Home Language in the Foundation 

phase, are expected to change the language of instruction in the Intermediate phase. 

Furthermore, Grade 3 learners move from learning four subjects (Mathematics, 

English, Tshivenda and Life Skills), to learning six subjects in Grade 4 (Tshivenda, 

English, Mathematics, Life Skills, Social Sciences, Natural Sciences and 

Technology). In Grade 3, learners are taught by one teacher, whereas in Grade 4, 

the six subjects are taught by different teachers. At the end of Grade 3, learners, are 

expected to meet Grade 4 requirements regarding the medium of instruction, which 

is English.  Learners thus need to adjust to the new medium of instruction as well as 

the methodologies and approaches used by different teachers in the different subject 
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areas (Department of Basic Education, 2011). As one study suggests, maladjustment 

during the transition may lead to lasting learning difficulties (Geiger, 2009). 

 

Grade Four teachers are faced with learners transiting from the Foundation phase to 

thee Intermediate phase, and they have reportedly experienced challenges regarding 

teaching strategies they can use to promote learning (Campel, 2006; Geduld, et al., 

2020; Salie & Moletsane, 2021). Campel (2006), found that teachers in urban schools 

were assisted by remedial teachers, such as speech therapists, psychologists, and 

occupational therapists to deal with the learning difficulties which affect the child 

academically, physically and psychologically, as a result of the transition. There is, 

however, no evidence that such programmes exist in schools in the rural areas of 

South Africa, which are predominantly populated by black people. 

 

The transition of learners from the Foundation phase to the Intermediate phase 

seems to have been a national crisis in the Department of Education, for some time. 

The Department of Education introduced the Annual National Assessment (ANA), 

from 2011 for all the Grade 3 learners to track education performance in order to 

evaluate learning gaps in poor and urban schools. Those tests seemed to benefit 

learners in urban areas more than those in rural areas. As an experienced teacher of 

more than 30 years, teaching learners who are found in rural community, I observed 

that teachers seem to struggle to teach learners transiting to Grade 4, where a child’s 

workload increases substantially. This is the time when learners start following a new 

curriculum which is designed to develop a child’s academic independence.  

 

The Curriculum and Assessment Policy Statements (CAPS), requires children to do 

research for their subjects as they must now be able to do work on their own.  CAPS 

encourages critical thinking; therefore, learners must discover things by themselves. 

These are learners who, when in Grade 3, were always given a hand, but, according 

to CAPS, this is the time to let go. Grade 4 learners are now being asked to do more 

things on their own than in earlier grades. They are expected to start using 

organization and time management skills, and they have to think critically and 
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problem-solve. While the start of Grade 4 can be a challenging and emotional time 

for young children, it is also a challenging time for teachers whose teaching strategies 

have to accommodate these considerable curriculum changes. Many children from 

poor homes attend poorly-resourced schools which are common in rural areas 

(Pretorius, 2014). This lack often has an adverse effect on the strategies teachers 

use for promotion of learning.  

 

In schools in South Africa where children are taught in their first language in the 

Foundation phase, learners in Grade 4 particularly find this challenging because 

there is a change when English becomes the LoLT (Pretorius, 2014). Not only do 

learners need to develop adequate oral communication skills in English, but Grade 4 

teachers also need appropriate teaching strategies, for the varied challenges, of the 

learners who have transited into a new grade, as I have highlighted earlier on.  

 

Teachers play a critical role in preparing children for the fast-changing world 

(Schleicher, 2016). In the last five years, the Department of Higher Education and 

Training has invested substantially in research and training of Foundation phase 

teachers, in response to the fact that there are teachers in this category whose pre-

service education needs to be enhanced to suit the needs in schools (Petersen, 

2017). Despite further training of Foundation phase teachers, their teaching 

strategies do not seem to improve the performance of learners transiting to Grade 4 

in a rural context.  

 

1.3.  PROBLEM STATEMENT 

  

The Curriculum and Assessment Policy Statement which was formulated in line with 

Section 4 (1), of the use of Official Languages Act 12 of 2012, dictates considerable 

changes for learners who are transiting from Grade 3 to 4. These changes have a 

direct impact on the strategies teachers in these grades can use to promote learning. 

As an Intermediate phase teacher for more than a decade, I have observed that 

Intermediate phase learners in rural schools, who have transited from the Foundation 
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phase, seem to find it difficult to cope with learning conditions in Grade 4.   It was not 

possible to establish from the literature which strategies teachers can use to teach 

learners, transiting from the Foundation phase to the Intermediate phase in rural 

areas, for them to learn with ease. The policy is also silent on the strategies that 

teachers should use to teach learners in the Intermediate phase in rural schools who 

have difficulties in learning. There is, therefore, a dearth of literature on what 

strategies teachers may use with learners transiting to Grade 4 in a rural context. 

 

1.4. AIM OF THE STUDY 

 

The aim of this study was to investigate strategies teachers use to teach learners 

who are transiting from the Foundation phase to the Intermediate phase, in rural 

areas, in the Vhembe East District of the Limpopo Province. 

 

1.5.  OBJECTIVES 

 

The study was guided by the following objectives: 

 

1. To explore strategies teachers use to teach learners who are transiting from 

the Foundation phase to the Intermediate phase, in rural primary schools of 

the Vhembe East District. 

2. To investigate challenges teachers face in teaching learners transiting from 

the Foundation phase to the Intermediate phase in rural areas of the Vhembe 

East District. 

3. To find out the extent to which teaching strategies used to teach learners in 

rural schools, transiting from the Foundation phase to the Intermediate phase, 

affect learner performance. 

4. To explore challenges faced by learners transiting from the Foundation phase 

to the Intermediate phase in rural areas of the Vhembe East District. 
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1.6.  RESEARCH QUESTIONS 

 

This study was guided by the following research questions: 

 

1. How are teachers teaching learners who are transiting from the Foundation 

phase to the Intermediate phase in rural areas of the Vhembe East District 

2. What are the challenges facing teachers who are teaching learners transiting 

from the Foundation phase to the Intermediate phase in rural areas of the 

Vhembe East District? 

3. To what extent do strategies used by teachers affect performance of learners in 

rural schools transiting from the Foundation phase to the Intermediate phase, 

affect their performance? 

4. What are the challenges faced by learners transiting from the Foundation phase 

to the Intermediate phase, in rural areas of the Vhembe East District? 

 

1.7.  RESEARCH DESIGN AND METHODOLOGY 

 

The research design and methodology refer to the overall strategy used to conduct a 

study. The research design and methodology constitute the blueprint for the 

collection, measurement, and analysis of data (De Vaus, 2001; Hwang, et al., 2020; 

van Ockenburg, et al., 2021). The study followed an exploratory research design. A 

detailed discussion on the research design and methodology is given in Chapter 3. 

  

1.8.  SIGNIFICANCE OF THE STUDY 

 

The study was intended to add to the knowledge on the existing strategies for 

teaching learners in rural primary schools, for future scholars and policy makers. The 

findings of this study together with the recommendations offered by the study will be 

shared and made available to stakeholders in order to help teachers to use 

appropriate teaching strategies to improve learners’ performance at primary school 

level. The results of this study will, hopefully, reach the National Education 
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Department of Basic Education for further planning. Section 1.9 presents the 

organisation of the research. 

 

In the next section, I define operational terms that underpin this study. 

 

1.9.  OPERATIONAL DEFINITIONS 

 

Castanuela (2020), notes an operational definition as the statement of procedures 

the researcher is going to use in order to measure a specific variable. Brent, et al. 

(2016), suggest that the use of operational definitions should involve the following 

conceptual tasks: clarification, where the researchers reflect on and clarify their 

potential operationalization, specifications, where the researchers specify and take 

account of what was actually studied, and justification, in which the researchers 

assess and depend on the translation validity of their operationalization. The 

operational concepts used in this study are defined using explanations provided by 

literature. These concepts are: strategies, teaching, learners, transiting, Foundation 

phase, Intermediate phase and rural areas; they are defined as they would be applied 

in this study. 

 

1.9.1.  Strategies 

  

A strategy is a plan designed and implemented to attain set goals or objectives to 

achieve a particular long-term aim (Fredman, 2013). According to Sarode (2018), 

strategies are methods used to help students learn the desired course contents and 

be able to develop achievable goals in the future. In addition, Shinn (1997), defines 

a strategy as a complex educational behaviour of a teacher in using methods, 

techniques, tools, discipline and communications in order to achieve objectives. 

Literature reveals that strategies are used to achieve long term goals. Shinn (1997), 

however, does not focus on some of the points raised by with Fredman (2013), and 

Sarode (2018); rather he mentions that a strategy is a complex educational behaviour 
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of a teacher in using methods. In this study, strategies refer to the approaches 

developed to assist and empower teachers on measures that should be put in place 

by the Department of Education to curb the challenges of coping with the transition 

of learners from the Foundation phase to the Intermediate phase and its negative 

effects. 

  

1.9.2.  Teaching 

 

Soaness and Stevenson (2009), and Fergusson, et al. (2021), define ‘teaching’ as a 

way of imparting knowledge to children; it involves instructing them how to read and 

write at school. According to Castle (2012), teaching is an activity aimed at the 

achievement of learning or to assist others to learn. Teaching is generally defined as 

the act of using different methods to enable students to learn, governed by place, 

space, time and patterns of pupil organisation and undertaken for a purpose of 

building micro cultures (Alexander, 2015). Studies by Soaness & Stevenson (2009), 

Castle (2012), Alexander (2015), and Fergusson, et al. (2021), show agreement that 

teaching is a way of assisting learners to learn. Alexander (2015), also views teaching 

as being governed by place, space, time and patterns of pupils’ organisation for them 

to learn. In this study, teaching is when a teacher employs different strategies to 

promote learning amongst learners who are transiting from the Foundation phase to 

the Intermediate phase. 

 

1.9.3.  Learners 

In the Republic of South Africa (1996), a learner is any person receiving education or 

who is obliged to receive education. A learner is a person who has not yet reached 

maturity; such a person still has to be educated and learn from an adult usually in a 

formal learning situation (Nkosi, 2016), and specifically learners refer to school 

children (Tshuma, 2017). Studies hence, note that a learner is a person who needs 

to receive education (Republic of South Africa, 1996; Nkosi, 2016). In this study 

learners are children transiting from the Foundation phase to the Intermediate phase.  
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1.9.4.  Transiting 

 

The term ‘transition’ refers to any movement or change, be it physical, intellectual, 

moral, cultural or otherwise, from one phase of life to another (Matavire, 2011). 

Cowan and Hetherington (1991), perceive transitions as a long-term process that 

results in qualitative reorganisation of both inner life and external behaviours. The 

term ‘transition’ is mostly used to define the move from one year group to the next or 

from one school to another, within formal educational settings (Fabian & Dunlop, 

2002). Studies by Matavire (2011), and Fabian and Dunlop (2002), agree that a 

transition is any movement from one setting of life to another. Cowan and 

Hetherington (1991), view a transition as a long-term process that results in 

qualitative reorganisation. In this study the term ‘transiting’ refers to an on-going 

psychosocial process through which learners come to terms with literacy, cognitive, 

academic and curriculum growth that comes with a demand for advanced knowledge 

and a change of environment on the part of a learner. Learners are changing 

environments by moving from the Foundation phase to the Intermediate phase, 

hence, ‘transiting learners’ refers to learners progressing from one phase to another.      

 

1.9.5.  Foundation phase 

 

In the Rural Education Draft Policy (2017), the Foundation phase is the first phase of 

the school curriculum applicable in Grade R, 1, 2 and 3. Howie, et al. (2012), describe 

the Foundation phase as consisting of Grade 1 to Grade 3 where the learners’ age 

varies from seven to nine, and the teaching focus is on Literacy, Numeracy and Life 

Skills; this is the same explanation for this study. In this phase, learners are taught 

by one teacher and the Language of Learning and Teaching is the Home Language. 
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1.9.6.  Intermediate phase 

 

The Intermediate phase is the second phase of the school curriculum applicable in 

Grades 4, 5 and 6 (Government Gazette, 26 January, 2018). The Intermediate phase 

learners age spans from 10 to 14 years. This phase is where a learner is supposed 

to be taught in English as the medium of instruction in all the subjects (Nkosi, 2016). 

In this study, the Intermediate phase is the period between the Foundation and Senior 

phases. Intermediate phase teachers do not remain in one class, they move from one 

class to another throughout the day. 

 

1.9.7.   Rural areas 

 

The Rural Education Draft Policy (2017), describes rural areas as farms and 

traditional areas, characterized by low population densities, low levels of economic 

activity and low levels of infrastructure. According to the Department of Education 

(2005), rural areas include specific environment features as identified by Statistics 

South Africa, which include distance to town, topography, and settlement patterns. 

These challenge the delivery of schooling and the provision of quality education to 

learners. Walberg (1994), outlines rural areas as having a low population density 

together with family isolation and community remoteness. In this study, the term is 

similarly employed. In the rural context, parents depend on social grants, livestock 

and crop farming and they do not participate in the education of their children. Section 

2.4 will outline the strategies for teaching learners transiting from the Foundation 

phase to the Intermediate phase. 

 

1.10.  ORGANISATION OF RESEARCH CHAPTERS  

 

This thesis is organised into the following chapters: 
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CHAPTER 1 

 

Chapter 1 presented the background of this study, followed by the statement of the 

problem, aims, and objectives of the study, research questions, research design, and 

methodology and ethical considerations and significance of this study, organisation 

of chapters and theoretical framework of this study. 

 

CHAPTER 2:   

  

Literature on the strategies for teaching learners transiting from the Foundation phase 

to the Intermediate phase in rural areas is discussed in chapter 2. The theoretical 

framework that informs this research is discussed first, followed by an in-depth 

discussion of the literature reviewed, guided by the research objectives. 

 

CHAPTER 3: 

   

Chapter 3 presents the research design and methodology. Quantitative and 

qualitative research paradigms are discussed in this chapter. The data collection 

strategies, research data-collection’s instruments, ethical considerations, recording 

and transcribing of data are also discussed in this chapter. 

 

CHAPTER 4:  

 

Chapter 4 contains the data presentation. Data collected through recorded interviews 

and through questionnaires is presented and analysed. The presentation is guided 

by the research objectives. 

 

CHAPTER 5:  

In chapter 5, the synthesis and discussions of findings, recommendations and 

contribution to the body of knowledge are presented. A summary of both the 

quantitative and qualitative results of the study is also outlined. 
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1.11.  CONCLUSION 

 

In this chapter, an introduction of the study and background was presented. The 

statement of the problem and aim of the research were specified. This was followed 

by the research objectives and questions, the research design and methodology, the 

significance of the study and the organisation of research chapters. Finally, the plan 

of the study was provided. This leads to the presentation of literature review in the 

next chapter. 
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CHAPTER 2 

 

2. LITERATURE REVIEW 

 

2.1.  INTRODUCTION 

 

The literature reviewed for this study is presented in this chapter, as well as the 

theoretical framework that underpins this study. The literature reviewed provides the 

background to this investigation on strategies for teaching learners transiting from the 

Foundation phase to the Intermediate phase in rural areas in the Vhembe East 

district. This offers readers a justification for this study in relation to the research 

problem. The discussions first focused on an overview of the strategies for teaching 

learners transiting from the Foundation phase to the Intermediate phase from 

different viewpoints; global, SADEC South African, Provincial and Districts. This is 

followed by a contextualisation of the topic. 

 

The literature reviewed in this chapter answers the following research questions: 

 

● How are teachers teaching learners who are transiting from the Foundation 

phase to the Intermediate phase in rural areas of the Vhembe East District? 

● What are challenges facing teachers who are teaching learners transiting from 

the Foundation phase to the Intermediate phase in rural areas of Vhembe? 

●  To what extent do strategies used by teachers affect performance of learners 

in rural schools transiting from the Foundation phase to the Intermediate 

phase, affect their performance? 

● What are the challenges faced by learners transiting from the Foundation 

phase to the Intermediate phase in rural areas of the Vhembe East District? 
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2.2. OVERVIEW OF THE STRATEGIES FOR TEACHING LEARNERS 

TRANSITING FROM THE FOUNDATION PHASE TO THE 

INTERMEDIATE PHASE IN RURAL AREAS 

 

In this section, literature from different countries on teaching strategies that teachers 

are using to teach learners transiting from the Foundation phase to the Intermediate 

phase, starting from global view then narrowing the focus to a regional view, South 

Africa, then provinces to districts, is discussed   

 

2.2.1.  GLOBAL VIEW 

 

This section discusses teaching strategies that teachers are using globally to teach 

learners transiting from the Foundation phase to the Intermediate phase focusing on 

countries such as Palestine, Turkey, Finland, Czechoslovakia and India. 

 

2.2.1.1.  Teaching strategies in Palestine 

 

Shehadeh and Farrah (2016), explain that some teachers in Palestine use music and 

songs as teaching strategies in their Grade 4 classrooms because they have positive 

effects on increasing learners’ achievement, interest and motivation in learning 

foreign language. Similarly, Ratnasari (2007), advocates that teachers should keep 

learners interested, motivated and engaged in learning a foreign language so as to 

achieve the lesson objectives.  

 

Kanel (2000), and Covarrubias Reséndiz (2020), reveal that flashcards and posters 

are the most frequently used aids in classes to teach vocabulary. Kanel (2000), 

further confirms that music and songs is an effective teaching strategy to reduce the 

boredom that can occur from repetitive drills. Lozanov, (1978), and Poulter and Cook 

(2020), point out that music produces a relaxed state of mind that makes the brain 

receptive to inputs and activates the sub- consciousness. Lo and Li (1998), and Al-

efeshat, and Baniabdelrahman (2020), add that songs develop learners’ skills, for 
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instance, reading, writing, speaking and listening, pronunciation, rhythm, grammar 

and vocabulary in language learning. 

 

 Qurt (2013), indicates that learners feel free and learn with eagerness, especially if 

the song is related to real life situations. Burhayani (2013), and Antika (2021), add 

that songs help learners understand difficult words easily if they sing and do the 

action of the song. In conclusion, Shehadeh and Farrah (2016), recommend that 

teachers should use different techniques, such as songs depending on learners’ 

level, interest, class time and textbooks as learners prefer learning by action and 

other modern techniques. Teachers should exploit innovative teaching strategies to 

help improve learners’ proficiency and for them to interact with different activities 

(Shehadeh & Farrah, 2016). 

  

2.2.1.2.  Teaching strategies in Turkey 

 

Altinyelken (2011), reports that the primary school curriculum in Turkey has been 

viewed as inadequate in preparing learners with the competencies, abilities, skills 

and knowledge for the twenty-first century because it fosters rote learning and fails 

to support life-long learning. Traditional teaching whereby teachers make ‘deposits’ 

and learners receive, memorise and repeat after the teacher, have also been 

criticised for being ineffective as it inhibits learners’ creativity and critical thinking and 

makes it a teacher-centred pedagogy (Gauthier & Dembele, 2004). Eurydice (2009), 

explains that at primary level, between Grades 1 and 5, a classroom teacher is 

expected to teach all subjects, and from Grade 6 and 8 all subjects are taught by 

subject specialist teachers.  

 

Low teacher status and low-quality teacher education are the greatest challenges of 

the Turkish education system, although, there are some schools in the province of 

Ankara which are considered to be information-rich cases since teachers have longer 

experience with the new curriculum because they are better trained and better 

equipped with resources (Yilmaz, 2009; Altinyelken, 2011; Hutchison, 2021; Öztekin, 



15 
 

et al., 2021).  Altinyelken (2011), explains that the majority of teachers acknowledge 

significant differences between the old and the current approach because they are 

now using more learning and teaching aids, learners are expressing their opinions 

and they are engaging learners in the activities that are suggested in the workbooks.  

 

Altinyelken (2011), assets that some teachers are now practicing elements of learner-

centred pedagogy where learners are given opportunities to participate and 

experiment with learning aids unlike the old pedagogical approach which was centred 

on teachers who were required to provide information to their learners. Furthermore, 

the new approach also enables learners to improve their communication skills, oral 

and written expressions, creative thinking, drawing, drama, brainstorming and 

imitation due to increased opportunities for self-expression (Altinyelken, 2011; 

Hutchison, 2021).  

 

The new approach, unfortunately, is intensifying existing divisions and creating new 

sources of inequality because such approach emphasises the use of computer 

technologies at home whereas the majority of the households in Turkish society do 

not have these educational resources, hence, it become a challenge for the teachers 

as only few learners can do the assignments (Çınar, et al., 2006; Polat & Yel, 2021). 

Despite these challenges of the new curriculum, Altinyelken (2011), points out that 

most teachers seem to benefit from use of computers, TV and educational CDs 

during the lessons. In line with the new approach, however, classroom activities make 

it more challenging to maintain order in the classroom as learners now walk around, 

ask questions and converse with their classmates.  

 

Parental over-involvement in research, projects and assignments becomes a 

challenge because parents want to do everything for their children. As a result, 

learners’ research skills do not improve because this pedagogical approach now 

becomes parent-centred pedagogy rather than student- centred pedagogy. This 

suggests that poorly-achieving learners might still be promoted to upper grades; this 
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becomes the biggest problem during transition as these learners may prefer passive 

teaching methods which reduce their workload.   

 

2.2.1.3.  Teaching practices in Finland 

 

Beihammer and Hascher (2015), describe the teaching strategies used in multi-grade 

classes of small rural primary schools in Finland and how it effectively supports 

individual learning. Kalaoja and Pietarinen (2009), indicate that multi-grade teaching 

has certain benefits, such as being student-centred learning, flexible teaching, secure 

atmosphere, flexible school-entry and support for individual learning strategies. Even 

though multi-grade teaching can be seen as challenging, Finland shows prevalence 

and a long tradition of multi-grade teaching (Lahelma and Gordon, 2010).  

 

Cornish (2006), and Copur-Gencturk, et al. (2021), note that teachers use curriculum 

alignment by searching for common topics in different subjects for both Grades 3 and 

4. Cornish (2006), adds that teachers get the opportunities to connect subjects and 

interrogate different learning goals and themes.  

 

In subjects like Geography and Biology, in multi-grade teaching of Grades 3 and 4, 

learners are taught the curriculum of the fourth grade, then follows the curriculum of 

the third grade in the following year, thus employing curriculum rotation (Beihammer 

& Hascher, 2015). This suggests that teachers should identify knowledge gaps as 

the teaching materials are arranged from simple to complex, so it may be difficult for 

the Grade 3 learner to start learning the curriculum of Grade 4 before learning the 

third-grade curriculum. The authors add that teachers use the parallel curriculum 

strategy in teaching Mathematics and Language, where both grade 3 and grade 4 

are taught the same subject but given different assignments. Teachers find these 

subjects to be challenging because they have to keep all learners busy, hence, it can 

be frustrating for those learners who lack independent working skills (Cornish, 2006; 

Filgona, et al., 2020).  
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Wagener (2014), indicates that teachers use guided peer-tutoring as a teaching 

strategy where learners from lower grades (Grade 3), benefit from the help of upper-

grades learners (Grade 4). Therefore, one learns by asking for help and others learn 

by giving help. According to Skiera (2003), individual differentiation is essential in 

multi-grade classes in order to help the slower learners by using different learning 

aids and materials and giving the talented learners extra assignment during the 

lessons.  

 

Beihammer and Hascher (2015), suggest that teachers should prepare work plans 

that may include different tasks in different subjects and different teaching strategies 

and materials, such as learning games. Along similar lines, Kupiainen, et al. (2009), 

recommend remedial education as a form of complementary teaching to support 

different levels of learners. In Finland all learners with special needs are integrated 

into their local schools in rural areas where they are provided with private instruction 

from special-education teacher. 

 

2.2.1.4. Teaching strategies in Czechoslovakia 

 

In their research findings, Skutil, et al. (2015), describe how teachers work with 

teaching methods, particularly, in Grades 4 and 5 to teach Geography, History and 

Biology in the primary schools of Czechoslovakia. They point out that the most 

popular methods that teachers prefer interpretation, conversation, working with text 

and graphically demonstrative methods. This is with the aim of passing information 

to learners, as well as making sure that they understand it and know how to apply it 

in everyday life; as a result, classroom texts can develop essential aspects of life for 

primary school learners (Havigerová, 2011; Stoken, 2021).  Havigerová (2011), 

further indicates that teachers also prefer skills and practical and comprehensive 

methods which are aligned with today’s paradigm of education.  

Braičić, et al. (2015), confirm that teachers apply practical skills, for example, as a 

method of working with a map in teaching topics in Geography and History as they 

offer good opportunities to carry out projects. On the other hand, teachers apply 



18 
 

lecturing and working with professional papers methods when teaching topics in 

History and related topics. These authors also note that conversation, working with 

textbooks, lecturing and exploiting demonstrative pictures and objects as the most 

frequent teaching methods, while computer-aided learning, working with professional 

papers and project methods are less applied. Furthermore, Skutil, et al. (2015), found 

that teachers prefer methods that are more based on learners’ activities which belong 

more in the framework of constructivist approach so that learners can have 

knowledge and the ability to critically think and be independent.  

 

In contrast, pressure from education providers and parents is so strong that 

knowledge acquisition outweighs the application of the learning, as a result schools 

choose methods that support memorisation. The interest of teachers is for learners 

to know the curriculum, even though they may not understand the content and name 

and repeat the curriculum; this is more traditional. Finally, Braičić, et al. (2015), 

suggest that teachers’ competences need to be expanded to improve their teaching 

strategies. This implies that teachers must improve their teaching strategies to 

accommodate learners who are transiting to the Intermediate phase with varied 

challenges.   

 

2.2.1.5.  Teaching and learning in rural India 

 

The Government of India makes it a point that schooling is accessible to all learners; 

hence, literacy and numeracy are essential components of learning (Bhattacharjea, 

et al., 2011). Wealth of parents is a strong determination of learning disparities in 

India; therefore, quality teachers are concentrated in the schools attended by 

wealthier children (Alcott & Rose, 2017). Nevertheless, the Annual Status of 

Education Report (ASER) (2005-2010), shows that in 2010, 53% of Standard 5 

children in rural India could only read at Standard 2 level and 36% could only solve 

a three digit by one digit division problem; this indicates that learning outcomes at the 

primary stage are not satisfactory. The majority of children in government schools in 

India are below their grade levels.  Teachers’ qualifications and teaching experience 
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make a slight difference to children’s learning (Kane & Cantrell, 2010). Bhattacharjea, 

et al. (2011), reveal that children lack materials to read at home, so families cannot 

help with reading programmes. They add that children who do not use the language 

of instruction at home in the schools perform worse than children whose home 

language is used as language of instruction. Bolton (2018), concludes that group 

discussions, learning materials beyond textbooks, two-way questioning and use of 

local languages are effective teaching strategies in India.  

 

From the literature reviewed, it appears that in Turkey teachers are using the new 

approach of using computer, TV and educational CDs during the lessons whereas in 

Czechoslovakia teachers prefer practical skills and comprehensive methods while 

computer aided learning is less applied. In Finland teachers use guided peer-tutoring 

as a teaching strategy whereas Indian teachers prefer group discussions. In 

Palestine teachers use songs as their teaching strategy to motivate learners to learn 

foreign language. This shows that different continents are using different strategies 

to teach learners transiting from the Foundation phase to the Intermediate phase.  

Section 2.2.2 will focus on teaching strategies that teachers use regionally. 

 

2.2.2.  REGIONAL VIEW 

 

This section discusses teaching strategies that teachers are using to teach learners 

who are transiting from the Foundation phase to the Intermediate phase in Ethiopia, 

Kenya, Zambia, Rwanda and Tanzania. Section 2.2.2.1 will discuss teaching 

strategies in Ethiopia. 

 

2.2.2.1.  Teaching strategies in Ethiopia 

 

The Intermediate phase teachers in Ethiopia have positive attitudes towards the 

learner-centred methodologies as it helps learners to be active participants in their 

learning (Wudu, et al., 2009; Du Plessis, 2020). The authors maintain that learner-
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centred methods help to develop learners to be free from expecting everything from 

their teachers. Bonwell and Eison (1991), add that learner-centred methods give 

learners the opportunities to develop their own answers and to integrate concepts 

into systems. It was discovered that the new teachers are better in employing this 

method than teachers trained by the previous curriculum (Bonwell & Eison, 1991).  

New teachers commonly use group work, assignments, practical activities and 

presentation in their classrooms as teaching strategies (Bonwell & Eison, 1991; 

Itmeizeh & Hassan, 2020). 

 

Wudu, et al. (2009), reveal that learner-centred methods have many challenges in its 

implementation, for example, learners have a language problem, in terms of having 

to learn in English in the Intermediate phase, lack of teachers’ commitment and skills 

and lack of resources and equipment needed for learner-centred methods. Learner-

centred learning changes the focus from teaching to learning, to learners creating 

meaning for themselves independently (Serbessa, 2006).  

 

The role of teachers then becomes that of a guide, who helps students to organise 

and transfer knowledge to solve real-life problems. Serbessa (2006), adds that the 

majority of teachers in Ethiopia complain about classroom seating arrangements, the 

large size of classes, lack of appropriate teaching resources and teachers’ lack of 

expertise as hindrances for active learning. As a result, traditional lecture methods 

dominate most primary classrooms in Ethiopia. 

 

2.2.2.2.  Teaching strategies in Kenya 

Teachers in Kenya are expected to use relevant teaching approaches in order to 

comply with the country’s vision of 2030 (Mackatiani, 2018). Despite this, most 

teachers in Primary schools of Kenya use teacher-centred methods which are 

traditional methods of teaching which do not contribute to learning achievement of 

learners. Tella, et al. (2010), note that teacher-centred methods contribute to 

cramming and rote learning; learners spend most of their time reciting information 

and drilling what has been imparted by teachers. Mackatiani (2018), also points out 
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that inadequate instructional material, understaffing of teachers, teachers’ lack of 

competency and examination-orientated model of assessing influence the application 

of teacher-centred approaches.  

 

Kambutu and Nganga (2017), advise that teachers should teach skills that prepare 

learners for globalization and which supports the development of collaboration, 

communication and problem-solving skills.  Most of the teachers rarely use learner-

centred approaches in Kenya instead they prefer teacher-centred teaching 

approaches, which are not suitable for teaching problem-solving skills, hence 

learners end up imitating and repeating what the teachers say (Arends, 2015). 

Kambutu, et al. (2017), found that, although, there is lack of teaching and learning 

resources to prepare young people to function well in a globalized 21st century,  

 

Kenyan teachers improvise in order to make teaching and learning more meaningful. 

Kenyan Foundation and Intermediate teachers struggle to implement learner-centred 

teaching in their classrooms because they have not mastered pertinent skills to teach 

in a learner-centred manner (Mackatiani, 2018). This suggests that teachers must 

adapt their teaching strategies to suit learners who are transiting to the Intermediate 

phase.  

 

Teacher-centred learning is the commonly-used teaching and learning approach 

where teachers lecture and question, and resources are hardly used in class (Kisirkoi 

& Mse, 2016). Kisirkoi and Mse (2016), recommend that teachers should be trained 

to use learner-centred approaches where skills development should be implemented 

in the classroom instruction. Kisirkoi and Mse (2016), also recommend the use of 

teaching and learning resources to enable the teacher to use concrete objects for 

learners’ manipulation and to create an environment conducive for learning both in 

the Foundation and Intermediate phases.    
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2.2.2.3.  Teaching strategies in Zambia 

 

Magasu, et al. (2020), point out that the majority of teachers are still using teacher-

centred strategies in their teaching despite policy direction of a leaner-centred 

approach in the Zambian Education curriculum of 2013. They claim that there are few 

teachers who implement reflective practice strategies in their lessons, for example, 

for debate, group discussions and brainstorming. Most teachers use the lecture 

method which dominates the class activities, sometimes teachers give notes which 

are not explained to learners, hence, they remain passive participants in lesson 

delivery.  

 

Some teachers use inquiry-based learning strategy where learners make predictions 

in groups without being told what to do, which is very helpful in the Intermediate phase 

classes in Zambia (Hennesy, et al., 2015). Studies by Westbrook, et al. (2013), and 

Liu, et al. (2018), indicate that the use of group work when discussing shared tasks 

is regarded as one of the effective teaching strategies which impact learning-

outcomes of transiting learners. Hennessy, et al. (2016), suggest the use of 

brainstorming as a teaching strategy when introducing a new topic where teachers 

build on learners’ prior-knowledge. This strategy enables the teachers to assess 

whether the children know something when they transit from the Foundation phase 

to Intermediate phase.  

 

Teachers use group work to engage learners in classroom activities where learners 

help each other; they are increasingly acquiring confidence to contribute in their 

groups when they assist each other. It is emphasised that the use of learning 

experiments in the teaching and learning environment make learners actively 

involved in the activities, hence, they cannot easily forget what they have learnt 

(Hennessy, et al., 2016). It was discovered that teachers’ implementation of new 

pedagogic strategies in the Zambian classrooms led to improvements in learners’ 

understanding (Hennessy, et al., 2016).  
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2.2.2.4.  Teaching strategies in Rwanda 

 

Ndihokubwayo and Habiyaremye (2018), confirm that Rwanda is positioned to shift 

to a competence-based education which is peer learning where individuals learn with 

and from each other. Gwee (2003), and Scott and Mus (2021), explain that peer 

learning lays the foundation for life-long continuing self-education, team-work skills, 

critical thinking and problem-solving skills. The Rwandan Government has adopted 

the competence-based curriculum, however, teachers’ knowledge and skills are too 

limited to implement these methodologies (Nsengimana, 2017). Aflatoun (2014), 

explains that the Rwandan education system introduced other forms of learner-

centred methods, such as brainstorming, problem-trees and others in Mathematics 

and Science education. This implies that Intermediate phase teachers must change 

their teaching strategies to suit learners who have transited because their learning 

styles are different, hence, teachers cannot apply the same methodology to all 

Intermediate phase learners.  

 

Brown (2003), and Petersen, et al. (2020), discovered that learners are given 

answers in Mathematics and Science instead of problem-solving and coming up with 

solutions; the main reason for this is that teachers concentrate on curriculum 

coverage rather than learners’ understanding. Teachers give learners too many 

assignments without providing feedback. Nsengimana, et al. (2014), reveal that 

Science and Mathematics teachers dominate the lessons rather than learners which 

result in teacher-centred lessons. Nsengimana (2017), noticed that even when 

learners work in groups, they listen mainly as teachers explain the learning content 

of the lesson, follow instructions and memorise rules. Teachers, therefore, must 

develop teaching strategies which can motivate transiting Intermediate phase 

learners to pay attention as they are unable to concentrate for a long time, because 

in the Foundation phase, learners are exposed to only four subjects. 

 

A lack of science apparatus, chemicals, laboratories and science textbooks are 

challenges that prevent teachers from implementing learner-centred approach, 
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hence it is a challenge to transiting Intermediate phase learners as at this stage they 

learn by experimenting (Chiphiko & Shawa, 2014). This suggests that teachers must 

find strategies to improvise for lack of educational resources in the Intermediate 

phase to assist learners to understand the learning content. Nsengimana (2017), 

notes that three dominant methods are applied in the teaching and learning of 

Science and Mathematics: question and answer, group discussion and doing 

exercises - even though these methods do not equip learners with knowledge and 

skills.  

 

Teachers give reasons of using these methods by saying that many things are new 

when learners’ transit from the Foundation phase to the Intermediate phase and 

these methods enable learners to understand the content. Teachers, therefore, must 

use different teaching methods which relate to learners who are transiting to the 

Intermediate phase because they were used to be taught by one teacher and they 

were doing only four subjects. 

 

Rwandan Intermediate phase teachers do attempt to justify their lack of pedagogical 

knowledge of other methods of learner-centred instruction like problem-solving, 

discovery, brainstorming and resource-based activities (Shulman, 1987; Ekeh, 2020; 

Machaba & Moloto, 2021). This implies that teachers must attend developmental 

workshops in order to be equipped with different teaching strategies so that they may 

cope with learners transiting to the Intermediate phase.   

 

2.2.2.5.  The use of English as language of instruction in Tanzania 

 

Godfrey (2014), indicates that Kiswahili is the language of instruction in public primary 

schools in Tanzania, and it is also a language of communication. English is taught as 

a subject in primary schools until the learner advances to secondary school where 

the language of instruction abruptly changes from Kiswahili to English. Little attempt 

is made to help students make this language transition; it becomes a major challenge 

as the majority of students lack a basic command of English language. Qorro (2006) 
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reports that English as a medium of instruction in Zambia is a challenge to both the 

teachers and students; students just sit and copy notes even if the teacher’s spelling 

is incorrect because they cannot distinguish between correctly and incorrectly spelt 

words. 

 

Godfrey (2014), reveals that policy-makers would prefer to have English as a 

language of instruction at all levels; however, this is not possible in Tanzania due to 

financial constraints. Even teachers prefer English language to be the medium of 

instruction right from the primary school believing that in that context, the students 

will perform better at secondary schools (Godfrey, 2014). 

 

From the literature reviewed, it appears that in Ethiopia and Zambia teachers use 

learners-centred strategies to help leaners to be active participants while in Kenya 

teachers employ teacher-centred methods which do not contribute to learning. In 

Rwanda teachers prefer peer learning as a competence based strategy. 

 

Section 2.2.3 outlines teaching strategies which are used in South African. 

 

2.2.3.  SOUTH AFRICAN VIEW 

 

This section presents teaching strategies which are used in South Africa, Zimbabwe, 

Botswana, Mozambique, Swaziland and Lesotho. 

2.2.3.1.  Teaching and learning in South African primary schools 

 

Chick (1996), and Krause (2021), indicate that teachers adopt authoritarian roles and 

do most of the talking with most of the learners’ responses take the form of group 

chorusing as the prevalent teaching styles and forms of classroom interaction. 

Hoadley (2012), points out that most learners in Grade 5 have mastered 700 words 

in English when the curriculum requires them to have at least 7000, therefore, this 
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makes it impossible for them to read with meaning and to learn effectively, hence, 

most Grade 5 learners resort to rote learning content without understanding.  

 

Research by MacDonald (990), Jung, et al. (2019), and Guay, et al. (2020), shows 

that this pedagogical experience of learners results in a high dropout rate of Grade 4 

learners. Chick (1996), and Krause (2021), reveal that the chorusing and rhythmic 

chanting in classrooms are strategies to mask both teachers’ and learners’ poor 

command of English and their lack of understanding of academic content. Muller 

(1989) and Beard (2018), assert that drill and rote procedures in Science classrooms 

are rooted in the personal preference of teachers because they had little opportunity 

to internalise the structure of Science so as to teach it appropriately.  

 

Teachers must create enough time to teach learners who are transiting to the 

Intermediate phase as they may need more time to understand the learning content.  

After the transition to a democratic state in 1994, Taylor and Vinjevold (1999), report 

that teachers lack the knowledge to interpret the new curriculum 2005, hence, little 

reading and writing were being done in the classrooms, constrained by a lack of 

textbooks. This suggests that teachers’ strategies must acknowledge lack of 

textbooks so that they may get the right content to teach learners who are transiting 

to the Intermediate phase. Some teachers are implementing forms of learner-centred 

practice and co-operate learning, however, very little learning is taking place in South 

African primary classrooms (Taylor & Vinjevold, 1999).  

 

Carnoy and Chisholm (2011), confirm that Grade 4 learners’ achievement in North 

West Province is very poor as a result of inadequate curriculum coverage at the 

appropriate grade level, insufficient time on tasks, inappropriate pacing and teachers’ 

poor content knowledge. According to Stronge, et al., (2011), differences in teaching 

styles have little measurable effect on learners’ performance in reading, writing and 

Mathematics. On the same note, Taylor and Moyana (2005), contend that the main 

forms of Grade 3 interaction in Limpopo Province are characterised by chorusing, low 
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level of cognitive demand, weak forms of assessment, slow pacing and poor quantity 

and quality of reading and writing.  

 

The most common form of reading occurs when a teacher writes three to four 

sentences on the board and the learners repeat these after the teachers (Hoadley, 

2012). Hoadley (2012), concludes that teachers’ instructional practices continue to 

fail the vast majority of learners in South African primary schools. This implies that 

the strategies these teachers are using are not assisting transiting learners; therefore, 

they have to change their teaching strategies. 

 

2.2.3.2.  English as a Language of Learning and Teaching in South Africa  

 

Foundation phase learners have English as a First Additional Language from Grade 

1 in order to prepare them for when English becomes the LoLT from Grade 4 

(Schaffler, 2015). It is critical that all the language skills necessary for learning are 

well established in the Foundation phase. The Language in Education Policy (DoE, 

1997), encourages a policy of additive multilingualism (promotion of a learner’s 

mother tongue while facilitating the addition of a second language), although, many 

learners and their parents continue to associate English with social, educational and 

employment opportunities and therefore prefer it as the language of instruction 

(Casale & Posel, 2010).  

 

The African languages, therefore, have been neglected preventing them from 

developing as LoLT (Magwa, 2013; Madima & Makananise, 2020). Holmarsdottir and 

O’Dowd (2009), assert that when learners have limited language proficiency it puts 

them at a disadvantage in achieving academic success, mainly because they 

struggle to express their thoughts. The teachers may also struggle to teach learners 

through a language they do not understand. This suggests that learners should be 

introduced to English as a language of instruction when they are still in the 

Foundation phase so that they do not struggle when they transit to the Intermediate 

phase. 
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Many learners in South Africa are taught in their mother tongue from Grade 1-3 and 

then experience a sudden transfer to English as the LoLT, from Grade 4 onwards, 

and this could impact negatively on their academic performance (Nel & Nel, 2012). 

This is a point Van der Berg, et al.  (2011), make; that limited language proficiency of 

learners and teachers in the transition phase impact teaching strategies and has 

effect on academic achievement.  

 

Even though the Constitution of South Africa grants citizens the right to use the 

language of their choice as well as the right to receive education in their mother 

tongue or their language of choice, this right is not yet being fully exercised (Schaffler, 

2015). This has a negative impact on teaching strategies, as teachers are compelled 

to use English as a language of instruction in the Intermediate phase because all 

subjects, except languages, are taught in English.  

 

Teachers find it challenging to decide on the language to use. Vygotsky (1978), 

theorised that teachers need to consider themselves engaged in an active 

partnership with learners in constructing their learning, thus, learners must be 

encouraged to ask questions and explore all relevant topics. An appropriate context 

should, therefore, be set up by the teacher in which learners will become involved in 

activities that facilitate learning. 

 

2.2.3.3.  Factors contributing to ineffective teaching and learning in Zimbabwe 

 

Effective teachers are knowledgeable about the content, prepare and manage 

instruction, promote learning and monitor students’ understanding (Goldhaber, 

2002). Such teachers exhibit passion for their subjects, use variety of teaching 

strategies and are known for the amount of assigned homework (Fuhrman, et al.,  

2010). Guffey (2013), points out that in a school climate where communication is 

taken into consideration, this contributes towards effective teaching and learning. 

However, Chingos and West (2010), reveal that some learners perform poorly 
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because they lack motivation and parental support at home. Parents should provide 

extra lessons and help their children to do homework as a way of motivating them.  

 

According to the Ministry of Primary and Secondary Education (2018), primary 

schools located in rural areas in Zimbabwe face circumstances of low performance. 

Ndlovu and Muthivhi (2013), point out that classroom teaching and learning in rural 

Zimbabwe is affected by socio-economic and political problems. These unfavourable 

conditions interfere negatively with learning as less time is spent on teaching and 

learning. Rudhumbu (2014), concludes that primary school teachers mostly use 

teacher-centred teaching methods rather than learner- centred teaching methods 

and this has a negative impact preventing the learning of Mathematics effectively in 

primary schools of Zimbabwe.  

 

Teachers, usually, do not employ a variety of teaching strategies even when learners 

do not understand the concept being taught (Mupa & Chinooneka, 2015). Teachers 

stick to textbook method instead of using variety of sources, hence, their instructional 

practice is poor. Teachers, thus, must change their teaching strategies to enable 

them to use variety of sources to accommodate transiting Intermediate phase 

learners.  

 

Najumba (2013), suggests that teachers should have didactical and pedagogical 

skills to utilise instructional materials such as charts, textbooks and syllabi for 

effective teaching in primary schools. The researcher continues that schools which 

are well equipped with relevant educational facilities do much better in standardised 

examination than those which do not have such facilities. According to Mupa and 

Chinooneka (2015), some teachers do not plan at all, as a result they lack time 

management skills to cover the curriculum and this impacts the learners negatively 

when they transit to the Intermediate phase. Hence, they recommend that the 

Ministry of Education should supervise school practices in Zimbabwe to align them 

with the demands of learners in the twenty first century. 
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2.2.3.4.  Teaching strategies in Botswana 

 

Salani and Maphane (2014), indicate that teachers believe in the use of motivational 

strategies to teach Mathematics in the primary schools of Botswana. Teachers view 

motivational strategies together with learner-centred approaches in their teaching, as 

instrumental in capturing learners’ interest and also to develop their critical and 

exploratory skills during learning. Patrick and Yoon (2004), believe motivation is 

essential in the educational process because it gives teachers the ability to maximise 

the classroom learning environment.  

 

Salani, et al. (2014), maintain that there are some teachers who do not give 

constructive feedback to their learners during Mathematics instruction although 

Rudhumbu (2014), and Irvine (2020), view positive feedback as essential in 

motivating learners to learn Mathematics. Furthermore, Salani and Maphane (2014), 

add that teachers encourage high achievers to help the low achievers to master 

Mathematics concepts which bring self-motivation when learners transit to the 

Intermediate phase.  

 

According to Adams and Pierce (2013), teachers motivate their learners with stars or 

stickers besides their marks and award prizes after learners perform a certain task 

as a way of motivating them, as a result learners’ academic performance is 

enhanced. Most of the Intermediate phase teachers give high achievers challenging 

tasks as a teaching strategy to motivate them to learn Mathematics with 

understanding. Mungoo and Moorad (2015), reveal that the Republic of Botswana’s 

1994 Revised National Policy on Education recommended learner-centred methods 

where learners are recommended to be actively involved in the inquiry learning; 

teachers, however, use the transmission methods to cover more content as they 

believe that learner-centred methods are time-consuming, as they have to ‘chase ’the 

curriculum’. The same authors point out that pedagogic flexibility needs to be 

considered for mixed ability classes, for effective teaching and learning in the 

Intermediate phase. 
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2.2.3.5.  Teaching strategies in Mozambique 

 

Mozambique’s new curriculum for basic education expects teachers to move from a 

teacher-centred approach to a learner-centred approach in the teaching and learning 

process, hence the teacher is expected to be a facilitator to promote learners’ 

creativity and active participation (Guro, 2009; Mahlambi, 2021). The existing 

knowledge of the child is taken into consideration as a child is not considered a tabula 

rasa. Guro (2009), suggests that primary school children are still in their physical and 

cognitive developmental stage, so in order to master difficult content, teachers must 

incorporate - illustrating, concretising, touching and experimenting as teaching 

strategies while Van Rooyen, et al. (2004), believe that teachers should use media 

because they motivate and encourage learners’ participation.  

 

There is little evidence of teachers using learner-centred, discussions and group work 

as teaching strategies in the Intermediate phase classes of Mozambique although, 

these strategies are recommended solutions to Basic Education concerns (Guro, 

2009).  Other researchers like, Van Graan (1998), and Sakata, et al. (2021), mention 

group work as the only method connected to learner-centred education as the new 

curriculum for Basic Education in Mozambique focuses on the use of participative 

strategies in the classroom (Guro, 2009). Guro (2009), adds that low quality of 

education and curriculum, under-qualified and unqualified teachers, a lack of facilities 

and teaching resources and the high teacher-pupil ratio are the four major problems 

which impair the education system in Mozambique. 

 

2.2.3.6.  Teaching strategies in Swaziland 

 

There are suitable strategies that teachers can use to teach SiSwati as a first 

language in the primary schools of Eswatini and that instructional strategies 

determine the approach a teacher may take depending on the content and the 
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competency expected from learners (Motsa, et al., 2019). They proceed that teachers 

have a task to choose the most appropriate strategies for effective teaching to 

enhance learners’ achievement. Ganyaupfu (2013), explains that selecting the 

appropriate instructional strategies provides a teacher with opportunities to 

strengthen key areas that may need improvement. Motsa, et al. (2019), caution that 

teachers should consider a number of factors when selecting appropriate strategies 

to teach indigenous language in Eswatini primary schools; Lefkowits and Woempner  

(2011), also advise that teachers should have knowledge of learners’ preferences 

style, for example, whether they need instruction presented visually or auditory.  

 

For Yankey (2012), teachers should employ broad instructional approaches that 

allow creativity to meet the needs of all learners in the Intermediate phase classes. 

Motsa, et al. (2019), add that teachers can use learners’ reflections and peer 

assessment to track learners’ progress, although, Fisher and Frey (2013), suggest 

that teachers should assess learners understanding by them present information with 

illustrations and visual representations. Teachers should, according to Marzano 

(2007), put rules in place to make learners behave when the teacher is providing 

instruction and to increase learners’ time on task. Mata (2013), recommends that 

teachers must combine teaching perspectives, instructional strategies and 

dispositional strategies that foster the participation that leads to engagement to 

create a learning environment that encourages learners to answer or ask questions. 

In conclusion, Motsa, et al. (2019), suggest that teachers use strategies that give 

positive results, in order to get the best out of their learners when they transit to the 

Intermediate phase. 

 

2.2.3.7.  Curriculum Reform in Lesotho 

 

The integrated curriculum was first introduced in the Foundation phase, from Grade 

one to Grade three and progressively moved to Grade four and five in Lesotho 

(Selepe, 2016). The Ministry of Education, Sports and Culture (1982), points out that 

this core curriculum reform was adopted to increase the efficiency of education by 
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focusing on English, Mathematics and Science as core subjects, hence, they are 

allocated more time than other subjects on the school timetable. The MoET (2009), 

explains that integrated curriculum focuses on effective and functional 

communication, problem-solving, scientific, technological and creative skills, critical 

thinking skills, collaboration and co-operation, functional numeracy and learning to 

learn. Additionally, the policy states that integrated and learner-centred approaches 

will be used in schools as it is believed that the learner’s everyday experiences and 

knowledge are to be taken into account; the teacher’s tasks would be to facilitate and 

create a learning environment and let learners explore (Piaget, 1964; Winters, et al.,  

2021).  

 

Porter and Fusarelli (2015), contend that policy changes make teachers feel like it is 

their first year of teaching as they had to acquire a lot of new knowledge; in this 

situation, teachers’ identities are being challenged because they use to progress with 

the same learners until they finish primary school, but now teachers have to stay, 

teaching in the same grade (Porter & Fusarelli, 2015). Raselimo and Mahao (2015), 

believe that integrated curriculum could be a challenge in Lesotho because teachers 

are moving from teaching a single subject to teaching a combination of subjects.  

 

Another challenge of the integrated curriculum is the issue of the increased workload 

as the teachers are required to focus on individual learners, whereas, they have over-

crowded classrooms (Raselimo & Mahao, 2015). Finally, in terms of the integrated 

curriculum, Selepe (2016), believes that teachers’ understanding of the curriculum is 

limited; this implies that teachers must attend curriculum workshops to improve their 

teaching strategies and understanding of integrated curriculum so that they may cope 

with learners transiting to the Intermediate phase.  

 

According to the literature reviewed, in South African primary schools group 

chorusing and rhythmic chanting in classroom are teachers teaching strategies which 

may not benefit learners. In Zimbabwe teachers stick to textbook method instead of 
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using variety of sources unlike in Botswana, Mozambique and Lesotho where 

teachers incorporate motivational and learner-centred approach. 

 

Section 2.2.4 will address teaching strategies that teachers are using based on 

selected provinces in South Africa. 

  

2.2.4.  PROVINCIAL VIEW 

 

This section will outline teaching strategies that teachers use to teach learners 

transiting from the Foundation phase to the Intermediate phase, in the provinces of 

Mpumalanga, Eastern Cape, KwaZulu-Natal and Limpopo. 

 

2.2.4.1.  Teaching strategies in Mpumalanga Province 

 

Plessis and Mestry (2019), report on teaching and learning in rural primary schools 

located in White River in the Mpumalanga Province; Teachers in these rural schools 

teach multi-grade classes and as a result, they teach different subjects and different 

grades in one class. Consequently, teachers resort to teaching abridged curricula 

and link them to local needs. Most of the learners do not attend school every day 

because they find the curriculum irrelevant and their learning is not supported at 

home as their parents are generally not educated.  

 

Makgeru (2016), reports that learners’ Mathematics performance in the rural 

Intermediate phase of Mpumalanga is below standard and that teachers’ pedagogical 

knowledge and teaching strategies are essential in the process of teaching and 

learning. This suggests that teachers must improve their teaching strategies in 

Mathematics so that transiting Intermediate phase learners may progress. Makgeru 

(2016), suggests that teachers should engage learners in the process of instruction 

to ensure that they were sufficiently guided. It is necessary for teachers to praise and 

give feedback as a way of motivating learners for their effort and studies and 
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teachers’ praises, rewards and skill to organise instructional materials, play a vital 

role in learning Burnett and Mandel, 2010; Mart, 2011; Fang, et al., 2020). Internal 

motivation is a teaching strategy which encourages learners’ enjoyment for learning 

the subject, however, in Mpumalanga Intermediate phase learners are given 

Mathematics homework most of the days as a teaching strategy but there is no 

motivation (Freeman & Klinger, 2011; Makgeru (2016). 

 

2.2.4.2.  Teaching strategies in Eastern Cape Province 

 

Bantwini (2017), reveals the teaching and learning of Natural Sciences in the primary 

schools of Eastern Cape Province as a fundamental for learners’ success and 

advancement in life. The Teaching and Learning Programme (2006), confirms that 

good science education in primary schools is a vital preparation for science learning 

and learners’ achievement and equips them for life. Naude (2015), points out that 

learners are engaged with a demanding science curriculum when they enter the 

Intermediate phase as there is a gap between the content for the Foundation and 

Intermediate phases.  

 

The National Centre on Time and Learning (2011), states that science education 

should expand learners’ scientific knowledge, design and analyse investigations. 

Most teachers begin a topic with learners’ prior knowledge which is a teaching 

strategy that promotes learner enquiry to maintain a conducive science learning 

environment; however, most teachers use the telling method and textbook reading 

strategies focusing on the imparting of science concepts which do not make learning 

meaningful (Bantwini, 2017). The author continues that teachers use question and 

answer method in the Intermediate phase science classes to check learners’ 

understanding without encouraging the learner to reflect on their thoughts. Most 

teachers do not give learners an opportunity for practical exercises which promote 

critical thinking in science; in rural schools this arises from a unique set of challenges 

such as learners’ backgrounds and learning styles (Nguvhane, 2014; Merlin, 2019).  
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Teachers seem to prefer out-dated teaching methods, like the lecture method when 

teaching science; most rural science teachers use the lecturing method, note giving 

and reading from textbooks because of lack of teaching resources which do not give 

learners opportunities to engage in active discussion. Teachers do not have the skills 

to use simple and relevant examples and to perform practical experiments to help 

learners to understand abstract scientific concepts therefore, teachers must improve 

their teaching strategies to help transiting Intermediate phase learners to understand 

abstract concepts (Merlin, 2019). 

 

2.2.4.3.  Teaching strategies in KwaZulu- Natal Province 

 

Many researchers have indicated that South African Education is plagued by many 

challenges which have influenced curriculum changes and implementation; for 

example, appropriate resources should be made available and a teacher-learner ratio 

of 1:30 should be practised to ensure effective curriculum implementation (Maharajh, 

et al., 2016), Maphalala (2006), reveals that teachers are not equipped to emphasise 

learner-centred approach which is needed during the new curriculum 

implementation. Parents are ill-informed about curriculum implementation; hence, 

they are unable to assist their children with their schoolwork (Fullan, 2007).  

 

Mdutshane (2006), suggests that Intermediate phase teachers must be encouraged 

to form clusters to review their teaching style, teaching resources and share ideas 

regarding the curriculum implementation. Active learning methods are more effective 

than traditional approaches because they challenge learners to think more laterally, 

although, learner-centred approach requires teachers to have a variety of skills and 

sound knowledge of content to make it meaningful to their learners (Chisholm & 

Leyendecker, 2008; Umugiraneza, et al., 2017). These researchers assert that co-

operative learning strategies, such as group work and classroom discussion enable 

learners to better share information than those learners who work individually.  
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Snee (1993) reveals that motivating learners to conduct their own experiments would 

be a way of creating excitement in their learning. Teachers in the Intermediate phase 

indicate that they use classwork and homework as assessment strategies for skills 

and knowledge (Umugiraneza, et al., 2017). In conclusion, the above researchers 

suggest that teachers should provide regular feedback to enhance the learning 

experiences of their learners. Umugiraneza, et al. (2017), conclude that teachers 

should integrate different methods into their teaching and learning to prepare learners 

to participate in a developing economy.  

 

2.2.4.4.  Teaching strategies in Primary Schools of Limpopo Province 

 

Language proficiency is one of the vital requirements for learner’s academic success; 

therefore, learners should be encouraged and motivated to continue reading 

(Molapo, 2016). PIRLS (2006), and Reed, et al. (2020), maintain that the Grade 4 

learners in South Africa perform poorly in reading when compared internationally. 

Molapo (2016), suggests that all stakeholders like teachers, librarians and parents 

should be involved to ensure that all learners are given opportunities to read 

effectively.  

 

White and Kim (2008), advocate that teachers should support learners to practise 

reading fluently, do silent reading and reading to their parents as comprehension 

strategies, while Magara and Batambuze (2009), add that teachers can encourage 

learners to dramatise what they have learnt, have weekly debates on issues derived 

from the read stories, engage in drop-all and read timetable, read during morning 

devotions, have reading roles and have reading competitions in the schools, as 

strategies of promoting a reading culture in the schools.  

 

Attarzadeh (2011), recommends that teachers should help learners to improve from 

being pre- readers, emergent readers, early readers, early fluent readers and lastly 

to the independent readers as stages of scaffolding while Molapo (2016), advises 

teachers to group struggling readers to assist them according to their reading 
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difficulties. Parents need to be invited to the school to be informed about their 

children’s reading progress. Molapo (2016), recommends the establishment of 

reading corners in all phases of schooling so that all learners have an opportunity to 

read on a daily basis and to award committed learners with incentives such as books, 

as some of the instructional strategies. Kam (2012), and Donegan and Wanzek 

(2021), suggest the following reading strategies to assist struggling readers - ask 

parents and older learners to spend 15 minutes daily in assisting struggling readers, 

play reading games to improve their reading skills and engage in pair-reading to 

complete reading tasks. 

 

The literature reviewed reveals that learners in Mpumalanga and KwaZulu-Natal are 

given homework as a teaching strategy whereas there is no motivation. In Eastern 

Cape teachers use learners’ prior knowledge to promote learner inquiry in order to 

help transiting Intermediate phase learners to learn, while in the Limpopo Province, 

learners are engaged in weekly debates and dramatization to improve teaching. 

Section 2.2.5 addresses teaching strategies at district level. 

2.2.5.  DISTRICT VIEW 

 

This section will address strategies that teachers use to teach learners transiting from 

the Foundation phase to the Intermediate phase, in the Vhembe and Vryheid 

Districts. 

 

2.2.5.1.  Teaching strategies in the Vhembe District 

 

The use of specific language for teaching in a bilingual context is influenced by 

learners’ linguistic background, their cognitive levels and their ability to comprehend 

lessons; therefore, teachers often switch codes to clarify subject matter, to elaborate 

concepts and to encourage learners to participate as a classroom management 

strategy (Radzilani, 2014). Phiri (2013), notes that learners develop literacy skills and 

the ability to cope with formal schooling through the use of mother tongue. Radzilani 
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(2014), and Ponzio and Deroo (2021),  confirm that Intermediate phase learners have 

limited capacity to comprehend lessons taught in English only, therefore, teachers 

use code-switching to expand or elaborate a point. Rose and Van Dulm (2006), make 

a similar note that teacher code-switch to clarify unfamiliar words as a teaching 

strategy, while Adendorff (1993), points out that teachers switch codes in order to get 

learners’ immediate attention and for the purpose of clarification of concepts.  

Radzilani (2014), notes, for example, that teachers make a statement in English and 

switch to Tshivenda to encourage learners to participate and pay attention throughout 

the lesson; this helps learners to understand the content of a lesson. This suggests 

that teachers must use different teaching strategies to accommodate transiting 

Intermediate phase learners with language barriers.  

 

2.2.5.2.  Teaching strategies in the Vryheid District 

Nkosi (2016), suggests that learners need opportunities to read for enjoyment and 

for school assignment purposes. Alderson (2000), reveals that learners who read 

slowly, learners who cannot adjust their reading speed according to circumstances 

and those who read so fast that they show no understanding of what they have read 

are some of the problems with regard to reading fluency. The Department of 

Education advises that time should be set aside for drop-everything and read. This 

implies that teachers must have different teaching strategies to improve and 

accommodate learners with reading challenges when they transit to the Intermediate 

phase.  

 

Ekwall and Shanker (2000), suggest that teachers should set time aside for 

independent reading in order to help struggling readers to read fluency. The teacher 

should model reading fluency to learners and learners must imitate the strategies 

they have observed from their teachers (Fawcett & Rasinski, 2008). According to 

Richek and Mc Tague (2008), learners in the Intermediate phase need to record new 

words they are studying when they come across them in reading in order to expand 

their vocabulary knowledge and their reading attitude can be developed negatively 

or positively at home.  
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Teachers, therefore, must find teaching strategies that may instil the desire of 

independent reading to struggling learners transiting to the Intermediate phase; this 

process can be assisted by parents reading to their children from reading materials 

some of which are freely available in some communities. According to Cambourne 

(2004), and Ankrum (2021), Intermediate phase teachers must apply strategies that 

can provide learners with the skills to comprehend complex texts through clear 

instructions, particularly, to help struggling learners. From the literature, it is apparent 

that in the Vhembe District, teachers code switch to clarify the learning content, 

whereas in the Vryheid District, learners imitate while the teachers read. 

 

Section 2.3 will address contextualisation of the strategies teachers are using to 

teach learners who are transiting from the Foundation phase to the Intermediate 

phase in rural areas. 

 

2.3. CONTEXTUALISATION OF THE STRATEGIES TEACHERS ARE 

USING TO TEACH LEARNERS WHO ARE TRANSITING FROM THE 

FOUNDATION PHASE TO THE INTERMEDIATE PHASE IN RURAL 

AREAS OF THE VHEMBE EAST DISTRICT. 

 

In this section, there will be an outlining of literature on - teaching strategies that 

teachers are using to teach learners transiting from the Foundation phase to the 

Intermediate phase, to what extent are the teaching strategies affecting learners’ 

performance, challenges faced by teachers when they teach these learners and 

challenges facing learners transiting from the Foundation phase to the Intermediate 

phase in rural areas. 
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2.3.1. Teaching learners who are transiting from the Foundation phase to 

the Intermediate phase in rural areas 

 

This section outlines teaching strategies that teachers are using to teach learners 

transiting from the Foundation phase to the Intermediate phase. 

2.3.1.1. Strategies and resources teachers use to facilitate transition into 

English as the LoLT 

 

Maodi (2018), concludes that Grade 3 and Grade 4 teachers do not work together to 

support learner transition by facilitating language transition, rather, they only provide 

the Grade 4 teachers with learners’ profiles to indicate which learners’ need support. 

This suggests that Intermediate phase teachers must share their teaching strategies 

to support learners with varied learning problems who are transiting from the 

Foundation phase to the Intermediate phase, so that Grade 4 teachers would know 

how to teach them. Maodi recommends that teachers use the following strategies to 

help learners’ transition into English as the LoLT. 

 

2.3.1.1.1.  Code-switching 

 

For Maodi (2018), teachers can code switch as one of the strategies to facilitate the 

transition into English as LoLT; the process will assist learners to understand what 

the lesson is all about, although, code-switching is a challenge in multicultural 

classrooms. Studies by Kasule and Mapolelo (2005), and Sibomana (2020), consider 

code-switching and translating as transitioning strategies that teachers can use to 

support the medium of instruction in primary schools; Heugh, Benson, Bogale, Alemu 

and Yohannes (2006), confirms that teachers translate words into the learners’ 

languages when lessons are being taught in English to compensate learners’ lack of 

understanding.  
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Nthulana (2016), Maodi (2018), Kasule and Mapolelo (2005), and Heugh, et al. 

(2006), concur that Grade 4 learners have insufficient vocabulary to understand 

English as the medium of instruction, therefore, teachers translate English into 

Tshivenda to help learners to understand better. According to Krashen (1985), 

teachers should teach through a second language up to learners’ level of 

understanding instead of code-switching to make them understand. This implies that 

teachers must find teaching strategies that can make transiting Intermediate phase 

learners to understand content taught in English as a medium of instruction. 

 

2.3.1.1.2. Resources 

 

Teachers who cannot code switch because of multicultural learners, use pictures, 

posters, flashcards, objects, simple games and teach sounds and letters of English 

as strategies to make learners understand English as a language of instruction; some 

use story telling with pictures, phonic charts, alphabetic charts and readers to make 

learners understand English as LoLT (Maodi (2018). The author adds that learners 

are encouraged to interact in English and to join reading clubs around the area as 

strategies to facilitate transition into English as LoLT in the Intermediate phase. The 

prevalence of chanting and chorus answers, overcrowded classes which hinder 

learner-learner as well as teacher-learner interactions, lack of adequate teaching and 

learning resources and poor linguistic practices modelled by the teachers are some 

of the  learning challenges in the Intermediate phase (Tshuma, 2017).  

 

2.3.1.2. Teaching concepts in Science in the Intermediate phase 

 

In Grade 4, learners are introduced to learning Science as a subject which is a 

combination of Natural Science and Technology. Chavan (2013), classifies Science 

as an essential subject at primary level as it is part of our daily lives and Mihret (2014), 

considers primary level science education as a foundation to get young citizens to 

become interested in science.  
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Understanding of basic science concepts increases the content knowledge of the 

teachers and learners. However, Chavan (2013), points out that there are concepts 

of science which are difficult for the teachers to teach at the Intermediate level. 

Fitzgerald (2012), has observed that most science teachers are dependent on 

textbook methods when teaching Science, hence, science education should develop 

scientific-literate learners. This suggests that teachers must employ different teaching 

methods that suit learners who are transiting from the Foundation phase to the 

Intermediate phase.  

 

Teaching of Science in the Intermediate phase is dominated by practical activities, 

teacher explanation and learners copying notes, however, CAPS requires Natural 

Science teachers to teach science in a way that focuses on solving problems, 

understanding the natural world, communicating and evaluating findings and 

complete investigations using practical skills (Hattingh, et al., 2007; Department of 

Basic Education, 2012; Noyan Erbaş, et al., 2021).    According to Dillon (2008), and 

Akhtar, et al. (2021), learners perform better when they observe things practically; 

similarly, Millar (2004), believes that practical activities provide important role in 

learning science effectively, although, Hodson (1992), discovered that practical 

activities are misconducted, unproductive and confusing in most science classrooms, 

so teachers should practise their practical activities before conducting them.  

 

Studies by Fittell, (2008), and Henriksen, et al. (2020), consider that most 

Intermediate phase teachers lack the confidence to engage learners in practical 

activities, hence, they indicates that teachers should reflect on their previous lessons 

and develop it to suit their learners. This implies that teachers must use teaching 

strategies that can accommodate learners’ pre- knowledge so that they may build on 

what learners already know when they transit to the Intermediate phase and this may 

assist them to understand the new content with ease. 
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Bhukuvhani, et al. (2010), note that most science teachers still perform a “direct 

instruction experiment” which does not prepare learners for the skills needed in the 

21st century. Research by Makhubele (2016), and Tadesse, et al. (2021), found that 

most Grade 4 learners have a low capacity to learn, therefore, they fail to participate 

in practical activities. Secondly, the majority of repeaters are disruptive, hence, 

learning does not become meaning when learners perform practical lessons. Another 

challenge is that most learners work slowly because they were used to working with 

one teacher in the Foundation phase, so it not easy to complete a practical task in 

the stipulated time. Makhubele (2016), also points out that some Grade 4 learners 

cannot concentrate for a long time, so they end up disrupting the class during practical 

activities, therefore, teachers must adapt their teaching strategies to accommodate 

both slow and disruptive learners who have transited to the Intermediate phase to 

improve their participation in practical activities.   

 

2.3.1.3. Strategies in teaching Mathematics in the Intermediate phase 

 

According to Bell, et al. (1999), and Manyak, and Manyak (2021), for learners to 

understand a particular concept, their vocabulary should be developed first as every 

subject has its own terminology. Learners should have enough time throughout their 

school years to learn Mathematics concepts and how to use them in their daily lives 

(Kodisang, 2015). In the Foundation phase learners learn Mathematics concepts in 

their Home Language but when they transit to the Intermediate phase, they start to 

learn these concepts in English since it is the LoLT.  

 

Antony and Walshaw (2009), encourage the use of correct Mathematical terminology 

which the teacher is expected to teach to the learners for better understanding of 

concepts. Kodisang (2015), and Hafeez (2021), reveal the arrangement of learners 

into groups (cooperate learning), the use of correct mathematical language and 

problem-based learning as strategies for effective teaching.  
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Long and Dunne (2014), note the process of engaging with demands of the 

curriculum, textbook, workbook and transforming these demands into instructional 

units, as necessary for good teaching. The authors consider the process approach 

as sound for problem- solving and higher order skills development, rather than the 

routine paper and pencil tests which are applied by most of the teachers. They further 

identified the conceptual field’s approach where different problems may be described 

mathematically by a limited number of statements and symbols. Spaull (2013), 

suggests that teachers must be taught that the workbooks structure the curriculum 

per week of teaching time to ensure that the curriculum is covered.  

Long and Dunne (2014), suggest that teachers must make sense of Mathematics 

concepts before transforming the curriculum for the learners, keeping in mind their 

current proficiency and how it can promote learning.  

 

In their studies, Usiskin (2005), and Ibrahim and Ding (2021), recommend that 

transitions should be made in the Intermediate phase in terms of conceptual 

development, which is additive reasoning and multiplicative reasoning. Thompson 

(1994), adds that a good teacher poses a variety of questions that call for the 

operations of addition, subtraction, multiplication and division while Fleisch and 

Schöer (2014), argue that the topics approach and the highly structured minute-by-

minute lesson plans which are provided to improve education in rural schools, are 

not the best for learners; this is because these processes result in 30% of the learners 

being left behind.  

 

Works by Taylor, et al. (2012), and Angrist, et al. (2021), show that there is a critical 

need for addressing the challenges of Mathematics education in primary schools 

because majority of learners fall two grades behind expectation by the Intermediate 

phase.  Graven (2016), suggests giving Mathematics homework daily as a way of 

supporting learner performance and to help learners develop strategies for coping 

with mistakes and difficulties, skills in managing tasks independently and working at 

their own pace. The challenge of this method is that some of the learners fail to do 

their homework because there is a lack of parental support at home as most parents 
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are not literate and some work far away from their homes (Graven, 2016; Freire et al. 

(2021). This suggests that all these teaching strategies cannot succeed if parents are 

still not involved to support their children during this transition.  

 

Fisher and Frey (2021), point out that how the concepts and assessment tasks are 

developed and the way the questions for the tasks are structured, make teaching and 

learning unsuccessful. This suggests that teachers should be able to clarify concepts 

and guide learners to make meaning of their learning.  

 

2.3.1.4. Teaching and learning environment 

 

A positive learning environment has a significant influence on learners’ performance 

and they perform even better where teachers give pastoral care and have teaching 

experience (Sithole, 2017; Bhatti, et al., 2020). The relationship between teachers 

and learners promotes the teamwork; some studies (Henson, 2012; Boyd, 2012; 

Baber, 2021), suggest that teachers must encourage the spirit of sharing ideas 

amongst learners to create a conducive teaching and learning environment. Sithole 

(2017), states that noise and disruptive behaviours are limited when learners are 

engaged with relevant activities and have a good interaction with each other during 

learning. 

 

Teachers must provide learning conditions that stimulate learners’ eagerness to learn 

and must use different teaching strategies as learners are individuals and learn in 

different ways; they must fill classrooms with positive messages and always provide 

constructive feedback that encourage, support and praise learners to work hard 

(Ghufron & Ermawati, 2018; Sithole, 2017). A teacher should engage learners in 

different activities and assessment styles, such as presentations, oral examinations 

and building portfolios to motivate struggling learners to learn (Sithole, 2017; Maya, 

et al., 2021).  
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A review of literature (Mullin, 2005; Kiran, 2020), shows that the arrangements of 

classroom desks that enables the teacher to move in between to give assistance to 

learners keeps the learners involved in classroom activities, whereas, Dart (2006), 

reports that overcrowding of learners in one class contributes to poor learner 

academic achievement. Some studies (Banks, 2014; Reddy, et al., 2021), propose 

balancing praise with corrective feedback as strategies of creating positive learning 

environment. The discussion in the next section will outline challenges teachers are 

facing when teaching learners who are transiting from the Foundation phase to the 

Intermediate phase. 

 

2.3.2. What are challenges facing teachers who are teaching learners 

transiting from the Foundation phase to the Intermediate phase in 

rural areas? 

 

This section discusses literature on challenges that teachers are facing when 

teaching learners transiting from the Foundation phase to the Intermediate phase.  

 

2.3.2.1. Teaching and learning in a multi-grade classroom 

 

According to the National Reading Strategy (DoE 2008), reading enables learner to 

act creatively and critically in a world which is ever-changing and competitive, 

therefore, reading is a fundamental skill that every learner should possess in the 

Foundation phase of schooling. Studies (Ramrathan & Mzimela, 2016; Deed, et al., 

2020), reveal that there are some challenges that multi-grade teachers face in 

teaching reading even though Foundation phase teachers do devise adaptive 

strategies to teach reading.  

 

Teachers need to teach learners using variety of teaching strategies; however, there 

are no special adjustments that are being provided for teachers and learners who are 

faced with multi-grade classrooms even though they are unable to adjust the single 
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grade curriculum to a multi-grade context (Brown 2010; Thaba-Nkadimene, 2020). 

Ngubane (2014), and Bertram, et al. (2021), conclude that multi-grade classrooms 

cause teachers to struggle because they receive minimal assistance from 

departmental officials.  

 

Ramrathan, et al. (2016), lament that despite these teachers’ stressful situations, 

multi-grade teachers rely on their own initiative to make decisions on teaching 

strategies, lesson context, lesson activities and teaching and learning resources to 

impact learning. The authors continue that multi-grade teaching of reading seemed 

to lag behind in the expectations of what learners should learn, using mono-grade 

teaching as a benchmark. Teachers have a major challenge in achieving the required 

level of competence even though they have the knowledge of how to teach reading 

to learners in multi-grade classes. Ramrathan and Mzimela (2016), contend that 

teachers lack teacher development, curriculum support and curriculum structure as 

they rely on their professionalism or initiative to teach in such contexts.  

 

According to UNESCO (2004), writing is the ability to identify, understand, interpret, 

create, communicate and compute using printed and written materials associated 

with varying contents. Blease and Condy (2015), and Haryani, et al. (2021), suggest 

that teachers should familiarize themselves with the curriculum and identify areas 

where they can integrate skills in order to accommodate learners in rural multi-grade 

settings. The researchers add that learners should be encouraged to think critically 

and to examine their own understanding at a metacognitive level and teachers should 

use the more advanced learners in the class to assist the slow ones. 

 

2.3.2.2.  Challenges teachers experience in teaching reading skills 

 

Tandika and Kumburu (2018), note that children start to experience reading before 

they begin formal schooling by seeing parents or siblings reading and through 

interacting with the written materials; learning to read needs to be interactive between 

the learner and teacher, among learners and between learners and the text. The 
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authors add that reading is an integral part of all content areas of instruction, therefore 

teachers must teach word recognition skills to unlock the meanings and pronunciation 

of unfamiliar words so that learners can read learning content with understanding 

when they transit to the Intermediate phase (Tandika & Kumburu, 2018).  

 

Mwoma (2017), reports shortages of teaching and learning resources, parents’ low 

levels of education and support and unsupportive teachers as contributing factors in 

promoting reading in the Intermediate phase. Mwoma (2017), suggests that the 

strategy for influencing learners’ reading ability is to introduce reading through the 

mother tongue. Development of reading skills and vocabulary words depends on the 

amount of time spent, revealing the extra time needed for increasing Intermediate 

phase learners’ reading comprehension skills (Berthelon, et al., 2016), however, 

Tandika and Kumburu (2018), identify overcrowded classrooms, teachers’ workload 

and insufficient number of teachers as some of the challenges that hinder teachers 

from positively interacting and develop learners’ reading skills as expected.  

 

Teachers use the strategy of singing the letters of alphabets to make learners active 

in the lesson and enhance reading skills, however, the problem is that when learners 

are tested, they show failure in such area of the content because teachers fail to 

conduct individualised instruction (Tandika & Kumburu, 2018). Teachers improvise 

instructional materials by cutting boxes into pieces as letter cards to make the class 

rich of prints to enable learners to read; they conduct remedial sessions to help the 

slow readers to develop reading skills and they also use the strategies of asking 

parents to participate in helping their children to read at home to improve learners’ 

reading skills (Tandika & Kumburu, 2018).  

 

Shumba and Gada (2018) note that the main strategies teachers use to teach reading 

are phonics and sentence together with a word method, ignoring the whole-language 

approach and they suggest that learners with reading difficulties should be taught 

from synthetic to analytical phonics. Learners who are transiting to the Intermediate 

phase are expected to read prepared and unprepared factual and fiction texts 
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fluently. Teachers employ the reading aloud strategy to teach reading without 

exploring learners’ pre-knowledge at the beginning of the lesson. According to 

Dickinson and Brady (2006), teachers should emphasise the link between oral 

vocabulary and the development of reading skills as learners are expected to read 

content with understanding   in the Intermediate phase. 

  

2.3.2.3.  Parental support in rural primary schools 

 

Parental involvement is fundamental for school functioning; hence, parent non-

involvement has an effect on learner performance in disadvantaged communities in 

South Africa (Munje & Mncube, 2018). On the same point, McDowall and 

Schaughency (2017), focus on parent involvement in their children’s education to 

ensure that they succeed in school; as a result, children can have social and 

emotional benefits. Epstein (2018), reveals that teacher training institutions do not 

specifically train teachers on issues related to family-school community partnership, 

therefore teachers end up with negative perception of parental involvement in their 

children’s education. Epstein (2018), continues that schools do not have capacity to 

provide teachers with the necessary skills and strategies to engage with parents 

effectively.  

 

According to Abrahams (2013), parental involvement is hampered by factors such as 

poverty, single-parent households, unemployment and a lack of supportive family 

structures. Mtshali (2015), also reports that many learners reside with extended 

family members who are incapable of assisting learners with their schooling, which 

has negative implications on their abilities to perform. Hillman and Jenkner (2004), 

point out that most grandparents give children physically tiring household chores 

which distract them from their schoolwork and contributed to learner homework being 

incomplete or shabbily done.  

 

Manilal (2014), adds that parents in disadvantaged communities have casual 

employment which leaves them with limited time to spend with their children, 
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consequently they are unable to supervise their homework or check their school 

progress or even to provide them with necessary educational resources, which have 

serious implications for teaching and learning. Parents’ level of education has a 

significant impact on a learner’s ability to learn at home and performs in class 

because some parents use education as a convenient cover-up to limit their 

involvement, including assisting learners with their homework (Affuso, et al., 2017).  

 

Okeke (2014), confirm that most parents do not attend parents meetings; they 

complain that sometimes the timing of meetings clashed with their personal 

engagements, they lack time or having nothing to contribute and this may negatively 

contribute to the child’s educational outcomes and development. Parent-teacher 

collaboration, therefore, should be reinforced to support Intermediate phase teachers 

in managing their classrooms (Akin, et al., 2016). 

 

2.3.2.4.  Educational resources 

 

If schools are well resourced and provide quality education, they can overcome the 

constraints that poverty imposes on learning (Pretorius, 2014). However, the NEEDU 

National Report (2012), and Iddrisu (2020), report that learners become bad readers 

in a print-poor context because many book resources are often poorly managed and 

locked away in storerooms. Pretorius (2014), reports that learners have very limited 

exposure to reading materials because books hardly feature as learning resources in 

the Foundation phase classrooms; du Plessis and Mestry (2019), confirm that a lack 

of resources is one of the challenges to effective education that rural schools face.  

 

A review of Mulford and Johns (2004), and Pillay (2021), disclosed that the deprived 

socio-economic status of parents in rural areas places learners at a disadvantage 

because parents cannot afford to supply their children with stationery and other 

necessities that teachers require, hence, teaching and learning is affected negatively. 

Due to financial constraints, educational authorities cannot provide school with much 

needed physical and human resources. Mulkeen (2005), Kingsley, (2019), Illustrate 
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that rural schools lack material provisions, such as physical space, electricity, running 

water, proper toilet facilities, textbooks and this can affect teaching and learning.  

 

Usman (2016) suggests that adequate provision of resources should be put in place 

towards the actualization of the educational goal and objectives adding that the use 

of educational resources could give more powerful direction to the teacher as they 

are important for conducive learning environment. Blunt (1990), states that the 

adequacy and effective utilization of educational resources guarantees effective 

performance of schools, while Van der Merwe (2010) suggests that learning support 

materials should be aligned with the curriculum in order to meet resource-based and 

learner-centred curriculum approach. 

 

2.3.2.5.  Lesson Planning 

 

When planning teaching, teachers should have a clear idea of what they want to 

achieve and skills they want their learners to develop; they should make lessons 

exciting, engaging, challenging, relevant and fun in order to accommodate all 

learners (Felix, 2015). Basha and Rao (2004), add that teachers should think about 

the psychological requirement of learners when choosing appropriate teaching 

strategies for effective teaching and learning. further add that Teachers should apply 

different teaching pedagogies to ensure that the content is best communicated to the 

learners and according to diverse background of learners (Roberts, 2011; Zayyadi, 

et al., 2020). Studies by Mulaudzi (2016), and  Shareefa,  et al. (2021), reveal that 

multi-grade teachers struggle with lesson planning to the extent that even those who 

prepare them do not teach according to them but they prepare them merely to show 

the curriculum advisors when they come to schools. Mulaudzi (2016), adds that even 

Foundation phase teachers who have been provided lesson plans by the Department 

of Education, do not teach according to them. This suggests that teachers should 

plan their lessons in such a way that their activities embrace slow learners transiting 

to the Intermediate phase taking into account their cognitive levels and background. 

 



53 
 

2.3.2.6.  Teachers’ content knowledge    

 

According to Steyn (2017), the ability to teach effectively requires more than just 

possessing and applying formal knowledge and methods. Ehlers-Zavala (2005), 

describes reflective teaching as an indicator of the quality of teachers; however, as 

the facilitators of this transition, they play a fundamental role in the success or failure 

of this process. Teachers view transitions in relation to the context they teach and 

what supports their role and work (Steyn, 2017). Teachers are given different 

subjects to teach every year and as a result this may present language challenges 

(Maodi, 2018).  According to Serdyukov (2017), the quality of education is raised by 

professional development, life-long learning, teaching styles, motivation, skills, 

competency, creativity and autonomy to teach while Felix (2015), asserts that the 

most used pedagogy is the lecture method in combination with question and answer 

because most teachers do not have adequate content knowledge. It seems that a 

lack of competence is one of the challenges that hinder teachers from coping with 

learners’ transition to the Intermediate phase. 

 

2.3.2.7. Challenges teachers face during learners’ transition into using English 

as the LoLT 

Most of schools are multicultural although, the medium of instruction is English; this 

is a challenge for both the teachers and learners because the latter do not have 

English as their home language, and code-switching is not possible because learners 

have different mother tongues (Maodi, 2018). Therefore, Teachers, therefore, have 

a challenge to make learners understand what is taught in English. Monyai (2010), 

and Jose, et al. (2020), confirm that teachers’ lack of English proficiency contributes 

significantly toward learners’ language concerns.  

 

Workshops and meetings seem not to be addressing the issue of language transition 

from Grade 3 into Grade 4; this is very worrisome for Intermediate phase teachers, 

as they receive no support at all regarding the management of this transition. Tshuma 

(2017), points out that some teachers use English as a medium of instruction, while 
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others practice code-switching and encourage their learners to ask questions and 

solve problems in their mother-tongue; teachers need to guide learners to find 

solutions instead of giving learners solutions to problems (Van de Walle, 2007).  The 

majority of teacher education institutions do not develop mastery in the language of 

instruction and this result in lack of consistency in performance. 

 

2.3.2.8.  Challenges of teaching in the Intermediate phase 

Hoadley (2016), reports that in South Africa learners receive instruction, in the 

Foundation phase, in their mother-tongue and transition to the language of learning 

and instruction in the Intermediate phase; at this Phase learners are expected to cope 

with the demands of learning all their subjects through the medium of English, 

thereby, they resort to rote learning content which they do not understand. Code-

switching in the multi-lingual context is an important pedagogical strategy to assist 

learners’ comprehension of the content because of their low spoken-language 

proficiency in the language of instruction (Hoadley, 2016; Sibanda, 2021).  

 

According to Chick (1996); and Krause (2021), the lack of understanding of academic 

content results in chorusing and chanting in the classroom as a learning strategy 

used by both teacher and learners. Madihlaba (2013), Chick (1996), Krause (2021), 

and Lachner, et al. (2021), all agree on the fact that learners with learning problems 

need to be controlled, content explained and repeated until they understand. Despite 

many attempts of Department of Education to train and support teachers, they still 

feel that they lack knowledge in teaching learners who have barriers to learning 

(Madihlaba, 2013). Eloff and Kgwete (2007), point out that a high number of learners 

in the classroom hinders teachers from observing learners who have learning 

problems and give them immediate attention to their needs, hence, individual 

teaching is impossible.  

 

Studies by the Department of Education (2005), and Van der Linde (2021), confirm 

that learners are not allowed to stay more than four years in one phase; they must 

be progressed even if they are not ready for the next grade. This becomes a concern 
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as teachers end up with learners who are admitted in the Intermediate phase 

regardless of their readiness; meaning that teachers should adjust their teaching 

strategies to accommodate these learners.  

 

 Another challenge is parents who do not easily accept that their children have 

learning problems and need help; parents go into a state of denial and disbelief, 

hence, learners end up not getting any support from home (Bhargava & Narumanchi, 

2011). Madihlaba (2013), suggests that teachers must start to plan lessons that are 

suitable for those learners after screening, identifying, assessing and supporting 

them in their classrooms. Forlin (2001), and Bester & Conway (2021), advocate that 

teachers should work as a team to assist Intermediate phase learners who have 

learning difficulties and as a team, teachers can develop intervention strategies to 

address the need and barriers that are faced by learners. 

 

2.3.2.9.  Challenges of Life skills education programme in primary schools 

Ntlhare (2015), narrates that the Department of Education introduced HIV/AIDS and 

sexuality education programmes to be implemented in the primary schools; therefore, 

teachers are expected to act as primary sources of information with the aim of raising 

awareness against issues like children abuse and to prepare learners to face life’s 

challenges. The author notes that teachers have difficulties in providing learners with 

necessary information because they find it challenging to deliver sexuality-related 

topics to primary school learners.  

 

Bronfenbrenner’s theory (1979), and Smith, et al. (2020),  recognise the significance 

of families and the efforts of the school to develop the child emotionally, physically, 

intellectually and socially; this assists the learners in their on-going, mutual interaction 

with caring adult; this means that teachers have to plan and reshape teaching and 

learning within a new education vision. Visser (2005), complains that the curriculum 

over-emphasises HIV/AIDS information and not the advancement of life skills that 

would allow the learners to develop healthy life-styles.  
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Teachers have challenges in this context because they themselves lack necessary 

skills and training to educate learners about these issues (Clarke & Heroes, 2008). 

Hence teacher training in life skills is vital so that they can effectively train learners. 

Another challenge is lack of resources which results in lack of competence to 

communicate sexual health education appropriately and successfully (Ntlhare, 2015; 

Leung & Lin, 2019).  Reddy, et al. (2005), reveal that teachers feel unsure of the 

details of some topics and find some issues embarrassing; as a result they feel that 

their role is to impart knowledge and not to get emotionally involved with learners on 

the topics.  

Data obtained by Walker (2004), and Othman, et al. (2020), demonstrate that parents 

avoid talking about sex education with their children because they feel embarrassed, 

lack confidence and do not want to break tradition by talking to children on such 

issues. This becomes a serious challenge for both parents and teachers in 

addressing topics related to sexuality education considering the age of the learners; 

this means the Department of Education must ensure that intervention strategies to 

empower parents and teachers to teach learners about HIV/AIDS and sexuality 

education are put in place (Ntlhare, 2015).     

 

2.3.2.10.  Learner absenteeism as a challenge 

Lack of parental involvement and unhealthy relationship between learners and 

teachers are some of fundamental factors that contribute to learner absenteeism in 

the Foundation and Intermediate phases and which has negative influence on the 

daily teaching and learning at school level (Mogashoa & Mboweni, 2018). Learner 

absenteeism is minimal where parents are actively involved with their children’s 

education. Some teachers have such poor relationship with learners that if a learner 

fails to answer a question correctly, teachers make fun of the learner in front of the 

class.  

 

Teachers’ incompetence in the instruction of subject matter caused by lack of 

support, overcrowded classrooms and poor school facilities contribute to learner 

absenteeism (Mogashoa & Mboweni, 2018). On the other hand, Katanga (2016), 
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views lack of parent-teacher relationships, a lack of value of education and learner 

support as contributing factors to learner absenteeism and teachers have a challenge 

in repeating lessons for absent learners. Katanga (2016) adds that teachers present 

certificates and awards to learners for regular attendance and apply ethics of care by 

making home visits to assess domestic situation and they use prefects to motivate 

learners as strategies to reduce learner-absenteeism in the classroom. Mafa (2018), 

adds that factors influencing learner absenteeism include geographical location and 

distance to school and lack of parental guidance and support; regular marking of 

class registers does not seem to help to motivate learner attendance.  

 

According to South African Schools Act 84 (1996), attendance means participating in 

the full, applicable and compulsory educational programmes of the school. Sheldon 

(2007), confirms that absenteeism hinders learners from participating in a meaningful 

manner in the planned educational programme and this has a negative impact on 

learner transition. Section 2.3.3 will focus on the extent to which teaching strategies 

used to teach learners affect their performance. 

 

2.3.3. To what extent do teaching strategies used to teach learners in rural 

schools transiting from the Foundation phase to the Intermediate 

phase affect learner performance? 

The discussion in this section will address the extent to which teaching strategies 

affect learner performance in rural areas. 

 

2.3.3.1.  Intervention strategies and support for learners’ transition 

Friend (2011), defines strategies as techniques, principles and rules that guide 

learners to complete tasks independently. Madihlaba (2013), and Dröse and Prediger 

(2021), indicate that teachers should use different forms of intervention strategies 

because different learners learn with different styles and their support is based on 

their individual educational needs. Sousa (2007), explains learning strategies as 

efficient, effective and organised procedures used when learning and they help 
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learners to become better equipped so that they can integrate new learning with the 

old. The following different intervention strategies are outlined: 

 

2.3.3.1.1.  Cooperative learning 

Gillies (2007), suggests that learners who experience learning barriers can be taught 

and work in small group inside the classroom to reach a goal, solve problems, make 

decisions and accomplish shared goals. This is the way of acquiring skills with which 

learners work together to help one another (Gunning, 1998; Silalahi & Hutauruk, 

2020). Gillies (2007), suggests that there should be three to four learners per group, 

consisting of boys and girls, learners with learning problems and learners without 

learning problems so that learners with high ability will help those with lower ability in 

doing tasks. Gillies (2007), adds that teachers should train learners to work in groups 

as a team and share resources fairly, take turns and should know that they are 

accountable for any results they contributed to the group. This means that learners 

should tolerate and respect each other. 

 

2.3.3.1.2.  Peer tutoring 

Obiakor and Ford (2002), reveal peer tutoring as an effective instructional 

intervention strategy as some learners learn and talk more freely to their peers than 

their teachers. A strong learner is paired with a less able learner because a less able 

learner will be compelled to answer his/her peer. Studies by Hanley, et al. (2006), as 

well as Moagi, 2020), conclude that peer tutoring provides individualised instruction 

which is impossible for teachers in an overcrowded classroom. In conclusion, Hanley 

et al. (2006), maintain that peer tutoring helps a learner to discuss, question, practice 

and evaluate with immediate feedback. This suggests that teachers should monitor 

the success of peer tutoring effort. 

 

2.3.3.1.3.  Differentiation Instruction 

Teachers should recognise their learners’ varying background, knowledge, 

readiness, language preference in their learning and interest (Thousand, et al., 2007). 
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Evers and Spencer (2010), and Pozas, et al. (2020), suggest that for differentiation 

instruction, teachers should plan the lessons in advance making sure that the lesson, 

assessment task and resources are going to support the learners. Teachers should 

differentiate curriculum to make it understandable to learners who have barriers in 

the learning process. Tileston (2004), and Ginja, and Chen (2020), in their state that 

for differentiation instruction, teachers should know their learners needs and adapt 

instruction to learners’ differences because ‘one size does not fit all’. 

 

2.3.3.1.4.  Use of manipulative objects 

Boggan, et al. (2006), and Park, et al. (2021), postulate that learners may understand 

concepts better if they are introduced to manipulative objects and at a later stage, 

abstract concepts may be used because during the primary school years most 

children are concrete operational thinkers. Manipulative objects, therefore, help 

learners to gain more understanding of concepts they are being taught (Madihlaba, 

2013; Bungao-Abarquez, 2020) 

 

2.3.3.1.5.  Mnemonic strategy 

 

Mnemonic strategies can be used by learners to recall information during certain 

tasks (Madihlaba, 2013; González, et al., 2021). Teachers should encourage learners 

to use mnemonic strategy to enhance the recall of information from lessons; it is 

advisable that teachers allow learners to choose their own strategy of mnemonics 

(Madihlaba, 2013). 

 

2.3.3.2.  Mother-tongue education for Literacy in the Foundation phase 

 

Owen-Smith (2010), indicates that learners who cannot use the language which they 

are familiar with in the classroom, may not fully understand matters in other 

languages, hence, they may not perform well. The Language in Education Policy 

makes provision for learners’ home languages to be used for teaching and learning 
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in the Foundation phase (Department of Education, 2002). Senadeera (2010), 

contends that mother-tongue education helps learners to develop confidence, self-

esteem and their unique identity. According to Khosa (2012), and Emsley (2020), 

using English as the medium of instruction in the Foundation phase causes many 

rural learners to experience language barriers in the classroom. It becomes a 

challenge when Intermediate phase learners are compelled to learn and 

communicate in a language which they do not usually use at home. This results in 

cognitive difficulties being experienced when learning in their second language 

(Thomas & Collier, 2004). Additionally, (Khosa, 2012), points out that proficiency in 

the mother tongue is the basis of learning another language. Prinsloo (2008), reveals 

that Grade 3 learners scored an average of 39% in literacy tasks worldwide, a 

confirmation of the literacy challenges facing South Africa. Currently, learners from 

Grade 1 to 3 are required to master basic skills in their mother-tongue and English is 

only introduced as a subject (Revised National Curriculum Statement, 2003).  

 

Learning through the mother-tongue increases the chances of communication 

between learners and teachers, school and the community and between learners 

themselves (Khosa, 2012). According to Mackenzie (2008), children who learn 

through their mother-tongue are able to learn to read and write efficiently, hence, 

mother-tongue facilitates access to another written language. The Department of 

Education (1997), in its Language in Education Policy (Act 27 of 1997), states that all 

learners must learn to read in their mother-tongue from Grade 1 to 3 as it helps them 

to learn to read in their second language. This suggests that by the end of Grade 3, 

all learners should be competent in their mother-tongue so that they are ready to 

make the transition to the second language as the medium of instruction in Grade 4.  

 

Khosa (2012), and Astuti (2020), specify code-switching and mixing, as helpful 

teaching and learning strategies in Grade 3 second language classrooms; the 

process helps the teachers to balance the use of L1 and L2 in the second language 

classroom, to give comprehensible instructions for an activity and to capture learners’ 

attention in the second language classroom. Harmer (2009), and Pulatova (2021), 
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advise that Foundation phase teachers must pay attention to second-language 

learners to assist them understand because they have not yet developed second-

language competency to understand what is taught. The use of mother-tongue 

medium of instruction helps learners to read and write meaningfully and to make 

sentences out of their mother-tongue (Khosa, 2012). 

Che Mat and Ying Soon (2010), and Lim, et al. (2021), assert that drilling is one of 

the effective strategies in facilitating second language learning, however, Isaacs and 

Carroll (1999), and Phan and Ngu, 2021), reveal that frequent drilling can cause 

anxiety and undermine learners’ understanding of facts. In their studies, White and 

Stoecklin (2008), and Newton, et al. (2018), motivate that Foundation phase teachers 

should select reading sources that are designed to match learners’ development 

needs, interests, abilities and learning styles. In conclusion, Khosa (2012), and 

Carter, et al. (2020), recommend that the Department of Education should support 

the use of mother-tongue in the second language classroom to strengthen literacy 

development during the early learning period, as this will enable learners to utilize 

any literacy skills in their mother-tongue to develop their accuracy in their second 

language. 

 

2.3.3.3.  Teachers’ effective teaching strategies 

 

According to Braskamp and Ory (1994), and Bürgener, and Barth (2018), effective 

teaching is the creation of situation in which appropriate learning occurs and which 

helps learners to ask and answer questions, work in groups, assist other learners and 

demonstrate critical and creative thinking. Halliwell (1993), as well as Xalimov and 

Farxodova (2021), point out that teacher’s creativity is necessary to overcome 

common problems faced by learners, such as being frightened to ask questions, shy 

to discuss within a group and being afraid to make mistakes; creative teachers are 

able to simplify complex things and to clarify unclear concepts for learners 

(Manurung, 2012).  
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The DBE2 (2010), asserts that creative teachers keep learners to get involved in their 

lessons and achieve their maximum performance. Braskamp and Ory (1994), 

suggest the use of results of assessments as a way of rating learners to develop 

responding significant changes in teaching purposes and strategies. Such strategies 

put emphasis on applying what had been learnt such as show and tell, case studies, 

open-ended quizzes, brainstorming as well as question and answer methods, to real 

practice to fulfil needs of learners (Manurung, 2012;  Stanley, 2021).  Lasley, et al. 

(2002), insist that the results of effective teaching develop cognitive and psychomotor 

skills and they help learners to apply pre-knowledge.  

 

Ramsdam (2012), and Filgona, et al. (2020), emphasises that teachers must make 

their subjects interesting so that learners are motivated to participate, and their 

curiosity is aroused in the subject. A teacher must be able to design proper 

assessments that match the material to be learnt and feedback must be related to 

what learners still need to study. Additionally, Ramsdam (2012), highlights that the 

teaching and learning processes must provide learners with enough space to work 

on their own pace and there must be balance for learning well and for enjoying the 

learning.  

 

Moore (2005), suggests that learners’ needs, age, intellectual ability, attention span 

levels, the purpose of the lesson and contents to be taught, need to be considered 

when choosing instructional materials and strategies for effective teaching; when this 

is done, learners will be motivated to learn. Moore (2005), and Clark (2021), suggest 

that planning of instructional materials should be short and contain various attractive 

activities with these activities based on the time allocated.  

 

Manurung (2012), advises that the teacher should inform the learners about the goal 

of the lesson so that the learners can organise their thoughts about what they are 

going to see, hear and do so that they can pay attention to the explanations. The 

teacher should provide a clear guidance for learning; this will help learners to transfer 

theory into practical knowledge, hence, prevent boredom and frustration on the side 
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of the learners. In addition, Manurung (2012), recommends that teachers must 

provide exercises to learners, individually or in small groups, for practicing what 

learners have just learnt. In conclusion, teachers must provide feedback to show 

correctness of the learners’ response and it must, in the process provide specific 

guidance.      

 

2.3.3.4. Support strategies teachers use in the Western Cape Foundation 

phase classrooms 

 

According to Gardener (2016), support strategies are not taught well enough in the 

Western Cape; this results in poor performance of learners. The DBE (2011), points 

out that reading and writing should take place at an appropriate time to allow children 

to be taught to be effective readers and writers as research shows that teachers are 

not consistent in their teaching. Gardener (2016), points to the following observations 

regarding teachers’ support strategies: teachers guide learners through the 

completion of worksheets without teaching a skill or concept, teachers answer their 

own questions without giving learners time to explain, justify or discuss, learners are 

allowed to copy sentences without being taught or allowed to apply concepts 

independently, and learners who are in need of support in home language, chant 

sounds as a whole class instead of in small focused-group.  

 

It is only in Grades One and Two where teachers divide learners into ability groups 

and teach them strategies for listening and sound recognition. Teachers need to keep 

a list of new vocabulary words on a wall to help learners with word recognition, 

decoding and spelling. Gardener (2016), recommends that teachers use big books, 

charts and flash cards to reinforce teaching while using stronger learners to interpret 

instructions in the LoLT to the weaker learners, because according to Vygotsky 

(1978), the Foundation phase classroom provides a social context for learning. 
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2.3.3.5. Teaching strategies in Limpopo 

 

Thaba-Nkadimene and Mmakola (2020), state that learner underperformance in the 

rural primary schools of Limpopo is caused by poor teacher-performance because of 

their lack of necessary teaching skills. These researchers argue that poor learner 

performance is caused by multiple of factors, such as - demotivated teachers, lack of 

adequate learning materials, lack of libraries and laboratories while Thompson 

(2016), maintains that multi-grade teaching is one of the main factors that hinder 

learners’ performance in the primary schools of Limpopo because in this situation, 

teachers end up only teaching the topics or subjects they prefer. Besong (2014), 

suggests that multi-grade learners should be assessed differently according to their 

grades, even though they might be taught the same matter.  

 

From their studies, Lunenberg (2010), and Gunawan (2017), propose that teachers 

should plan effective time management in order to cover the curriculum in to avoid 

poor learners’ academic achievement. Thompson (2016), state that teachers give 

learners extra work due to other responsibilities but the challenge is learners who 

remain with incomplete work as they cannot work alone, hence, they end up 

performing poorly. This means that there will be a curriculum gap when learners 

transit to the Intermediate phase because of insufficient teaching time for the lower 

grades in multi-grade classes. The next section will focus on the challenges faced by 

learners. 

 

2.3.4. What are the challenges faced by learners transiting from the 

Foundation phase to the Intermediate phase in rural areas? 

 

This section will address challenges faced by learners transiting from  the Foundation 

phase to the Intermediate phase. 
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2.3.4.1. Challenges faced by Intermediate phase learners 

 

According to the Department of Education (2008), reading plays a crucial role in 

promoting learners’ confidence in the society, as well as nationally and 

internationally. However, Doolittle, et al. (2006), point out challenges in creating a 

reading culture, such as, a lack of role models at home to develop reading habits and 

lack of reading materials at home. McCardle and Miller (2009), postulate that learners 

who are unable to read cannot succeed in school and in the workplace; this affects 

the well-being of the learners. 

 

Learners in the Intermediate phase are expected to comprehend what they have read 

in order to cope with the academic demands of the new environment, however, Nkosi 

(2016), illustrates that research on the 2013 and 2014 ANA reflected that learners 

are unable to comprehend what they read in the Intermediate phase. The author 

shows that Grade 4 and 5 learners who participated in the Progress International 

Reading Literacy were struggling to make a successful transition to reading to learn 

in the later primary school years. The PIRLS of (2011), revealed that girls outperform 

boys in literacy reading countrywide as more boys were identified as demonstrating 

reading challenges.  

 

According to Wilson and Cleland (1985), learners who are unable to read cannot 

keep up with the progression of the lessons because they cannot follow instruction 

easily, hence, catching up becomes difficult for them. Nkosi (2016), reports that 

learners in primary schools tend to mock learners with reading difficulties; this causes 

the affected learners to be inattentive in the classroom, often absent from the school, 

drop out of the school or often show frustration in the classroom. Rehman (2019), 

recommends that schools should provide a print-rich environment so that learners 

should be exposed to a variety of print-based resources.  

 

Earlier, Scanlon, et al. (2010), advocated that reading materials should be accessible 

to the learners as there are some classroom environments where three to four 
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learners are expected to share one book. There is a strong correlation between 

reading problem and poor academic performance because the learners must 

understand what is being read so they can read to learn. This suggests that teachers 

must employ teaching strategies that can enable the Intermediate phase learners to 

transit from learning to read, to reading to learn; when learners transit to the 

Intermediate phase they are expected to understand the learning materials, even 

when they copy some notes in the classroom they are expected to read them with 

understanding when they study. Transiting Intermediate phase learners copy some 

notes to study at home, so it becomes difficult for learners who cannot read and write 

to copy and study those notes.  

Molapo (2016), complains that a lack of reading resources is the main challenge in 

cultivating a reading culture; in addition, vulnerable children usually have no parental 

support at home, hence, they struggle to read and write, even their own names. The 

Intermediate phase teachers, therefore, must find teaching strategies that can help 

the transiting Intermediate phase learners to read and write. 

 

2.3.4.2. Language challenges faced by learners during transition to English as 

the LoLT 

 

Maodi (2018), points out that English is taught as a subject in Grade 3 and it is 

allocated a limited time at school; at home learners speak different home languages 

and they switch to English when it is time for English as a subject, hence, this is 

creating language concerns. Most of the learners come from socio-cultural 

environments where they socially communicate in different African languages and 

even when they come to class they do not communicate in English amongst 

themselves during learning, this creates language challenges during transition to 

English as the LoLT in the Intermediate phase.   

 

According to Bronfenbrenner’s theory (1979), an individual’s growth happens within 

a complex system of relations which are also affected by various levels of their 

communal and cultural settings. Learners who experience learning difficulties display 
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a negative attitude towards English as a Language of teaching and learning (Maodi, 

2018). Most learners have limited verbal interaction as subject lessons are mostly 

dominated by the teacher’s voice and this creates a challenge for learners’ transition 

to English as the LoLT. There is no opportunity to learn and use the language (Maodi, 

2018). Learners are not exposed to English at home because they are coming from 

low socio-economic background and most parents in these families have low literacy 

levels (Wolfaardt, 2005). Such learners are rarely exposed to books and have very 

little experience in making meaning from the printed word, thus, may find it difficult to 

cope when they transit from a learning environment where they studied in their first 

language to English, a foreign language (Maodi, 2018). 

2.3.4.3.  Lack of supportive family structures 

 

Enbeyle, et al. (2020), note that a performance is determined, significantly, by basic 

educational resources, family size, parents’ educational level and parents’ way of 

giving motivation. Parents should allocate time to visit schools to discuss about their 

children’s academic progress as a way of motivating them to learn actively. Enbeyle, 

et al. (2020), claim that children who come from low-income family backgrounds do 

not perform well and they can end up repeating a grade because parents’ income 

level contributes toward satisfying their children educational needs.  

 

Family size is another factor that contributes to learners’ academic performance; 

usually, when the family size increases, parents pay less attention to the education 

of their children. Moneva and Moncada (2020), reveal that parents have high 

expectations of their children’s performance, although, they inconsistently go to 

school to check on their children’s performance. Some low-income parents compare 

their children with children of high achievers and this leads to high levels of anxiety 

and social isolation for a learner who is transiting from the Foundation phase to the 

Intermediate phase (Moneva et al., 2020). The authors suggest that parents should 

assist their children to do their homework instead of scolding them when they get low 

marks and they need think constructively about their children’s abilities when they 

transit to Intermediate phase to avoid anxiety and academic stress. Johnson and 
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Descartes (2016), confirm that some learners develop low levels of performance as 

a result of coming from single-parent families, guardians and parents with low- 

educational background; these categories of parents cannot motivate their children’s 

satisfactory performance when they transit to The Intermediate phase.  

     

2.3.4.4.  Lack of school libraries on learners’ performance 

 

The Department of Basic Education (2011), reports that 79% of schools have no 

libraries at all. Hence, South African learners are performing poorly in literacy and 

Mathematics as compared to the national curriculum’s standard (Paton-Ash & 

Wilmot, 2015). Currently, school libraries are not only a place where learners have 

access to books for reading and information but a place in which a learner is the 

focus. Bolan (2009), suggests that school libraries need to be a dynamic and inviting 

place, a multifunctional place which can accommodate more than one class, where 

informal teaching can occur and where the librarian can work collaboratively with 

teachers. Library collections like, fiction and non-fiction books, need to cater for the 

needs of very able readers as well as those who struggle to read in the Intermediate 

phase. Learners need to become life-long readers and learners who can use a wide 

range of technologies (Bolan, 2009).  

 

In rural primary schools, when children are expected to perform certain tasks like 

projects in some of their subjects, it is not easy as there is no librarian who can 

facilitate this. Mojapelo and Fourie (2014), reveal that school libraries are needed to 

provide teachers and learners with resources to support school curriculum, however, 

rural school libraries are often poorly resourced due to budgetary constraints 

(Uhegbu, 2001). As a result, resource allocation is often concentrated on textbooks 

only instead of reading materials which are fundamental to literacy practice, to instil 

reading skills and habits (Wong, 1999). Shonhe (2019), adds that a school library is 

a source of knowledge for learners and teachers, therefore, it needs to be fully 

equipped to support the teaching and learning process; unfortunately, school libraries 

are being ignored and not adequately resourced. This means libraries are not 



69 
 

supporting and enabling quality education which impacts negatively on learners who 

are transiting from the Foundation phase to the Intermediate phase as they cannot 

have access to a variety of information resources. 

 

2.3.4.5.  Learners’ experiences of learning support strategies 

 

Many Intermediate phase learners lack basic Numeracy and Literacy skills, due to 

barriers to learning, poor study habits and lack of parental support in education 

(Bojuwoye, et al., 2014). Learner’s fear of being identified as a weak learner and of 

asking for assistance from their teachers cannot improve learners’ academic 

performance (Bojuwoye, et al., 2014).  Mogashoa and Mboweni (2018), assert that 

lack of parental support in the education of their children results in learner 

absenteeism, hence, challenging learners’ readiness to progress in the Intermediate 

phase.  

 

Ngidi and Qwabe (2006), confirm that parental involvement helps to create a culture 

of teaching and learning in the Intermediate phase classrooms. This suggests that 

when parents assist their children with schoolwork it improves children’s abilities to 

perform. Bojuwoye, et al. (2014), report challenges associated with learners’ fear of 

asking assistance from their teachers and other learners because of these 

individuals’ dismissive behaviours, due to the affected learners’ difficulties in 

speaking in English. The authors advise that extra classes for every subject, parental 

support and improved learning and teaching support materials are necessary to 

improve learning in the Intermediate phase. They suggest that parents should enrol 

their children in extra classes after school if they are struggling with Intermediate 

phase workload as this may help them to cope. Mogashoa, et al., (2018), had 

observed that lack of parental support has also a negative impact on learners with 

learning barriers as parents are not ready to work with teachers to overcome such 

barriers and this hinders transiting Intermediate phase learners from progressing.  

 

The theoretical framework which underpinned this study is discussed in 2.4. 
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2.4. THEORETICAL FRAMEWORK. 

 

This study is based on the Ecological Systems theory expounded by Bronfenbrenner 

and Krashen's theory of Second Language Acquisition under the Input Hypothesis 

(Bronfenbrenner, 1979; Krashen, 1985).  The ecology of human development 

postulates that a developing person should not be viewed as a tabula rasa; a 

developing person is influenced and also influences and structures his/her own 

environment in a reciprocal manner (Bronfenbrenner, 1979). This implies that every 

person is influenced by environments in which they find themselves. When the 

learners transit from the Foundation phase to the Intermediate phase, they are 

transiting to another environment and they are influenced by that environment as 

much as they also influence it.  

 

 According to Krashen (1985), second language (L2), acquisition is significantly 

determined by "input" which is influenced by three non-linguistic factors, namely, 

anxiety, motivation, and self-confidence. This implies that learners who are transiting 

to the Intermediate phase are going to learn in English as language of teaching and 

this needs motivation from teachers and the learners to enable them to move from 

anxiety and acquire self-confidence.  In an attempt to understand the internal 

processes of L2 learning, psycholinguists draw on the connectionist models. 

Connectionism attempts to model the cognitive language processing of the human 

brain, based on frequency of co-occurrence in the language input (the source of units 

and the rules of language). According to the integrated model, L2 acquisition is very 

similar to L1 acquisition except that the former is initiated from the latter, however, 

with more information from the latter. These theories are explained below: 

 

The Input Hypothesis is Krashen's (1985), attempt to explain how a learner acquires 

a Second Language. The Input hypothesis is only concerned with 'acquisition', not 

'learning'. According to this hypothesis, the learner improves and progresses along 

with the 'natural order' when the learner receives second language 'input' that is 

comprehensible and one step beyond his/her current stage of linguistic competence. 
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This suggests that as the learners progress, the strategies and content must make 

more demands, hence, teachers should use teaching strategies which may enhance 

learners’ competence.  Since not all of the learners can be at the same level of 

linguistic competence at the same time, Krashen (1985), suggests that a natural 

communicative input is the key to designing a syllabus; this ensures that each learner 

receives input that is appropriate for his/her current stage of linguistic competence 

(Krashen, 1985). Lyster and Sato (2013), add that L2 learning requires a gradual 

change from effortful use to a more intuitive use of the acquired (target), language, 

through exercise and feedback in a meaningful situation. This implies that the 

transiting learners must practice the new language as it will be the language of 

instruction.   

 

Bronfenbrenner (1979), therefore, views human development as a product of the 

interaction between the growing human organism and its environment. The way 

teachers perceive learners with learning challenges when they transit from  the 

Foundation phase to the Intermediate phase and the way they provide support to 

them may influence learners’ overall development. The Ecological Systems theory is 

based on the premise that personal development occurs within a complex system of 

relationships that are affected by different levels of their social and cultural 

development. Bronfenbrenner (1979), adds that the ecological environment is made 

up of settings that range from immediate relationships that the child enters in the 

family and in school, to the belief systems and ideologies that influence child-rearing 

and development. The developing child is also influenced by government policies, 

culture, and values. 

 

Transition of learners from the Foundation phase to the Intermediate phase is 

influenced and shaped by social institutions such as parents, school, government, 

the wider community and by their peers. These influences bring a variety of disparities 

on how transitions are made over time and space. The learner, however, would not 

be able to proceed without adult support, to make the transition easy and successful.  
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According to Bronfenbrenner’s (1979), theory, an individual (learner or teacher), 

exists within layers of social relationships: the teacher (micro-system), the classroom 

environment (meso-system), parents and colleagues (exo-system), and the culture 

and society (macro-system). The micro-system is defined as a blueprint of activities, 

roles and interpersonal relations experienced by a developing person in a given 

setting with particular physical and material characteristics. Teachers in the micro-

system may be influenced by their content knowledge, diverse teaching strategies, 

their professional development and teaching experience. In the meso-system the 

teacher comes into contact with all the learners, including those with learning barriers 

and together they establish a relationship in the classroom environment.  

Overcrowded classrooms can compromise support to transiting Intermediate phase 

learners, because in the Foundation phase, learners were taught by one teacher 

which made it possible for a teacher to know them individually and give them 

appropriate attention. In the exo-system the person is affected by what happens 

within the settings (Bronfenbrenner, 1979). Support for teachers by colleagues, 

principal, learners and parents may have an influence on the micro and meso 

systems. Support for learners who are transiting to the Intermediate phase can be 

more successful if there is a supportive relationship between the parents and the 

teachers. Both parents and teachers must build the child self-esteem during the 

transition. The macro-system includes the community, healthcare professionals and 

the Department of Education and changes occurring on one level have the potential 

to affect the entire system (Bronfenbrenner, 1979). Schools should create conditions 

for learners to succeed when they transit to the Intermediate phase because 

educational policies have an impact on learners’ achievement. 

 

This study focused on the four systems: micro, meso, exo and macro - where there 

should be relationship within and between home, pre-school and school which should 

be harmonious to make the child’s transition a success; this implies that if one system 

is disturbed it will affect the other. Educational policies passed by stake-holding 

institutions indirectly influence whether transitions can be experienced negatively or 

positively. The school, home and preschool directly influence and shape how 
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transitions are experienced by those who undergo them. The manner in which the 

school, home and preschool prepare for transitions and the strategies they use to 

facilitate them will determine whether learners will experience them as successful or 

unsuccessful. All transitions are underlined by some emotional and social 

disturbance as learners move from a familiar environment to the unfamiliar one. 

When learners transit to the Intermediate phase, they are taught by different teachers 

whereas in the Foundation phase learners were taught by one teacher; these 

changes affect them emotionally.  

Ehlers-Zavala (2005), Calafato (2021), and Yunus, (2021), confirm that the ability to 

teach effectively requires more than just possessing and applying formal knowledge 

and methods. Ability to teach requires teachers to have multiple competencies, which 

include language skills, supportive climate, sufficient curriculum knowledge, and 

background and cultural knowledge of the context around them. This implies that 

teachers should be competent to apply different teaching strategies for them to assist 

learners who transit to the Intermediate phase. This study was guided by the 

ecological language theories.  

2.5 CONCLUSION 

 

In this chapter, I discussed the theoretical framework, ecological language theories, 

that were used to address the research problem. The preceding literature review has 

focused on strategies teachers are using to teach learners transiting from  the 

Foundation phase to the Intermediate phase. The literature showed the extent to 

which the teaching strategies affect learners’ performance; challenges faced by 

teachers and learners transiting from  the Foundation phase to the Intermediate 

phase; the different teaching strategies, such as cooperative learning, peer tutoring 

and differentiation instruction that can be implemented to support learners’ transition. 

Some of the teachers’ and learners’ challenges noted in the literature were learner 

absenteeism, lack of parental support in rural primary schools, difficulties in teaching 

and learning in multi-grade classrooms, learners’ transition into English as LoLT, and 

learners’ experiences of learning support. The next chapter will proceed to outline the 

study’s design, mixed-methodology, and the data-gathering process.  
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CHAPTER 3 

  

3. RESEARCH DESIGN AND METHODOLOGY 

 

3.1 INTRODUCTION 

 

This chapter describes the research methodology and design for this study. The aim 

and objectives will be restated in order to explore the effectiveness of methodological 

approach of this study. The quantitative and qualitative research paradigms are 

outlined, as well as the data collection strategies, description of the research 

instruments, population, ethical considerations and the recording and transcribing of 

data. Sections 3.2, 3.3 and 3.4 will present the study’s aim, objectives and research 

questions. 

 

3.2 THE AIM OF THE STUDY 

 

The aim of this study was to investigate teachers’ strategies to teach learners who 

are transiting from the Foundation phase to the Intermediate phase in rural areas in 

the Vhembe East District of the Limpopo Province. 

 

3.3 OBJECTIVES OF THE STUDY 

 

The study was guided by the following objectives: 

 

 To explore teachers’ strategies to teach learners who are transiting from the 

Foundation phase to the Intermediate phase  in rural primary schools of the 

Vhembe East District; 

 To investigate challenges teachers face in teaching learners transiting from  

the Foundation phase to the Intermediate phase in rural areas of the Vhembe 

East District. 
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 To find out the extent to which teaching strategies used to teach learners in 

rural schools transiting from the Foundation phase to the Intermediate phase, 

affect learner performance. 

 To explore challenges faced by learners transiting from the Foundation phase 

to the Intermediate phase in rural areas of the Vhembe East District. 

 

3.4 RESEARCH QUESTIONS 

 

The following research questions were used to guide this study: 

 

● How are teachers teaching learners who are transiting from the Foundation 

phase to the Intermediate phase, in rural areas of the Vhembe East District? 

● What are the challenges facing teachers who are teaching learners transiting 

from the Foundation phase to the Intermediate phase, in rural areas of 

Vhembe? 

● 3. To what extent do strategies used by teachers affect performance of 

learners in rural schools transiting from the Foundation phase to the 

Intermediate phase, affect their performance? 

● What are the challenges faced by learners transiting from the Foundation 

phase to the Intermediate phase in rural areas of the Vhembe East District? 

3.5  RESEARCH DESIGN 

 

A research design refers to a detailed plan of how the research will be conducted. A 

research design provides a plan for assembling, organizing and integrating data (De 

Vos, et al., 2011). It is an overall strategy of integrating the different components of 

the study in a coherent and logical way, thereby, ensuring effective address of 

the research problem, therefore, it constitutes a blueprint for the collection, 

measurement, and analysis of data (De Vaus, 2001; Haydam & Steenkamp, 2020). 

This study followed an exploratory research design. An exploratory research forms 

the basis for more conclusive research and determines the initial research design, 
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sampling methodology and data collection methods (Singh, 2007). The following 

sections give a description of the research paradigm, methodology, approach and 

methods.  

 

3.6  RESEARCH PARADIGM 

 

A paradigm is a shared world view that represents beliefs and values in a discipline 

that guide how problems are solved (Schwandt, 2001). Morgan (2007), on similar 

lines regards a paradigm as a shared belief system that influences the types of 

knowledge researchers seek to obtain and how they interpret any research evidence 

they may collect. The three most common paradigms are positivism, constructivism 

or interpretivism and pragmatism. This study was shaped by the pragmatism 

paradigm which is useful for guiding research design, especially when a combination 

of different approaches is philosophically inconsistent. Johnson and Onwuegbuzie 

(2004), defined a pragmatic paradigm as an outcome-oriented approach which is 

interested in determining the meaning of issues. Pragmatists focus on the outcomes 

of action and suggest that whichever theories are useful in a particular context are 

valid and advocates for the use of mixed methods in a research to evaluate the 

different aspects of the research problem (Morgan, 2007, 2013; Stoecker & Avila, 

2020). The discussion that follows presents the research methodology aligned to a 

pragmatism paradigm. 

 

3.7 RESEARCH METHODOLOGY 

 

Le Grange (2009), explicates methodology as part of an overall research plan with 

specific procedures about who will supply the data, how the data will be obtained and 

analysed. Pragmatism is the usual paradigm for undertaking mixed methods 

research with qualitative and quantitative research methods being implemented, 

concurrently. Some quantitative and qualitative researchers view these two 

approaches as being based upon incompatible premises and techniques, and argue 

that mixing methods is neither meaningful nor valuable to pursue (Guba, 1990). 
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Johnson and Onwuegbuzie (2004), however, have disagreed, noting that there are 

some commonalities between quantitative and qualitative methods, and mixed 

methods research can narrow the divide between the two, thereby, enhancing the 

quality of a study. A mixed methods design combine the strength of both quantitative 

and qualitative research approaches and minimizes their weaknesses (Connelly 

(2009). Kowalczyk (2016), defines quantitative research methods as those methods 

in which numbers are used to explain findings, thus, measurable data is used to 

formulate facts and uncover patterns in research. 

.  

Qualitative research is geared towards analysing concrete cases in their temporal 

and local particularity starting from people’s expressions and activities (Flick, 2018; 

Daher, et al., 2017). Strauss and Corbin (1998), clarify qualitative research as any 

kind of research that produces findings not arrived at by means of statistical 

procedures or other means of quantifications, but use a naturalistic approach that 

seeks to understand phenomenon in contexts or specific settings. 

 

This study followed the concurrent mixed methods which are a combination of 

quantitative and qualitative methods to obtain a detailed understanding of the topic 

being studied. A quantitative research approach was performed during the first stage 

and then qualitative approach in the second stage to enable the enquiry to move 

beyond explanation and description during the quantitative first stage of the study, to 

a qualitative exploration and in-depth investigation for deeper understanding of 

strategies for teaching learners transiting from the Foundation phase to the 

Intermediate phase in rural areas of the Vhembe East District of the Limpopo 

Province. Section 3.8 presents the processes for the field investigation. 

 

3.8 RESEARCH APPROACH 

 

Creswell (2013), defines research approach as a plan or procedure that consists of 

the steps from broad assumptions to detailed methods of data collection, analyses 

and interpretation. This study followed mixed methods research because it 
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incorporated elements of both quantitative and qualitative approaches which 

provided a more complete understanding of the research problem. In order to 

generalise results to a population, the study began with a broad survey in the first 

phase of quantitative study and in the second phase the study focused on qualitative, 

open-ended interviews in order to help explain the initial quantitative survey.   

 

3.9 RESEARCH METHODS 

 

Research methods are the strategies, processes or techniques utilized in the 

collection of data or evidence for analysis to uncover new information or create better 

understanding of a topic (Williams, 2007; Remler & Van Ryzin, 

2021).  Questionnaires (quantitative) and voice recording interviews (qualitative), 

techniques were used. These are discussed, in detail, in the sub-sections below. 

 

3.10 QUANTITATIVE RESEARCH METHOD 

 

Research methodology is a systematic and theoretical analysis of the methods 

applied to a field of study (Strauss & Corbin, 1998; Gaur & Kumar, 2018).  It offers 

the body of methods and principles associated with branch of knowledge. Hayes, 

Bonner and Douglas (2013), define quantitative research as a study involving 

collection and analysis of numerical data in order to explain, predict or quantify the 

variation in the phenomenon, in order to ascertain the magnitude of variation. In this 

study I used a quantitative method to find objective data that can be clearly 

communicated through statistics and numbers.  A questionnaire is a document 

containing different types of items designed to solicit information appropriate for 

analysis (Babbie, 2007). A survey questionnaire with close-ended statements was 

used to collect data in this study. The population of the study, sampling procedures, 

construction of questionnaire, pre-testing, distribution and collection process are 

explicitly documented in this section.  
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3.10.1 Population of the study 

 

Welman, et al.  (2010), describe the population as the study objects which may 

consist of individual, groups, organisations, human products and events or the 

conditions to which they are exposed. Slavin (2008), and de Smith (2021), state a 

population as a group of respondents selected from a larger group to which research 

findings are assumed to apply. The population in this study were teachers and 

principals from selected rural primary schools under the Vhembe East District. Only 

Grade 3 and 4 teachers and principals from sampled public primary schools formed 

the target population of this study. 

 

3.10.2 Sampling procedure   

 

Payne (2004) refers to sampling as the process of selecting a subset of people or 

social phenomena from a large universe to which they belong. Babbie and Mouton 

(2009), and Sileyew (2019), believe that random sampling allows anyone in the 

population to have an equal opportunity of being selected in a survey, thus minimising 

the elements of bias in study findings. Simple random sampling was used to select 

120 teachers and principals from 15 public primary schools in the Vhembe East 

District from the Sibasa, Tshinane and Vhumbedzi Circuits for this study, based on 

the 95% confidence level and a margin error of 5% calculated through a sample size 

calculator which showed the number of respondents needed to get statistically 

significant results for a specific population. I requested a list of teachers and 

principals from each school in order to have a composite list from which the sample 

was selected. 

 

Written permission to undertake this study was sought and obtained from the 

Vhembe East District, and the Tshinane, Sibasa, and Vhumbedzi Circuits (see 

Annexure D and E). I requested principals’ contact numbers from their circuits to 

secure appointments and permission from the principals of public primary schools 



80 
 

from all those three circuits, to conduct the study in their respective schools. A list of 

teachers and principals from each school were requested in order to have a 

composite list from which the sample was selected. Consent forms were written and 

issued to the principals and they granted permission and signed the consent forms. 

Section 3.10.3 outlines the first stage of the quantitative research methodology. 

 

3.10.3 Quantitative data collection procedure 

 

A data collection method is the gathering of information needed by a researcher to 

address a research problem (Pilot & Hungler, 1993; Cypress, 2018). After obtaining 

permission from the Department of Education to conduct research in 15 public 

primary schools, the researcher personally visited the district office, circuit offices and 

schools to obtain further permission. Quantitative data was collected from schools 

during the second visit after permission had been obtained and that there were no 

time variations in the collected information. The collection of primary data was 

conducted using questionnaires that were gathered on two levels: principals and 

teachers. The questionnaire consists of close-ended questions which were self-

constructed and self-administered; there were 37 questions. 

 

I collected data during the Covid-19 pandemic, hence, lockdown rules preventing me 

from making direct contact with respondents and participants. I made sure that all 

lockdown health protocols on personal contact restrictions were adhered to during 

the distribution and collection of questionnaires. Firstly, I phoned the schools’ 

principals to find out the number of Grade 3 and Grade 4 teachers in their respective 

schools and secured an appointment with the principals. I personally delivered the 

survey questionnaires to schools and discussed the purpose with the principals and 

teachers. Procedures for voluntary participation in the study were explained so that 

all respondents could make informed decisions.  
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Respondents were also informed that if they were uncomfortable to participate in the 

study, they had the right to withdraw from participating. Respondents were also 

informed that their names and schools’ names would be kept confidential, so they 

should not be written on the survey questionnaire. Respondents were sanitised 

before they were handed the survey questionnaires attached to which were pre-

signed consent forms. One hundred and twenty survey questionnaires were 

distributed to 15 sampled public primary schools and collected after two weeks after 

phoning all schools to confirm times of the questionnaires collection. During the 

second visit I also adhered to all health protocols like sanitisation of hands and the 

questionnaires before they were collected.   

3.10.4 Data collection instrument: questionnaire 

 

Babbie (2007), and Solikhah & Budiharso (2020), identify a questionnaire as a 

document containing questions or other types of items designed to solicit information 

appropriate for analysis. The basic objective of a questionnaire is to obtain facts and 

opinions about a phenomenon from people who are informed on the particular issue. 

Information gained from the studied literature was deployed in the development of 

the questionnaire. This approach was intended to determine whether certain 

generalisations about strategies for teaching learners transiting from  the Foundation 

phase to the  Intermediate phase in rural areas found in other studies were also true 

for the practice of this study. The survey questionnaire was developed to collect data; 

the principles of avoiding contingency statements, short items and double-barrelled 

questions were followed in the construction of this survey questionnaire.   Questions 

were structured in such a way that the answers would shed light on the strategies 

teachers are using to teach learners transiting from  the Foundation phase to the 

Intermediate phase. The questionnaire was divided into two sections and they are as 

follows: 

Section A consists of demographic factors that requested information on - gender, 

age, highest academic qualifications and teaching experience in years.  
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Section B consisted of items which sourced responses on strategies teachers are 

using to teach learners who are transiting from the Foundation phase to the 

Intermediate phase in rural primary schools; the total number of closed-ended 

questions was 37.  

 

In all the items clear instructions were provided to the respondents and respondents 

made a mark in the appropriate box which applied to them. The pre-testing was 

administered to rectify any potential problems that could arise from the statement and 

they were not included in respondents to the 120 questionnaires that were finally 

distributed and collected.   

3.10.5 Questionnaire pre-testing 

 

Creswell (2009), and Clark and Watson (2019), advocate testing to establish the 

content validity of an instrument and to improve questions, formats and scales. The 

questionnaire for this study was pre-tested for possible defects before it was finally 

approved. The pre-testing was administered with two principals and eight teachers in 

different schools from the ones under study. After pre-testing, the questionnaire was 

found to be appropriate, although, the results of the pre-test were not part of the final 

analyses. 

3.10.6 Data analyses procedure 

 

I captured the quantitative data using a statistical package for social sciences 

(SPSS), version 24. Frequency percentages and cross-tabulations analysis were 

done and confidence level of the results were obtained. 

3.10.7 RELIABILITY AND VALIDITY 

 

Roberts and Priest (2006), and Coleman (2021), regard reliability and validity as ways 

of demonstrating and communicating the vigour of research processes and the 

trustworthiness of research findings. They explain that trustworthiness depends on 
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the initial research questions, how data are collected, how they are analysed and 

what conclusions are drawn. 

 

3.10.7.1 Reliability 

 

Heale and Twycross (2015), mention that reliability relates to the consistency of a 

measure while Roberts and Priest (2006), add that reliability describes how far a 

particular test or tool, such as a questionnaire, will produce similar results in different 

circumstances. In this study, data gained from the studied literature was used to 

develop the instrument (questionnaire). A survey questionnaire was developed to 

collect data; avoiding contingency statements and double-barrelled questions, using 

short items were applied in the construction of this survey questionnaire. The 

instrument was pre-tested the extent to which the data collected was reliable. 

 

3.10.7.2 Validity 

 

Validity is the extent to which a concept is accurately measured in a quantitative 

research (Heale & Twycross, 2015). Roberts and Priest (2006), and Knekta, et aL 

(2019), explain that validity is about the closeness of what we believe we are 

measuring and to what extent we intended to measure it. In this study, out of 120 

survey questionnaires only 108 returned, and a 93.3% return rate was achieved 

therefore, only 6.7% were not returned which is acceptable for data analyses. In line 

with the above, I can assure the integrity and quality of the questionnaire used as a 

data collection instrument; that it complied with the demands for reliability and validity. 

Cross tabulations establish the extent to which the data collected was valid. Section 

3.11 presents the second stage of qualitative research methodology of this study.  

3.11 QUALITATIVE RESEARCH METHOD 

 

Qualitative research is an approach that describes and interprets issues 

systematically from participants’ point of view as it considers individuals’ life 
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experience, knowledge, views and feelings (Ajagbe, et al., 2015). In this section, the 

qualitative approach adopted to explore strategies teachers are using to teach 

learners who are transiting from the Foundation phase to the Intermediate phase in 

selected rural primary schools is discussed.  

 

3.11.1 Sampling procedure 

  

Kumar (2005), and Korstjens and  Moser (2018), define sampling as a process of 

selecting a few individuals from a bigger group to become the basis for estimating or 

predicting the prevalence of an unknown piece of information, situation or outcome 

regarding the bigger group. A sample of the qualitative research of this study was 

drawn from three public primary schools in the Vhembe East District, from the Sibasa, 

Tshinane, and Vhumbedzi Circuits.  Three teachers from Grade three, four teachers 

from Grade four, and three principals from the sampled schools were purposively 

selected. Teachers and principals were sampled because the Grade Three teachers 

have the experience of teaching the Foundation phase, Grade four teachers have the 

experience of teaching the Intermediate phase, and the principals have knowledge 

for monitoring and teaching. Ten participants were interviewed through the call 

recorder. This helped in the collection of rich and useful information. 

3.11.2 Qualitative data collection procedure 

 

I obtained permission from the District office, Circuit offices and schools to collect 

data. Data was collected by conducting a formal interview which took twenty to thirty 

minutes for each participant. The study employed semi-structured interviews 

because questions were prepared before time.  Teddile and Tashakkori (2009), 

explain an interview as a strategy that involves one person (interviewer), asking 

questions to another person (interviewee). Investigations by Mashau (2017), and 

Archibald, et al. (2019), confirm that face-to-face interviews have a distinct advantage 

of enabling the researcher to establish rapport with potential participants and 

therefore gain their cooperation. Mashau (2017), further indicates that they also allow 
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the researcher to clarify ambiguous answers and seek follow-up information where 

necessary. Data from interviews was recorded by audio-tapes, using one-to-one 

conversation and notes-taking. I initially, asked the participants to complete their 

personal details and consent forms to confirm whether they agree to be interviewed 

or not. The interview was conducted after school to avoid interruptions of classes. 

 

3.11.3 Data collection instrument: interview schedule 

 

The interview schedule is a format from which a fieldworker reads the questions to 

the respondents and records their responses, according to De Vos, et al. (2011). The 

above researchers indicate that this type of data collection method has the advantage 

that the fieldworker has more control over the response rate. I used semi-structured 

and unstructured questions which are outlined as follows: Section C had ten 

questions guided by the research objectives and it addressed the strategies that 

teachers are using to teach learners who are transiting from the Foundation phase to 

the Intermediate phase in rural primary schools. Objective 1 had three questions, 

Objective 2 had two questions, Objective 3 had three questions and Objective 4 had 

two questions. The ten questions which were guided by the following main research 

questions: 

● How are teachers teaching learners who are transiting from the Foundation 

phase to the Intermediate phase in rural areas of the Vhembe East District? 

● What are the challenges facing teachers who are teaching learners transiting 

from the Foundation phase to the Intermediate phase in rural areas of 

Vhembe? 

 To what extent do strategies used by teachers affect performance of learners 

in rural schools transiting from the Foundation phase to the Intermediate 

phase, affect their performance? 

● What are the challenges faced by learners transiting from the Foundation 

phase to the Intermediate phase in rural areas of the Vhembe East District? 
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3.11.3.1 The interview process 

 

Details provided by Bertram (2004), and Deterding and Waters (2021), indicate 

interviews as an appropriate method for gaining in depth data from a small number 

of people. I conducted these interviews during the COVID-19 Pandemic in May 2020 

when we were still at level 5 lockdown. The interview was administered through a call 

recorder. Sections 3.11.3.2 to 3.11.3.6 presents the sub-paragraphs indicating the 

setting of the interview, procedure followed during the interview, the recording of the 

interview, probing, language use, as well as the duration of interview sessions.  

 

3.11.3.2 Setting for the interview 

 

Permission was sought from the participants prior to the interview in order to get their 

co-operation and readiness for the session. An appointment was secured a day 

before the interview and I scheduled a convenient time suitable for each participant. 

According to De Vos, et al. (2011), and Guthrie (2020), an interview setting should 

provide privacy, comfort, be non-threatening, and provide easy access for interviewer 

and interviewee and seating arrangements that encourage involvement and 

interaction. Participants were informed to secure a venue free from disturbances and 

noise in their houses. These interviews were conducted from 19 to 23 May 2020, 

during Level 5 lockdown restrictions when no person was allowed to leave his/her 

home in order to reduce the spread of the Corona Virus. 

  

3.11.3.3 Procedure followed when conducting interview 

 

The aim of the interview, its format and its duration were explained to the participants 

before it commenced. I also assured them about the confidentiality of their 

contributions as appeared in the consent forms which they had signed via the emails 

when they agreed to take part in the interview. The study participants were ten in 

number, and I administered two interviews per day. I conducted the in-depth and 
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open-ended interviews and the questions allowed the participants to express 

themselves freely. The questions were also non-judgemental and unbiased (Smith, 

1995; Kasese-Hara & Mugambi, 2021). 

 

3.11.3.4 Recording of the interview 

 

After the introductory comments, I asked the participants’ permission to record the 

interview using call recorder. After being granted consent by the participants, I 

requested them to put their cell phones on ‘do not disturb’ mode to avoid unnecessary 

interruptions during the interview. I used a Galaxy 50 cell phone to record all the 

information during the interview, without video recording and brief notes of relevant 

information were recorded during the interview. The interview schedule was also 

used as a guide to finalise the whole procedure and to produce a report. 

 

3.11.3.5 Probing 

 

Probing enables a researcher to get participants to answer in more details or provide 

a minimal acceptance answer (Babbie & Mouton, 2009; Roberts, 2020).  In this study, 

probing was done so that the participants can elaborate on certain issues as required.  

3.11.3.6 Language and duration of interview 

 

In this study, all participants were interviewed in English and a session took about 30 

to 40 minutes. I gave the option to the participants to be interviewed in English or 

Tshivenda as a mother-tongue and the participants were comfortable to be 

interviewed in English. 

3.11.4 Data analyses procedure  

 

Mashau (2017) notes that a qualitative data analysis is a very personal process with 

few rigid rules and procedure; for this purpose, the researcher needs to go through a 
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process called ‘Content Analysis’. The contents of an interview were analysed to 

identify the main themes emerging from the responses given by the participants and 

these were arranged according to the research questions of the study. Studies by 

Creswell (2003), Jackson (2019), explains that a qualitative data analysis gives the 

researcher an understanding of the research objectives by revealing patterns and 

themes. I analysed data through ATLAS.ti package; this enabled an interpretation of 

the data in the basic sense of reflecting on the data from Objective 1 until a better 

understanding of the points emerged. The analysis commenced with reading the data 

and then transcribing it into meaningful units. I listened to audio and read the 

transcripts repeatedly. I coded interesting features of the data in a systematic way 

across the entire data set.  I searched for themes and reviews and wrote them down. 

After reviewing the themes, I then started defining and naming the themes. I finalized 

the whole procedure by producing a report. Section 3.12 outlines measures to ensure 

trustworthiness. 

 

3.12 MEASURES TO ENSURE TRUSTWORTHINESS 

 

I ensured that trustworthiness was observed. Verification of the results of data 

analysis is a key issue in ensuring the trustworthiness of qualitative research and 

researchers have an obligation to maintain trustworthiness throughout the study 

Poggenpoel, 1998; Lemon & Hayes, 2020). To maintain trustworthiness, I 

incorporated verbatim quotations from the participants and the promoter was also 

given access to the collected data as a means of validating the information 

(Simelane, 2010). Four techniques of trustworthiness that were applied in this study 

were credibility, conformability, dependability, and transferability.  

3.12.1 Credibility 

  

Credibility is the confidence in the truth of data and its interpretation (Lincoln & Guba, 

1985; Przybyła & Soto, 2021).  In this study, credibility was achieved by ensuring that 

the data was accurately reported without adding personal information. In addition, 
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relevant people with information about their experiences, opinions and knowledge 

were interviewed as a means of avoiding hearsay. The data was recorded as direct 

quotations from the participants, and credibility was also ensured through prolonged 

engagement and persistent observation.  

3.12.2 Dependability  

 

The concept of dependability implies traceable variability, to identify the source of 

information (Lincoln & Guba, 1985; Akindahunsi & Afolabi, 2021).  With the help of 

ATLAS.ti, I coded the data and returned to recode the same data to ensure accuracy. 

In meeting the issue of reliability, therefore, methods of data collection were repeated 

in the same context and with the same participants to get similar results. Promoters 

were engaged throughout the process in order to give guidance, and a reputed data 

analysis protocol was followed. 

3.12.3 Confirmability 

 

Korstjens and Moser (2018), indicate that Confirmability is concerned with 

establishing that data and interpretations of the findings are clearly derived from the 

data, and not figments of the inquirer’s imaginations. Narratives and notes were kept 

safe to enable the conduction of an adequate trial and to determine if the conclusions, 

interpretations, and recommendations can be traced to their sources. This suggests 

that the findings of this research study can be confirmed by other researchers.  

3.12.4 Transferability 

 

Transferability refers to the degree to which the results of qualitative research can be 

generalized or transferred to other contexts or settings with other respondents 

(Korstjens & Moser, 2018). From a qualitative perspective, transferability is primarily 

the responsibility of the one doing the generalizing. In this study, since qualitative 

findings are not usually generalizable, I provided the necessary database from which 

anyone interested in making a transfer to their context of interest can make 
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transferability judgments and decisions. The following section presents ethical and 

safety issues. 

 

3.13  ETHICAL AND SAFETY ISSUES 

 

Chandler and Plano (1998), and Mertens (2018), note ethics as the branch of 

philosophy dealing with values that relates to human conduct; with respect to the 

rightness or wrongness of specific actions, and to the goodness or badness of the 

motives and ends actions. An ethical clearance certificate with reference number 

UZREC 171110-030 PGD 2019/57 (see Annexure F), was obtained from the 

University of Zululand. I wrote letters to obtain permission from the District office, 

Circuit offices, and schools.  

 

Prior to data being collected from participants, I informed them about the overall 

purpose and the process of the study and that they were free to participate or 

withdraw from the study at any time. Data was kept confidential and anonymous as 

the participants’ names and those of their respective schools were kept confidential. 

To maintain anonymity, labels were used to identify the participants, such as: Grade 

3 Teacher = 3T1, Grade 3 Principal: 3P, Grade 4 Teacher = 4T and Grade 4 Principal 

= 4P. The numbers referred to the serial number of the different participants. Consent 

forms were also issued to participants and explained before they signed and engaged 

in the interview so that they can make an informed decision. 

 

3.14  CONCLUSION  

 

In this chapter, I presented a description of the mixed methods that was engaged in 

the study. A quantitative research method was explained in full, followed by a 

qualitative method. The population, sampling procedure, the instruments, data 

collection procedure, data analyses procedure, measures to ensure trustworthiness 

and ethical and safety issues were described. Chapter 4 presents an analysis and 

interpretation of data from both quantitative and qualitative approaches of this study.   
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CHAPTER 4 

 

4. RESULTS OF THE STUDY AND DISCUSSION 

4.1 INTRODUCTION 

 

The previous chapter presented the research design and methodology indicating the 

structure and procedures that were followed to answer the research questions of this 

study. This chapter will present the results from both the quantitative and qualitative 

data regarding the strategies for teaching learners transiting from  the Foundation 

phase to the Intermediate phase. First, the quantitative results are presented and 

discussed, and then established if there is any consistency with literature. This is 

followed by establishing if there is some link with qualitative data to conclude what 

the data implies in relation to research objectives. To maintain anonymity, the labels 

are used to identify the participants: Grade 3 Teacher = 3T1, Grade 3 Principal: 3P, 

Grade 4 Teacher = 4T, Grade 4 Principal = 4P. The numbers refer to the serial 

number of the different participants. 

 

 The results will be guided by the following study objectives: 

 

 To explore strategies teachers use to teach learners who are transiting from 

the Foundation phase to the Intermediate phase in rural primary schools of the 

Vhembe East District; 

 To investigate the challenges teachers face in teaching learners transiting 

from the Foundation phase to the Intermediate phase in rural areas of the 

Vhembe East District. 

 To find out the extent to which teaching strategies used to teach learners in 

rural schools transiting from the Foundation phase to the Intermediate phase, 

affect learner performance. 

 To explore challenges faced by learners transiting from the Foundation phase 

to the Intermediate phase in rural areas of the Vhembe East District. 
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The results of quantitative will be presented and discussed first, followed by 

qualitative results. Quantitative results are presented with the help of tables while 

qualitative results are presented in narratives supported by remarks from participants. 

The demographic results are presented first followed by issues related to strategies 

teachers are using to teach learners who are transiting from the Foundation phase to 

the Intermediate phase, in rural primary schools. 

 

4.2 DEMOGRAPHIC FACTORS 

The demographic results presented consist of gender, age, highest academic 

qualifications, and teaching experience of respondents in years. 

 

4.2.1 Gender distribution 

 

This section presents the gender distribution of respondents who took part in this 

study; results are presented in Table 4. 

 

The results in Table 4.1 show that the majority n=82 (75.9%), of the respondents who 

teach in the Foundation phase were females. 

 

Table 4.1 Gender distribution  

Gender Frequencies Percentage 

Female 82 75.9 

Male 26 24.1 

TOTAL 108 100 

 

These results comply with Throndsen and Turmo (2012), and García, et al. (2021), 

who indicated that female teachers tend to be more student-centred and supportive 

than male teachers. These results suggest that the more the female teachers teach 

in the Intermediate phase, the more the teaching and learning will be promoted. 
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Females are known to have passion for children, and they know how to handle them 

Throndsen &Turmo (2012). This may positively affect learners’ performance in the 

Intermediate phase. Therefore, gender is relevant to this study because I want to 

identify teaching strategies that are incorporated by female and male teachers when 

teaching learners who are transiting from the Foundation phase to the Intermediate 

phase. 

4.2.2 Age distribution 

 

Table 4.2 presents the age of the principals and teachers who took part during the 

quantitative stage of this study. 

 

The majority n=53 (49.1%), of respondents who took part in this study were between 

the ages of 51 and 60 years and (35.2%), were 41 to 50 years. 

 

Table 4.2 Age of respondents 

Age of respondents  Frequencies Percentage 

21-30 years 6 5.6 

31-40 years 4 3.7 

41-50 years 38 35.2 

51-60 years 53 49.1 

61+ years 7 6.5 

TOTAL 108 100 

 

This implies that older teachers may use old teaching strategies. Alkhattabi (2017), 

states that there are increasing demands to adopt technology in education to 

influence students to gain an effective learning process, however, it is a challenge for 

primary school teachers to deal with digital issues, hence they encounter main 

barriers when adopting this technology. Additionally, these teachers do not want to 

expose learners to new knowledge as they are over-protective, and this may have a 

negative effect on learners’ performance. Younger teachers are believed to be 
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technology-oriented, although, they are in the minority. Some learners, however, may 

benefit from technology in teachers’ attempts to introduce strategies of teaching 

learners transiting from the Foundation phase to the Intermediate phase. Age is 

important to this study because I want to find out which age group is more effective 

in implementing teaching strategies and the types of teaching strategies they 

implement. 

4.2.3 Highest academic qualifications 

 

Table 4.3 presents the different academic qualifications of the principal and teacher 

respondents. More than half n=55 (51.9%), of principals and teacher respondents 

have B.Ed. or Honours’ degrees; 32.1% have their first degrees whereas 8.5% have 

Grade 12. Only 7.5% respondents have Masters’ Degree. The number of 

respondents to this question was 106, due to two missing values. 

 

Table 4.3 Highest academic qualifications 

Highest Academic 

Qualifications 

Frequencies Percentage Valid Percent Cumulative 

Percent 

Grade 12 9 8.3 8.5 8.5 

First Degree 34 31.5 32.1 40.6 

B.Ed. or Honours’ 

Degree 

55 50.9 51.9 92.5 

Masters’ Degree 8 7.4 7.5 100 

TOTAL 106 98.1 100  

Missing System 2 1.9   

TOTAL 108 100   

 

The B.Ed. or Honours’ Degree and Master’s Degree teachers are in the majority. 

Teachers who have studied further have been exposed to more diverse teaching 

strategies which could positively contribute to learning and teaching of the learners 

who are transiting from the Foundation phase to the Intermediate phase. For 



95 
 

example, Zhang (2008), Goldharber and Brewer (1996), and Bragg, et al. (2021), 

found that a teacher with a Master’s Degree in a particular subject may more 

positively contribute to learner achievement on that subject than the teachers with a 

higher degree in a non-relevant area. Academic qualifications are relevant to this 

study because I want to find out the effectiveness of teaching strategies implemented 

by more qualified and less qualified teachers.  

4.2.4 Teaching experience  

 

Table 4.4 presents teaching experience in years for both principals and teachers who 

completed the questionnaires. 

 

The majority n=36 (33.3%), of respondents who completed the questionnaire have 

31-40 years of teaching experience. This category of teachers and principals may be 

helpful in supporting the less experienced ones in teaching strategies that should be 

used to transiting learners. Teachers whose teaching experience is more than 10 

years (19.4%), are more likely to use multiple teaching strategies when compared to 

those whose teaching experience is less than 10 years. 

 

Table 4.4 Teaching experience  

Teaching Experience Frequencies Percentage 

0-10 years 21 19.4 

11-20 years 25 23.1 

21-30 years 26 24.1 

31-40 years 36 33.3 

TOTAL 108 100 

 

Results show that most teachers have more than 30 years of teaching experience. 

These teachers may not be ready to learn new approaches even though the 

curriculum is changing and requires them to learn new teaching strategies. Findings 

from Zhang (2008), and Graham, et al. (2020), however, indicate that there is no 
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relationship between teacher experience and student achievement as teachers with 

more teaching experience are not more effective than those with fewer years of 

teaching experience. Therefore, teaching experience is relevant to this study 

because I want to find out the type of teaching strategies implemented by less and 

more experienced teachers and their effectiveness. 

 

4.3  STRATEGIES OF TEACHING LEARNERS TRANSITING FROM THE 

FOUNDATION PHASE TO THE INTERMEDIATE PHASE 

 

This section presents results showing how teachers teach learners transiting from  

the Foundation phase to the Intermediate phase. The following strategies were 

identified used for the discussions: use of songs to help transiting learners to 

understand difficult aspects, learner-centred pedagogy, code-switching to assist 

Grade 4 learners to understand, teaching phonics to enable the Intermediate phase 

learners to read, group work to enable learners to do practical activities, individual 

attention provided for struggling learners, common topics to teach different subjects, 

methods that support memorization, concrete materials to assist Intermediate phase 

learners, profiling learners to identify those who need individual attention, and drilling 

methods in the Intermediate phase to enable learners to understand aspects of 

subjects they are learning. Section 4.3.1 discusses the use of songs in teaching 

difficult aspects. 

 

4.3.1 The use of songs in teaching difficult aspects.  

 

Table 4.5 presents the results showing teachers’ use of songs to teach learners 

transiting from the Foundation phase to the Intermediate phase. 

The majority n=56 (52.8%), of the respondents agreed that they use songs to help 

transiting Intermediate phase learners to understand difficult aspects in subjects they 

are doing whereas 13.2% strongly agreed. This may suggest that most teachers 

believe that the use of songs is an effective teaching strategy to help learners who 
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transited to Intermediate phase to understand difficult aspects; however, 10.4% of 

the respondents disagreed that the use of songs helps learners to understand difficult 

aspects in subjects they are doing. In addition, 18.9% of respondents were not sure 

whether the use of songs is helpful for transiting learners to understand difficult 

aspects. The number of respondents to this question was 106, due to two missing 

values. 

 

Table 4.5 The use of songs in teaching difficult aspects 

Response Frequencies Percentage Valid Percent Cumulative 

Percent 

Strongly agree 14 13.0 13.2 13.2 

Agree 56 51.9 52.8 66.0 

Not sure 20 18.5 18.9 84.9 

Disagree 11 10.2 10.4 95.3 

Strongly Disagree 5 4.6 4.7 100 

TOTAL 106 98.1 100  

Missing System 2 1.9   

TOTAL 108 100   

 

Results suggest that singing and playing is an appropriate method where learners 

learn by playing and their vocabulary is enriched. These results may suggest that the 

use of songs is a teaching strategy that can help learners who are transiting from the 

Foundation phase to the Intermediate phase to understand difficult aspects in 

subjects they are doing.  

 

These results are in line with Burhayani (2013), and Antika (2021), who indicated that 

songs help learners to understand difficult words easily if they sing and do the action 

of the song. Literature on results of Lo and Li (1998), and Al-efeshat and 

Baniabdelrahman (2020), prove that songs develop learners’ skills, for instance, their 

reading, writing, speaking, and listening, pronunciation, rhythm, grammar and 
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vocabulary in language teaching. One of the principals interviewed confirmed that 

cooperation with learners is critical as indicated in the following remark: 

 

4P2: “You also need to make sure that you cooperate with them because sometimes 

when you are teaching, other learners are falling asleep, or the learner does not 

understand what you are trying to tell him or her. I conduct most of the lesson using 

the play way method in order to get them to cooperate. It would not be efficient if the 

Teacher just comes into class and starts writing on the board as the learners also 

have a reading problem. The first term is the most challenging and a Teacher should 

prepare the lesson in such a way that the learners can play and sing or even ask 

them to imitate as though they are acting in a drama”. 

 

These results show that teachers should cooperate with learners by incorporating 

play and sing methods when they prepare their lessons so that the learners must 

understand what the teachers are teaching and to avoid boredom. The principal 

thinks that the first term is not easy for learners because they have a reading problem, 

so it is not easy to make them understand and cooperate in the classroom. 

 

These results may suggest that teachers should incorporate playing and singing 

strategies when they teach learners who are transiting from  the Foundation phase 

to the Intermediate phase so that they can understand what they are learning. The 

other issue identified as a strategy to teach learners who are transiting is learner-

centered pedagogy. This is discussed in the section that follows. 

 

 

4.3.2 Learner-centred pedagogy  

 

Table 4.6 presents teachers’ views on the use of learner-centred pedagogy to teach 

learners who are transiting from the Foundation phase to the Intermediate phase in 

rural primary schools. 
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More than half n=59 (54.6%), agreed and 27.8% strongly agreed that the use of 

learner-centred pedagogy enables Grade 4 learners to participate actively in learning; 

11.1% of teachers were not sure if learner-centred pedagogy enables learners to 

participate actively in learning. With only 3.7% who disagreed that learner-centred 

pedagogy enables learners to participate actively, majority of teachers think that they 

use learner-centred pedagogy to enable Grade 4 learners to participate actively in 

the learning process. 

 

Table 4.6 Learner-centred pedagogy  

Response Frequencies Percentage 

Strongly agree 30 27.8 

Agree 59 54.6 

Not sure 12 11.1 

Disagree 4 3.7 

Strongly disagree 3 2.8 

TOTAL 108 100 

 

Cross-tabulations reveal significant differences between respondents with different 

teaching experiences in their rating of this item (Chi-square =21.243, p =.047, 

Cramer’s V =.256). Within teaching experience in years, respondents of different 

teaching experiences (54.6%), agreed that they use learner-centred pedagogy to 

enable Grade 4 learners to participate actively in learning. Respondents of different 

teaching experiences in years (66.7% of 0-10 years, 72.0% of 11-20 years, 38.5% of 

21-30 years and 47.2% of 31-40 years), agreed that they use learner-centred 

pedagogy to enable Grade 4 learners to participate actively in learning.    

 

These results are consistent with Wudu, et al.  (2009), and Du Plessis (2020), who 

discovered that the Intermediate phase teachers have positive attitude towards the 

learner-centred methodologies as it helps learners to be active participants in their 

learning. Wudu et al. (2009), further indicated that learner-centred methods assist 

learners to be free from expecting everything from their teachers. During the 
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interview, one of the teachers remarked that in the Foundation phase most lessons 

are learner- centered, therefore, in every lesson, learners are expected to participate 

and if they are not responding the teacher changes the teaching strategies to 

accommodate every learner:  

3T1: “What I do in my lessons daily is to ensure that the lessons are learner centered, 

and that is the most challenging issue because most Foundation phase teachers do 

not notice that as a teacher, in every lesson you give, you need to ensure that every 

learner is participating and getting involved. In the way I facilitate, I need to identify 

whether my learners are responding or not and if my learners are not responding, I 

change my teaching style in order to accommodate each and every learner.”  

 

These results suggest that learner-centred pedagogy helps learners to be actively 

involved in their learning without expecting everything from their teachers, therefore, 

Intermediate phase teachers should make sure that every learner is participating 

during the lessons. Section 4.3.3 discusses code-switching in assisting Grade 4 

learners to understand the content.  

 

4.3.3 Code-switching to assist Grade 4 learners to understand  

 

Table 4.7 presents results on teachers’ use of code-switching to assist learners to 

understand aspects in subjects taught in English 

The majority n=66 (61.1%), of teachers and principals agreed that they use code-

switching to assist Grade 4 learners to understand aspects in subjects taught in 

English for them to use it as a LoLT, however, 12.0% were not sure; 4.6% disagree 

with the idea. These results are in line with Maodi (2018), who said that teachers use 

code-switching as one of the strategies to facilitate the transition into using English 

as LoLT to make the learners to understand what the lesson is all about. Kasule and 

Mapolelo (2005), and Sibomana (2020), identify code-switching and translating as 

transitioning strategies regarding the medium of instruction in the primary schools. 
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Table 4.7 Code-switching to assist Grade 4 learners to understand  

Response Frequencies Percentage 

Strongly agree 21 19.4 

Agree 66 61.1 

Not sure 13 12.0 

Disagree 5 4.6 

Strongly disagree 3 2.8 

TOTAL 108 100 

 

Radzilani (2014), confirmed that Intermediate phase learners have limited capacity 

to comprehend lessons taught in English only, therefore, teachers use code-

switching to expand or elaborate a point. Additionally, one of the teachers indicated 

that the Grade 4 learners do not understand English as a language of teaching and 

learning in the Intermediate phase because in the Foundation phase learners were 

taught in their home language, therefore, teachers end up switching to their home 

language to explain some terms to make learners to understand the content of 

Natural Sciences as shown in this remark:  

 

4T2: “Since the language of learning and teaching in grade 4 is 100% English, I 

sometimes switch to their home language to explain some terms. I do not teach 

language; however, I teach Natural Sciences. The learners have a problem of not 

understanding English, so I read with them and explain after and to ensure that they 

understand, I ask questions along the way. They have a problem of understanding 

English because they were taught in their home language in the Foundation phase”. 

This result suggests that teachers should use code-switching as a teaching strategy 

to assist the Intermediate phase learners to understand subjects taught in English as 

they have limited capacity to comprehend lessons taught in English. The other idea 

identified as a strategy to teach learners who are transiting is to teach phonics to 

enable the Intermediate phase learners to learn. This is discussed in the section that 

follows. 
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4.3.4 Teach phonics to enable the Intermediate phase learners to read  

 

Table 4.8 presents results on teaching phonics to enable the Intermediate phase 

learners to read. 

The majority n=46 (43.4%), strongly agreed that they teach phonics to enable 

learners in the Intermediate phase learners to read in all subjects; 38.7% agreed with 

the statement. About 11.3% of respondents were not sure if teachers teach phonics 

to enable the Intermediate phase learners to read. The number of respondents to this 

question was 106, due to two missing values. 

 

Table 4.8 Teach phonics to enable the Intermediate phase learners to read 

Response Frequencies Percentage Valid 

Percent 

Cumulative 

Percent 

Strongly agree 46 42.6 43.4 43.4 

Agree 41 38.0 38.7 82.1 

Not sure 12 11.1 11.3 93.4 

Disagree 3 2.8 2.8 96.2 

Strongly disagree 4 3.7 3.8 100 

TOTAL 106 98.1 100.0  

Missing System 2 1.9   

TOTAL 108 100   

 

The results suggest that majority of the respondents teach phonics to enable the 

Intermediate phase learners to read in all subjects. Literature reveals that 

Intermediate phase teachers do not have time to teach the basic phonics whereas 

they are part of phonological awareness skills (Bus & Van IJzendoorn, 1999; Erbs, 

2021).   Wium, Louw and Eloff (2010), recommend that Intermediate phase teachers 

need a support programme to facilitate foundation skills for reading and writing.      
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4P1: “We get books from Foundation phase that teaches phonics in order to teach 

them how we sound and blend the words, and from there the learner will be able to 

read fluently”. 

 

Results indicate that teachers use Foundation phase books to teach phonics to help 

learners know how to sound and blend some words and this enables them to read 

fluently. This shows that teachers use different teaching strategies to enable the 

Grade 3 learners to read and write. Teachers introduce phonics and phonemic 

awareness to teach different sounds in home language and other subjects to enable 

the learners to sound well. One of the teachers indicates: 

 

3T2: “We try by all means to use different strategies to teach the learners in Grade 3 

so that they can progress to Grade 4 with the ability to read and write. In the home 

language lesson, we introduce phonics and phonemic awareness. We try to teach 

them different sounds (single sounds, double sounds and three sounds). When it 

comes to other subjects, we also do the same where we teach them phonemic and 

phonics awareness; our aim being to enable them to read well and sound the letters 

in a correct way”. 

The finding implies that teachers from the Foundation phase and Intermediate phase 

should teach phonics to enable the Intermediate phase learners to sound the words 

well when they read. Phonemic awareness will assist learners to write and read 

fluently. Section 4.3.5 discusses group work as enabling learners to do practical 

activities.  

 

4.3.5 Group work to enable learners to do practical activities  

 

Table 4.9 presents results on teachers’ use of group work to enable learners to do 

practical activities. 

The majority n=59 (54.6%), of respondents agreed that they use group work to enable 

learners to do practical activities in different subjects. In addition, 38.0% strongly 
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agreed with the statement, however, 3.7% of respondents disagreed that teachers 

use group work to enable learners do practical activities. 

 

Table 4.9 Group work to enable learners to do practical activities 

Response Frequencies Percentage 

Strongly agree 41 38.0 

Agree 59 54.6 

Not sure 4 3.7 

Disagree 4 3.7 

TOTAL 108 100 

 

These results may suggest that most respondents use group work to enable learners 

to do practical activities. These results agree with those of Bonwell and Eison (1991), 

who maintain that new teachers commonly use group work, assignments, practical 

activities, and presentation in their classrooms. Hennessy, et al. (2016), add that 

teachers use group work to engage learners in the classroom activities where 

learners help each other, hence, they are increasingly acquiring confidence to 

contribute to their groups when they assist each other. Umugiraneza, et al. (2017), 

confirm that group work and classroom discussion enable learners to better share 

information than those learners who work individually.    

 

According to Westbrook, et al. (2013), and Liu, et al. (2018), the use of group work 

where there is a discussion of a shared-task is regarded as one of the effective 

teaching strategies which impact positively on learning-outcomes of transiting 

learners. Some of the participants interviewed confirmed that encouraging learners 

to work in groups positively contributes to the promotion of teaching and learning of 

the learners who are transiting, from Foundation phase, in rural schools. The 

principals then assist with the struggling learners, by teaching them separately. 
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3P3: “I also encourage them to work in groups, and for those learners that understand 

the subject matter well, we encourage them to work on their own, and I would remain 

with the learners that are struggling”. 

 

4T4: “I need to first know those who are poor in learning, and I group them so that I 

know the learners that are gifted and those that are slow learners in order for them to 

be in one rate”. 

 

Slow learners and the gifted learners help each other so that no one is left behind. 

One of the teachers think that learners who are good at understanding the content 

teach other learners, although, all categories of learners are encouraged to 

participate. 

4T1: “I encourage learners to participate in the group. Most learners who are good in 

the content try to teach other learners”.  

 

The results suggest that group work is one of the effective teaching strategies where 

slow learners are assisted by the gifted learners to understand the content and this 

helps the latter to gain more knowledge. The other issue identified as a strategy to 

teach learners who are transiting from Grade 3 to Grade 4 is individual attention for 

struggling learners. This is discussed in the section below. 

 

 

4.3.6 Individual attention for struggling learners   

 

Table 4.10 presents results on giving individual attention to struggling learners to 

catch up with the level of the grade. More than half n=54 (51.4%), of the respondents 

strongly agreed that they give individual attention to struggling learners in Grade 4 to 

catch up with the standard performance level of the grade; 42.9% agreed; about 

(3.8%), of respondents were not sure and only 1.9% of respondents disagreed that 

teachers give individual attention to struggling learners. The number of respondents 

to this question was 105, due to three missing values. 
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Table 4.10 Individual attention for struggling learners 

Response Frequencies Percentage Valid Percent Cumulative 

Percent 

Strongly agree 54 50.0 51.4 51.4 

Agree 45 41.7 42.9 94.3 

Not sure 4 3.7 3.8 98.1 

Disagree 2 1.9 1.9 100 

TOTAL 105 97.2 100  

Missing System 3 2.8   

TOTAL 108 100   

 

These results imply that majority of teachers give individual attention to struggling 

learners in Grade 4. The results agree with Madihlaba (2013), and Dröse & Prediger 

(2021), who indicated that teachers should use different forms of intervention 

strategies because learners learn in different styles and the support offered should 

be based on their individual educational needs. Manurung (2012), adds that teachers 

must provide exercises to learners, individually or in a small group for practicing what 

they have just learnt. According to Molapo (2016), teachers should group struggling 

readers to assist them according to their reading difficulties, and Cambourne (2004), 

suggests that Intermediate phase teachers must apply strategies that can provide 

learners with the skills to comprehend complex texts through clear instructions to help 

struggling learners. The teacher should engage learners in different activities and 

assessment styles such as presentations, oral examinations and building portfolios 

to motivate struggling learners to learn (Sithole, 2017). One of the principals thought 

that it is not easy to give independent learning to so many learners in the classroom 

because they have different barriers, therefore, It will take time to assist learners 

individually:  

 

4P1: “I also try to give them independent learning, but to be honest it is very difficult 

to implement because you may have so many learners in a class and this may require 
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you to spend the whole day at work since after school you would have to call them 

individually and attend to their barriers because their barriers are not the same”. 

 

One of the teachers interviewed indicated that struggling learners who are failing to 

understand the learning content are identified and taught individually after school. 

 

3T1: “I also try to identify learners who are struggling to understand the work with the 

teaching strategies that I use and ask them to stay behind after school so that I can 

teach them individually”.  

 

One of the participants further indicated that individual attention is a good teaching 

strategy for Grade 4 learners to grasp the content. It, however, takes time because 

you fall behind schedule as the learners will be reading, in groups and individually 

when they are being assessed. 

 

4T1: “That’s the methodology that I think learners can grasp the content of Grade 

Four, although it’s quite slow with catching up with the programme itself, you spend 

much time Pointing, Acting, Telling, and requesting them to Say it. Reading wherein 

they read a lot, reading along with the teacher, reading in groups, and also reading 

individually to the teacher while assessing them is also a method that I think works”.  

 

The researcher, therefore, suggests that teachers should give individual attention as 

a teaching strategy for struggling learners for them to cope with the Grade 4 content. 

Teachers may engage learners in different activities and create enough time for that 

as learners’ abilities are different. Section 4.3.7 discusses common topics to teach 

different subjects.  

4.3.7 Common topics to teach different subjects  

 

Table 4.11 presents results on the use of common topics in the multi-grade 

classrooms. The majority n=51 (47.2%), of teachers and principals agreed that they 

use common topics to teach different subjects in multi-grade classrooms; 21.3% were 
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not sure and 8.3% of respondents disagreed that common topics are used to teach 

different subjects in multi-grade classrooms. 

 

Table 4.11 Common topics to teach different subjects 

Response Frequencies Percentage 

Strongly agree 21 19.4 

Agree 51 47.2 

Not sure 23 21.3 

Disagree 9 8.3 

Strongly disagree 4 3.7 

TOTAL 108 100 

 

These results imply that most respondents are using common topics to teach different 

subjects in multi-grade classrooms. These results are in line with Cornish (2006), and 

Copur-Gencturk, et al. (2021), who noted that teachers use curriculum alignment by 

searching for common topics in different subjects for both Grades 3 and 4. Cornish 

added that teachers get the opportunities to connect subjects and interrogate 

different learning goals and themes.  

 

Beihammer and Hascher (2015), demonstrate that in Geography and Biology in multi-

grade teaching of Grades 3 and 4, learners are taught the curriculum of the fourth 

grade, then they follow the curriculum of the third grade in the following year, thus 

employing curriculum rotation. One of the principals revealed that the shortage of 

teachers causes the teaching of Grade 2 and Grade 3 learners in the same class.  

 

4P1: “There is a challenge of shortage of teachers as you may find that Grade 2 and 

Grade 3 learners are taught in the same class, and if the Educator is too interested 

in teaching the grade 2 syllabus, it means that the grade three learner will not acquire 

the knowledge they are supposed to acquire in grade 3, and when the learner 

progresses to grade 4, it means that that learner is not ready”. 
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These results testify to teachers’ use of common topics in the multi-grade classes as 

curriculum alignment, however, this approach is challenging for learners who are 

transiting to Intermediate phase as they experience curriculum gap. This may result 

in the domination of Grade 2 syllabus which prevents the Grade 3 learners from being 

taught their own curriculum and they then experience a curriculum gap when they 

transit to Intermediate phase. Section 4.3.8 discusses methods that support 

memorisation. 

 

4.3.8 Methods that support memorisation   

 

Table 4.12 indicates the choosing of methods that support memorisation to assist 

transiting learners  

 

As reflected in Table 4.12 above, 45.8% respondents had to choose methods that 

support memorisation to assist transiting learners to master different aspects in each 

subject. The data shows that 22.4% of respondents strongly agreed with the idea; 

17.8% respondents disagreed; 7.5% were not sure about the idea. The number of 

respondents to this question was 107, due to one missing value. 

 

The results show that most teachers and principals choose methods that support 

memorisation to assist transiting learners to master different aspects in each subject. 

The results are in line with Skutil, et al. (2015), who indicates that pressure from 

education provider and parents is so strong that acquisition of knowledge outweighs 

the application of the learning; hence, schools choose methods that support 

memorisation. Skutil, et al. (2015), discovered that the interest of teachers is for 

learners to know the curriculum, even though they may not understand it and to 

repeat the curriculum which is more traditional. 
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Table 4.12 Methods that support memorisation 

Response Frequencies Percentage Valid Percent Cumulative 

Percent 

Strongly agree 24 22.2 22.4 22.4 

Agree 49 45.4 45.8 68.2 

Not sure 8 7.4 7.5 75.7 

Disagree 19 17.6 17.8 93.5 

Strongly 

disagree 

7 6.5 6.5 100 

TOTAL 107 99.1 100  

Missing System 1 9   

TOTAL 108 100   

 

The participants remarked that teachers are compelled to repeat a lesson until the 

slow learners understand what is being taught so that all learners can master the 

lesson. The curriculum is structured in such a way that it is easy to repeat most of the 

things when teaching. The following are remarks of some of participants, during the 

interview which confirm this: 

 

4T3: “There is a challenge with the learners who are slow to master the topic. This 

becomes a challenge as you may be stuck and are forced to repeat a lesson so that 

you get most of the learners to understand the knowledge or topic as you cannot just 

move on with just one or two learners that understand”. 

 

4TI: “I also try to repeat most of the things, and the way the curriculum is structured 

is also helpful as it is repetitive”.  

The above statements are an indication that teachers choose methods that support 

memorisation to make the transiting learners understand what they are teaching. 

Teachers repeat the lesson so that even the slow learners can master the curriculum. 

The other issue identified as a strategy to teach learners who are transiting from 

Grade 3 to Grade 4 is the exploitation of concrete materials to assist Intermediate 

phase learners. This is discussed in the section below.  
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4.3.9 Concrete materials to assist Intermediate phase learners   

 

Table 4.13 shows use of concrete materials to assist Intermediate phase learners. 

 

Table 4.13 presents the results showing that the majority n=49 (45.4%), of 

respondents agreed and 43.5% strongly agreed that they use concrete materials to 

assist Intermediate phase learners to transit to a higher level of learning. Only 5.6% 

were not sure about the idea and 3.7% disagreed that they use concrete materials to 

assist Intermediate phase learners to transit to a higher level of learning. 

 

Table 4.13 Concrete materials to assist Intermediate phase learners  

Response Frequencies Percentage 

Strongly agree 47 43.5 

Agree 49 45.4 

Not sure 6 5.6 

Disagree 4 3.7 

Strongly disagree 2 1.9 

TOTAL 108 100 

 

These results confirm that most teachers use concrete materials to assist 

Intermediate phase learners. The results agree with those of Kisirkoi, et al. (2016), 

who recommended the use of resources like concrete objects for learners’ 

manipulation to create an environment conducive for learning both in the Foundation 

and Intermediate phases. Madihlaba (2013), and Bungao-Abarquez (2020), add that 

manipulative objects help learners to gain more understanding of the concept they 

are being taught. The teachers revealed that they use concrete objects like hands 

and pencils for counting and it makes it easy for learners to understand how to count. 

Other participants confirmed that they use concrete objects when teaching fractions 

and measurements because learners learn better when they see and touch the 

objects. 
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3T3: “We use counting strategies, using their hands and concrete apparatus and it is 

easy for them to understand. For instance, we will put together two pencils and ask 

them to count”. 

 

3T2: “When teaching fractions, we try to use concrete objects so that learners are 

able to see. When we are dealing with measurements, we also use concrete objects 

like measuring jugs, water, etc. We do this because we have realized that learners 

learn more when they can touch the objects”. 

A principal confirmed that teachers in the Foundation phase use concrete objects to 

teach Mathematics whereas Intermediate teachers fail to use concrete objects which 

is a challenge for transiting learners. 

 

3P1: “One other thing is that most educators in the Foundation phase use concrete 

objects, for example, when teaching mathematics, but when we go to the 

Intermediate phase, the educators there ignore the use of concrete objects and that 

becomes a challenge to learners who are transiting”. 

 

These results imply that using concrete objects is a teaching strategy that helps the 

Intermediate phase learners to gain more understanding of concepts because 

learners learn better when they manipulate objects. Both Intermediate phase and 

Foundation phase teachers should use concrete objects when teaching because 

learners, usually, cannot forget what they have seen and touched. The other issue 

identified as a strategy to teach learners who are transiting is to profile learners to 

identify those who need individual attention. This is discussed in the section that 

follows. 

4.3.10 Profile learners to identify those who need individual attention 

 

Table 4.14 shows the profiling of learners to identify those who need individual 

attention.  

More than half n=54 (50.5%), of principals and teachers strongly agreed and (35.5%), 

agreed that they profile learners to identify those who need individual attention in 

coping with Grade 4 subjects’ activities. Only 8.4% were not sure about the idea; 
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about (4.7%), of disagreed that they profile learners to identify those who need 

individual attention. The number of respondents to this question was 107, due to one 

missing value; therefore, the results suggest that teachers profile learners to identify 

those who need individual attention. 

 

Table 4.14 Profile learners to identify those who need individual attention 

Response Frequencies Percentage Valid Percent Cumulative 

Percent 

Strongly agree 54 50.0 50.5 50.5 

Agree 38 35.2 35.5 86.0 

Not sure 9 8.3 8.4 94.4 

Disagree 5 4.6 4.7 99.1 

Strongly 

disagree 

1 9 9 100 

TOTAL 107 99.1 100  

Missing System 1 9   

TOTAL 108 100   

 

Cross-tabulations reveal significant differences in the responses from respondents of 

different qualifications, in their rating of this item (Chi-square =20.795, p = 0.053, 

Cramer’s V = 0.257). More than half (55.6%), of respondents who have Grade 12 

strongly agreed that they profile learners to identify those who need individual 

attention in coping with Grade 4 subjects activities; whereas 58.8% of respondents 

who have first degrees agreed with the same idea; while 60.0% of those who have 

B.ED or Honours’ Degree strongly agreed that they profile learners and 57.1% of 

respondents who have Masters’ Degree strongly agreed that they profile learners to 

identify those who need individual attention in coping with Grade 4 subject activities.  

 

Maodi (2018), reports that the Grade 3 and Grade 4 teachers do not work together 

to support learner transition and to facilitate language transition, they only provide the 

Grade 4 teachers with learners’ profiles to see which learners need support.  One 
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principal explained that profiling learners helps when preparing lessons for learners 

because teachers prepare according to learners’ abilities. To have the background 

knowledge of the learners, the Grade 3 teachers should profile learners before they 

transit to Grade 4. 

4P2: “I do the profiling method as I know my learners. So, when doing my 

preparations, I ensure that they are in line with the level of my children. The Grade 4 

teacher needs to take the profile from the Grade 3 teacher and get an idea of the kind 

of learners they are receiving. With the profiles, it becomes easier to prepare and 

present to the learners”. 

These results suggest that teachers need to plan before they teach learners to 

accommodate learners with different cognitive levels. Teachers should profile 

learners to identify those who need individual attention when they transit to 

Intermediate phase so that they can cope with Grade 4 work. Section 4.3.11 

discusses the drilling method in the Intermediate phase. 

 

4.3.11 Drilling method in the Intermediate phase  

Table 4.15 contains results on the use of drilling method in the Intermediate phase. 

The table below clearly illustrate that n=52 48.1% of respondents agreed that they 

use drilling method in the Intermediate phase to enable learners to understand 

aspects of subjects they are learning; 28.7% strongly agreed and 10.2% were not 

sure and disagreed that they use drilling method in the Intermediate phase. 

 

Table 4.15 Drilling method in the Intermediate phase 

Response Frequencies Percentage 

Strongly agree 31 28.7 

Agree 52 48.1 

Not sure 11 10.2 

Disagree 11 10.2 

Strongly disagree 3 2.8 

TOTAL 108 100 
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These results reveal that teachers use drilling method to enable learners to 

understand aspects of subjects they are learning. The results are in line with Tella, 

et al.  (2010), who note that teacher-centred methods contribute to cramming and 

rote learning. Learners spend most of their time reciting information and drilling what 

had been imparted by teachers. On the other hand, Che Mat and Ying Soon (2010), 

assert that drilling is one of the effective strategies in facilitating second language 

learning, however, Isaacs and Carroll (1999), and Phan and Ngu (2021), believe that 

frequent drilling can cause anxiety and undermine learners’ understanding of facts. 

One of the teachers interviewed confirmed that drilling method is effective, although, 

it is time consuming at the same time because it needs translation from mother 

tongue to English to help learners to understand what is being taught. 

 

4T3: “Yes. It is working but it is time consuming because we need to drill them when 

translating words from their mother tongue to English. You need to give time to each 

learner to drill that word. There are situations wherein you would have to use the drill 

method especially in cases where the learners cannot differentiate past tense, 

present tense and future tense, so we drill them in order for them to know how to 

differentiate the tenses”. 

The results describe drilling method as effective, although, time consuming at the 

same time because learners spend most of their time reciting aspects of the subject 

they are learning so that they can understand; this may also cause boredom. The 

following section discusses the extent to which teaching strategies used to teach 

learners affect learner performance.  

 

4.4  THE EXTENT TO WHICH TEACHING STRATEGIES USED TO TEACH 

LEARNERS IN RURAL SCHOOLS TRANSITING FROM THE 

FOUNDATION PHASE TO THE INTERMEDIATE PHASE, AFFECT 

LEARNER PERFORMANCE 

 

This section presents results showing the extent to which teaching strategies affect 

learner performance. The following issues on the extent to which teaching strategies 

affect learner performance have been identified, thus, be discussed: differentiation 
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instruction in overcrowded classrooms; linking the Grade 3 content with those of 

Grade 4; homework to manage tasks independently; peer tutoring in Grade 4 class; 

concepts clarification when teaching different content; teachers giving constructive 

feedback and the use educational resources in Grade 4 to assist learners to 

understand what is being taught. Section 4.3.12 discusses differentiation instruction 

in overcrowded classrooms. 

 

 4.4.1 Differentiation instruction in overcrowded classrooms  

 

Table 4.16 presents on the differentiation instructions used in overcrowded 

classrooms. More than half n=57 (52.8%), of respondents agreed that differentiated 

instruction used in overcrowded classrooms support Grade 4 learners to 

academically achieve as required in that level. Only 5.6% of respondents strongly 

agreed that differentiated instruction used in overcrowded classrooms support Grade 

4 learners. 

 

Table 4.16 Differentiation instruction in overcrowded classrooms 

Response Frequencies Percentage 

Strongly agree 15 13.9 

Agree 57 52.8 

Not sure 27 25.0 

Disagree 6 5.6 

Strongly disagree 3 2.8 

TOTAL 108 100 

 

These results are consistent with Tileston (2004), and Ginja & Chen (2020), who 

revealed that for differentiation instruction, teachers should know their learners’ 

needs and adapt instruction to learners’ differences because ‘one size does not fit 

all’. Individual differentiation is essential in multi-grade classes to help the slower 

learners with different learning aids and materials and to give the talented learners 
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extra assignment during the lessons (Skiera, 2003). Beihammer and Hascher (2015), 

suggest that teachers should prepare work plans that may include different tasks in 

different subjects and different teaching strategies and materials, such as learning 

games. According to Sithole (2017), teachers must use different teaching strategies 

as learners are different and learn in different ways. Roberts (2011), adds that 

teachers should apply different teaching pedagogies to ensure that the content is 

best communicated to the learners according to the diverse background of learners. 

One of the principals responded that teachers identify learners according to their 

levels of reading and those who are in the last level are given more reading activities 

and homework. The principal emphasized that teachers are patient when they work 

with those who are in the last level.   

3P1: “Since learners are not in the same level of reading in any class, we do 

assessments to identify learners in different stages of reading. We give more reading 

activities and more reading homework’s to those who are in the last level of reading, 

and we are patient with them”. 

 

4T3: “Because of the experience that I have in teaching the Grade 4 class, I adopt 

different strategies related to a certain achievement a learner should show. When 

meeting the grade 4 learners for the first time, you need to do a diagnostic approach 

wherein you can identify learners that are fast and slow., then arrange a strategy that 

can work for each group”. 

 

These results suggest that teachers should follow a diagnostic approach when 

teaching in overcrowded classrooms for differentiation instruction to cater for slow 

and fast learners. Learners learn at different pace so teachers should employ 

different teaching strategies when they plan their lessons. Section 4.3.13 discusses 

linking Grade 3 content with that of Grade 4. 

 

4.4.2 Linking Grade 3 content with that of Grade 4 

 

In Table 4.17, data on linking the Grade 3 content with the Grade 4 is presented. 
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Table 4.17 Linking Grade 3 content with that of Grade 4 

Response Frequencies Percentage 

Strongly agree 46 42.6 

Agree 47 43.5 

Not sure 10 9.3 

Disagree 4 3.7 

Strongly disagree 1 9 

TOTAL 108 100 

 

 

More than a quarter n=47 (43.5%), of respondents agreed and (42.6%), strongly 

agreed that they link Grade 3 content with the Grade 4 to assist learners to know the 

current content. Only 9.3% were not sure; about (9%), strongly disagreed that they 

link Grade 3 content with that of Grade 4. 

 

The results, therefore, confirm that teachers link Grade 3 content with the Grade 4 to 

assist learners to know the current content. The rating of this item in cross-tabulations 

reveal significance differences among respondents with different teaching 

experience (Chi-square =21.192, p = .048, Cramer’s V =.256). Respondents of 

different teaching experiences in years, 71.4% of 0-10 years and 41.7% of 31-40 

years agreed that they link Grade 3 content with the Grade 4 to assist learners to 

know the current content; 48% of respondents between the teaching experience of 

11-20 years and 69.2% of 21-30 years of teaching experience strongly agreed.   

 

Beihammer and Hascher (2015), reported that teachers use parallel curriculum 

strategies in teaching Mathematics and Language where both Grade 3 and Grade 4 

are taught the same subject but given different assignment. Thompson (2016), 

however, argues that multi-grade teaching is one of the factors that hinder learners’ 

performance in the primary schools of Limpopo because teachers end up teaching 

the topics or subjects they prefer instead of linking Grade 3 content with the Grade 
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4. One of the teachers revealed that learners understand the concepts being taught 

better when objects that they are familiar with are used. 

 

4T2: “The learners become excited as they are seeing objects that they know; they 

then also understand the concept I am trying to teach them. They are then able to 

link what is happening at school with what happens in their environment”. 

 

These results imply that when teachers link the content of the previous grade with 

the current grade, it may assist transiting learners to understand the content of the 

current grade better because if the content is familiar, it is easier for them to grasp. 

The other issue identified as a strategy to teach learners who are transiting is that 

homework helps learners to manage tasks independently. This is discussed in the 

section that follows. 

 

4.4.3 Homework helps learners to manage tasks independently 

 

Table 4.18 below presents data on why homework is given to transiting learners. 

The majority n=61 (58.1%), of principals and teachers strongly agreed, and more 

than a quarter (37.1%), agreed that they give transiting learners some homework to 

help them to manage tasks independently; only 1.0% was not sure about the idea.  

The same percentages (1.9%), of respondents disagreed and strongly disagreed that 

they give transiting learners some homework for them to manage tasks 

independently; the number of respondents to this question was 105, due to three 

missing values. 

The results show that teachers are giving learners some homework to help them to 

manage tasks independently. Cross-tabulations reveal significant differences in the 

respondents of the different gender in their rating of this item (Chi-square =10.446, p 

=.034, Cramer’s V =.315). More females, 60, 0% against males 52, 0% strongly 

agreed. These results agree with Fuhrman, et al. (2010), who state that effective 

teachers’ exhibit passion for their subjects, use variety of teaching strategies and are 

known for the amount of assigned homework. 
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Table 4.18 Homework helps learners to manage tasks independently 

Response Frequencies Percentage Valid Percent Cumulative 

Percent 

Strongly agree 61 56.5 58.1 58.1 

Agree 39 36.1 37.1 95.2 

Not sure 1 9 1.0 96.2 

Disagree 2 1.9 1.9 98.1 

Strongly 

disagree 

2 1.9 1.9 100 

TOTAL 105 97.2 100  

Missing System 3 2.8   

TOTAL 108 100   

 

Umugiraneza, et al. (2017), indicated that teachers in the Intermediate phase use 

classwork and homework as strategies to assess skills and knowledge. Findings from 

Graven (2016), and Freire, et al.  (2021), suggest giving Mathematics homework daily 

as a way of supporting learner performance; to help learners develop strategies for 

coping with mistakes and difficulties, as well as develop skills in managing tasks 

independently and working at their own pace. Some of the teachers confirmed that 

they give the learners homework which requires them to explain their thought process 

when completing their homework to ensure that they have a better understanding of 

the content in their subjects. Respondents also remarked that learners are 

responding well to the strategies, and this is evident when the teacher gives them 

class exercises and homework. 

3T1: “Yes, these strategies are working well because after teaching we try writing 

class exercises, or I would give them homework in order to confirm that they 

understood everything I was teaching them. The learners are responding well to the 

strategies”. 
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3T3: “The other strategy we use for learners to know more about their subjects is 

giving them homework, and when they come to school with the homework, we ask 

them to explain to us how they got to their answers, in order to see their creativity”. 

 

One of the principals explained that learners are given homework to determine 

whether they understand what has been taught. The learners are also advised to 

complete the homework on their own and if they do not understand what is required 

of them, they are allowed to ask the teachers before they go home. 

 

4P2: “The aim of giving homework is to find out if the learner has understood what I 

was teaching. So, I can see that the way they wrote is not the same as how they 

answered the other work. Yes. And when I advise the learners not to allow anyone to 

help them with their homework, they are responsive. If they do not understand the 

homework, they also ask the teachers before they go home”. 

 

These responses suggest that teachers should give learners homework so that they 

can show if they understood the content and have gained skills to manage tasks 

independently and to work on their own pace. Section 4.3.15 discusses peer tutoring 

in Grade 4 class. 

4.4.4 Peer tutoring in Grade 4 class 

 

Table 4.19 presents results on use of peer tutoring in Grade 4 classes. The majority 

n=65 (61.3%), of respondents agreed that they use peer tutoring in Grade 4 class, 

where a less-able learner is helped by an able learner. In addition, 22.6% of 

respondents strongly agreed with the same idea. Only 8.5% were not sure; 4.7% 

disagreed that they use peer tutoring in Grade 4 class. The number of respondents 

to this question was 106, due to two missing values. 
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Table 4.19 Peer tutoring in Grade 4 classes 

Response Frequencies Percentage Valid 

Percent 

Cumulative 

Percent 

Strongly agree 24 22.2 22.6 22.6 

Agree 65 60.2 61.3 84.0 

Not sure 9 8.3 8.5 92.5 

Disagree 5 4.6 4.7 97.2 

Strongly 

disagree 

3 2.8 2.8 100 

TOTAL 106 98.1 100  

Missing System 2 1.9   

TOTAL 108 100   

 

The results confirm that teachers use peer tutoring in Grade 4 class to help less-

abled learners. These results agree with Obiakor and Ford (2002), who recommend 

peer tutoring as an effective instructional intervention strategy as some learners learn 

and talk more freely to the peers than their teachers. A strong learner is paired with 

a less-abled learner because the less-abled learner is compelled to answer his/her 

peer. Some of the principals explained that they encourage the learners to continue 

learning when they are outside the classrooms; they use chalk boards placed outside 

the classrooms for this because some learners grasp content easily when they are 

taught by their peers; this strategy has works well for some respondents. The 

principals further explained that in an overcrowded class, teachers group learners 

into diverse groups in terms of their abilities for them to help each other. Teachers 

promote peer reading and teaching as some learners learn better when they are 

taught by their peers. 

 

3P1: “We mounted some chalk boards outside the class which are always available, 

and it is a very good initiative when teaching mathematics, because they go outside 

and practice, and sometimes during break time they congregate themselves without 

being asked by the teacher and do some mathematics sums on the chalk board. This 
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helps the struggling learners because sometimes you find that the struggling learners 

are afraid of the teachers, but when they are taught by their peers, they grasp the 

content easily”. 

 

4P1: “This is very difficult because you may find that the class is overcrowded. When 

the class is overcrowded, you may try to group the learners in such a way that the 

group is diverse in terms of their abilities, in order to promote the fact that they should 

help each other. We also do peer reading and teaching so that if I am failing as a 

teacher to reach that learner, they group themselves. Our classes are however 

overcrowded and to create a positive environment is not easy at all”. 

 

The results suggest that teachers should group learners according to their abilities to 

allow peer tutoring so that the able learner could assist the less-able learner to 

understand the content.  Peer tutoring is an effective strategy because the less-abled 

learners learn freely when they are with their peers than with their teachers, whereas 

the abled learners gain more knowledge when they teach their peers. The other issue 

identified as a strategy to teach learners who are transiting from Grade 3 to Grade 4 

is concepts clarification when teaching different content. This is discussed in the 

section below. 

 

4.4.5 Concept clarification when teaching different content   

 

In Table 4.20 data on clarification of concepts when teaching different content is 

presented. 

More than a quarter n=51 (47.2%), of principals and teachers agreed and (43.5%), 

strongly agreed that they clarify concepts when teaching different content in the 

Intermediate phase to enable learners to understand them. About (6.5%), were not 

sure of the above idea; 9% of respondents strongly disagreed that they clarify 

concepts when teaching different content. 
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Table 4.20 Concept clarification when teaching different content  

Response Frequencies Percentage 

Strongly agree 47 43.5 

Agree 51 47.2 

Not sure 7 6.5 

Disagree 2 1.9 

Strongly disagree 1 9 

TOTAL 108 100 

 

The results, thus, reveal that teachers clarify concepts when teaching different 

content in the Intermediate phase. These results agree with those of Radzilani 

(2014), who indicates that teachers often switch codes to clarify subject matter, to 

elaborate concepts and to encourage learners to participate as a classroom 

management strategy. Rose and Van Dulm (2006), also indicated that teachers code-

switch to clarify unfamiliar words as a teaching strategy; Adendorff (1993), points out 

that teachers switch codes to get learners’ immediate attention and for the purpose 

of clarification of concepts. Creative teachers, however, can simplify complex things 

and to clarify unclear concepts for learners (Manurung, 2012). Some of the principals 

stated that Foundation learners are used to working all day with one educator, so it 

takes time for them to grasp the content. Teachers, therefore, take more time to 

explain the concepts for learners to have a better understanding of the subject and 

how their writing skills are supposed to change in Grade 4 as compared to Grade 3. 

 

4P1: “These learners are very slow because they are used to seeing one educator all 

day. In Grade 4 I teach Mathematics and I need to use more time to explain the 

concepts because if I do not explain the concept and continue as normal, I would be 

wasting my own time”. 

 

4P2: “I then explain that in Grade 4 when we write, we do not occupy, for instance 3 

lines. I also give myself time to draw the lines on the board and demonstrate how they 

need to write in their books”. 
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One of the teachers indicated that learners do not fully understand English therefore, 

during Natural Science lessons the teacher reads and explains the content to the 

learners for them to understand. 

4T2: “I do not teach language; however, I teach Natural Sciences. The learners have 

a problem of not understanding English, so I read with them and explain after and to 

ensure that they understand, I ask questions along the way”.  

The results imply that concepts clarification may be important when learners transit 

to the Intermediate phase to enable them to understand the content because most of 

them do not understand English as language of teaching and learning, thus, they 

need a lot of explaining until they grasp the content. Section 4.3.17 discusses 

teachers giving constructive feedback.   

4.4.6 Teachers give constructive feedback 

Table 4.21 presents data on teachers giving constructive feedback to transiting 

learners. More than half n=55 (51.4%), of respondents strongly agreed and (37.4%), 

agreed that teachers give constructive feedback to transiting Intermediate phase 

learners which motivate them to do well. In contrast with the above (9%), respondents 

strongly disagree and (6.5%), were not sure about the idea. The number of 

respondents to this question was 107, due to one missing value. 

 

Table 4.21 Teachers give constructive feedback 

Response Frequencies Percentage Valid 

Percent 

Cumulative 

Percentage 

Strongly agree 55 50.9 51.4 51.4 

Agree 40 37.0 37.4 88.8 

Not sure 7 6.5 6.5 95.3 

Disagree 4 3.7 3.7 99.1 

Strongly disagree 1 9 9 100 

TOTAL 107 99.1 100  

Missing System 1 9   

TOTAL 108 100   
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These results may suggest that teachers give constructive feedback to transiting 

Intermediate phase learners. The rating of this item in cross-tabulations reveal 

significant differences between the respondents of different ages (Chi-square 

=34.288, p =.005, Cramer’s V =.283). Half (50 %), of respondents between ages of 

21-30 years strongly agreed that they gave constructive feedback to transiting 

Intermediate phase learners which motivate them to do well whereas 50% of 

respondents between ages of 31-40 years were not sure about the idea. In addition, 

48% of respondents between ages of 41-50 years, 54.7% of respondents between 

ages of 51-60 years and 57% of respondents between ages of 61+ years strongly 

agreed that they give constructive feedback to transiting Intermediate phase learners 

which motivate them to do well.  

 

These results are consistent with Sithole (2017), who said that teachers must use 

different teaching strategies as learners are different and learn in different ways; they 

fill classrooms with positive messages and always provide constructive feedback that 

encourage, support, and praise the learners to work hard. Banks (2014), suggests 

balancing praise with corrective feedback as strategies of creating positive learning 

environment. Some of the participants interviewed indicated that learners are asked 

to leave the classroom as punishment for not completing their homework because 

corporal punishment has been abolished. Learners are then given verbal warnings 

and required to complete their homework in class for them to do corrections with the 

rest of the class. The teachers ensure that learners feel comfortable in class by 

encouraging and motivating them to give answers in class, even those who cannot 

give the correct answer are encouraged to keep on trying. 

 

3T2: “Yes. Since corporal punishment is abolished, the only punishment you can give 

the learner is to go outside the class or neglect the learner because he/she didn’t do 

the homework, but after all that learner is still part of your class, so we just give them 

verbal warnings and encourage them to do the correction in their homework books 

so that the learner is not left behind. So, what we do is to give them time in classroom 

to complete their homework so that when we do corrections and we do them with the 

entire class”. 
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4T2: “I make the learners feel free in class when I am teaching. I encourage them 

and motivate them when they give correct answers and those that do not give correct 

answers, I also encourage them and motivate them to keep trying and that they can 

do better”. 

These responses imply that constructive feedback motivate and encourage 

Intermediate phase learners to feel free in the classroom. Constructive feedback 

creates a positive learning environment, where even learners who cannot do the work 

are encouraged to work hard. Section 4.3.18 focuses on educational resources in 

Grade 4.   

4.4.7 Educational resources in Grade 4  

Table 4.22 below presents data on the use of educational resources in Grade 4. 

The majority n=61 (56.5%), of respondents strongly agreed that they use educational 

resources in Grade 4 to assist learners to understand what is being taught. In 

addition, more than a quarter (38.0%), of respondents agreed with the above idea, 

however, 9% strongly disagreed that they use educational resources in Grade 4 to 

assist learners to understand. Only 1.9% respondents were not sure about the idea. 

 

Table 4.22 Educational resources in Grade 4 

 Response Frequencies Percentage 

Strongly agree 61 56.5 

Agree 41 38.0 

Not sure 2 1.9 

Disagree 3 2.8 

Strongly disagree 1 9 

TOTAL 108 100 

 

These results confirm that teachers use educational resources in Grade 4 to assist 

learners to understand what is being taught. The results are in line with Kisirkoi, et al. 

(2016), who recommended the use of learning resources to enable the teacher to 

use concrete objects for learners’ manipulation and to create an environment 
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conducive for learning both in the Foundation and Intermediate phases.  Maodi 

(2018), found that teachers who cannot code-switch because of multicultural 

learners, use pictures, posters, flashcards, objects, simple games as strategies to 

make learners understand. Ramrathan, et al.  (2016), state that despite some 

teachers’ challenging situations, multi-grade teachers rely on their ability to make 

decisions on teaching strategies, lesson context, lesson activities and resources to 

impact learning. Furthermore, Usman (2016), adds that the use of educational 

resources can give more powerful direction to the teacher as they are important for 

conducive learning environment. Blunt (1990), maintains that the adequate and 

effective utilization of educational resources guarantees effective performance of 

schools. Some of the participants indicated that there are not enough resources 

provided and those that are provided are poor. For example, there are no pictures of 

animals which makes it difficult for learners to know what each animal looks like. It is 

also difficult for learners to understand physical demonstrations. Due to the lack of 

resources, the teachers are required to be creative and come up with resources that 

enable them to successfully teach content; unfortunately, there are some resources 

that the teachers cannot create. 

 

3T1: “The lack of resources and as a Foundation phase teacher I need to be creative 

and come up with resources to teach the content, but some resources I cannot create 

with my own hands and expect the Department to provide those resources, but they 

fail to”. 

4T1: “The resources that we have are poor; we do not have many resources. For 

example, if I would like to point out an elephant, it is very difficult to find a picture of 

an Elephant in our school. Even things that you need to act out, you find that they do 

not know what it is”. 

The results suggest that teachers should be creative enough to improvise their own 

educational resources to enable the Intermediate phase learners to understand what 

is being taught, since there is a shortage of resources. The following section 

discusses challenges teachers face in teaching learners transiting from  the 

Foundation phase to the Intermediate phase. 
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4.5  CHALLENGES TEACHERS FACE IN TEACHING LEARNERS 

TRANSITING FROM THE FOUNDATION PHASE TO THE INTERMEDIATE 

PHASE IN RURAL AREAS OF THE VHEMBE EAST DISTRICT 

 

This section presents results showing the challenges teachers face when teaching 

learners transiting from the Foundation phase to the Intermediate phase. The 

following challenges have been identified and will thus be discussed: overcrowded 

classrooms in Grade 4, teachers incompetence in the subject they teach, new ideas 

teachers have to apply in the Grade 4 classrooms, plan lessons that accommodate 

slow learners, explaining the content to learners with learning problems, learner 

absenteeism affecting teachers’ quality of teaching, parents not heeding invitation to 

discuss their children difficulties, and teachers’ lack of time management skills to 

cover the curriculum. Section 4.3.19 addresses overcrowded classrooms in Grade 4. 

 4.5.1 Overcrowded classrooms in Grade 4  

 

Table 4.23 presents results on overcrowded classrooms not being conducive for 

individual attention. 

More than a quarter n=43 (40.2%), of respondents indicated that overcrowded 

classrooms in Grade 4 are never conducive for individual attention by teachers. In 

contrast (22.4%), of respondents indicated that overcrowded classrooms in Grade 4 

are sometimes conducive for individual attention while 12.1% indicated always. The 

number of respondents for this question was 107, due to one missing value. These 

results show that overcrowded classrooms are not conducive for individual attention 

to be given by teachers. 

 

These results are in line with Itumeleng (2011), who revealed that being taught in 

overcrowded classrooms will reduce the teacher chances to provide individual 

attention when teaching reading and writing skills. Maodi (2018), reports that 

overcrowded classrooms become a challenge to teachers to reach out to all learners 

and this affects the performance of both teachers and learners. Similarly, Hanley, 

Ramsey and Algozzine (2006), and Moagi (2020), maintain that peer tutoring 
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provides individualized instruction which is impossible for teachers to conduct in an 

overcrowded classroom. 

 

Table 4.23 Overcrowded classrooms in Grade 4  

Response Frequencies Percentage Valid Percent Cumulative 

Percent 

Never 43 39.8 40.2 40.2 

Seldom 15 13.9 14.0 54.2 

Sometimes 24 22.2 22.4 76.6 

Often 12 11.1 11.2 87.9 

Always 13 12.0 12.1 100 

TOTAL 107 99.1 100  

Missing System 1 9   

TOTAL 108 100   

 

One of the principals revealed that in an overcrowded class it is difficult for individual 

attention, teachers end up grouping learners in diverse groups in terms of their 

abilities for them to help each other. Teachers promote peer reading and teaching as 

some learners learn better when they are taught by their peers.  

 

4P1: “This is very difficult because you may find that the class is overcrowded. When 

the class is overcrowded, you may try to group the learners in such a way that the 

group is diverse in terms of their abilities, in order to promote the fact that they should 

help each other. We also do peer reading and teaching so that if I am failing as a 

teacher to reach that learner, they group themselves. Our classes are however 

overcrowded and to create a positive environment is not easy at all”. 

 

The results imply that it is difficult for teachers to apply individual attention in an 

overcrowded classroom. This is a challenge that may result in peer tutoring so that 

learners may help each to perform. The other issue identified as a strategy to teach 
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learners who are transiting from Grade 3 to Grade 4 is that teachers should be 

competent in the subjects they teach. This is discussed in the section below:  

 

4.5.2 Teachers are competent in the subject they teach  

 

Table 4.24 presents results on whether teachers are competent in the subjects they 

teach. More than a quarter n=38 (35.5%), of teachers confirmed that they are 

sometimes competent in the subjects they teach in Grade 4 which results in 

satisfactory learner performance. The same percentages (26.2 %), of respondents 

are often and always competent in the subjects they teach. In contrast (1.9%), 

showed that they are not competent in the subjects they teach. The number of 

respondents to this question was 107, due to one missing value. These results, 

therefore, suggest that majority of teachers are sometimes competent in the subject 

they teach in Grade 4.  

 

Table 4.24 Teachers are competent in the subjects they teach 

Response Frequencies Percentage Valid Percent Cumulative 

Percent 

Never 2 1.9 1.9 1.9 

Seldom 11 10.2 10.3 12.1 

Sometimes 38 35.2 35.5 47.7 

Often 28 25.9 26.2 73.8 

Always 28 25.9 26.2 100 

TOTAL 107 99.1 100  

Missing System 1 9   

TOTAL 108 100   

 

These results are consistent with Felix (2015), who reveal that the most used 

pedagogy is lecture method in combination with question-and-answer method 

because most teachers do not have adequate content knowledge. Chavan (2013), 

points out that there are concepts in science which are difficult for teachers to teach 
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at the Intermediate level. Some of the teachers remarked that Science, Technology 

and Social Science are difficult subjects for the learners to grasp because of the 

unfamiliar terms and learners’ poor English background. The participants commented 

that in the last school term the teacher teaches all subjects in English except for their 

home language for the learners to be ready for the next grade. Teachers, despite 

these initiatives are still struggling to prepare all learners to be satisfactory in reading 

and writing, and they still do not have a solution for this problem. 

 

4T1: “The difficult subject for them is Science and Technology and Social Science 

because there are a lot of terms and points that they need to know and because of 

the poor English some of the learners are unable to grasp the terms and there is also 

a problem with spelling” 

 

3T1: “So in the last school term I try to ensure that I teach them all subjects in English 

except for their home language, in order to prepare them for the next grade. As 

teachers we are still struggling in that regard to prepare all the learners to be good in 

reading and writing, I am still trying to find a solution for this problem”. 

 

The results imply that some of the teachers are not competent in the subjects they 

teach in Grade 4 as they lack content knowledge. Teachers may fail to explain difficult 

terminology until the learners understand. This results in poor learner performance in 

Grade 4. The other issue identified as a strategy to teach learners who are transiting 

from Grade 3 to Grade 4 is new ideas teachers apply in the Grade 4 classrooms. This 

is discussed in section 4.3.21. 

 

4.5.3 New ideas teachers apply in the Grade 4 classrooms 

 

Table 4.25 presents results on new ideas that teachers apply in Grade 4. 

 

The majority, n=40 (37.4%), of teachers and principals showed that sometimes new 

ideas teachers apply in Grade 4 classrooms positively contribute to effective 
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teaching. More than a quarter (28.0%), of respondents said that new ideas teachers 

apply in the Grade 4 classrooms often contribute to effective learning and only 1.9% 

indicated that new ideas never contribute to effective learning. The number of 

respondents to this question was 107, due to one missing value. These results imply 

that sometimes new ideas that teachers apply positively contribute to effective 

learning.  

 

The results in Table 4.25 are in support of Pascalis, et al.  (2004), who claim that the 

curriculum did not give teachers a clear sense of the knowledge and skills they need 

to cover in each grade. Unfortunately, the education specialists do not evaluate 

teachers and assist where possible, and as a result, teachers struggle to apply new 

ideas in the classroom, hence learners’ reading and writing skills are compromised. 

 

Table 4.25 New ideas teachers apply in the Grade 4 classrooms 

Response Frequencies Percentage Valid Percent Cumulative 

Percent 

Never 2 1.9 1.9 1.9 

Seldom 7 6.5 6.5 8.4 

Sometimes 40 37.0 37.4 45.8 

Often 30 27.8 28.0 73.8 

Always 28 25.9 26.2 100 

TOTAL 107 99.1 100  

Missing System 1 9   

TOTAL 108 100   

 

One of the participants identified how learners can master knowledge by following a 

learner-centered approach. For instance, the teacher would require learners to 

construct a sentence with a certain verb, and if the learners manage to do so, it shows 

that the learners understand how to use verbs.  
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4T3: “I try to employ a learner-centered approach wherein I identify how learners are 

able to master the knowledge that we impart. For example, I would require learners 

to construct a sentence with a certain verb and the sentence should include a subject, 

verb and object. If a learner manages to construct that sentence with ease, then I 

know that the learner has an understanding of how to use verbs”. 

 

The results imply that it is not easy for teachers to apply new ideas in Grade 4 

classrooms which can positively contribute to effective teaching as teachers lack 

knowledge and skills to apply those new ideas. This situation negatively contributes 

to effective teaching and learning. Section 4.3.22 focuses on planning lessons that 

accommodate slow learners. 

 

4.5.4 Plan lessons that accommodate slow learners 

 

Table 4.26 presents results on teachers planning lessons that accommodate slow 

learners transiting to Grade 4. 

The majority of teachers n=52 (48.1%), indicated that they always plan lessons that 

accommodate slow learners transiting to Grade 4; 25.0% of respondents indicated 

that they often plan lessons that accommodate slow learners; 3.7% showed that they 

never plan lessons that accommodate slow learners.  

 

Table 4.26 Plan lessons that accommodate slow learners 

Response Frequencies Percentage 

Never 4 3.7 

Seldom 5 4.6 

Sometimes 20 18.5 

Often 27 25.0 

Always 52 48.1 

TOTAL 108 100 

 



135 
 

The results, therefore, reveal that teachers always plan lessons that accommodate 

slow learners transiting to Grade 4. Cross-tabulations reveal significant differences 

for the respondents of different teaching experience in their rating of this item (Chi-

square =21.118, p =.049, Cramer’s V =.225).  Respondents of different teaching 

experiences in years (49.9% of 0-10 years, 56.0% of 11-20 years and 61.5% of 21-

30 years), confirmed that they always plan lessons that accommodate slow learners 

transiting to Grade 4 while 44.4% of respondents with teaching experience of 31-40 

years indicated that they often plan lessons that accommodate slow learners 

transiting to Grade 4. 

 

These results are in contrast with the study of Mulaudzi (2016), who stated that 

teachers struggle with lesson planning and those who prepare them do not teach 

according to their lesson plans, but they prepare them to show the curriculum 

advisors when they come to schools. Mulaudzi continues that even Foundation phase 

teachers who have been provided with lesson plans by the Department of Education, 

do not teach according to them. This may suggest that teachers should plan their 

lessons in such a way that their activities embrace slow learners transiting to the 

Intermediate phase.  

 

Fleisch and Schöer (2014), argue that the topics approach has a highly structured 

minute-by-minute lesson plans which are provided to improve the education in rural 

schools; however, this is not the best for learners because 30% of the learners are 

left behind which is disturbing to teachers. Some of the participants interviewed 

indicated that they face a challenge of learners who are slow to understand the 

subject matter and as a result teacher must spend more time than required on a 

subject matter in order for the majority of the learners to get an understanding of the 

content. Participants assert that they follow a learner- centered approach for learners 

to understand the subject matter and if the approach is not working, they try a different 

approach that can accommodate all learners so that they are well prepared for the 

next grade. 
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4T3: “There is a challenge with the learners who are slow to master the topic. This 

becomes a challenge as you may be stuck and are forced to repeat a lesson so that 

you get most of the learners to understand the knowledge or topic as you cannot just 

move on with just one or two learners that understand. And going around the groups 

to assist the learners also takes time and you may be behind in finishing up that 

lesson”. 

 

3T1: “What I do in my lessons daily is to ensure that the lessons are learner centered. 

In the way I facilitate, I need to identify whether my learners are responding or not 

and if my learners are not responding, I change my teaching style in order to 

accommodate each and every learner because I do not want to see any learner left 

behind and if I continue teaching using the same method, then learners who are 

promoted to the next grade may experience problems when they get to the next grade 

because as a teacher I would not have laid a good foundation for them”. 

 

The results revealed that even when teachers are planning, most of them do not plan 

lessons that accommodate slow learners; they plan for the sake of record-keeping. 

Most of the teachers are concerned about curriculum coverage, and this may result 

in the slow learners not keeping up with the pace, therefore, there may be a content 

gap when learners transit to Grade 4. Section 4.3.23 presents the aspect of 

explaining the content to learners with learning problems.    

 

4.5.5 Explaining the content to learners with learning problems 

 

Table 4.27 presents the point of teachers explaining the content to learners with 

learning problems, until they understand. More than a quarter n=50 (46.3%), of 

respondents always explain the content to Intermediate phase learners with learning 

problems until they understand, whereas 33.3% of respondents often explain the 

content to learners with learning problems until they understand and 9% never 

explain the content to learners. 
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Table 4.27 Explaining the content to learners with learning problems 

Response Frequencies Percentage 

Never 1 9 

Seldom 6 5.6 

Sometimes 15 13.9 

Often 36 33.3 

Always 50 46.3 

TOTAL 108 100 

 

The results imply that teachers explain the content to learners with learning problems 

until they understand. The rating of this item in cross-tabulations reveal significant 

differences for the respondents of different gender (Chi-square =11.335, p = .023, 

Cramer’s V =.324).  Half (50%), of the females always explain the content to 

Intermediate phase learners with learning problems until they understand while, 

53.8% of males often explain the content.  

 

These results are in support of Hoadley (2016), who maintain that in South Africa 

learners receive instruction in the Foundation phase in their mother-tongue and 

transition to the language of learning and instruction in the Intermediate phase. 

Learners are expected to cope with the demands of learning all their subjects through 

the medium of English, when they cannot, they resort to rote learning content which 

they do not understand. Madihlaba (2013), and Lachner, et al.  (2021), agree with 

Chick, (1996), and Krause (2021), that learners with learning problems need to be 

controlled, points explained and repeated until they understand. The authors maintain 

that the lack of understanding of academic content results in chorusing and chanting 

in the classroom as a learning strategy used by both teacher and learners. One of 

the teachers interviewed explained that they face a challenge of learners who do not 

understand English as Foundation phase learners were taught in their home 

language and to ensure that the learners understand the content, the teacher reads 

with the learners, explains what has been read and then asks questions. 
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4T2: “The learners have a problem of not understanding English, so I read with them 

and explain after and to ensure that they understand, I ask questions along the way. 

They have a problem of understanding English because they were taught in their 

home language in Foundation phase”. 

 

One of the principals added that teachers face a challenge of slow learners who are 

used to being taught by one educator all day. The teacher spends more time to 

explain the concepts of Mathematics to ensure that the learners understand. 

 

4P1: “These learners are very slow because they are used to seeing one educator all 

day. In Grade 4 I teach Mathematics and I need to use more time to explain the 

concepts because if I do not explain the concept and continue as normal, I would be 

wasting my own time”. 

The results reveal that teachers have a challenge of learners who do not understand 

English as a language of teaching and learning when they transit from Foundation 

phase to Intermediate phase. Teachers, therefore, are compelled to explain the 

content to the learners so that they may understand during the lesson. Section 4.3.24 

presents how learner absenteeism affects teachers’ quality of teaching.   

 

4.5.6 Learner absenteeism affects teachers’ quality of teaching 

 

 In Table 4.28 results on how learner absenteeism affects teachers’ quality of 

teaching are presented.  

 

The majority n=45 (41.7%), of teachers and principals confirmed that learner 

absenteeism always affects teachers’ quality of teaching, as it prevents learners’ 

exposure to the full curriculum in Grade 4. More than a quarter (29.6%), showed that 

learner absenteeism sometimes affects teachers’ quality of teaching and 1.9% of 

replied that learner absenteeism never affects teachers’ quality of teaching. These 

results reveal that learner absenteeism affects teachers’ quality of teaching. 
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Table 4.28 Learner absenteeism affects teachers’ quality of teaching 

Response Frequencies Percentage 

Never 2 1.9 

Seldom 3 2.8 

Sometimes 32 29.6 

Often 26 24.1 

Always 45 41.7 

TOTAL 108 100 

 

The results are in line with Katanga (2016), who viewed lack of parent-teacher 

relationships, a lack of value for education and lack of learner support as contributing 

factors to learner absenteeism and that teachers have a challenge of repeating 

lessons for absent learners. Sheldon (2007), and Bergdahl & Nouri (2021), confirm 

that absenteeism hinders learners from participating in a meaningful manner in the 

planned educational programme and this has a negative impact on learner transition. 

Mogashoa and Mboweni (2018), also pointed out that learner absenteeism causes 

high failure rate and drop-out of Intermediate phase learners. Lack of parental 

involvement in the education of children results in learner absenteeism, hence, 

challenging learners’ progress. One of the principals interviewed said that teachers 

face a challenge of absenteeism as learners miss out on the content taught on that 

day and that teachers try to identify the reasons for learners being absent to improve 

the level of attendance. 

 

3P1: “Absenteeism is one of the challenges, because when they are absent, they 

miss out on content. We try to find out why the learners was absent so that we can 

assist with attendance”. 

 

The results show learners’ absenteeism as a challenge to teachers as they are 

compelled to repeat the lessons when the learners come to school. Learner 

absenteeism seems to be caused by lack of parent-teacher relationship; absenteeism 

has negative effects on learner performance as they are not exposed to the full 
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curriculum. Section 4.3.25 discusses whether parents are invited to discuss their 

children’s’ difficulties for the learners to stay engaged.  

 

4.5.7 Parents’ invitation to discuss their children’s difficulties 

 

Table 4.29 presents results on inviting parents to discuss their children’s difficulties 

in learning for them to stay engaged.  

 

More than a quarter n=44 (40.7%), of respondents revealed that they always invite 

parents to discuss their children’s difficulties in learning for parents to stay engaged 

with their children learning when learners transit to Intermediate phase; 24.1% often 

invite parents to discuss their children’s difficulties while 4.6% never invite parents to 

discuss their children’s difficulties. These results may suggest that most teachers 

invite parents to discuss their children’s difficulties in learning. 

 

Table 4.29 Parents’ invitation to discuss their children’s difficulties 

Response Frequencies Percentage 

Never 5 4.6 

Seldom 10 9.3 

Sometimes 23 21.3 

Often 26 24.1 

Always 44 40.7 

TOTAL 108 100 

 

These results are consistent with Molapo (2016), who indicated that parents are 

invited to the school to be informed about their children’s progress, however, Okeke 

(2014), notes that most parents do not attend parents’ meetings; parents complain 

that sometimes the timing of meetings clashes with their personal engagements or 

that they lack time or have nothing to contribute; this negatively affect the child’s 

educational outcomes and development. Another challenge is parents who do not 
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easily accept that their children have learning problems and need help, they end up 

in denial and disbelief, depraving learners from getting support from home (Bhargava 

& Narumanchi, 2011).  

 

Mogashoa, et al. (2018), claim that lack of parental support has also a negative 

impact on learners with learning barriers as parents are not ready to work with 

teachers to overcome such barriers and it hinders learners from progressing. Some 

of the participants interviewed claimed that some parents are not fully involved in the 

learning development of their children and when they are asked to attend meetings 

for the discussion of the learner’s performance, they indicate that teachers need to 

do their job, as a result some learners become discouraged. Teachers do make 

attempts to contact parents to discuss the challenges that the learner is facing, and 

if possible, the parents are asked to attend a meeting to discuss these challenges.  

 

There are challenges with parents who work far from home and those who are busy 

at work during the day and as a result, meetings to discuss their children’s lack of 

progress cannot be held. If learners are not completing their homework or improving, 

a letter is sent to the parents through the principal’s office for the parents to attend a 

meeting at the school to discuss the concern, however, some parents do not 

cooperate and expect teachers to find a solution on their own for this challenge. 

Sometimes teachers identify challenges that learners face and report them to the 

HOD who then initiates contact with the parents. A discussion regarding any learning 

barrier is held with the parents to come up with solutions. This initiative works for 

parents who are positive, but it is not working for parents who are not interested. 

 

4T2: “Some learners and their parents do not care about their work, and when you 

call them to school to discuss the learners work, they tell you that they are not the 

teacher and that the teachers must do their job. Some learners then also become 

discouraged as their parents are not interested in their learning”. 

 

4P1: “After identifying the challenges I report them to the HOD, for instance with the 

learning barriers the HOD will initiate contact with the parents and a discussion will 
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be held with the parents regarding the learning barrier and we will find a solution for 

that barrier, however some parents are reluctant. It does work for the parents who 

are positive, but it is a problem for those who are reluctant”. 

 

3T1: “So I use those contacts to get hold of the parents and explain to them the 

challenges that I am facing with the learners and if it is possible, I ask the parents to 

come to school so that we can discuss the issues in person. The problem comes 

when the parents work far from home, so they are not able to come to school, and 

some parents are busy at work during the day and are unable to take my calls”. 

 

3T3: “If the child is not doing his/her homework or improving in class, I usually write 

a letter to the parents through the principal’s office for the parents to come to school 

to discuss the challenges. Sometimes it is difficult to get a response from parents as 

they do not show up and when you ask the learner, they will tell you that their parents 

said that me as a teacher will have to teach them”.   

 

These results imply that teachers do invite parents to discuss their children’s 

performance for them to stay engaged when they transit to the Intermediate phase, 

however, teachers have a problem with parents who are reluctant to attend these 

meetings. Lack of parental support has a negative impact on learners with learning 

barriers; learners become discouraged, and it hinders them from progressing. 

Section 4.3.26 focuses on teachers’ lack of time management skills to cover the 

curriculum.   

 

4.5.8 Lack of teachers’ time management skills to cover the curriculum 

 

Table 4.30 presents results showing teachers’ lack of time management skills to 

cover the curriculum.  

 

More than a quarter n=5 (29.0%), of teachers showed that sometimes lack of time 

management skills to cover the curriculum has a negative impact on learners’ 

transition to Intermediate phase; 21.5% of teachers revealed that their lack of time 
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management skills to cover the curriculum has always a negative impact on learners. 

24.3% of teachers showed that lack of time management skills to cover the curriculum 

never has a negative impact on learners’ transition. 

 

The number of respondents for this question was 107, due to one missing value. 

These results show that lack of time management skills to cover the curriculum has 

a negative impact on learners’ transition.   

 

 

Table 4.30 Lack of teachers’ time management skills to cover the curriculum 

Response Frequencies Percentage Valid 

Percent 

Cumulative 

Percent 

Never 26 24.1 24.3 24.3 

Seldom 5 4.6 4.7 29.0 

Sometimes 31 28.7 29.0 57.9 

Often 22 20.4 20.6 78.5 

Always 23 21.3 21.5 100 

TOTAL 107 99.1 100  

Missing System 1 9   

TOTAL 108 100   

 

These results are not consistent with Mupa and Chinooneka (2015), who maintain 

that some teachers do not plan at all, as a result they lack time management skills to 

cover the curriculum, and this may impact the learners negatively when they transit 

to the Intermediate phase. This literature is in line with the current results indicating 

that 24.3% teachers realized that lack of time management skills to cover the 

curriculum never has a positive impact on learners’ transition. Lunenberg (2010), and 

Gunawan (2017), suggested that teachers should plan effective time management to 

cover the curriculum to avoid learners’ poor academic achievement. Some of the 

participants interviewed remarked that it is a challenge to complete the curriculum on 

time in Grade 4 due to learners not being able to cope with the timeframe within which 
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they are required to absorb the knowledge. The solution to the challenge is to provide 

extra time or remedial time to cover the curriculum on time. There is also a challenge 

of not completing the syllabus as the learners are not yet equipped to learn at the 

pace required in Grade 4 and as a result, teachers need to employ extra time to teach 

the learners. Teachers make it a priority for the curriculum to be covered, by grouping 

learners who attend intervention classes with the rest of the class to ensure that they 

catch up and give the less-abled learners classwork and homework every day. The 

participants added that there is a challenge of some of the learners not completing 

the curriculum as they fall behind. The teachers group them and give them work 

according to their abilities; unfortunately, those who are behind do not cover the 

curriculum and one of the causes for this is that the class is overcrowded with about 

80 learners. To cover the curriculum, teachers employ extra time with the learners 

over and above the normal class times. Teachers employ strategies that encourage 

learners to participate, however, the content is a lot and since learners do not fully 

understand English, this makes it difficult for them to grasp the content, so, ultimately, 

less-abled learners do not cover the curriculum.  

 

4T3: “In Grade 4 it is very challenging to finish the curriculum because they are always 

behind because of how they cope with time and acquisition of knowledge, unless you 

employ extra time or remedial time in order to cover the curriculum”. 

 

4P1: “It is not easy to cover the syllabus, because when you are trying to ensure that 

these learners should be at the grade 4 levels, you have to take some of the time of 

teaching what you are supposed to be teaching in Grade 4. These learners are very 

slow because they are used to seeing one educator all day”. 

 

3T2: “Yes, we make it a point to cover the curriculum. On the days that the learners 

who go to intervention classes are not attending the intervention classes, we group 

them and make sure that they catch up with the rest of the class. We give the learners 

classwork and homework every day”. 
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3T3: “Not all learners in the classroom cover the curriculum as some learners are 

always behind. I group them and give them work according to their abilities and those 

that are behind do not cover the curriculum. My class is also over-crowded with about 

80 learners, so it is difficult for all of them to finish the curriculum”. 

 

4T4: “It takes time indeed, but you need to be in class in time and give yourself extra 

time with learners in order to cover the curriculum because there is so much work for 

the Grade 4 learners”. 

4T1: “Our teaching strategy encourages learners to participate but however the 

problem is that the content is a lot and I might be unable to finish the content. The 

pass rates are however low because they are being taught in English which is not 

their mother tongue. The content is a lot, and they are unable to grasp the content”. 

 

These results suggest that it is not easy to cover the curriculum because teachers 

lack time management skill which has a negative impact on learners’ transition to the 

Intermediate phase. There are also concerns about learners’ English proficiency 

which hinders them from grasping the content; there is a lot of content to be learnt in 

a short space of time and in over-crowded classrooms. Teachers need extra time 

with learners and to group them according to their abilities when teaching them in 

order to cover the curriculum. The following section discusses challenges faced by 

learners transiting from the Foundation phase to the Intermediate phase.  

 

4.6  CHALLENGES FACED BY LEARNERS TRANSITING FROM THE 

FOUNDATION PHASE TO THE INTERMEDIATE PHASE IN RURAL 

AREAS OF THE VHEMBE EAST DISTRICT 

 

This section presents results showing challenges faced by learners when they transit 

from the Foundation phase to the Intermediate phase. The following challenges have 

been identified and will thus be discussed: lack of supportive family structures, 

learners’ lack of basic resources, unavailability of libraries, English as a medium of 

instruction in the Intermediate phase, learning through the mother tongue, parents 

not assisting their children to do homework, and learners not able to read learning 
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content with understanding. Section 4.3.27 presents the aspect of lack of supportive 

family structures. 

4.6.1  Lack of supportive family structures 

 

Table 4.31 presents results on the impact of lack of supportive family structures on 

learners’ performance. 

 

The majority n=36 (33.6%), of respondents confirmed that lack of supportive family 

structures always has negative impact on learners’ ability to perform in Grade 4; 

24.3% of respondents showed that lack of supportive family structures never has a 

positive impact on learners’ ability to perform; less than a quarter (18.7%), showed 

that lack of supportive family structures sometimes has negative impact on learners’ 

ability to perform. 

 

Table 4.31 Lack of supportive family structures 

Response Frequencies Percentage Valid 

Percent 

Cumulative 

Percent 

Never 26 24.1 24.3 24.3 

Seldom 10 9.3 9.3 33.6 

Sometimes 20 18.5 18.7 52.3 

Often 15 13.9 14.0 66.4 

Always 36 33.3 33.6 100 

TOTAL 107 99.1 100  

Missing System 1 9   

TOTAL 108 100   

 

The number of responses to this question was 107, due to one missing value. The 

results reveal that lack of family structures has a negative impact on learners’ ability 

to perform. Cross-tabulations reveal significant differences for the respondents with 

different teaching experiences, in their rating of this item (Chi-square =26.337, p 
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=.010, Cramer’s V =.286). More than half (52.4%), of respondents who have teaching 

experience of 0-10 years  believed that lack of supportive family structures never has 

positive impact on learners’ ability to perform in Grade 4 whereas 44.0% of 

respondents who have teaching experience of 11-20 years and of those who have 

21-30 years of teaching experience believed that lack of supportive family structures 

always has negative impact on learners’ ability to perform, while 25% of respondents 

who have 31-40 years of teaching experience believed that lack of supportive family 

structures often   has negative impact on learners’ ability to perform in Grade 4. 

 

These results are in line with Abrahams (2013), who indicated that lack of parental 

involvement is hampered by factors, such as poverty, single-parent households, 

unemployment, and a lack of supportive family structures, therefore, the above 

factors have a negative impact on learners’ performance. Additionally, 24.3% of 

respondents indicated that lack of supportive family structures never has a positive 

impact on learners’ ability to perform. These results are in line with Mtshali (2015), 

who narrated that many learners reside with extended family members who are 

incapable of assisting them with their schooling, which has negative implications for 

learners’ abilities to perform.  

 

Some of the participants interviewed indicated that principals engage with parents 

and learners who are under child-headed families to resolve any challenges that the 

learners and their siblings may be facing at school. Engaging with some parents can 

be a challenge as some parents expect the teachers to resolve all the challenges that 

the learners are facing. Teachers also face a challenge of not having parental support 

in the poor communities as parents there do not support their children and when 

asked to buy educational materials for the learners, it takes time for them to do so. 

The schools’ governing bodies are also involved in engaging with the parents to 

encourage them to be involved in the learning development of the learners by 

attending meetings at the school to discuss challenges faced by learners. Other 

family issues are apparent as some parents come to the meeting drunk and they 

spend their children’s grant money to gamble and buy alcoholic drinks.  
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3P1: “There are some child-headed families in our area, so you need to be closer to 

the learner that is heading the family and assist them to assist their siblings. When 

the issue concerns the parent, it is a matter of talking to the parent and convincing 

them not to fail the child’s education and encourage them to work together with 

Educators so that the child gets what they want. The language needs to be lenient as 

well with the parent because sometimes we get negative responses such as we are 

not the teachers”. 

 

4T1: “The serious challenge that we have is that we do not have parental support 

because we live in a very poor community. Parents do not support their Children, and 

because it’s a no fees school, when you ask them to buy something for educational 

purposes, they take time to respond. It is very difficult to teach in rural schools 

because there is no support structure”. 

 

4T2: “We sometimes try to involve the school’s governing body to encourage the 

parents. They then encourage the parent to come to the school. Some do come, 

however they come drunk as they use their children’s grant money to go play cards 

and buy drinks, and it is impossible to discuss with a drunk person. So, there are 

many family issues involved”. 

 

The results suggest that there are challenges in involving parents in the education of 

their children as most family are headed by children or parents who are not ready to 

get involved in their children’s education. They expect teachers to resolve all the 

challenges that the learners are facing at school. When parents are called to school 

to discuss their children challenges, they do not show up, or they come drunk. Lack 

of supportive family structures may have a negative impact on learners’ ability to 

perform in Grade 4. The other issue identified as a challenge to teach learners who 

are transiting from Grade 3 to Grade 4 is learners’ lack of basic resources. This is 

discussed in section 4.3.28.  

4.6.2 Learners’ lack of basic resources 

Table 4.32 presents the results on how learners’ lack of basic resources affects them 

in performance of certain tasks. 
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Results show that n=42 (39.3%), of respondents indicated that learners’ lack of basic 

resources always prevent them from performing certain tasks in the classroom 

environment; 29.9% of respondents indicated that learners’ lack of basic resources 

often prevents them from performing certain tasks during learning. Only 4.7% 

indicated that learners’ lack of basic resources never affects them to perform certain 

tasks. The number of responses to this question was 107, due to one missing value. 

The results confirm that learners’ lack of basic resources prohibits them from 

performing certain tasks in the classrooms. 

 

Table 4.32 Learners’ lack of basic resources 

Response Frequencies Percentage Valid Percent Cumulative 

Percent 

Never 5 4.6 4.7 4.7 

Seldom 7 6.5 6.5 11.2 

Sometimes 21 19.4 19.6 30.8 

Often 32 29.6 29.9 60.7 

Always 42 38.9 39.3 100 

TOTAL 107 99.1 100  

Missing System 1 9   

TOTAL 108 100   

 

These results are in support of Fraser (2004), who agreed with Itumeleng (2011), on 

the lack of basic resources such as pencils, exercise books and duplicating machines 

as challenges for reading and writing because teachers and learners do not have 

time and skills to develop their own materials. The new education approach is 

intensifying existing divisions and creating new sources of inequality because the 

approach emphasizes the use of computer technologies at home whereas most of 

the households do not have these educational resources; it then becomes a 

challenge for the teachers as only few learners can do the assignments (Çınar, et al. 

, 2006).  
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Some of the teachers interviewed explained that a lesson plan may require the 

teacher to read a certain book to the learners, however, this may not be possible as 

the book is not readily available at the school and thus learners experience 

challenges in grasping the content. There is a challenge of learners not having the 

required stationery even though the list was communicated to the parents, hence, 

teachers would have to provide the stationery. Participants explained that that the 

Department of Education provides stationery, however, they are lost after a week or 

month, therefore, some schools have decided to buy some stationery that are kept 

at school for those learners who fail to bring stationery to school. 

 

 3T1: “The lesson plan may require me to read a certain book to the class however 

the book is not readily available at the school and learners then experience 

challenges. Some learners do not come with stationery, so I need to provide 

stationery for them, however I do communicate with their parents for them to ensure 

that the learners come with stationery”. 

 

4T2: “We have decided to buy some stationery and keep it at school for those 

learners who fail to bring their stationery because of their parents not buying them. 

The Department of Education provides some stationery but after a month or week 

they get lost”.   

 

The results imply that lack of stationery is a challenge for both teachers and learners 

as learners may be unable to perform certain tasks in the learning environment 

without these basic resources. However, there is a challenge of parents who are 

reluctant to provide their children with these basic resources even though it is 

communicated to them. Section 4.3.29 presents the aspect of availability of library 

having a positive impact on learning.      

 

4.6.3 Availability of libraries has a positive impact  

Table 4.33 presents results on how availability of libraries impact learners’ 

achievement.   
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More than half n=58 (54.2%), of teachers and principals in the study revealed that 

availability of libraries has always had a positive impact on transiting learners’ 

achievement. Only 16.8% revealed that availability of libraries has sometimes a 

positive impact; 3.7% revealed that availability of libraries never has a positive 

impact. The number of respondents to this question was 107, due to one missing 

value. 

 

Table 4.33 Availability of libraries has a positive impact  

Response Frequencies Percentage Valid Percent Cumulative 

Percent 

Never 4 3.7 3.7 3.7 

 Seldom 6 5.6 5.6 9.3 

Sometimes 18 16.7 16.8 26.2 

Often 21 19.4 19.6 45.8 

Always 58 53.7 54.2 100 

TOTAL 107 99.1 100  

Missing System 1 9   

TOTAL 108 100   

 

The results show that availability of libraries has a positive impact on transiting 

learners’ achievement. Cross-tabulations reveal significant differences in responses 

according to ages in their rating of this item (Chi-square = 29.180, p =.023, Cramer’s 

V =.261). Half (50%), of respondents between ages of 21-30 years think that 

availability of libraries often has a positive impact on transiting learners’ achievement, 

50% of respondents between ages of 41-50 years think that availability of libraries 

always has a positive impact on transiting learners’ achievement.  

 

Van Staden and Howie (2010), report that some teachers lack adequate subject 

knowledge, lack instructional materials, lack ability to handle over-crowded 

classrooms, and that unavailability of libraries and inadequate communication 

between teachers and learners have negative impacts on the reading achievement 
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of learners. Some of the teachers explained that lesson plan may require the teacher 

to read a certain book to the learners, however, this may not be possible as the book 

may not be readily available at the school, thus, learners experience challenges in 

grasping the content. Teachers further explained that there are challenges that 

learners face at home, including health challenges and lack of libraries, hence, and 

learners are unable to read and write in their home language and EFAL. 

 

3T1: “The lesson plan may require me to read a certain book to the class however 

the book is not readily available at the school and learners then experience 

challenges”. 

 

3T2: “They are unable to read and write home language and EFAL, sometimes they 

have challenges at home and health challenges and sometimes lack of libraries 

becomes a barrier to them”.  

 

The results show that lack of libraries may have a negative impact on transiting 

learners’ achievement as teachers may fail to get a certain book at school when 

teaching learners, and even learners may be unable to read and write. The other 

issue identified as a challenge in teaching learners who are transiting to Intermediate 

phase is English as a medium of instruction in the Intermediate phase. This is 

discussed in section 4.3.30. 

4.6.4 English as a medium of instruction in the Intermediate phase  

 

In Table 4.34 results on using English as a medium of instruction is presented.  

More than a quarter n=33 (30.8%), of respondents confirmed that using English as a 

medium of instruction in the Intermediate phase always causes transiting rural 

learners to experience language barriers; 29.9% of respondents showed that using 

English as a medium of instruction in the Intermediate phase sometimes causes 

language barriers; 6.5%), of respondents showed that using English as a medium of 

instruction in the Intermediate phase never makes transiting rural learners experience 
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language barriers. The number of respondents to this question was 107, due to one 

missing value. 

 

Table 4.34 English as a medium of instruction in the Intermediate phase 

Response Frequencies Percentage Valid 

Percent 

Cumulative 

Percent 

Never 7 6.5 6.5 6.5 

Seldom 7 6.5 6.5 13.1 

Sometimes 32 29.6 29.9 43.0 

Often 28 25.9 26.2 69.2 

Always 33 30.6 30.8 100 

TOTAL 107 99.1 100  

Missing System 1 9   

TOTAL 108 100   

 

These results indicate that using English as a medium of instruction causes transiting 

rural learners to experience language barriers. These results are consistent with 

others (Khosa, 2012; Emsley, 2020), who said that using English as a language of 

teaching and learning in the Intermediate phase causes many rural learners to 

experience language barriers in the classroom. Hoadley further reported that when 

learners are expected to cope with the demands of learning all their subjects through 

the medium of English, they resort to rote learning content which they do not 

understand. Some of the participants indicated that learners have a challenge of not 

understanding English as Foundation phase learners were taught in their home 

language, so the teachers read, explain, and ask questions to ensure that learners 

understand the content.  

 

The participants indicated further that in the Vhembe area, learners in the Foundation 

phase are taught subjects like Mathematics in Tshivenda whereas they are taught in 

English when they progress to higher grades; this then makes it difficult for learners 

when they transit from Grade 3 to Grade 4. The Intermediate phase uses English as 
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a medium of instruction and this is a challenge for learners progressing from Grade 

3 as they cannot read, write and speak in English. The participants emphasized that 

there are challenges faced in EFAL classes because in the Foundation phase every 

subject is taught in the home language, thus, in the Intermediate phase learners 

experience challenges in speaking, reading, and writing in English for all subjects 

except for their home language. 

 

4T2: “The learners have a problem of not understanding English, so I read with them 

and explain after and to ensure that they understand, I ask questions along the way. 

They have a problem of understanding English because they were taught in their 

home language in Foundation phase”. 

 

4T3: “In our Vhembe area you find that learners are being taught subjects such as 

Mathematics in Tshivenda whereas when they progress to senior grades they will be 

taught in English. This makes it difficult for the learners to transit from Grade 3 to 

Grade 4. In my opinion, I think it would be better if learners were taught Mathematics 

in English from the Foundation phase. Learners find it difficult to form sentences in 

simple tense, simple progressive tense and in past tense”. 

 

4P1: “The language problem is also a challenge, because if they cannot read, write 

and speak in English they struggle because in the Intermediate phase we use English 

as a medium of instruction”. 

 

3T1C: “In EFAL we experience a lot of problems because in Foundation phase every 

subject is taught in their home language, so the learners do not have good vocabulary 

and they experience difficulties in speaking, reading and writing. When they get to 

Intermediate phase, they are forced to do all subjects in English except their home 

language and this is where the challenge lies”.  

 

The results imply that using English as a medium of instruction is a challenge to those 

learners who are transiting from the Foundation phase to the Intermediate phase 

because in the Foundation phase, all subjects were taught in home language except 

English while in the Intermediate phase all subjects are taught in English except 
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Home Language. This becomes a barrier to Grade 3 learners when they transit to 

Grade 4 as they cannot read, write, and speak in English. Learners may resort to rote 

learning content which they do not understand, and this may have a negative effect 

on learners’ performance. Section 4.3.31 presents the aspect of learning through the 

mother tongue.   

 

4.6.5 Learning through the mother tongue  

 

Table 4.35 presents results on how learning through the mother tongue affects 

transiting learners. The majority n=37 (34.6%), of teachers believe that learning 

through the mother tongue always affects transiting learners’ chances of 

communication in the next class. The same percentages (26.2 %), of respondents 

believed that learning through the mother tongue sometimes and often affects 

transiting learners’ chances of communication. Only 1.9% believe that learning 

through the mother tongue never affects transiting learners’ chances of 

communication. 

 

Table 4.35 Learning through the mother tongue  

Response Frequencies Percentage Valid 

Percent 

Cumulative 

Percent 

Never 2 1.9 1.9 1.9 

Seldom 12 11.1 11.2 13.1 

Sometimes 28 25.9 26.2 39.3 

Often 28 25.9 26.2 65.4 

Always 37 34.3 34.6 100 

TOTAL 107 99.1 100  

Missing System 1 9   

TOTAL 108 100   

 



156 
 

The number of respondents for this question was 107, due to one missing value.  The 

results reveal that learning through the mother tongue always affects transiting 

learners’ chances of communication in the next class. 

 

These results are in line with Nthulana (2016), who confirm that it is difficult for 

learners in the deep rural areas of Niani in Limpopo Province to adjust from mother 

tongue (Tshivenda), to the medium of English. The researcher further indicated that 

it is also difficult for teachers to positively impact teaching through the medium of 

English to Grade 4 learners. Many learners in South Africa are taught in their mother 

tongue from Grade 1-3 and then experience a sudden transfer in the LoLT to English 

from Grade 4 onwards and this could impact negatively on the academic performance 

of learners from Grade 4 (Nel & Nel, 2012). Some of the participants indicated that in 

the deep rural areas, teachers face a challenge of learners who only understand their 

mother tongue because a considerable number of subjects are taught in their home 

language in the ECD grades.   

 

In the rural areas the English language is a challenge for learners have difficulty in 

understanding the terms that are used, thus, the teacher then introduces the use of 

dictionaries. Learners are taught all subjects in Grade 3 in their mother tongue and 

in Grade 4 learners are taught all subjects in English except for Tshivenda home 

language; this then affects the performance of the learners. Grade 4 learners have a 

challenge when speaking English and are expected to give illustrations in English; 

they cannot construct sentences in English and would rather give one-word answers. 

Learners also find it difficult to use Mathematical terms. 

 

3P1: “Firstly, we need to understand that our school in the deep rural areas and 

mostly learners experience the problem of language, which is not their mother tongue, 

so this is one of the challenges. Most of the subjects in the ECD Grades are done in 

home language”. 

 

4P2: “In the rural areas another issue is the language, and this may be a problem as 

the learners won’t understand the terms that are going to be used in the subject, so 
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we need to introduce the use of the dictionary”. Another issue is that in Grade 3 they 

would be taught all the subjects in their mother tongue except for English and in Grade 

4 all the subjects are taught in English except for their mother tongue, this affects 

their performance”. 

 

3T1: “In the Foundation phase we teach all the subjects using the learners’ mother 

tongue and when they progress to the Intermediate phase, they are only taught in 

English, so if we do not ensure that the learners have a strong foundation, they then 

experience problems in the Intermediate phase”. 

 

4T3: “Learners in Grade 4 have a challenge of speaking English because most of 

their subjects in Grade 4 are taught in English and they are expected to give us 

illustrations in English, so it becomes a problem for them to construct sentences and 

they may give you a word as an answer. In Mathematics it is very difficult for them to 

use mathematical terms”. 

 

The results suggest that in the Foundation phase learners learn all subjects in their 

mother tongue but when they transit to the Intermediate phase, they are taught all 

subjects in English, thus, learners have a challenge when they transit to the 

Intermediate phase, as they are unable to communicate in English. Learners’ lack of 

language proficiency may have a negative impact on the academic performance in 

the Intermediate phase because they may be unable to understand content taught 

through the medium of English and to communicate. Section 4.3.32 discusses 

whether parents assist their children to do homework.    

 

 4.6.6 Parents assist their children to do their homework 

 

Table 4.36 presents the results showing how parents assist their children to do 

homework when they transit to the Intermediate phase. 

 

More than a quarter n=46 (42.6%), of teachers confirmed that parents sometimes 

assist their children to do homework and to cope with Grade 4 work when they transit 
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to the Intermediate phase. Only 16.7% of teachers confirmed that parents often assist 

their children to do homework to cope with Grade 4 work; 12.0% of teachers 

confirmed that parents never assist their children to do homework to cope with Grade 

4 work. 

 

Table 4.36 Parents assist their children to do homework 

 

Response Frequencies Percentage 

Never 13 12.0 

Seldom 16 14.8 

Sometimes 46 42.6 

Often 18 16.7 

Always 15 13.9 

TOTAL 108 100 

 

These results show that majority of respondents confirmed that parents sometimes 

assist their children to do homework, to cope with Grade 4 work when they transit to 

the Intermediate phase.  

 

These results are in support of Chingos and West (2010), who reveal that some 

learners perform poorly because they lack motivation and parental support at home, 

therefore, parents should provide extra lessons and help their children to do 

homework as a way of motivating them. The challenge is that some of the learners 

fail to do their homework because there is a lack of parental support at home as most 

parents are not literate and some work far away from their homes (Graven, 2016). 

Some of the participants interviewed indicated that learners experience challenges 

in completing their homework due to not having the necessary resources in their 

homes, doing chores, and not having anyone to help them as their guardians/parents 

work till late.  
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Learners in Grade 4 require support from their parents with their homework; this is 

sometimes not possible as some of their parents are still young or still in school and 

thus do not have time to help their children. Majority of learners do not have anyone 

to assist them or encourage them to do their homework because they stay with their 

grandparents, so the teacher gives them time in the classroom to complete their work 

so that they can do corrections with the rest of the class. Some learners do not do 

their homework and indicate to their teachers that this is because, for example, their 

mothers were in hospital, or their siblings did not want to assist them, or there was 

no electricity or there was no one at home to help them; some learners do not do 

their homework because of poverty as they are looked after by their grandparents, or 

their family is headed by a child. 

 

4T2: “Some do, and some don’t. When you ask why they didn’t do their homework 

they say that they did not have a table and candle to do their homework, or their 

mother was not at home and they had to cook. Some of their families are headed by 

single parents who come home from work very late”. 

 

4P1: “The learners progressing to grade 4 need parental involvement where the 

parents will be able to help them with their homework and guide them.  Most of their 

parents are still young and some are still in school and do not have time to help these 

learners at home”. 

 

3T2: “Most of our learners stay with their grandparents, and they do not have anyone 

at home to encourage them to do their homework or anyone to assist them. So what 

we do is to give them time in classroom to complete their homework so that when we 

do corrections we do them with the entire class”. 

 

3P1: “Another challenge is learners that are neglected by their parents and are left 

with their grandparents who cannot assist them with their homework, and if the 

learner does not have any neighbour who can assist, then that learner will not be 

handing in any homework that you give”. 
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3T3: “Yes. For instance, when you give learners homework, they sometimes do not 

do it and will give explanations such as their mother was in hospital, or the sister 

doesn’t want to help them or there was no electricity or there is no one at home to 

help with the homework”. 

 

4T1: “Some of the factors are contextual factors like poverty, some learners are 

looked after by their Grannies, some are from families that are ran by Children, and 

as a result they do not do their homework because they have no one to help them at 

home”. 

 

These results confirm that most learners lack motivation and parental support at 

home to do their homework and to cope with Grade 4 work when they transit to 

Intermediate phase. Learners experience challenges in completing their homework 

because there is no one to assist them at home as most family are headed by children 

or grandparents who cannot read and write. Some parents work far from their homes, 

and they arrive very late, thus they do not have time to assist their children or motivate 

them to complete their homework. Learners, therefore, come to school without doing 

their homework and they end up performing poorly in Grade 4. The other issue 

identified as a challenge to teach learners who are transiting from Grade 3 to Grade 

4 is that learners are unable to read content with understanding. This is discussed in 

the section below: 

 

4.6.7 Learners are unable to read learning content with understanding 

 

Table 4.37 presents results on learners’ ability to read with understanding in the 

Intermediate phase.  

More than half n=59 (54.6%), of principals and teachers revealed that learners are 

sometimes able to read content with understanding when they transit to the 

Intermediate phase. Only 17.6% of respondents revealed that learners are seldom 

able to read learning content with understanding; 6.5% of respondents revealed that 
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learners are never able to read learning content with understanding. These results 

show that learners are sometimes able to read learning content with understanding.  

 

Table 4.37 Learners are able to read learning content with understanding 

Response Frequencies Percentage 

Never 7 6.5 

Seldom 19 17.6 

Sometimes 59 54.6 

Often 18 16.7 

Always 5 4.6 

TOTAL 108 100 

 

The results are in line with Chick (1996), Krause (2021), and Lachner, et al. (2021), 

who said that the lack of understanding of academic content results in chorusing and 

rhyming chanting in the classroom as a learning strategy used by both teacher and 

learners. Fisher and Frey (2013), suggest that teachers should check learners 

understanding by having them to present information with illustrations and visual 

representations. Manipulative objects help learners to gain more understanding of 

the concept they are being taught (Madihlaba, 2013). Some of the participants 

interviewed reported that the teachers cannot teacher Natural Science and since the 

learners have a challenge in understanding English, the teachers read, explain, and 

ask questions along the way to ensure that the learners understand the content that 

is being taught.  

 

For the teacher to have surety that the learners understand how to use, for example, 

verbs, the teacher asks learners to construct sentences with a subject, verb and 

object. Through this exercise the teacher identifies the learners who are struggling 

and those who are high achievers. The participants responded that the learners have 

a reading problem, and it takes them long to complete exercises and as they do not 

understand what is required of them. A challenge that learners face in the Foundation 

phase is when learners are writing exams, questions are read verbally to the learners, 



162 
 

and they answer with guidance from the teacher and when they move into the 

Intermediate phase that approach is no longer used. Learners, thus, face a challenge 

of not being able to read and write in English in the Intermediate phase whereas 

subjects are taught in English. 

 

4T2: “I read for them and ask them to read back. I do not teach language; however, I 

teach Natural Sciences. The learners have a problem of not understanding English, 

so I read with them and explain after and to ensure that they understand, I ask 

questions along the way”. 

 

4T3: “I would require learners to construct a sentence with a certain verb and the 

sentence should include a subject, verb and object. If a learner manages to construct 

that sentence with ease, then I know that the learner has an understanding of how to 

use verbs. For other learners it may be difficult to construct a sentence like that and 

that is where you get to identify learners who are good achievers and slow achievers 

then you brand them”. 

 

4P2: “Another issue is that before starting an exercise, they always write their names 

instead of writing the date. Because they also have a reading problem, it takes them 

longer to complete exercises as they do not understand the question”. 

 

3P1: “One other thing is that when the learners are writing exams, in the early grades 

the questions are read verbally to the learners, and they answer with guidance from 

the teacher. So, when they move to the Intermediate phase that approach is no longer 

used and that gets the learners frustrated”. 

 

4P1: “Some of the learners are unable to read and write and it becomes difficult for 

them to cope in the Intermediate phase. This is a very serious challenge because we 

teach our subjects in English and if these learners are unable to read it means they 

will not be able to answer the questions”. 

 

The results imply that in the Foundation phase teachers read and explain the content 

to the learners to ensure that the learners understand the content that is being taught. 
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Moreover, teachers read question papers to learners as they do not understand what 

is required of them. Learners take time to complete exercises because they are 

unable to read with understanding. As a result, learners may experience a challenge 

in reading learning content with understanding when they transit to the Intermediate 

phase. 

 

4.7   CONCLUSION 

 

In this chapter, I presented and discussed the results from both quantitative and 

qualitative data regarding the strategies for teaching learners transiting from  the 

Foundation phase to the Intermediate phase. The following results were presented 

and discussed - Teaching strategies that teachers are using to teach learners who 

are transiting from  the Foundation phase to the Intermediate phase; the extent to 

which these teaching strategies are affecting learners’ performance; challenges that 

teachers face when teaching learners who are transiting from  the Foundation phase 

to the Intermediate phase and challenges faced by learners when they are transiting 

from the Foundation phase to the Intermediate phase. Chapter 5 concludes this study 

with a list of findings, recommendations, possible future research possibilities and 

conclusion on the relations between strategies for teaching learners and successful 

transiting from the Foundation phase to the Intermediate phase. 
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CHAPTER 5 

5. SUMMARY, RECOMMENDATIONS AND CONCLUSION 

 

5.1 INTRODUCTION 

 

This study aimed to investigate strategies that teachers use to teach learners who 

are transiting from the Foundation phase to the Intermediate phase in rural areas in 

the Vhembe East District of the Limpopo Province. Understanding how teachers are 

teaching learners is crucial because it is about promoting learners’ academic 

performance. This chapter presents the summary of findings followed by 

recommendations. A conclusion is also given in this chapter. A teaching model based 

on the results of the study has been developed and is presented and discussed in 

this chapter. Section 5.2 outlines the study. 

 

5.2  OVERVIEW OF THE STUDY 

 

Chapter 1 presented the introduction, background of the study, problem statement, 

and the aim of the study which was to assess for teaching learners transiting from  

the Foundation phase to the Intermediate phase in rural areas of the Vhembe East 

District of Limpopo Province. The study aim was followed by the study objectives and 

research questions. The study employed a mixed methodology research design. The 

ethical considerations in the process of investigation and their significance were also 

outlined. Measures to ensure trustworthiness and chapter division concluded this 

chapter. 

 

Chapter 2 discussed the theoretical framework, ecological language theories in order 

to address the research problem. Operational terms that underpin this study were 

also defined. Literature reviewed focused on strategies for teaching learners 

transiting from the Foundation phase to the Intermediate phase from different views: 
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global, SADEC, South African, Provincial and Districts. Teachers’ teaching strategies 

and learners’ challenges were also reviewed. 

 

Chapter 3 presented the research design and methodology of the study. The study 

used a mixed method research design- first the quantitative data in phase one then 

followed by the qualitative data in phase two through an in-depth investigation. 

 

Chapter 4 focused on data presentation of the study and analyses of the findings. 

The quantitative results from the survey questionnaire and qualitative semi-structured 

interviews with Grade 3 and Grade 4 principals and teachers from Vhembe East 

District were presented.  

 

Chapter 5 will focus on a synthesis of the research findings and summarized the 

content represented in each chapter. The research recommendations are also 

presented and followed by the discussion of the intervention model developed.  

 

5.3  MAIN FINDINGS FROM THE STUDY 

 

From the findings of this research and the literature, majority of teachers use different 

strategies for teaching learners transiting from the Foundation phase to the 

Intermediate phase in rural areas. In addition, the findings also revealed that teachers 

and learners face some challenges when using these teaching strategies which 

hinder learners’ academic improvement. 

 Use of songs as an effective teaching strategy 

 

The empirical evidence revealed that teachers use songs as an effective teaching 

strategy to help learners who transit to the Intermediate phase to understand difficult 

aspects. Songs help learners to understand the difficult words easily if for example, 

they sing and do the actions of the song. Teachers can assist learners by 
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incorporating play and sing methods when they prepare their lessons so that the 

learners will understand what they are teaching and to avoid boredom. 

 

 Use of code-switching 

 

Teachers use code-switching to assist Grade 4 learners to understand aspects in 

subjects taught in English as the LoLT. Intermediate phase learners have limited 

capacity to comprehend lessons taught in English; in the Foundation phase they were 

taught in their home language, therefore, teachers use code-switching as a teaching 

strategy to expand or elaborate a point to make learners understand the content.  

 

 Use of group work 

 

For making the teaching effective, the teachers agreed that they use group work to 

enable learners to do practical activities in different subjects. Group work and 

classroom discussion enable learners to share information than learners working 

individually. Group work is regarded as one of the effective teaching strategies which 

impact learning-outcomes of transiting learners. Learners who are good at 

understanding the content teach the slow learners who are encouraged to participate; 

this helps the gifted learners to gain more knowledge. 

 

 Differentiated instruction 

 

The research indicates that differentiated instruction used in overcrowded 

classrooms support Grade 4 learners to academically achieve as required at that 

level. The study revealed that individual differentiation is essential in overcrowded 

classes to help the slower learners with different learning aids and materials and to 

give the talented learners extra assignment during the lessons. Teachers follow a 
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diagnostic approach in Grade 4 to identify the fast and slow learners, and then adopt 

the appropriate strategy that works for each group of learners. 

 

 Educational resources 

 

Teachers use educational resources in Grade 4 to assist learners to understand what 

is being taught. Results also showed that teachers use educational resources such 

as pictures, posters, flashcards, objects, simple games as strategies to make 

learners understand the learning content, to make their teaching interesting and 

make students interested in learning. 

 

 Peer tutoring 

 

There are some challenges faced by teachers and learners transiting from  the 

Foundation phase to the Intermediate phase. The results show that overcrowded 

classrooms in Grade 4 are not conducive for individual attention; therefore, teachers 

end up grouping learners in diverse groups in terms of their abilities for them to help 

each other. Teachers promote peer reading and teaching as some learners learn 

better when they are taught by their peers. 

 

  Competency in the subjects taught 

 

Results confirmed that teachers are sometimes not competent in the subjects they 

teach in Grade 4 which results in unsatisfactory learner performance. There are some 

concepts of science which are difficult for the teachers to teach at the Intermediate 

level. These show that teachers are not competent in the subjects they teach in Grade 

4. 
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 New ideas 

 

The data collected indicated that sometimes new ideas teachers apply in Grade 4 

classrooms positively contribute to effective teaching. The study revealed that it is 

not easy for teachers to apply new ideas in Grade 4 classrooms which can positively 

contribute to effective teaching as teachers lack knowledge and skills to apply those 

new ideas in the classrooms. 

 

 Absence of basic resources 

 

The findings from this study revealed learners’ lack of basic resources as one of the 

challenges that always affects performance in certain tasks in the classroom 

environment. There is a challenge of learners who come to school without the 

required stationery even though the requirements were communicated with the 

parents and as a result, the teachers would have to provide the stationery. The lesson 

plan for example, may require a teacher to read a certain book to the learners, 

however this is not possible as the book is not readily available at the school, thus, 

learners experience challenges in grasping the content. 

 

 Use of English as a medium of instruction 

 

The research indicated that using English as a medium of instruction in the 

Intermediate phase always causes transiting rural learners to experience language 

barriers. Learners are expected to cope with the demands of learning all their 

subjects through the medium of English which they do not understand, thus, they 

resort to rote learning of content. The Intermediate phase uses English as a medium 

of instruction and this is a challenge for learners progressing from Grade 3 as they 

cannot read, write and communicate in English because they were taught all subjects 

in their home language. 
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5.3.1 Teaching learners who are transiting from the Foundation phase to the 

Intermediate phase in rural areas of Vhembe East District 

 

This section presents strategies that teachers use to teach learners who are transiting 

from the Foundation phase to the Intermediate phase. 

 

5.3.1.1 Learner-centred pedagogy 

 

The study found that Intermediate phase teachers use learner-centred pedagogy to 

enable Grade 4 learners to participate actively in learning. Learner-centred pedagogy 

helps learners to be actively involved in their learning without expecting everything 

from their teachers, therefore, the Intermediate phase teachers should make sure 

that every learner is participating during the teaching and learning. Section 5.3.1.2 

presents that teaching phonics enables the Intermediate phase learners to read.  

 

5.3.1.2 Teach phonics to enable the Intermediate phase learners to read  

The results of the study revealed that teaching phonics enables learners in the 

Intermediate phase to read all subjects. The study found that teachers introduce 

phonics and phonemic awareness by using Foundation phase books to teach 

phonics to help Intermediate phase learners to know how to sound and blend some 

words to enables them read fluently. Teachers teach different sounds in the home 

language to enable the learners to sound well. Section 5.3.1.3 will address teachers 

giving individual attention to struggling learners. 

 

5.3.1.3 Giving individual attention to struggling learners 

 

The results of this study show that teachers give individual attention to struggling 

learners in Grade 4 to catch up with the standard performance level of the grade. It 
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was revealed that struggling learners who are failing to understand the learning 

content are identified and taught individually after school, however, it is not easy to 

give independent learning to so many learners in the classroom because learners 

have different barriers, and it will take time to assist them individually. The study 

suggests that teachers should give individual attention as a teaching strategy for 

struggling learners to cope with the Grade 4 content. Teachers may engage learners 

in different activities and create enough time for that as learners’ learning abilities are 

different so, their support should be based on their individual educational needs. 

Section 5.3.1.4 will focus on profiling learners to identify those who need individual 

attention.  

 

 5.3.1.4 Profile learners to identify those who need individual attention 

 

The study established that teachers profile learners to identify those who need 

individual attention in coping with Grade 4 subjects. Profiling learners helps when 

preparing lessons as teachers should prepare according to learners’ abilities. To 

have knowledge of learners, the Grade 3 teachers should profile learners before they 

transit to Grade 4. The study revealed that teachers need to plan before they teach 

learners to accommodate learners with different cognitive levels. Furthermore, 

teachers should profile learners To identify those who need individual attention when 

they transit to the Intermediate phase so that they can cope with Grade 4 work. 

Section 5.3.1.5 will address using of concrete materials to assist Intermediate phase 

learners. 

 

5.3.1.5 Concrete materials to assist Intermediate phase learners 

 

This study observed that teachers use concrete materials to assist Intermediate 

phase learners to transit to a higher level of learning. Teachers use concrete objects 

like hands and pencils for counting when they teach learners Mathematics because 

it makes it easier for them to understand how to count. Teachers use concrete objects 
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when teaching fractions and measurements because learners learn better when they 

see and touch the objects. The results of this study show that Intermediate phase 

teachers fail to use concrete objects; this becomes a challenge to Grade 4 learners 

as they cannot transit to a higher level of learning. The results of this study indicated 

that using concrete objects is a teaching strategy that helps the Intermediate phase 

learners to gain more understanding of concepts because learners learn better when 

they manipulate objects. Both Intermediate phase and Foundation phase teachers 

should use concrete objects when teaching because learners cannot forget what they 

saw and touched. The use of concrete objects for learners’ manipulation creates an 

environment conducive for learning both in the Foundation and Intermediate phases. 

In the following section, I will discuss the extent to which teaching strategies used to 

teach learners in rural schools transiting from the Foundation phase to the 

Intermediate phase affect learner performance.   

 

5.3.2  To find out the extent to which teaching strategies used to teach 

learners in rural schools transiting from the Foundation phase to the 

Intermediate phase affect learner performance 

This section presents the findings on the extent to which teaching strategies affect 

learners’ performance.  

 

5.3.2.1 Teachers give constructive feedback 

The results showed that teachers give constructive feedback to transiting 

Intermediate phase learners which motivate them to do well. Learners are asked to 

leave the classroom as punishment for not completing their homework because 

corporal punishment is abolished. Learners are then given verbal warnings and 

required to complete their homework in class for them to do corrections with the rest 

of the class. Teachers ensure that learners feel comfortable in class by encouraging 

and motivating them to give answers in class, even those who cannot give the correct 

answer are encouraged to keep on trying. The results imply that constructive 

feedback motivates and encourages Intermediate phase learners to feel free in the 
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classroom. Constructive feedback creates positive learning environment where even 

learners who cannot do the work are encouraged to work hard. Section 5.3.2.2 will 

address linking Grade 3 content with that of Grade 4. 

 

5.3.2.2 Linking Grade 3 content with that of Grade 4 

 

The study found that teachers link Grade 3 content with the Grade 4 to assist learners 

to know the current content. Learners understand the concept that is being taught 

better when objects that they are familiar with are used, therefore, it is suggested that 

when teachers link the content of the previous grade with the current grade’s, it 

assists transiting learners to understand the content of the current grade better 

because if the content is familiar, it is easier for them to grasp it. Section 5.3.2.3 will 

present the aspect of giving homework to help learners manage tasks independently.  

 

5.3.2.3 Homework helps to manage tasks independently 

 

The results of this study showed that teachers give transiting learners some 

homework to help them to manage their tasks independently. Teachers give learners 

homework to determine whether they understand what has been taught. The learners 

are also advised to complete the homework on their own and if they do not 

understand what is required of them, they are allowed to ask the teachers before they 

go home so that they can manage tasks independently. The results suggested that 

teachers should give learners homework so that they can show if they understood 

the content, to gain skills to manage tasks independently and to work at their own 

pace. In addition, teachers in the Intermediate phase use classwork and homework 

as strategies to assess learners’ skills and knowledge; as a result, learners’ 

performance is supported. Section 5.3.2.4 will address the use of peer tutoring in 

Grade 4 class. 
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 5.3.2.4 Peer tutoring in Grade 4 class 

The study found that teachers use peer tutoring in Grade 4 class where less-abled 

learners are helped by an abled learner to learn better. Peer tutoring is an effective 

instructional intervention strategy because some learners learn and talk more freely 

to the peers than with their teachers. Teachers encourage learners to continue 

learning when they are outside using the chalk boards placed outside the classroom. 

Some learners grasp content easily when they are taught by their peers, and this 

strategy works well for them. Strong learners are paired with less-abled ones 

because the latter will be compelled to answer their peers. In addition, in an 

overcrowded class, teachers group learners in diverse groups in terms of their 

abilities for them to help each other. The results, therefore, suggest that teachers 

should group learners according to their abilities to allow peer tutoring so that the 

abled learner could assist the less-abled ones to understand the content.  Peer 

tutoring is an effective teaching strategy because the less-abled learners learn better 

when they are with their peers, hence the able learners gain more knowledge when 

they teach their peers. Section 5.3.2.5 will discuss clarification of concepts when 

teaching different content. 

 

5.3.2.5 Concepts clarification when teaching different content 

 

The study confirmed that teachers clarify concepts when teaching different content 

in the Intermediate phase to enable learners to understand the concepts. They often 

switch codes to clarify subject matter, to elaborate concepts and to encourage 

learners to participate. The results indicated that learners do not fully understand 

English as the language of teaching and learning therefore, during lessons, teachers 

read and explain the content to the learners for them to understand. The study found 

that in the Foundation phase, learners used to work all day with one teacher, so when 

they transit to the Intermediate phase, it takes time for them to grasp the content. 

Teachers, therefore, use more time to explain the concepts for learners to have a 

better understanding of the subject. The findings imply that concept clarification is 

important when learners transit to Intermediate phase to enable the learners to 



174 
 

understand the content because most of them do not understand English as 

language of teaching and learning, so they need a lot of explaining until they grasp 

the learning content. In the next section, I will discuss challenges teachers face in 

teaching learners transiting from the Foundation phase to the Intermediate phase. 

 

5.3.3  To investigate challenges teachers face in teaching learners transiting 

from the Foundation phase to the Intermediate phase in rural areas of 

the Vhembe East District 

 

This section outlines challenges faced by teachers when teaching learners transiting 

to the Intermediate phase. 

 

5.3.3.1 Plan lessons that accommodate slow learners 

 

The results confirmed that teachers always plan lessons that accommodate slow 

learners transiting to Grade 4. The results indicated that teachers face a challenge of 

learners who are too slow to understand the subject matter; hence, teachers must 

spend more time than required on subject matters for the majority of the learners to 

get an understanding of the content. Teachers follow a learner-centered approach 

for learners to understand the content and if the approach is not working, they try a 

different approach that can accommodate all learners for all learners to be well 

prepared for the next grade. The findings from the study also revealed that most of 

them do not plan lessons that accommodate slow learners, they plan for records 

keeping. Most of teachers are concerned about curriculum coverage, and this may 

result in the slow learners being left behind, therefore, there may be a content gap 

when learners transit to Grade 4. Section 5.3.3.2 presents the aspect of explaining 

the content to learners with learning problems.    
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5.3.3.2   Explaining the content to learners with learning problems 

 

The study showed that teachers always explain the content to Intermediate phase 

learners with learning problems until they understand because they face a challenge 

of learners who do not understand English since in the Foundation phase learners 

are taught in their home language. To ensure that the learners understand the 

content, teachers read with learners, explain what has been read and ask questions. 

The results further revealed that teachers are compelled to extensively explain the 

content to the learners so that they may understand during teaching and learning. 

Section 5.3.3.3 discusses lack of management skills preventing the completion of the 

curriculum.    

 

5.3.3.3 Lack of time management skills to enable the covering of the curriculum 

 

The study showed that teachers’ lack of time management skills to cover the 

curriculum never has a positive impact on learners’ transition to Intermediate phase. 

The results confirmed that it is a challenge to complete the curriculum on time in 

Grade 4 due to learners not being able to cope within the timeframe they are required 

to absorb the knowledge. The solution to the challenge is to employ extra time or 

remedial time to cover the curriculum on time. There is also a challenge of not 

completing the syllabus as the learners are not yet equipped to learn at the pace 

required in Grade 4. Teachers, therefore, need to employ extra time to teach the 

learners. Teachers make it a priority for the curriculum to be covered by grouping 

learners who attend intervention classes with the rest of the class to ensure that they 

catch up; they give the learners classwork and homework every day. The findings 

indicate that there is a challenge of some of the learners not completing the 

curriculum as they had fallen behind. The teachers group them and give them work 

according to their abilities; those who are behind do not cover the curriculum and one 

of the causes for this is that the class is overcrowded with about 80 learners. To cover 

the curriculum, teachers need to provide extra time with the learners.  
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Teachers employ strategies that encourage learners to participate, however, the 

content is a lot and there is a challenge with learners who do not fully understand 

English as a language of learning and teaching; this makes it difficult for them to 

grasp the content, so they may not cover the curriculum. These results suggest that 

it is not easy to cover the curriculum because teachers lack time management skills 

which have a negative impact on learners’ transition to Intermediate phase. There 

are challenges with learners’ English proficiency which hinders learners from 

grasping the content, which is to be learnt in a short space of time and in over-

crowded classrooms. Teachers need extra time with learners, and they need to group 

them according to their abilities when teaching to cover the curriculum. Section 

5.3.3.4 addresses parents’ reactions to invitations to come and discuss their 

children’s difficulties. 

 

5.3.3.4 Parents’ reactions to invitation to come and discuss their 

children’s difficult 

 

Teachers always invite parents to discuss their children’s difficulties in learning for 

the former to stay engaged with their children learning when learners transit to 

Intermediate phase.  The results confirmed, however, that some parents are not fully 

committed to the learning development of their children and when they are asked to 

attend meetings for the discussion of the learner’s performance, they indicate that 

teachers need to do their job, as a result some learners become discouraged. 

Teachers make constant contact with the parents to discuss the challenges that the 

learner is facing, and if possible, the parents are asked to attend a meeting at the 

school to discuss these challenges. There are challenges with parents who work far 

from home and those who are busy at work during the day and as a result, the 

meeting to discuss the learners’ challenges cannot be held. In addition, if learners do 

not complete their homework or improve, a letter is sent to the parents, through the 

principal’s office for the parents to attend a meeting to discuss issues. Some parents 

do not cooperate and expect teachers to find a solution on their own for this 
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challenge. Sometimes teachers identify challenges that learners face and report them 

to the DH who then initiates contact with the parents.  

 

A discussion regarding the children’s learning barrier is held with the parents to come 

up with solutions. This initiative works for parents who are positive, but it is still a 

challenge for parents who are reluctant. The study found out that when teachers 

invite parents to discuss about their children performance when they transit to the 

Intermediate phase, teachers encounter challenge with parents who are reluctant to 

attend these meetings. Lack of parental support has a negative impact on learners 

with learning barriers; they become discouraged, and it hinders them from 

progressing. Section 5.3.3.5 focuses on how learner absenteeism affects teachers’ 

quality of teaching. 

 

5.3.3.5 Learner absenteeism affects teachers’ quality of teaching 

The results confirmed that learner absenteeism always affects teachers’ ability to 

expose learners to the full curriculum in Grade 4 as learners miss out on the content 

taught on that day. The teachers try to identify the reasons for being absent to 

improve learners’ level of attendance. The results show learner absenteeism as a 

challenge as teachers are compelled to repeat the lessons when the learners come 

to school. The study also revealed that learners’ absenteeism is caused by lack of 

good parent-teacher relationship, and this has negative effects on learner 

performance as they are not exposed to the full curriculum. The following section 

discusses challenges faced by learners transiting from the Foundation phase to the 

Intermediate phase.  

5.3.4  To explore challenges faced by learners transiting from the Foundation 

phase to the Intermediate phase in rural areas of the Vhembe East 

District. 

 

This section outlines the challenges faced by learners when they transit to the 

Intermediate phase. 
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5.3.4.1 Lack of supportive family structures 

 

The results indicated that lack of supportive family structures does not have a positive 

impact on learners’ ability to perform in Grade 4. The principals engage with parents 

and the learners who come from child-headed families to resolve any challenges that 

the learners and their siblings may be facing at school. Engaging with some parents 

can be a challenge as some parents expect the teachers to resolve all concerns that 

the learners are facing. Teachers, thus, face a challenge of not having parental 

support in the poor communities as they do not support their children and when asked 

to buy educational materials for the learners, it takes time for them to do so. The 

school’s governing bodies engage with the parents to encourage them to be involved 

in the learning development of their children by attending meetings at the school to 

discuss challenges faced by learners. Family issues are apparent as some parents 

come to the meeting drunk as they spend their children’s grant money to gamble and 

buy alcoholic drinks. The findings of this study confirm that there are challenges in 

involving parents in the education of their children as most family are headed by 

children or parents who are not ready to get involved in their children’s education. 

They expect teachers to resolve all the challenges that the learners are facing at 

school. Lack of supportive family structures has a negative impact on learners’ ability 

to perform in Grade 4. Section 5.3.4.2 presents availability of libraries as having a 

positive impact.  

 

5.3.4.2 Availability of libraries has a positive impact  

 

Results showed that availability of libraries always has a positive impact on transiting 

learners’ achievement, however, some teachers lack adequate subject knowledge, 

lack instructional materials and unavailability of libraries all have negative impacts on 

the reading achievement of learners. Lesson plan may require the teacher to read a 

certain book to the learners however, this is not possible if the book is not readily 

available at the school, thus, learners encounter challenges in grasping the content.  

The results further showed that lack of libraries has a negative impact on transiting 
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learners’ achievement as teachers may fail to get a certain book at school when 

teaching learners, and even learners may be unable to read and write. Section 

5.3.4.3 presents whether parents assist their learners to do their homework. 

 

5.3.4.3 Parents assist their children to do homework 

 

The results confirmed that parents sometimes assist their children to do homework 

and to cope with Grade 4 work when they transit to the Intermediate phase. The study 

further indicated that most learners experience challenges in completing their 

homework due to not having the necessary resources in their homes, having to do 

chores, and not having anyone to help them as their guardians/parents work till late. 

Learners in Grade 4 require support from their parents with their homework; this is 

sometimes not possible as some of their parents are still young and still in school, 

thus, do not have time to help their children. As a result, teachers give them time in 

the classroom to complete their work so that they can do corrections with the rest of 

the class. Some learners do not do their homework because of poverty; they are 

looked after by their grandparents, or their families which are headed by a child. 

Learners, hence, come to school without doing their homework and they end up 

performing poorly in Grade 4 because they lack motivation and parental support to 

cope with Grade 4 work, when they transit to the Intermediate phase.  Section 5.3.4.4 

will discuss whether learners are able to read content with understanding.  

 

5.3.4.4 Learners can read learning content with understanding 

 

The results of the study reported that since the learners have a challenge with 

understanding English, the teachers read, explain, and ask questions along the way 

to ensure that the learners understand the content that is being taught. For the 

teacher to have surety that the learners have an understanding for example, of how 

to use verbs, the teacher asks learners to construct sentences with a subject, verb, 

and object. Through this exercise the teacher identifies the learners who are 
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struggling and those who are higher achievers. The study further found that it takes 

long for learners to complete exercises as they do not understand what is required of 

them.  

 

A challenge that learners face is that in the Foundation phase, when learners are 

writing exams, questions are read verbally to them, and they answer with guidance 

from the teachers but when they move into the Intermediate phase that approach is 

no longer used. Learners face a challenge of not being able to read and write in 

English in the Intermediate phase whereas subjects are taught in English.  

These results imply that in the Foundation phase teachers read and explain the 

content to the learners to ensure that they understand the content that is being taught. 

Teachers read question papers to learners as they do not understand what is 

required of them and learners take time to complete exercises because they are 

unable to read with understanding. Learners, thus, may face challenges in reading 

content with understanding when they transit to the Intermediate phase. It is 

important that learners should be introduced to English as LoLT from Grade 3 to 

prepare for their transition to Grade 4. It is crucial for the Intermediate phase learners 

to enhance critical thinking and literacy skills from Grade 3 before they are introduced 

to English as LoLT. Section 5.3.4.5 will focus on learning through the mother tongue. 

 

5.3.4.5 Learning through the mother tongue 

 

The results of the study indicated that learning through the mother tongue always 

affects transiting learners’ chances of communication in the next class. The study 

further indicated that in the deep rural areas, teachers face a challenge of learners 

who only understand their mother tongue and most of the subjects are taught in their 

home language in the ECD grades. In the rural areas the English language is a 

challenge and learners have difficulty in understanding the terms that are used, thus, 

the teacher then introduced the use of dictionaries. Learners are taught all subjects 

in Grade 3 in their mother tongue and when they transit to Grade 4, learners are 

taught all subjects in English except for Tshivenda home language; this then affects 
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the performance of the learners. The Grade 4 learners have a challenge when 

speaking English and expected to give illustrations in English, however, when they 

cannot construct sentences in English, they would rather give one-word answers. 

Learners also find it difficult to use Mathematical terms.  

 

In the Foundation phase learners learn all subjects in their mother tongue, yet they 

are taught all subjects in English when they transit to the Intermediate phase. This 

creates a challenge for them as they are unable to communicate in English. Learners’ 

lack of language proficiency may have a negative impact on their academic 

performance in the Intermediate phase because they may be unable to understand 

content taught through the medium of English and to communicate. Learners may 

perform poorly in activities and tasks due to lack proficiency in English language 

because language skills enhance academic performance. 

 

5.4 SYNTHESIS OF THE RESEARCH 

 

The research sought to investigate strategies that teachers are using to teach 

learners who are transiting from the Foundation phase to the Intermediate phase. 

The study found that teachers are using different forms of teaching strategies for 

learners who are transiting from the Foundation phase to the Intermediate phase in 

the Vhembe East District. Teachers use learner-centred pedagogy to enable Grade 

4 learners to participate actively in learning. In all lessons, learners are expected to 

participate and if the learners are not responding the teacher changes teaching 

strategies to accommodate every learner. 

 

Teachers profile learners to identify those who need individual attention and to 

accommodate learners with different cognitive levels when they transit to the 

Intermediate phase so that they can cope with Grade 4 work. The research also 

revealed that teachers link Grade 3 content with those of Grade 4 to assist learners 

to know the current content. Teachers have a challenge in teaching learners who do 

not understand English as the language of teaching and learning when they transit 



182 
 

from the Foundation phase to the Intermediate phase, hence, teachers are compelled 

to explain the content to the learners so that they may understand the lessons. In the 

next section, I will present the recommendations from the study. 

 

5.5 RECOMMENDATIONS 

 

In this section, I will outline some recommendations regarding teaching strategies 

that teachers must use to teach learners who are transiting from the Foundation 

phase to the Intermediate phase in rural primary schools of the Vhembe East District. 

 

Differentiation Instruction should be applied in overcrowded classrooms to ensure 

that the content is best communicated to the learners according to their diverse 

background to support Grade 4 learners to achieve academically. 

 

Both Foundation phase and Intermediate phase teachers should use learner-centred 

pedagogy to make sure that every learner is participating actively during teaching 

and learning. This will help learners to be involved in the lesson without expecting 

everything from their teachers. The Grade 3 teachers should profile learners based 

on their performance in different subjects before they transit to the Intermediate 

phase so that they can cope with Grade 4 subjects’ activities. Profiling learners helps 

when preparing lessons for learners because teachers should prepare according to 

learners’ abilities and to identify those who need individual attention. 

 

When teachers link the content of the previous grade with the current grade, it assists 

transiting learners to understand the content of the current grade better because if 

the content is familiar, it is easier for them to grasp. Teachers, thus, should link Grade 

3 content with the Grade 4 to assist learners to know the current content. 

 

Teachers must give transiting learners some homework to help them to manage 

tasks independently. Learners are given homework to determine whether they 

understand what has been taught and to work at their own pace. The strategy of 
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giving homework daily is a way of supporting learner performance. Teachers must 

give constructive feedback to transiting Intermediate phase learners to motivate them 

to do well. Positive messages always provide constructive feedback that encourage 

and support the learners to work hard. Constructive feedback makes the teaching 

effective and creates a positive learning environment where even learners who 

cannot do the work can be encouraged to work hard. 

 

Teachers should plan lessons that accommodate slow learners transiting to Grade 

4.  Most of teachers do not plan lessons that accommodate slow learners; they plan 

for the sake of records keeping. Teachers are concerned about curriculum coverage, 

and this may result in the slow learners being left behind, hence, there might be a 

content gap when learners transit to Grade 4. 

 

Teachers have a challenge of teaching learners who do not understand English as a 

language of teaching and learning when they transit from the Foundation phase to 

the Intermediate phase. Teachers must explain the content to learners with learning 

problems in the Intermediate phase until they understand because learners with 

learning problems need re-enforcement until they understand. 

 

Lack of supportive family structures has negative impact on learners’ ability to 

perform in Grade 4, therefore, School Governing Bodies need to engage with the 

parents to encourage them to be involved in the learning development of the learners 

by attending parents’ meetings to discuss challenges faced by their children. 

Availability of libraries has a positive impact on transiting learners’ achievement; 

therefore, School Management Teams and School Governing Bodies must ensure 

that there are libraries at schools to improve the reading and learning achievement 

of learners. Lesson plans require the teacher to read different books, however, if the 

books are not readily available at school, learners experience challenges in grasping 

the content; teachers must plan according to learners’ abilities. Teachers should be 

creative enough to improvise their own educational resources to enable the 
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Intermediate phase learners to understand what is being taught, since there is a 

shortage of resources. 

 

5.6 CONTRIBUTION TO THE BODY OF KNOWLEDGE 

 

The study contributes to the body of knowledge regarding teaching strategies that 

rural primary teachers are using and to what effect. Based on the results of this study, 

a model is proposed showing strategies for teaching learners transiting from the 

Foundation phase to the Intermediate phase in the Vhembe East District of Limpopo.  

 

Figure 5.10.1 presents the proposed Muthivhi model of teaching strategies for 

learners who are transiting from the Foundation phase to the Intermediate phase in 

rural schools.  

 

 

Figure: 5.6.1 Muthivhi’s model for strategies for teaching learners 
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5.6.1.1 The use of songs in teaching difficult aspects 

 

Teachers should use songs as an effective teaching strategy to help learners who 

have transited to the Intermediate phase to understand difficult aspects. It was 

revealed that when learners transit to Grade 4 they lack language proficiency of 

English as a language of teaching and learning, thus, they end up under-performing 

as they are taught all the five subjects in English, which is not their home language. 

Songs develop a positive learning atmosphere because children love to sing and 

songs help them to learn difficult concepts and language, in a fun and dynamic ways. 

Songs motivate learners to be creative, imaginative, and eager to learn and succeed. 

They also serve as a good source of pronunciation, a practice of listening skills and 

vocabulary enrichment which are important for the Intermediate phase learners. 

Learners are motivated to participate more actively and become more engaged in the 

lesson when songs are employed. Furthermore, teachers should also use content-

rich music to build learners’ conceptual understanding of different aspects.  

5.6.1.2 Teach Phonics 

 

Teachers should teach phonics to enable learners in the Intermediate phase to read 

in all subjects because most of the learners fail to read when they transit to Grade 4. 

Teachers read class activities and question papers to learners because they are 

unable to read. Phonics is regarded as one of the most powerful tools in improving 

learners’ pronunciation so that learners know how to pronounce unfamiliar printed 

word and understand it. Phonics has also an impact on the development of learners’ 

vocabulary, spelling and reading to ensure that learners understand information that 

is contained in academic reading.  

 

5.6.1.3 Peer tutoring in Grade 4 class 

 

 Peer tutoring is an effective instructional intervention strategy because some 

learners learn and talk more freely to their peers than with their teachers. Peer 
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tutoring is where one learner imparts knowledge to the other, thereby, learners help 

each other and learn from each other. Teachers should use peer tutoring in Grade 4 

class where a less-abled learner is helped by an abled learner to learn better. This is 

where the teacher organizes cooperative working pairs in areas learners do not 

understand. Peer tutoring helps learners feel free to express their own opinions; it 

increases academic achievement for low-achieving learners.  Peer tutoring is the 

most effective instructional strategy for learners who are transiting to the Intermediate 

phase because the process can help them to perform significantly better, therefore 

the techniques should be incorporated in teaching Grade 4 learners as a 

supplementary and supportive instructional technique. 

  

5.7 CONCLUSION 

 

Guided by the pragmatic paradigm, research into strategies for teaching learners 

transiting from the Foundation phase to the Intermediate phase in rural primary 

schools was conducted. In chapter one, the problem was stated, and the aim and 

objectives of the study were also outlined. The literature of this study about teachers’ 

teaching strategies was reviewed globally and locally. The findings indicated that 

teachers are using different teaching strategies for learners transiting from the 

Foundation phase to the Intermediate phase. A model was developed, and if applied, 

it may assist in strategies that teachers can use to teach learners who are transiting 

from the Foundation phase to the Intermediate phase in rural primary schools. In 

conclusion, I can say that the study accomplished its stated aims and answered all 

the research questions specified in chapter one. 
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ANNEXURE A: CONSENT FORM   

 

ANNEXURE A: PARTICIPANT INFORMED CONSENT DECLARATION 

 

INFORMED CONSENT DECLARATION 
(Participant) 

 

 

Project Title: Strategies for teaching learners transiting from Foundation phase to 

Intermediate phase in rural areas of Vhembe East District of Limpopo Province 

(M J Muthivhi),   from the Department of Educational Foundations and 

Management, University of Zululand. 

 

The nature and the purpose of the research project and of this informed consent declaration 

have been explained to me in a language that I understand. 

 

I am aware that: 

 

1. The purpose of the research project is aimed at investigating teachers’ strategies of 

teaching learners transiting from Foundation phase to Intermediate phase in Vhembe 

East District, Limpopo. 

 

2. The University of Zululand has given ethical clearance to this research project and I 

have seen/ may request to see the clearance certificate. By participating in this 

research project I will be contribution to the body of knowledge on teachers’ strategies 

of teaching learners transiting from Foundation phase to Intermediate phase in 

Vhembe East District, Limpopo. 

 

3. I will participate in the project by completing a questionnaire and by answering 

questions during interview. 

 

4. My participation is entirely voluntary and should I at any stage wish to withdraw from 

participating further, I may do so without any negative consequences. 

 

5. I will not be compensated for participating in the research, but my out-of-pocket 

expenses will be reimbursed. 

 

6. There may be risks associated with my participation in the project. I am aware that  

 

a. The following risks are associated with my participation: (None) 

b. The following steps have been taken to prevent the risks: No name will be 

written on the questionnaire.  



229 
 

c. There is a 0% chance of the risk materializing. 

 

7. The researcher intends publishing the research results in the form of journal articles. 

However, confidentiality and anonymity of records will be maintained and that my 

name and identity will not be revealed to anyone who has not been involved in the 

conduct of the research. 

 

8. I will receive feedback in the form of results regarding the results obtained during the 

study.  

 

9. Any further questions that I might have concerning the research or my participation 

will be answered by Mashudu Julia Muthivhi (0716070071). 

 

10. By signing this informed consent declaration, I am not waiving any legal claims, rights 

or remedies.  

 

11. A copy of this informed consent declaration will be given to me, and the original will 

be kept on record. 

 

 

I, ………………………………………………………………………….. have read the above 

information / confirm that the above information has been explained to me in a language that 

I understand and I am aware of this document’s contents. I have asked all questions that I 

wished to ask and these have been answered to my satisfaction. I fully understand what is 

expected of me during the research.  

 

I have not been pressurised in any way and I voluntarily agree to participate in the above-

mentioned project. 

 

 

………………………………….   ………………………………….  

Participant’s signature    Date  
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ANNEXURE B: QUESTIONNAIRE 

 

 

TEACHING LEARNERS TRANSITING FROM FOUNDATION PHASE TO 

INTERMEDIATE PHASE QUESTIONNAIRE 

 

The purpose of this study is to explore strategies teachers are using to teach learners who 
are transiting from the Foundation phase to Intermediate phase in rural primary schools. 
SECTION A: 

For each of the following items, indicate what applies to you by making a mark in the 

appropriate box: 

1. Gender 

Female 1 

Male 2 

 

2. Age 

21-30 years 1 

31-40 years 2 

41-50 years 3 

51-60 years 4 

61 years and older 5 

 

3. Highest academic qualifications 

Standard 10 (Grade 12) 1 

First Degree 2 

B.Ed. or Honours’ Degree 3 

Masters’ Degree 4 

Doctoral Degree 5 

 

4. Teaching experience in years 

0-10 years 1 

11-20 years 2 

21-30 years 3 

31-40 years 4 

41 years and more 5 

 

SECTION B: 

To what extent do you Agree or Disagree with each of the following statements regarding 

how teachers are teaching learners transiting from Foundation phase to Intermediate phase 

in rural areas? 
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5. I use songs to help transiting Intermediate phase learners to 

understand difficult aspects in subjects they are doing.  
1 2 3 4 5 

6. I use learner-centred pedagogy to enable Grade 4 learners to 

participate actively in learning. 
1 2 3 4 5 

7. I use Code-switching to assist Grade 4 learners to understand 

aspects in subjects taught in English for them to use it as a 

LoLT. 

1 2 3 4 5 

8. I teach phonics to enable the Intermediate phase learners to be 

able to read in all subjects 
1 2 3 4 5 

9. I use group work to enable Grade 4 learners to do practical 

activities in different subjects.  
1 2 3 4 5 

10. I give individual attention to struggling learners in Grade 4 to 

catch up with the standard performance level of the grade. 
1 2 3 4 5 

11. I use common topics to teach different subjects in multi-grade 

classrooms.  
1 2 3 4 5 

12. I choose methods that support memorisation to assist 

transiting learners to master different aspects in each subject. 
1 2 3 4 5 

13. I use concrete materials to assist Intermediate phase learners 

to transit to a higher level of learning. 
1 2 3 4 5 

14. I profile learners to identify those who need individual attention 

in coping with Grade 4 subjects activities 
1 2 3 4 5 

15. I use drilling method in the Intermediate phase to enable 

leaners to understand aspects of subjects they are learning. 
1 2 3 4 5 

16. Differentiation instruction used in overcrowded classrooms 

support Grade 4 learners to academically achieve as 

required in that level.  

1 2 3 4 5 

17. I link the Grade 3 content with the Grade 4 to assist learners 

to know the current content. 
1 2 3 4 5 

18. I give transiting learners some homework to help them to 
manage tasks independently. 

1 2 3 4 5 
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19. I use peer tutoring in Grade 4 class where   a less able 
learner is helped by an able learner to learn better. 

  
1 2 3 4 5 

20. I Clarify concepts when teaching different content in the 

Intermediate phase to enable learners to understand the 

concepts. 

1 2 3 4 5 

21. Teachers give constructive feedback to transiting 
Intermediate phase learners which motivates them to do 
well. 

1 2 3 4 5 

22. I use educational resources in Grade 4 to assist learners to 
understand what is being taught.  

1 2 3 4 5 

 

For each of the statement below, indicate by making a mark in the box that applies to you 

regarding the challenges faced by teachers and learners transiting from Foundation phase 

to Intermediate phase: 
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 23. Overcrowded classrooms in transiting Grade 4 learners 

are conducive for individual attention by teachers. 
1 2 3 4 5 

24. Teachers are competent in the subjects they teach in 

Grade 4 which result in satisfactory learner performance.  
1 2 3 4 5 

25. New ideas teachers apply in the Grade 4 classrooms 

positively contribute to effective learning.    
1 2 3 4 5 

26. I can plan lessons that accommodate slow learners 

transiting to Grade 4. 
1 2 3 4 5 

27. I can explain the content to learners with learning problems 

in the Intermediate phase until they understand. 
1 2 3 4 5 

28. Learner absenteeism affects teachers’ quality of teaching 

to expose learners to full curriculum in Grade 4. 
1 2 3 4 5 
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29. I invite parents to discuss their children difficulties in 

learning for them to stay engaged with their children 

learning when learners transit to Intermediate phase. 

1 2 3 4 5 

30. Lack of time management skills to cover the curriculum has 

a positive impact on learners’ transition to Intermediate 

phase. 

1 2 3 4 5 

31. Lack of supportive family structures has positive impact on 

learners’ ability to perform in Grade 4.  
1 2 3 4 5 

32. Learners’ absence of basic resources affects them to 

perform certain tasks during learning in the classroom 

environment. 

1 2 3 4 5 

33. Availability of libraries has a positive impact on transiting 

learners’ achievement.    
1 2 3 4 5 

34. Using English as a medium of instruction in the 

Intermediate phase makes transiting rural learners 

experience language barriers. 

1 2 3 4 5 

35. Learning through the mother tongue affects transiting 

learners’ chances of communication in the next class. 
1 2 3 4 5 

36. Parents assist their children to do homework to cope with 

Grade 4 work when they transit to Intermediate phase.  
1 2 3 4 5 

37. Learners are able to read learning content with 

understanding when they transit to Intermediate phase.  
1 2 3 4 5 
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ANNEXURE C: INTERVIEW SCHEDULE 

 

 

INTERVIEW SCHEDULE: TEACHING LEARNERS TRANSITING FROM 

FOUNDATION PHASE TO INTERMEDIATE PHASE IN RURAL AREAS 

 

 

INTERVIEW SCHEDULE 

 

INTRODUCTION 

 

I am Mashudu Julia Muthivhi, a doctoral student at the University of Zululand. I 

would like your permission to administer this interview. I am researching about this 

title: STRATEGIES FOR TEACHING LEARNERS TRANSITING FROM 

FOUNDATION PHASE TO INTERMEDIATE PHASE IN RURAL AREAS OF 

VHEMBE EAST DISTRICT OF LIMPOPO PROVINCE. 

The information you give in this interview will be treated with confidentiality and your 

name will not be mentioned in the study. You are free as an individual to participate 

voluntarily. 

 

SECTION A: Biographical data 

 

1.  Which Phase are you teaching?......................... 

2. For how long have you been teaching that Phase?..................... 

 

1. How are teachers teaching learners who are transiting from Foundation 

phase to Intermediate phase in rural areas of Vhembe East District? 

● How do you create teaching and learning environment for your class?  

 How do you support struggling learners in your classroom?  
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2. What are the challenges facing teachers who are teaching learners transiting 

from Foundation phase to Intermediate phase in rural areas of Vhembe? 

 

 What are the challenges of teaching learners who are transiting to 

Intermediate phase? 

 How do you deal with those challenges?   

 

3. To what extent are the teaching strategies affecting learners’ performance 

transiting from Foundation phase to Intermediate phase? 

  

 What teaching strategies do you use to improve learners performance in 

your class? 

 Are there constraints that you encounter when you use those teaching 

strategies? 

 How do you deal with such constraints? 

 

4. What are the challenges facing learners transiting from the Foundation 

phase to the Intermediate phase in rural areas of Vhembe East District? 

 

 What are the main challenges faced by learners transiting from 

Foundation phase to Intermediate phase? 

 How do you address those challenges? 

 

 

 

 

 

ANNEXURE D: LETTERS FOR PERMISSION TO CONDUCT RESEARCH 
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ANNEXTURE E: PERMISSION FROM DISTRICT 
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ANNEXURE F: ETHICAL CLEARANCE 

 
 


