
135 
 

© The Authors 
This work is licensed under a Creative Commons Attribution-NonCommercial-NoDerivatives 4.0 
International License (CC BY-NC-ND 4.0). 

International Journal of Learning, Teaching and Educational Research 
Vol. 25, No. 5, pp. 135-154, May 2026 
https://doi.org/10.26803/ijlter.25.5.7 
Received Feb 16, 2026; Revised Apr 20, 2026; Accepted Apr 22, 2026 
 
 

Language Barriers Affecting Grade 4  
Learners’ Academic Progress 

 

Samkeliso Mkhize*  and Makwalete Johanna Malatji  
University of South Africa 

South Africa, Pretoria 
 
 

Abstract. The present study investigated how language barriers impede 
academic achievement in English First Additional Language (EFAL) 
during the transition from Grade 3 to Grade 4. These barriers hinder 
teaching and learning in the Grade 4 classroom, resulting in poor 
academic performance. Consequently, this study addressed language 
barriers through targeted strategies, including early intervention 
programmes, teacher training, and bilingual education models. The 
research was guided by the Simple View of Reading Framework, which 
examined foundational literacy components such as phonics, fluency, 
vocabulary, and comprehension. A qualitative case study design was 
employed, with data collected from 12 participants. Findings revealed 
that learners often enter Grade 4 with underdeveloped EFAL skills, 
exacerbated by limited exposure to English in the Foundation Phase and 
a sudden transition to English-only instruction. Teachers reported 
difficulties in bridging the linguistic gap, citing issues such as inadequate 
training, a lack of learner support materials, and misalignment between 
curriculum expectations and learner readiness. It was concluded that the 
language of teaching and learning in Grade 3 significantly impacts Grade 
4 performance. The study recommends training, workshops, and policy 
refinement.  
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1. Introduction 
Language plays a pivotal role in shaping learners’ academic success, particularly 
in multilingual contexts such as South Africa (Prinsloo-Marcus & Campbell, 2022). 
In South Africa, multilingualism in education is increasingly recognised as a 
critical approach, as learners are exposed to multiple languages within the 
classroom environment. Learners in South African public schools are instructed 
in their mother tongue from Grades 1 to 3 (Department of Basic Education [DBE], 
2016). Various studies indicate that the utilisation of the mother tongue during the 
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foundation phase adversely affects the reading comprehension of Grade 4 
learners (Lepheana, 2025). Research on children's development and early 
childhood education has demonstrated that young children possess distinct 
learning styles that correspond with their developmental stages (Lersil et al., 
2024). Consequently, educators in both the foundation phase and intermediate 
phase should address the gap and mitigate the language barriers that contribute 
to suboptimal academic performance.  
 
The transition of language in South African schools is perceived as a barrier in 
Grade 4 classrooms, resulting in poor academic outcomes for these learners (Roux 
et al., 2023). The South African Department of Education (2005) notes that 
language barriers arise when learners are required to learn and communicate in a 
language that is not spoken at home and in which they lack sufficient proficiency. 
The study conducted by Dobbs and Leider (2025) articulated that teachers' beliefs 
regarding standard English influence the methods employed in teaching and 
assessing language. Furthermore, Dobbs and Leider (2025) emphasised that 
educators often concentrate on standard language forms while neglecting 
learners’ home languages, thereby missing opportunities to leverage these 
languages to enhance teaching and learning. The reliance on standard language 
in Grade 4 has been found to impede learners’ academic progress by restricting 
access to meaning-making and comprehension of content. 
 
The present study investigated “how language barriers affect Grade 4 learners’ 
academic progress.” It therefore examined how teachers’ beliefs and classroom 
practices influence the transition. This study identified strategies that can be 
employed to bridge the gap between learners’ home languages and the language 
of instruction, thereby enhancing reading comprehension and overall academic 
performance. The findings of this study are significant for English First Additional 
Language and English Second Language teachers, as they elucidate how language 
can impact learners’ academic performance. Moreover, the study provides 
insights into potential teaching approaches that accommodate all learners within 
the classroom.  
 

2. Literature Review  
2.1 Language Policy in South Africa 
In the Foundation Phase, learners in South Africa begin with a solid grounding in 
their home language, which they use for daily communication and educational 
activities (Wills & Kika-Mistry, 2022). This home language is intricately linked to 
their cultural identity and social interactions (Wilczewski & Alon, 2023). 
However, from Grade 4 onwards, English becomes the primary language of 
instruction.  
 
As learners progress from Grade 3 to Grade 4, they encounter several transitions: 
adapting to a new environment, shifting languages, and moving from being 
taught by a single teacher to engaging with multiple educators (DBE, 2016). This 
abrupt transition poses challenges, particularly as learners may not have 
developed adequate proficiency in English during the early grades (Smith, 2025). 
Zhang (2023) asserts that teachers can significantly influence learners’ literacy 
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development by enhancing their instructional methods and building upon 
learners’ linguistic and cultural backgrounds. 
 
Fitrianto (2024) posits that language transition entails moving from the utilisation 
of a single language for teaching and learning to the integration of multiple 
languages interchangeably, exemplified by the transition from Sepedi to English. 
Mizumoto and Eguchi (2023) elucidate that language is fundamental to 
communication, idea formation, and the organisation of thoughts. Fitrianto (2024) 
further emphasises that acquiring a language is essential for learners to interpret 
and understand their surroundings. The Department of Basic Education (2019) 
indicates that transitioning from one language to another, such as from Sepedi to 
English, can adversely affect student performance. Consequently, learners 
moving from Grade 3 to Grade 4 face numerous challenges, including adapting to 
a new environment, switching languages, and transitioning from a single teacher 
to multiple teachers (DBE, 2016). Smith (2025) observes that this sudden shift can 
be particularly difficult for learners who may not yet have established a strong 
proficiency in English during their formative education. 
 
2.2 Language Transition Challenges 
A conceptual overview of language transition involves understanding how 
individuals or groups shift from using one language to another. This process can 
be influenced by various factors, including social, cognitive, and educational 
elements (Wei, 2023). In the context of education, researchers use the term 
“transitioning” to describe a sudden shift from using the mother tongue as the 
medium of instruction to using a second language (English). In this study, 
transitioning is defined as the shift from Grade 3 to Grade 4. Due to this abrupt 
change, learners advance to the next grade with a limited vocabulary, making it 
challenging to meet the academic demands of higher grades. 
 
Jablonka, Schwaller, Ortega-Guerrero, and Smit (2024) found that learners 
struggle with transition due to moving from familiar activities to often 
uncomfortable contexts. Jablonka et al. (2024) also mention that initial experiences 
can lead to feelings of loneliness, shock, and fear, making adaptation to transitions 
particularly challenging for learners. Consequently, the transition to English 
increases the cognitive load on learners, who must now grasp new concepts in a 
language they are still acquiring (Brown & Lee, 2025). The DBE states that another 
challenge for these learners is the increase in workload (DBE, 2016).  
 
In the Foundation Phase, learners are accustomed to four subjects (Home 
Language, Mathematics, Life Skills, and First Additional Language). In the 
Intermediate Phase, however, learners transition to six subjects, including Natural 
Sciences, Technology, and Social Science (which is further divided into History 
and Geography), alongside the existing subjects. Additionally, learners must 
adapt to a new linguistic and cultural environment within the classroom, which 
can be overwhelming. The increased number of subjects and teachers adds further 
strain to the learners. In addition to the challenges of transition, learners are 
expected to use a foreign language to comprehend the content taught in these 
additional subjects. 
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2.3 Transition Challenges 
Language transition in education presents numerous challenges for both learners 
and teachers. For learners, one of the main difficulties is achieving proficiency in 
the new language, which can significantly affect their academic performance 
(Smith, 2025). Another challenge for learners is that cognitive load impacts their 
learning during the transition phase. According to Mayer (2009), the learning 
process is impeded when working memory is overloaded with excessive 
information, as learners are required to simultaneously process new content 
alongside an unfamiliar language. Cummins (2000) articulated that learners may 
appear conversationally fluent in English (Basic Interpersonal Communicative 
Skills, BICS) while struggling with the academic language required for learning 
(Cognitive Academic Language Proficiency, CALP).  
 
Some learners can communicate in English but still struggle to comprehend grade 
4 texts. Additionally, adapting to the cultural context associated with the new 
language can be challenging, often leading to feelings of isolation or frustration 
(Wills, 2022). Confidence issues also arise, as learners may feel self-conscious 
about making mistakes, which can hinder their participation in class (Smith, 2025). 
Furthermore, limited access to learning materials and opportunities to practise the 
new language outside the classroom can slow their progress (Brown & Lee, 2025). 
 
Teachers, on the other hand, face their own set of challenges. Many may not have 
adequate training to teach effectively in a new language, especially if they are also 
transitioning (Williams, 2022). Resource constraints, such as a lack of appropriate 
teaching materials, can further complicate the teaching process (Brown & Lee, 
2025). Engaging and motivating learners who are struggling with a new language 
is another significant challenge (Smith, 2025). Additionally, accurately assessing 
learners' progress can be difficult when language proficiency varies widely 
among students (Williams, 2022). 
 
2.4 Academic Impact of Language Barriers  
2.4.1 Language Barriers in Teaching and Learning 
In the diverse and multilingual environment of the Tshwane West District, 
language barriers present significant challenges to both teaching and learning 
(Sholihah et al., 2024). These barriers severely affect learners who struggle to 
comprehend lessons, instructions, and educational materials due to insufficient 
proficiency in the language of instruction. As Cummins (2000) asserts, this may 
result in decreased academic performance and disengagement from the learning 
process.  
 
Furthermore, standardised tests and assessments often do not accurately reflect 
the knowledge and abilities of learners who are still acquiring proficiency in the 
language of instruction. This issue is particularly salient in township schools 
within the Tshwane West District, where numerous learners are transitioning 
from instruction in their home language to English (Sibanda & Tshehla, 2025). The 
language barrier not only impedes learners' comprehension and participation but 
also prevents standardised assessments from providing an accurate 
representation of their academic capabilities. 
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Given these challenges, it is imperative to address language barriers through 
targeted strategies such as early intervention programmes, teacher training, and 
bilingual education models. By implementing these measures, educational 
outcomes in multilingual and diverse settings such as Tshwane West District 
could be significantly enhanced, ensuring that all learners have the opportunity 
to succeed academically and fully engage in the learning process. Teachers 
encounter difficulties in conveying complex concepts and delivering effective 
instruction when learners are not proficient in the language used, which leads to 
frustration and a reduction in teaching efficacy (Gándara, 2010). This issue is 
particularly pertinent to the research topic, as numerous educators in Gauteng's 
township schools, including those in the Tshwane West District, face analogous 
challenges when transitioning from teaching in a home language to teaching in 
English. 
 
According to PIRLS 2021, 81% of Grade 4 learners in South Africa are unable to 
read with comprehension (Hillman et al., 2023). The PIRLS study indicates that 
South African learners' ability to read for meaning is below standard by age 10. In 
2016, the PIRLS results indicated that 78% of South African learners were unable 
to read with comprehension (Howie et al., 2017). With a score of 288, South Africa 
performed significantly below the PIRLS benchmark of 600. One contributing 
factor to this poor performance may be the introduction of English as the language 
of instruction in Grade 4. This transition poses a challenge, as learners are 
accustomed to being taught in their mother tongue from Grades 1 to 3 (Roessingh, 
Nordstokke, & Mir-Orefice, 2025). The shift from mother tongue instruction in the 
Foundation Phase to English in Grade 4 creates a language barrier and 
psychological strain. Lee et al. (2021) support the notion that reading engagement 
is a multidimensional construct involving cognitive, behavioural, and emotional 
involvement in reading activities, which learners in higher grades should have 
developed in the early grades.  
 
However, various studies demonstrate that the integration of technology when 
teaching EFAL can improve learners' academic performance. Belkhir-Benmostefa 
(2020) investigated the awareness of Algerian EFL teachers and learners regarding 
the integration of smartphones in EFL classrooms. The results revealed that 
learning English with a smartphone motivates students and exposes them to 
extended vocabulary and access to information at any time and place (Belkhir-
Benmostefa, 2020). Mncwango and Makhathini (2021) state that in Grade 4 
classrooms, the language barrier is considered problematic as learners struggle to 
comprehend lessons delivered in English, their second language.  
 
The South African Department of Education (2005) asserted that language barriers 
often arise when learners are required to communicate and learn in a language 
that is not commonly used at home and in which they lack proficiency. The 
present study, therefore, highlights that literacy development could be enhanced 
by integrating multilingual pedagogies, drawing on learners’ home languages as 
cognitive and linguistic resources for learning. Furthermore, the current study by 
Cummins (2000) emphasises that the transfer of skills from the first language to 
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the second language can support reading comprehension and overall literacy 
development. 
 
2.5 Theoretical Framework: The Simple View of Reading (SVR) 
The present study was guided by the SVR theory proposed by Gough and Tunmer 
(1986). According to the SVR, a competent reader must be able to decode words 
using sound-symbol relationships and understand spoken language (Gough & 
Tunmer, 1986). The researcher chose the SVR framework because it provides a 
robust understanding of literacy development skills and how gaps during the 
transition phase between Grades 3 and 4 could affect learners’ academic 
performance, particularly in EFAL contexts.  
 
The first component of the framework, decoding, refers to learners’ ability to 
translate written symbols into their corresponding spoken forms through 
knowledge of phonics, phonological awareness, and fluency (Hoover & Tunmer, 
2020). Learners are struggling to decode words in English. The Curriculum Policy 
Statement states that learners in the Foundation Phase should develop decoding 
skills as a foundation for building more complex literacy. However, Grade 3 
learners in most township schools transition into Grade 4 with underdeveloped 
phonics and poor reading fluency. Consequently, learners in Tshwane West 
struggle with decoding, which leads to poor comprehension.  
 
Similar to the SVR, which indicates that weak decoding limits meaning-making, 
the present study found that poor decoding and language comprehension in 
township schools, where English is rarely spoken outside the classroom, 
significantly affect Grade 4 learners’ academic performance. In the area where the 
study is conducted, learners use their home language for communication both at 
home and at school. Hence, the present study found that Grade 4 learners struggle 
to engage with texts that require fluent and accurate reading (Mutema & 
Pretorius, 2024).  
 
In terms of the Language Comprehension Component of the framework, learners 
should be able to extract and construct meaning from linguistic input, relying on 
vocabulary knowledge, syntactic understanding, listening comprehension, and 
background knowledge (Roessingh et al., 2025). Due to a lack of exposure in 
Grade 3 and at home, learners enter the Grade 4 classroom with underdeveloped 
comprehension skills, which will affect their academic performance. The SVR 
theory will therefore be relevant to the study, as it will assist the researcher in 
identifying possible decoding and language comprehension activities that could 
facilitate a smooth transition from Grade 3 to Grade 4. 

 
3. Methodology  
The present study employed a multiple case study approach with a qualitative 
focus to investigate the language barriers affecting the academic progress of 
Grade 4 learners in South Africa. 
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3.1 Research Paradigm 
According to Pretorius (2024), a research paradigm consists of shared beliefs and 
agreements among scientists regarding the understanding and resolution of 
problems. The beliefs and agreements investigated in this study pertain to the 
issues caused by the language barrier, which contribute to poor performance in 
rural schools in the Tshwane West District. Alharahsheh and Pius (2020) 
concluded that qualitative methods are the most appropriate means for 
researchers to gain profound insights within a specific context. 
 
3.2 Research Approach and Research Design  
To understand a subjective human experience or a phenomenon of interest 
through the minds and eyes of participants, the present study adopted a 
qualitative research approach within a case study design (Hirose & Creswell, 
2022). Yin (2018) explained that a multiple-case study involves observing various 
individual cases to investigate a particular phenomenon, group, or overall 
situation. Hirose and Creswell (2022) further noted that a multiple-case study 
includes a detailed examination of several cases to understand a specific 
phenomenon, allowing for the comparison and contrast of findings across 
different contexts. This design was employed to compare and contrast findings 
regarding the implications of language during phase transitions in Grade 4 
classrooms.  
 
3.3 Selection of the Participants 
The researchers employed purposive sampling, as explained by Creswell and 
Creswell (2018), who highlighted that the primary benefit of this method is that it 
enables the researcher to choose participants who are most likely to offer pertinent 
and valuable insights. To gain relevant information, the selected participants 
comprised 12 teachers from three primary schools who were teaching Grade 4 
learners and possessed a minimum of five years of teaching experience. The 
selected participants ranged in age from 30 to 70 years, with their teaching 
experience varying between 2 and 32 years. The three schools where data were 
collected included a Quintile 1 primary school located in a township within the 
Tshwane West district of Gauteng. Quintile 1 is a non-school fee-paying category. 
One school is a top performer, while the other two are low performers.  
 
Moreover, the researcher’s intention in using purposive sampling is to ensure that 
the selected participants have the necessary experience and qualifications to 
provide meaningful and insightful data relevant to the present study. By focusing 
on teachers with a minimum of five years of teaching experience, the researcher 
aims to gather in-depth knowledge and perspectives on the impact of language 
barriers during the transition from Grade 3 to Grade 4. This approach allows for 
a comprehensive understanding of the challenges faced by both learners and 
educators during this critical phase (Yin, 2018). 
 
3.4 Data Collection  
Mazhar (2021) noted that data collection is crucial as it enables researchers to 
gather information about a specific phenomenon of interest, which can be used to 
answer research questions, test hypotheses, and develop new knowledge or 
theories. To ensure the anonymity and confidentiality of the participants and 
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research sites, codes were used to protect their identities. Participants were coded 
as P1SA to P12SC (P for participant and numeric for the number of participants), 
and SA to SC for schools (S for school and A for the name of the school). To obtain 
information, the researcher conducted semi-structured interviews to collect data. 
Semi-structured interviews in qualitative research are defined as a combination of 
structured and unstructured interviews, often supplemented with follow-up 
'why' or 'how' questions that delve further into participants' perceptions and the 
issue being studied. Each participant was given 30 to 60 minutes to share their 
perspectives on how language barriers affect learners’ performance in grade 4.  
 
During the interviews, the researcher gathered participants’ views on how they 
support learners with reading and learning challenges when transitioning from 
Grade 3 to Grade 4 in an English medium of instruction. Open-ended questions 
were used to determine the factors that hinder academic achievement during the 
transition from Grade 3 to Grade 4. Participants were informed about their 
participation in the study and were provided with informed consent letters to 
sign. As suggested by Chand (2025), the researcher maintained a reflective 
notebook to document all fieldwork-related activities and record personal 
observations regarding the study. In this study, the researchers recorded the 
interviews with teachers in their respective classrooms after the lessons. 
 
3.5 Data Analysis 
Braun and Clarke's (2022) six stages of thematic data analysis were adopted. 
During the first stage, the researcher familiarised herself with the collected data 
by rereading it several times and creating preliminary codes. The researcher 
tabulated the codes based on their frequency and sought to identify correlations 
between the codes, their frequency, and the underlying concepts. This involved 
combining codes, searching for themes, reviewing those themes, explaining and 
labelling them, and writing the report (Jablonka et al., 2024). The themes and 
subthemes that emerged from the findings are discussed in the next section. 
 

4. Results and Findings 
Through semi-structured interview questions, the researcher aimed to explore the 
experiences of South African teachers regarding language barriers in the 
classroom during the transition from Grade 3 to Grade 4 in township schools in 
the Tshwane West District. The present study was guided by the research 
question: How do language barriers affect the academic progress of Grade 4 
learners? Twelve township primary school teachers were interviewed to gain an 
in-depth understanding of how they support learners with reading and learning 
challenges during the Grade 3 to Grade 4 transition in an English medium of 
instruction. This approach was aligned with qualitative research methodology, 
ensuring a comprehensive understanding of the issue. Through the interviews, 
three overarching themes were identified, each comprising several subthemes. 
 
4.1 Theme 1: Language Barriers 
When asked about the factors that hinder academic achievement, most 
participants reported experiencing significant challenges caused by language 
barriers in Grade 4. They highlighted that some learners struggled to 
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communicate effectively, leading to frustration, disengagement, and behavioural 
issues. Furthermore, participants expressed that learners became indifferent, 
defiant, and even disrespectful when they were unable to comprehend 
instructions. They emphasised that they had limited resources or support to 
address these difficulties, leaving them feeling powerless in managing the impact 
of language barriers on classroom dynamics. P6SB underscored the factors that 
obstruct teaching and learning, stating: 
 

"When learners transition to Grade 4, the sudden shift in the language of 
instruction creates confusion and frustration. Many learners struggle to 
follow lessons, and this often leads to behavioural challenges. As teachers, 
we feel helpless because we lack the necessary resources to bridge the gap."  

 
The aforementioned quotation from P6SB suggests that learners encounter 
behavioural challenges as they endeavour to keep pace with lessons, which is 
exacerbated by language barriers. Their difficulties in comprehending the 
language of instruction result in frustration, disengagement, and disruptive 
behaviour within the classroom setting. In support of P6SB, P2SA strongly 
emphasised that: 
 

"The transition to Grade 4 is difficult for many learners because they 
suddenly have to learn in a language they are not fully comfortable with. 
This leads to frustration, withdrawal, and even disruptive behaviour, 
making it challenging for teachers to maintain engagement in lessons."  

 
The above quotation from P2SA illustrates that both teachers and learners are 
affected by the transition gap during the phase change from Grade 3 to Grade 4. 
When participants described the challenges, they expressed frustration. P2SA let 
out a deep sigh, indicating feelings of being overwhelmed and helpless about the 
situation. The researcher asked for greater clarity from P2SA who said: 
 

“Ma’am, I have been working in this school for 10 years and learners from 
Grade 3 do not change. They always come to Grade 4 with little knowledge 
of the language of teaching and learning. The Grade 4 teachers must start 
from zero. This is frustrating us”. 

 
The above quote from P2SA clearly indicates that teachers are also frustrated by 
the phase transition, with language identified as the main challenge. 
 
4.1.1 Sub-Theme 1: Home Language Versus Language of Teaching and Learning 
Several participants highlighted a significant concern regarding the language of 
instruction in schools. They observed that most learners in the community 
struggle to understand the designated home language taught at school, which is 
Setswana. However, at home, many of these learners predominantly 
communicate in Xitsonga, isiZulu, and Sepedi. This situation poses a challenge, 
as learners must first acquire proficiency in Setswana as their home language 
before progressing to English. This was evident when P10SC pointed out that: 
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"Many of my learners struggle because the home language taught at 
school is Setswana, but at home, they speak Xitshonga, isiZulu, Sepedi, 
and Shona. Before they can even grasp English, they must first learn 
Setswana, which is unfamiliar to them. Code-switching is supposed to 
help, but often, the learners don’t understand the language I switch to, 
making it even harder to bridge the gap." 

 
The quotation above from P10SC demonstrates that teachers make an effort to 
support learners' understanding by code-switching during lessons. However, this 
approach is not always effective, as some learners are unfamiliar with the 
language the teacher uses for switching, which further complicates their 
comprehension. 
 
Participants also noted that learners lack reading skills in both their home 
language and EFAL. When P7SB was asked about teaching reading skills to Grade 
4 learners, he responded with frustration in his eyes and said: 
 

"You see, ma’am, teaching reading skills in Grade 4 is incredibly difficult 
because these learners were not taught in English in Grade 3, and so they 
struggle to read at all. What makes it even more challenging is that they 
also lack reading skills in Setswana, which means they have no strong 
foundation in either language. Without basic literacy in their home 
language, transitioning to English becomes an even greater hurdle." 

 
Without a strong literacy foundation, learners face difficulties in decoding words, 
understanding sentence structure, and grasping the meaning of texts. In addition 
to what P7SB said, P9SC also pointed out that: 
 

"Many of my learners struggle with reading comprehension in both their 
home language and English. Without a strong literacy foundation, they 
find it difficult to decode words, understand sentence structures, and 
grasp the meaning of texts. As teachers, we try to implement 
interventions like remedial reading programmes and individualised 
support, but limited resources, large class sizes, and time constraints 
make it challenging. Unfortunately, many learners continue to fall 
behind, affecting their academic performance and confidence in learning." 

 
The quote from P9SC clearly indicates that Grade 4 learners struggle with reading 
comprehension in both their home language and English. Although teachers are 
eager to support them, challenges such as limited resources, overcrowded 
classrooms, and time constraints make it difficult to provide effective assistance. 
Consequently, many learners advance to the next grade without acquiring 
essential reading skills. 
 
4.1.2 Sub-Theme 2: Poor reading comprehension 
During interviews with the participants, it became evident that another significant 
challenge is the learners' lack of understanding of the language. Participants 
explained that even those learners who possess the ability to read do not engage 
in reading for comprehension but merely perform the act of reading without 
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genuinely grasping the content. Participant 1SA expressed mixed emotions when 
he stated that: 
 

"To be honest, ma’am, many of my learners can read the words on the 
page, but they don’t truly understand what they’re reading. They go 
through the motions, but there’s no comprehension, no connection to the 
meaning behind the text. Without comprehension, reading becomes an 
empty exercise rather than a tool for learning and growth." 

 
The quote from P1SA underscores that while some learners exhibit basic reading 
skills, they encounter difficulties with comprehension. This observation is 
consistent with findings from the PIRLS 2021 study, which reported that “81% of 
Grade 4 learners in South Africa are unable to read for understanding.” The 
deficiency in comprehension skills poses a substantial challenge to literacy 
development, impacting learners' capacity to engage meaningfully with texts and 
progress academically. P8SB corroborated P9SC's statement and, with concern in 
her eyes, elaborated that:  
 

"It is heartbreaking, honestly, to see my Grade 4 learners struggle with 
reading comprehension in both their home language and English. Many 
of them can read words, but they don’t understand what they are reading. 
We try our best to support them, but with limited resources, overcrowded 
classrooms, and time constraints, it feels like an uphill battle. The most 
painful part is knowing that some of these learners will move on to the 
next grade without mastering basic reading skills, which will only make 
their academic journey even harder." 

 
Furthermore, the researcher asked P12SC if her learners could read with 
understanding, and she said: 
 

"Ma’am, every day I see my Grade 4 learners struggle with reading 
comprehension, and it pains me. Some can read words, but they don’t 
grasp the meaning behind them.” 

 
The above quotation from P12SC highlights the frustration participants feel 
regarding Grade 4 learners' struggles with reading comprehension. It also reflects 
the challenges teachers face as they try to close the literacy gap, despite the 
difficulties in providing effective reading instruction. The findings from P12SC 
align with those from P2SA, which emphasised that learners’ comprehension 
skills are weakened by language barriers. 
 She said: 
 

“In my classroom, learners are struggling to comprehend the English 
texts. They might be able to read with you, but when you ask them what 
the sentence means, you will get an alarming shock. Learners do not 
understand what they are reading in my class.”  
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Similar to P2SA, P10SC holds that the teacher should teach comprehension skills. 
P10SC said: 
 

“Teachers must take accountability for learners’ poor comprehension.  We 
all know that these learners will be learning in English for the first time, 
so we must teach these learners how to read for meaning. However, despite 
all my efforts, I still find that most learners’ reason for poor 
comprehension skills is due to a language barrier. They try to read but 
still cannot share what the story is all about.” 

 
The above quotations demonstrate that the transition is negatively affecting 
learners’ comprehension. Furthermore, participants revealed that teachers are 
willing to assist learners with comprehension, but the language barrier poses a 
challenge. Conversely, P11SC believes that: 
 

“I have realised that learners can be able to comprehend what they read in 
their mother tongue. What I mean is, learners read in English and 
comprehend in Sepedi. Therefore, for them to share their understanding, 
I start with provoking questions in their languages, then I will see an 
improved participation from them.”  

 
Similar to P11SC, P8SB confirmed that teachers must allow learners to express 
themselves in their mother tongue. P8SB indicated that: 
 

“Look, I have observed that if you only use English in the class, learners 
will not participate. However, allowing learners to use translation for 
participation has improved classroom engagement and comprehension 
skills. Learners struggle with English; we must allow them to try mixing 
English with their mother tongue. That does not improve participation, 
but also comprehension. They will be able to pass the comprehension test. 
Even though we will have spelling problems.” 

 
The above quotations demonstrate that language transition has a significant 
impact on learners’ comprehension and participation.   
 
4.1.3 Sub-Theme 3: Limited English Proficiency  
The participants also highlighted that, despite numerous efforts to enhance 
learners' reading abilities, these interventions frequently fall short, as many 
students commence Grade 4 with limited proficiency in English. The participants 
stressed that the transition to English as the primary language of instruction 
presented a significant obstacle, as learners faced challenges in comprehension, 
vocabulary development, and fluency. Furthermore, the participants emphasised 
that the learners’ difficulties were exacerbated by minimal exposure to English 
outside the classroom, weak foundational literacy skills in their home language, 
and a lack of personalised support. Consequently, many learners experienced 
challenges in subjects that required strong reading and language comprehension 
skills. This was evidenced when P11SC expressed frustration by stating that:  
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"Many of my Grade 4 learners struggle with reading comprehension 
because their English proficiency is so low when they enter this grade. 
Despite all the interventions we try, the language barrier makes it difficult 
for them to grasp the meaning of texts. Without a strong foundation, they 
fall behind in other subjects too, and it’s heartbreaking to see them 
struggle." 

 
The above quote from P11SC highlights that the English proficiency of learners 
entering Grade 4 is very low. In support of P11SC, P4SA added that: 

 
“Teaching reading comprehension to Grade 4 learners is a significant 
challenge, as many begin this grade with low English proficiency. I will 
start the lesson with prior knowledge exercises to activate their thinking. 
Then allow them to try to speak in English to share their knowledge. ” 

 
The quote from P4SC illustrates the difficulty of teaching reading comprehension 
when learners enter Grade 4 with limited English skills. The participant also 
shared her teaching strategy to support these learners. Some participants have lost 
hope; P5SB expressed that she even regretted choosing this career, saying so with 
regret: 

 
"To be honest, ma’am, I’ve never imagined that teaching would feel this 
discouraging. Every day, I watch my Grade 4 learners struggle with 
reading comprehension because of their limited English proficiency. No 
matter how many interventions we try, the language barrier remains a 
major obstacle.  

 
The P5SB was asked to share her teaching experience, and she said that: 

 
“At first, I grouped them according to cognitive level, then gave different 
texts. Once all groups can read their texts, I then combine it into one piece 
of work. But they will still struggle to read the entire document”. 

 
The quotation from P5SB reflects the deep frustration and hopelessness 
some teachers experience when trying to support learners facing literacy 
challenges. In contrast, P3SA indicated that her experience was different. 
With a smile on her face, she said: 

 
"Over the years, I’ve noticed a little improvement in the English 
proficiency of my Grade 4 learners. This is because I used different 
scaffolding techniques, which I learned from a course that I attended. I 
develop materials that will accommodate my learners' language ability. 
It’s encouraging to see progress, and I believe continued support and 
effective strategies can further enhance their literacy skills." 

 
The quote from P3SA reflects the optimism of some teachers who have observed 
improvements in learners' English proficiency. It also suggests that if teachers 
receive support, there could be further enhancements in learners’ level of English 
proficiency when they enter Grade 4.  
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4.1.4 Sub-Theme 4: Teamwork  
Participants were asked about better ways to improve the transition from Grade 
3 to Grade 4. Some highlighted that effective teamwork between Grade 3 and 
Grade 4 teachers made the transition easier for learners. Conversely, some 
participants indicated that teamwork in township schools was challenging. They 
revealed that a lack of collaboration and communication between the two phases 
hindered the academic progress of English FAL learners. P3SA indicated that:  
 

“We don’t have a document for a proper handover. We, the Grade 3 
teachers, finish the year and submit reports, but we never sit with the 
Grade 4 teachers to explain where the learners struggle, especially in 
English. Now that you are asking about it, I think next year I will do 
that”.  

 
P5SB echoed P3SA's concerns by stating that a lack of collaboration between the 
two grades made it difficult to plan effectively for language support. P5SB 
strongly emphasised that: 
 

“It becomes frustrating in January when learners arrive in Grade 4, and 
they cannot read or write well in English, and we are not prepared for 
that. I believe that if we worked together, we could know what to expect 
and how to support the learners academically.”  

 
The above quotations show that participants were not working as a team, but 
during the interviews, they had an idea of how they could collaborate effectively. 
They blamed one another. The Grade 4 teacher participants blamed the Grade 3 
teachers for not doing their jobs thoroughly, while the Grade 3 teachers attributed 
it to the long December school holidays. P9SC emphasised:  
 

“We are doing our job. The problem is that the Grade 4 teachers think our 
work is just playing with learners, forgetting that in the Foundation 
Phase, learners learn through playing. We tried to invite them to our 
meetings, but they don’t attend, and they act like their phase is more 
serious than ours.”  

 
The above quotations demonstrate that teachers in both grades do not take 
accountability for teaching the fundamentals of EFAL. Not all participants shared 
the same sense of blame and frustration. P4SA had this to say:  
 

“We need to have planned meetings, maybe once a term, to discuss 
learners’ progress. We have to understand what they did in Grade 3 so 
that we can continue from there instead of starting from scratch.” 

 
P7SB confirmed that:  
 

“In my school, we have a report for each learner's learning ability. The 
grade 3 teacher will group them for us and suggest a possible strategy to 
support the learner. This collaboration improves learners' learning 
process.” 



149 

 

http://ijlter.org/index.php/ijlter 

From the same point of view, P1SA articulated that: 
 

“I took it upon myself to have an open communication with the previous 
grade teacher to plan for effective scaffolding techniques for my learners. 
I have attended a workshop, and they trained us on how to work as a 
team.” 

 
It is evident from the participation that they believe teamwork is the best strategy 
for a smooth transition from Grade 3 to Grade 4. When participants work as a 
team, learners will benefit, and their learning will improve. 
 

5. Discussion  
This study underscores the enduring language barrier that significantly impedes 
academic progress during the transition from Grade 3 to Grade 4 in township 
schools within the Tshwane West District. The findings align with the SVR, which 
posits that learners must be exposed to language comprehension and decoding 
skills to become proficient readers (Gough and Tunmer, 1986). Furthermore, the 
study's findings corroborate the SVR, highlighting that disruptions in these areas 
have substantial implications for both decoding and linguistic comprehension, 
ultimately leading to poor academic performance (Gough & Tunmer, 1986). 
 
Teachers have reported considerable challenges, including inadequate training, 
insufficient learner support materials, and a misalignment between curriculum 
expectations and learner readiness. From the perspective of SVR theory, it can be 
argued that consistent and systematic instruction is essential for the development 
of decoding skills, particularly given that learners have been educated in a 
different language for both teaching and learning. Additionally, it was found that 
although basic decoding skills may be present, second-language learners struggle 
when their linguistic comprehension remains underdeveloped (Cummins, 2021; 
UNESCO, 2020). 
 
These challenges are exacerbated by broader systemic limitations, which leave 
educators without the necessary tools to effectively support language 
development. The SVR further supports the findings by emphasising the necessity 
for teachers to possess adequate resources, as the development of reading 
comprehension relies on the successful integration of decoding and linguistic 
comprehension (Gough & Tunmer, 1986). Benson (2021) articulates that 
discontinuity in teaching approaches adversely affects reading development 
within multilingual contexts. The SVR theory illustrates that interrupted teaching 
and learning can impede the growth of both decoding and linguistic 
comprehension. 
 
When educators are equipped with effective teaching tools, they can scaffold 
decoding by offering repeated exposure and multimodal support, which is 
particularly crucial in large or linguistically diverse classrooms (Duke & 
Cartwright, 2021). The findings substantiate the SVR, indicating that negative 
emotional responses stemming from inadequate development of decoding and 
linguistic comprehension may lead to anxiety, frustration, and diminished 
academic performance (Gough & Tunmer, 1986). Moreover, Duke and Cartwright 
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(2021) further contend that when learners find it challenging to meet reading 
demands, they experience cognitive overload, triggering adverse emotional 
responses. Benson (2021) and Heugh (2011) emphasise that educators frequently 
feel ill-equipped to teach second-language literacy development in diverse 
classrooms. This demonstrates that language serves as a barrier on both 
international and national levels. 
 
The SVR corroborates previous findings by asserting that collaborative planning 
is essential for ensuring the continuity and progression of decoding and linguistic 
comprehension across different educational phases (Gough & Tunmer, 1986). 
Consequently, the development of decoding and language comprehension 
necessitates a systematic, cumulative, and aligned pedagogical approach over 
time. However, Smith (2025) posits that collaborative planning between these two 
phases fosters a shared understanding of learners’ reading competencies and 
facilitates scaffolding progression from Grade 3 to Grade 4. Participants 
emphasised that collaborative efforts among educators are crucial in assisting 
learners as they transition to English as the medium of instruction in Grade 4. Nel 
and Muller (2010) elucidate that collaborative teaching practices, including team 
planning and peer support, have been shown to enhance learner outcomes during 
language transitions. 
 
Several participants consistently highlighted the challenges posed by the 
disjunction between learners’ home language and the language of instruction 
upon entering Grade 4. These findings are supported by Heugh (2011), who 
indicates that teachers observed learners comprehending concepts more 
effectively when instructed in their mother tongue, yet struggling to articulate 
their thoughts or understand subject matter when presented in English. 
Consequently, Shah and Kadir (2025) validated these findings by noting that 
many educators resort to code-switching or translanguaging strategies to assist 
learners' comprehension, despite such practices being restricted by official 
language policies. 
 
The findings are further substantiated by the PIRLS study, which reveals that 81% 
of Grade 4 South African learners are unable to read for meaning (Howie et al., 
2017). Participants additionally noted that some learners possessed foundational 
reading skills but continued to encounter obstacles in grasping the meaning of 
texts, indicating a disconnect between word recognition and true understanding. 
This aligns with the outcomes of the PIRLS 2021 study, which demonstrated that 
a substantial majority, specifically 81% of Grade 4 learners in South Africa, lack 
reading comprehension skills.  
 
Selvathurai and Ismail (2024) explain that the deficiency in comprehension skills 
poses a significant challenge to literacy development, thereby affecting learners' 
ability to engage meaningfully with texts and progress academically. 
Furthermore, Spaull (2023) argues that the inability of the majority of Grade 4 
children to read for meaning constitutes a national crisis, as it undermines their 
capacity to comprehend written content and, consequently, to learn effectively 
across all subjects. 
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Most participants indicated that despite the implementation of various strategies 
aimed at enhancing learners' reading skills, these initiatives often failed to achieve 
the anticipated outcomes. Consequently, a significant number of learners 
commenced Grade 4 without sufficient proficiency in the English language, 
hindering their ability to interact meaningfully with academic content (Cummins, 
2000). The Department of Basic Education (DBE, 2017) asserts that learners in 
Grade 4 frequently lack the requisite English language skills necessary for 
effective engagement with the curriculum, particularly in educational settings 
where English is adopted as the primary medium of instruction from Grade 4 
onwards. 
 

6. Conclusion  
The present study emphasises that language barriers represent a significant 
obstacle to academic success in EFAL, particularly during the transition from 
Grade 3 to Grade 4 in township schools. Based on qualitative data collected from 
teachers in the Tshwane West District, this study demonstrates that the shift to 
English-only instruction, combined with inadequate teacher training, limited 
resources, and a mismatch between curriculum expectations and learner 
readiness, undermines effective learning and diminishes learner confidence. This 
situation reflects a disconnect between decoding and comprehension, as 
highlighted in the SVR. The change from a single-teacher model to multiple 
subject-specific educators further complicates this process.  
 
To address these challenges, the present study advocates for earlier and more 
consistent EFAL instruction, targeted professional development for Intermediate 
Phase teachers, and enhanced parental engagement in literacy support. 
Ultimately, it calls for a critical reassessment of how language policies and 
curricula are implemented to ensure equitable learning opportunities in 
multilingual educational settings. The components of the Simple View of Reading 
should be addressed to enable learners to develop both decoding and linguistic 
comprehension skills. 
 

7. Recommendations 
• The present study recommends designing a bridging curriculum that 

gradually develops EFAL skills between Grade 3 and Grade 4, with a focus 
on vocabulary, phonics, and reading comprehension. It also suggests 
encouraging Grade 3 and 4 teachers to co-plan lessons and share learner 
profiles to ensure continuity, involving local volunteers or retired 
educators to support literacy activities in township communities, and 
revising curriculum policy to better bridge the transition between the two 
grades. 

• Urge the Department of Basic Education (DBE) to amend the CAPS 
curriculum by incorporating clear indicators that guide learner 
progression from one educational phase to the next. 

• Provide specialised training for teachers to equip them with the strategies 
and knowledge needed to effectively prepare learners for transitioning to 
a new language of learning and teaching (LoLT). 
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• Motivate schools to implement reading initiatives that actively involve 
parents and children in shared reading activities, fostering consistent 
literacy engagement at home and strengthening learners’ reading 
development. 
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9. Limitations of the study  
The present study was conducted in a district with 194 schools, comprising 109 
primary and 82 high schools. However, data was collected from only three schools 
in Tshwane West to avoid data saturation. Additionally, due to a limited time 
frame, the study could not collect data from learners or observe teachers in the 
classroom. Data was gathered solely through interviews with teachers, which 
limited input from learners. In future research, the researcher plans to collect data 
from both teachers and learners, as well as observe the teaching and learning 
processes.  
 

10. References   
Belkhir-Benmostefa, F. Z. (2020). Convergence or divergence in EFL teachers' and learners' 

beliefs on using smartphones in learning English: The case of Master1 students - 
University of Tlemcen (Algeria). International Journal of Learning, Teaching and 

Educational Research, 19(12), 246–263. https://doi.org/10.26803/ijlter.19.12.13  
Braun, V., & Clarke, V. (2022). Toward good practice in thematic analysis: Avoiding 

common problems and be(com)ing a knowing researcher. International Journal of 
Transgender Health, 24(1), 1–6. https://doi.org/10.1080/26895269.2022.2129597 

Brown, H. D., & Lee, H. (2025). Principles of language learning and teaching: A course in second 
language acquisition. Routledge. https://doi.org/10.4324/9781003494294 

Chand, S. P. (2025). Methods of data collection in qualitative research: Interviews, focus 
groups, observations, and document analysis. Advances in Educational Research and 

Evaluation, 6(1), 303–317. https://doi.org/10.25082/aere.2025.01.001 
Cummins, J. (2000). Language, power, and pedagogy: Bilingual children in the crossfire. 

Multilingual Matters. https://doi.org/10.21832/9781853596773 
Department of Basic Education. (2016). Curriculum and assessment policy statement (CAPS). 

Government of South Africa. https://www.education.gov.za/CAPS 
Department of Education. (2005). Language in education policy. Government Printer. 

https://www.gov.za/documents/language-education-policy 

https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.26803/ijlter.19.12.13___.YzJlOnVuaXNhbW9iaWxlOmM6bzpiMmFkMTQ4N2YzYmU4NjE4MzNhY2I0NTQ4NjExMDk1ZTo3OjE2NTI6NDE4ZmJlMjgyZWVmYmVjM2M5YWE2Y2JmN2I3YzkxYmM4ZDUwZTA4NzA4NDQwNjI2YzJkNTJlMWE0MTY0NzE2NzpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.1080/26895269.2022.2129597___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OmI5ZWU6Yzk1MDcyNWI3MjM2ODcwYWM3ZjZiZjlmYTA3NTNjMmIyMzY4NTM1NjVkMWRlMWY1YjNlNmYxMTMwYjJhYTliNjpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.4324/9781003494294___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjNjMDg6MzhjNmU5NjhiZmY3NzBhN2UyNGRkYWJkZjI5YTc4ZjRkNDczOTNjZDZlNWYzMzIzOWFiYzczYThjYzg4YzljYjpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.25082/aere.2025.01.001___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OmFjMWE6ODZmMjk0ZWMwNThjY2EyNWZjMDIyYjYzNmRhMWVhMzAwNTgwZjI0MWZmMDA5YTg0MWY5YTEyODIzOTI4ZGZjMDpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.21832/9781853596773___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OmZhZTU6YjBhNjg1MGFjM2NkYjRiYTBiMmY2ZGE0MjJhZTRiMzViODkzNjYxYWEwMzkyN2Q3NmY2OWExYzIzNTRmNzJmOTpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/www.education.gov.za/CAPS___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OmY2YmU6MDFlMjc1NWYxYTQ3YjdkMmRhNTRkYjFlODM1ZWNjNzY1MmYyOGVmNWRjMDNmZGMxZGVhZGVhYWNiOTA5MTdmMDpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/www.gov.za/documents/language-education-policy___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3Ojk4NDY6YWUyNWIwZTc0OGY4YTIyZWQwNjljNGU4MDFkOGU3MmFmYTI2NDQ2OGY0YTYxNWNjZmRhMWQyY2ZkYmEyY2I3NzpwOlQ6Tg


153 

 

http://ijlter.org/index.php/ijlter 

Dobbs, C. L., & Leider, C. M. (2025). Teachers' beliefs about standard English and 
implications for instruction. Teacher Education Research Journal. Full article PDF 
available at ResearchGate (no DOI yet). 
https://www.researchgate.net/publication/323702816_Teacher_preparation_fo
r_emergent_bilingual_students_Implications_of_evidence_for_policy 

Duke, N. K., & Cartwright, K. B. (2021). The science of reading and comprehension 
instruction. The Reading Teacher, 74(6), 663–672. https://doi.org/10.1002/trtr.1993 

Fitrianto, I. (2025). Beyond Competence: Rethinking Education for Holistic Well-Being and 
Happiness. International Journal of Post Axial: Futuristic Teaching and Learning, 
1–11. https://doi.org/10.59944/postaxial.v3i1.429 

Gándara, P. (2010). The impact of English learners on the educational system. Future of 
Children, 21(1), 1–20. 
https://www.princeton.edu/futureofchildren/publications/docs/21_01_01.pdf 

Gough, P. B., & Tunmer, W. E. (1986). Decoding, reading, and reading disability. Remedial 
and Special Education, 7(1), 6–10. https://doi.org/10.1177/074193258600700104 

Heugh, K. (2011). Theory and practice: Language education models in Africa: Research, 
design, decision-making and outcomes. In A. Ouane & C. Glanz (Eds.), Optimising 
learning, education and publishing in Africa: The language factor; a review and analysis 
of theory and practice in mother-tongue and bilingual education in sub-Saharan Africa 
(pp. 105–156). UNESCO Institute for Lifelong Learning (UIL)/ADEA. 
http://unesdoc.unesco.org/images/0021/002126/212602e.pdf 

Hillman, K., O'Grady, E., Rodrigues, S., Schmid, M., & Thomson, S. (2023). PIRLS 2021 
international results in reading. IEA. http://pirls2021.org/reports 

Hirose, M., & Creswell, J. W. (2022). Applying core quality criteria of mixed methods 
research to an empirical study. Journal of Mixed Methods Research, 17(1), 12–28. 
https://doi.org/10.1177/15586898221086346 

Hoover, W., & Tunmer, W. E. (2020). The simple view of reading revisited. Reading and 
Writing, 33, 1279–1293. https://doi.org/10.1007/s11145-020-10074-x 

Howie, S., Combrinck, C., Roux, K., Tshele, M., Mokoena, G. M., & McLeod Palane, N. 
(2017). PIRLS 2016 South African highlights report. Centre for Evaluation and 
Assessment.https://repository.up.ac.za/handle/2263/63533 

Jablonka, K. M., Schwaller, P., Ortega-Guerrero, A., & Smit, B. (2024). Leveraging large 
language models for predictive chemistry. Nature Machine Intelligence, 6(2), 161–
169. https://doi.org/10.1038/s42256-023-00788-1 

Jablonka, K. M., Schwaller, P., Ortega-Guerrero, A., & Smit, B. (2024). Leveraging large 
language models for predictive chemistry. Nature Machine Intelligence, 6(2), 161–
169. https://doi.org/10.1038/s42256-023-00788-1 

Lee, J., Jang, B. G., & Conradi Smith, K. (2021). Reading engagement: A meta-analytic 
review. Review of Educational Research, 91(1), 54–89. 
https://doi.org/10.3102/0034654320979643 

Lepheana, M. (2025). Mother tongue instruction and Grade 4 reading outcomes. SA Journal 
of Childhood Education, 15(1), 1–12. 
https://sajce.co.za/index.php/sajce/issue/view/95 

Mayer, R. E. (2009). Multimedia learning (2nd ed.). Cambridge University Press. 
Mizumoto, A., & Eguchi, M. (2023). Exploring the potential of using an AI language model 

for automated essay scoring. Research Methods in Applied Linguistics, 2(2), 100050. 
https://doi.org/10.1016/j.rmal.2023.100050 

Mncwango, N., & Makhathini, T. (2021). Language barriers and literacy development in 
Grade 4 classrooms. Reading & Writing, 12(1), 1–9. 
https://rw.org.za/index.php/rw/issue/view/12 

Mutema, F., & Pretorius, E. (2024). Decoding difficulties and reading comprehension in 
EFAL learners. Per Linguam, 40(1), 22–39. No DOI. 
https://perlinguam.journals.ac.za/pub/issue/view/115 

https://protect.checkpoint.com/v2/r02/___https:/www.researchgate.net/publication/323702816_Teacher_preparation_for_emergent_bilingual_students_Implications_of_evidence_for_policy___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OmUyNzM6NDI5ZWMyMTBmN2Q0ZWM4OGQ1ZmM3ZThhZTcyNjViNjk5NDA0ZGU5MDAwYWE4NWU3MjNkNDA3ZTJkMjhhYzBiMzpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/www.researchgate.net/publication/323702816_Teacher_preparation_for_emergent_bilingual_students_Implications_of_evidence_for_policy___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OmUyNzM6NDI5ZWMyMTBmN2Q0ZWM4OGQ1ZmM3ZThhZTcyNjViNjk5NDA0ZGU5MDAwYWE4NWU3MjNkNDA3ZTJkMjhhYzBiMzpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.1002/trtr.1993___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjBhYTg6NzllNjY4Y2Q0ZGIxZGIzMDM1OTBjYjJmMGFmNjcxZGMzZGExNzQ5NmJhZTgxZDA5Mjg1MDFjNGU1MDcwY2E2YjpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.59944/postaxial.v3i1.429___.YzJlOnVuaXNhbW9iaWxlOmM6bzpiMmFkMTQ4N2YzYmU4NjE4MzNhY2I0NTQ4NjExMDk1ZTo3OmU3OWU6Y2NjMjUyZjViYmVmMDU3ZDcxYjZkYTg5ZWMxZDcyMjYxNjc5ZGI1ZjMyOTU3Njk3YjU0YjdjNjFlY2VjOWRjZjpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/www.princeton.edu/futureofchildren/publications/docs/21_01_01.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjU5ZDk6MmZjNmVhN2ZmMzUxMWRhZGZlYzdhNjEyNzQ1MmQ4MjY1ZmRlZTI4NWNhOTg1YjBiMjc1ZDk3MzZiNWI2NDdmNDpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.1177/074193258600700104___.YzJlOnVuaXNhbW9iaWxlOmM6bzpiMmFkMTQ4N2YzYmU4NjE4MzNhY2I0NTQ4NjExMDk1ZTo3OjAwM2E6M2Y1MDkzZjcxZmY1ZjdlMmE4ZjI3MzA2ZTRlNzZiNDBlYjc2MzBmZjgxZWM0NDA4ZjU1N2Y4NjNlN2ViMWE4MjpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___http:/unesdoc.unesco.org/images/0021/002126/212602e.pdf___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OmQwMjQ6NmVkZGQwZTkxNmVjYmYzZDk2MTBjMTU2MWIyYjNlM2YzMDEwNTk3YjU5YjBkZjIwMWQ0Nzg4MzRkNGFhYTIyYzpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___http:/pirls2021.org/reports___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjZmYWQ6Y2I4NjY4Y2MzNDMwMzQyMjgyNTJlNGQ3MTkwYjY3YTliYjBiMjFiOTFkYjU5NGI5ODExZmQxYmY4ZDRkMGQ0ODpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.1177/15586898221086346___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjQ2OWE6YjA0ZjQ1MWNhY2I5MDE4ZjJlNGI0MmE3YTNhNWVlNTQzZTkwNDNkMDI4ZTYzNTRhYjlhZTAyOGRmYzE3MWRiYTpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.1007/s11145-020-10074-x___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjU4Y2Q6ZDk5MTkwNDVmYzA1ZWNhZDAzODg3NzQ1NWZkYmQyYjhjMTdkNzYyNDZlZmE1NzgzZmY1NTQzNjc3ZDZjZDk0ODpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/repository.up.ac.za/handle/2263/63533___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OmUxMjQ6Zjg3NDMzYWQ3NTZiM2ExYTg1ZjQ2MGIyM2E3MDM0Y2MxMWRiNTQwMWYyZGNiNTlkNjg3ZTVmOWFhMDE1N2E0ODpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.1038/s42256-023-00788-1___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjBiNjU6MDRlOGI0MjAyMGQ5MTZmOWRhZTg2YmU2MjZlMTE1ZWRjN2U3ZTBkNDI4YzU4MTUxNzllYmE4MDU4MjgwNDU2ODpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.1038/s42256-023-00788-1___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjBiNjU6MDRlOGI0MjAyMGQ5MTZmOWRhZTg2YmU2MjZlMTE1ZWRjN2U3ZTBkNDI4YzU4MTUxNzllYmE4MDU4MjgwNDU2ODpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.3102/0034654320979643___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjEwNmY6ZTIyN2NhMGQyYjNmYzlkYzdmMWMyMjI1NzhhZmNmMGJhMjIyYTMzYWJmNDg3ZDA1MWRhZDk0NWJiZWJmMjRmODpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/sajce.co.za/index.php/sajce/issue/view/95___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OmE2NGU6MjVmNjIxMDU2OWVjNmQ5ZTk2MzNlMTlmOTMwY2JlMzc4NWRlZGZkMGRiMDI1NDJkY2VlZWQ3ZTAzZjQ2ODYyNzpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.1016/j.rmal.2023.100050___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjQzNjI6MDJlZWY2OWU3NWI3N2ZhZjFhMDlhYTRkNTY1OWE0ZWNhZjEwNmNiZjE0M2Y3OTA5MzRjMTRlMDNmYmQ0NzExNzpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/rw.org.za/index.php/rw/issue/view/12___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjczZTA6ZWNkZDczNGNkNjhhNWIyZjdjOTA1ZTMzZDlhNDkxNGI3ZWJmN2ZjYzY3MzUzMzVlOTcwZmVlZWQyY2JmZDRkZTpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/perlinguam.journals.ac.za/pub/issue/view/115___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjkxOTU6MjdjMDUyMDNlZjJmNWQyYWFkMTMxMmNlNmY5YmFkMGRlZjFhYTczMTAxYjQ1Yjc1ZmI0NzVjNDBjODYzODkxZDpwOlQ6Tg


154 

 

http://ijlter.org/index.php/ijlter 

Nel, N., & Müller, H. (2010). Collaborative practices improve learner outcomes. South 
African Journal of Education, 30(4), 635–
650.https://www.ajol.info/index.php/saje/article/view/63952 

Prinsloo-Marcus, L., & Campbell, B. (2022). Gaining insight into students’ language 
experiences through their linguistic autobiographies. English in Education, 56(4), 
325-339. https://doi.org/10.1080/04250494.2022.2064740  

Roessingh, H., Nordstokke, D., & Mir-Orefice, A. (2025). Unlocking academic vocabulary 
in Grade 3. Language and Literacy, 27(2), 137–159. 
https://doi.org/10.20360/langandlit29714 

Roux, K., Tshele, M., & Howie, S. (2023). Language transition and academic performance 
in South African schools. South African Journal of Education, 43(2), 1–12. 
https://www.sajournalofeducation.co.za/index.php/saje/issue/view/87 

Selvathurai, S., & Hanim Ismail, H. (2024). Second Language Learners’ Difficulties in 
Reading Comprehension: A Review. International Journal of Academic Research 
in Progressive Education and Development, 13(4). 
https://doi.org/10.6007/ijarped/v13-i4/23972 

Shah, S. H. R., & Kadir, Z. A. (2025). An investigation on reading comprehension problems 
faced by undergraduates. Quantum Journal of Social Sciences and Humanities, 6(SI2), 
1-12. https://doi.org/10.55197/qjssh.v6si2.987  

Sholihah, H. I. A., Imelda, I., & Annas, H. (2024). Breaking through language barriers: The 
importance of foreign language learning in an era of globalisation. Indonesian 
Journal of Education (INJOE), 4(2), 545–554. 
https://doi.org/10.26803/ijlter.19.12.13 

Sibanda, J., & Tshehla, M. (2025). Language barriers in township schools. Journal of 
Multilingual and Multicultural Development, 46(1), 55–70. 
https://doi.org/10.4102/sajce.v15i1.1598 

Smith, J. C. (2025). Historical linguistics in 2024. Contemporary Linguistics: Integrating 

Languages, Communities, and Technologies, 7, 309. 
https://doi.org/10.1163/9789004715608_026 

Spaull, N. (2023). The reading crisis in South Africa. South African Journal of Childhood 
Education, 13(1), 1–9. https://www.sajce.co.za/index.php/sajce/issue/view/93 

Wei, L. (2023). Transformative pedagogy for inclusion and social justice through 
translanguaging, co-learning, and transpositioning. Language Teaching, 57(2), 203–
214. https://doi.org/10.1017/s0261444823000186 

Wilczewski, M., & Alon, I. (2023). Language, identity, and education. Journal of 
Multilingual and Multicultural Development, 44(3), 241–256. 
https://www.tandfonline.com/loi/cjmm20 

Williams, R. (2022). Teacher preparedness in multilingual classrooms. Teaching and 
Education, 18(2), 89–104. https://journals.umkt.ac.id/index.php/acitya 

Wills, G. (2022). Mother tongue instruction and learner outcomes. South African Journal of 
Education, 42(1), 1–11. 
https://www.sajournalofeducation.co.za/index.php/saje/issue/view/80 

Wills, G., & Kika-Mistry, J. (2022). Early childhood care and education access in South 
Africa during COVID-19: Evidence from NIDS-CRAM. Development Southern 
Africa, 39(5), 781-799. https://doi.org/10.1080/0376835x.2022.2028607 

Yin, R. K. (2018). Case study research and applications: Design and methods (6th ed.). SAGE 
Publications. 

Zhang, J. (2023). EFL teachers' digital literacy: The role of contextual factors in their literacy 
development. Frontiers in Psychology, 14, 1153339. 
https://doi.org/10.3389/fpsyg.2023.1153339 

https://protect.checkpoint.com/v2/r02/___https:/www.ajol.info/index.php/saje/article/view/63952___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjA0ZTU6NDZkZDQyOWMyNzQ1N2NkOTEzMDYzY2Q3NDFmYmNjZThmOWVhYmQxY2I0N2ZjY2QwZTgxMTNmOGI5NjBmZjczOTpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.1080/04250494.2022.2064740___.YzJlOnVuaXNhbW9iaWxlOmM6bzpiMmFkMTQ4N2YzYmU4NjE4MzNhY2I0NTQ4NjExMDk1ZTo3OjA2ZjY6MzRmZWM2MTVjNTQxZDdiZDhlOWZkZTVmNDRjOWVhMTlhZjllMjJkODA1NmYxZmUxZmVkZDZmYWY0YmM2ZjFmMDpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.20360/langandlit29714___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjViNTU6MDI0NDMzNjkwNmRiYzU2NmEyNWVmNTNjMTRkM2U0NzUwYjY2Yzk0ZmUxY2QyY2RmMGY5OGZmMTFmZDIyZDVjNDpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/www.sajournalofeducation.co.za/index.php/saje/issue/view/87___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjkwMzg6NmEwMTE1N2U3NzI5MDc3OGU0ZjcyNGEyYWJjYjg5ZGE4MGE2Y2M4OTBjNTE1MjQ1Nzg4MDIwOTEyZTFhODVhMjpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.6007/ijarped/v13-i4/23972___.YzJlOnVuaXNhbW9iaWxlOmM6bzpiMmFkMTQ4N2YzYmU4NjE4MzNhY2I0NTQ4NjExMDk1ZTo3OjExM2I6MTVhMzk1MDU4NTE3NDUyYjgyYTkxZTA1ZDlkN2ZlMDU4YjQ2ZmZlYTIzNDkxOTUzYTc0YTdkYzNiOWQzMTdlMjpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.55197/qjssh.v6si2.987___.YzJlOnVuaXNhbW9iaWxlOmM6bzpiMmFkMTQ4N2YzYmU4NjE4MzNhY2I0NTQ4NjExMDk1ZTo3OmUwN2M6YTI0ZTc0ZDMwYmUxYTcyMTA0ODdhMWM4Y2E2NTNhNDNlZjA2MjhjNWMxMWIxMjgyN2RlNjk3NWZhZmU3MzcyYzpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.26803/ijlter.19.12.13___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjVmMjM6MTc1ZDYwYTgwODRhNDQyNjg4YWFhODg1YTI5ODhkYWYxOWIyZmY4MDM3YmM3MDE3OTVkNjM5YTc1MzJiZGNiZDpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.4102/sajce.v15i1.1598___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjI3MTU6MzlkMTFjM2E5ZGIxN2I4NjFjN2UxOGVhOWEzNDg3ZTE4YjJmYWY1ZjJkZjFiMjU0YTk5Nzk0OTg4ZDM3ZjNkMDpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.1163/9789004715608_026___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OmFmYWY6MDFjY2Y1MGNiYWJhMDI5MjhmYTU0ZDFlMWQxMDhhYTVkOTdkNjllOWI4YmFmOWM4NGMxODI5Y2YwMjg4ZGI4MTpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/www.sajce.co.za/index.php/sajce/issue/view/93___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjljY2E6ZDYwNGNlNGRiMzZmNGUzNWY4MTE1ZmEzZjNlOWEwMDlmMmRlMjc3ZTQ1MDlmZDI4MTQ0ZDc0ZGQ0NjA1N2QxODpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.1017/s0261444823000186___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjEyNDE6NjY5YWI0Y2U4ZjZhNzYzMjZjMDRjNzIzNmU0NmM0ODQ3YTViM2I3YjVlNTZkNWIyY2RiNGJjNDUxNjU3N2NmOTpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/www.tandfonline.com/loi/cjmm20___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3Ojc3OWQ6OTUxYjQwZGYxYWYxYTYxYTJlMmM4YWRhZTg4ZmExYTk4YWVjMzgzZTk5N2QzYWVkMjNmNzZhNzA0NWJkMjE4ZTpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/journals.umkt.ac.id/index.php/acitya___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OmYyMjM6M2IwMTdhMTY3MmE2MjYxNWVmODFmYjAyMDBjNzNjYTRmYjA1NDg1N2RjMmE5NmEzNjYyYzdhNDY1NmZmYTZmNzpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/www.sajournalofeducation.co.za/index.php/saje/issue/view/80___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjZjMTg6MjRmNTNkMWNjOWZkMGZlOTBhMGY2MDVlMzZmYjRiNmQzZmEzNDk0ODY4YmQ2MDAwYTAxNjUxMTY5Yzg5M2E3OTpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.1080/0376835x.2022.2028607___.YzJlOnVuaXNhbW9iaWxlOmM6bzpiMmFkMTQ4N2YzYmU4NjE4MzNhY2I0NTQ4NjExMDk1ZTo3OjQwM2E6NWRkMzdmMGJmZmI4YjFiZjZlNzIxNWU0MmU0OWI5NDE0NTJjYTBlMDU2Nzg4NTYzNGNjZmE3ZDkyOTBhNTMxODpwOlQ6Tg
https://protect.checkpoint.com/v2/r02/___https:/doi.org/10.3389/fpsyg.2023.1153339___.YzJlOnVuaXNhbW9iaWxlOmM6bzo1N2U0NTc4NDBkZjA1NjBmODMzZmFhYTViZmNjZTY0NDo3OjQ5Nzg6NGM5ZDkxNDYyZTM3ZmJhODg5NjMzNzUwN2MyMzY1ZDQ1MTM3ZTEwMDQ3ZjdhMjBlNjM2ZTlhNzNhNzVmMTcyZjpwOlQ6Tg

