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 ABSTRACT 

 

This study investigated the use of critical pedagogy in literacy teaching in the Grade 4 

classrooms of two Quintile 1-4 schools on the Cape Flats, in the Western Cape. Its purpose 

was to provide Grade 4 teachers in disadvantaged schools on the Cape Flats with an 

opportunity to share their experiences of teaching literacy. The research approach is 

qualitative and used a case study of two randomly sampled Quintile 1-4 schools. The 

exploration sought to determine the extent to which literacy teachers employ critical 

pedagogy, and how the socioeconomic backgrounds of the learners influence literacy 

achievement. To frame the exploration, the study entails an overview of critical theory, 

critical pedagogy, literacy teaching and the social and political landscape on the Cape Flats in 

South Africa. The study employed critical literacy theory as the theoretical framework, in 

conjunction with Freire’s (1970) theory of practice. Thus, this study is underpinned by 

Freire’s (1970) Critical Pedagogy as well as the Sociocultural Theory of Bronfenbrenner 

(1979). These theories offer complementary perspectives on how individuals develop and 

learn within their environments, particularly in educational settings.  

 

Semi-structured interviews with four purposively sampled Grade 4 literacy teachers were 

conducted, and three lessons (30 minutes each) per classroom at School A and School B were 

observed. The study was guided by the main question: ‘How is critical pedagogy used in 

Grade 4 literacy teaching in Quintile 1-4 schools on the Cape Flats?’ Data gathered from the 

semi-structured interviews was analysed descriptively into narratives, thematically and 

interpretively. The themes that emerged from the teacher narratives were: Teacher knowledge 

of critical pedagogy; Critical pedagogy activities; Lack of resources; Teacher support; 

Challenges with CAPS; and Parental involvement. It was evident that the lack of resources, 

teacher support from the SMT and WCED, parental involvement, the demands of the CAPS 

curriculum and the time constraints affected both teaching challenges and learner 

achievement. Considering these factors is crucial for assessing literacy teaching and 

ascertaining how critical pedagogy is used in Grade 4 literacy classrooms.  
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CHAPTER 1: INTRODUCTION  

 

1.1​Introduction 

There has been great progress in literacy, with recent data (UNESCO Institute for Statistics, 

2025) showing that more than 86 % of the world’s population know how to read and write 

compared to 68 % in 1979. However, 745 million adults of whom two thirds are women, and 

250 million children are failing to acquire basic literacy skills. Beyond the conventional 

concept of it as a set of reading, writing and counting skills UNESCO defines literacy as the 

capacity to understand, interpret, create and communicate in an increasingly digital, 

text-mediated, information-rich and fast-changing world. Furthermore, UNESCO adds that 

literacy exists within a continuum of learning and is manifest in proficiency in reading, 

writing and using numbers throughout life. This means it forms part of a larger set of critical 

skills relevant to media literacy, education for sustainable development and global 

citizenship, as well as job-specific skills.  

 

Beyond this definition, Freire’s (1970) claim is that literacy constitutes a potential tool for 

problematising, critiquing and transforming the relations between the coloniser and colonised 

subjects, between "oppressors" and "oppressed". Freire (1972) illustrates by his teachings that 

this involves the process of conscientisation, whereby individuals become aware of their 

situation and are able to own and change their socio-economic situation. The birth of Critical 

Pedagogy is thus marked by the works of Freire (1972) and is based on the principles of 

critical theory. These principles are also explored by Max Horkheimer, Jurgen Habermas, 

Theodore Adorno, Walter Benjamin, Eric Fromm and Herbert Marcuse – key theorists who 

promote Critical Theory (Cohen and Crabtree, 2006:1). They are philosophers whose work is 

focused on creating a fair society, in which people have political, economic and cultural 

autonomy and control over their lives.  

 

Freire’s critical "teaching method" is a form of theory and practice which serves to stimulate 

learners to become critically aware of society and the world, through the medium of open 

questioning. To this end he encourages educators to develop a pedagogy which provides 

intellectual and moral resistance to oppression. McLaren (1989:21) suggests that educators 

need to become aware of the role society plays in creating injustice and inequalities, as well 

as the role they themselves play in the reproduction of these inequalities. Additionally, 
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McLaren (1989:21) asserts that social awareness and responsiveness form the basis of critical 

pedagogy. Therefore, educators are required to abandon the authoritarian transmission of 

knowledge and skills to engender the concept of morality and social accountability.  

 

Fine et al. (2004:2193-2223), in their study of youths in run-down schools in the United 

States of America, argue that dilapidated buildings, coupled with a chronic shortage of 

up-to-date textbooks, cripple teachers’ and learners’ social aspirations, their ability and sense 

of self. They posit that:  
Schools, like other contacts of childhood and adolescence, are… intimate places where youths construct identities, 

build a sense of self, read how society views them, develop the capacity to sustain relations and forge the skills to 

initiate change. These are the contexts where youth grow or shrink….Buildings in disrepair are not, therefore, 

merely a distraction, they are identity producing and self-defining (Fine et al., 2004:2193-2223). 

 

Chetty (2019:245) points to the social complexity of literacy education in a post-apartheid 

and multilingual society in his study of teachers in Grade 4 classrooms when learners switch 

from their mother tongue (mainly isiXhosa and Afrikaans) to English as the language of 

instruction (Chetty, 2019:245). He identified several critical factors relating to literacy 

underachievement. These were lack of resources, the degree of parental support, limited 

teacher knowledge, changes in the curriculum, the absence of cognitive activities, and more 

generally, the social complexity of poverty (Chetty, 2019:245). Chetty (2019:245) stressed 

that teachers are not adequately trained to teach in disadvantaged schools and that teacher 

training is often based on the average suburban school with middle-class children. 

 

As a result, this study investigates critical pedagogy as a teaching approach in Grade 4 

literacy teaching in disadvantaged schools on the Cape Flats.  

 

Background and Context 

The Cape Flats is described as a vast and sprawling area of land situated on the east of Cape 

Town (Cape Town Tourism, 2022). The area is referred to as the “dumping ground of 

apartheid” as it is here that people of colour (non-whites) were relocated in terms of the 

infamous 1956 Group Areas Act (SA History, 1998). This is the political significance of the 

term ‘Cape Flats.’ In geographical terms, it would include some of the former white areas of 

the Southern Suburbs of Cape Town (SA History, 1998). The Cape Flats comprises the areas 

east of the Northern and Southern Suburbs of Cape Town and is made up of Black ghettoes 
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and shantytowns. Areas on the Cape Flats include Athlone, Belhar, Bonteheuwel, Strandveld, 

Elsies River, Khayelitsha, Mannenberg, Heideveld, Hanover Park, Mitchell’s Plain, Lavender 

Hill, Vrygrond, Capricorn, Overcome Heights, Sea Winds, Retreat, Grassy Park, Lansdowne, 

Cape Town, Ottery, Lotus, River, Parkwood, Strandfontein, Pelican Park, Eagle Park, Langa, 

Gugulethu, Macassar, Matroosfontein, Nyanga, Philippi, Crossroads, Delft (SA History, 

1998). 

 

Since the 1950s, the Cape Flats has undergone revolutionary change. At one time one could 

travel for many miles without seeing any sign of habitation other than a few fences and 

handful of farmhouses. Then from being a practically uninhabited zone with a single, narrow 

road running between walls of alien Rooi-krans bushes, the Cape Flats now links Cape Town 

to the Strand.  

 

However, in the apartheid era, the government forcefully removed people of colour from 

central urban areas into the townships of the Cape Flats. Large housing projects were built, 

mostly as part of the Nationalist government’s broader effort to force the so-called Coloured 

community out of the central and western areas of Cape Town which the regime had 

designated as whites-only areas. This meant that only Whites could reside there permanently 

while people of colour were permitted to work in the city but were not allowed to live there. 

Other large townships such as Gugulethu and Khayelitsha were also allocated for black 

people (SA History, 1998).  

 

Since the end of apartheid, these communities of colour are no longer legally bound by racial 

restrictions, yet history, language, economics and ethnic politics still contribute to 

homogeneity of local areas. The ripple effect from the apartheid era continues to haunt the 

Cape Flats. Crime, unemployment, gangsterism, the rise of drug lords, drug and alcohol 

abuse, teenage pregnancies, and gender-based violence are only some of the socio-economic 

problems with which residents have to contend on a daily basis (SA History, 1998).  

 

These socio-economic problems have infiltrated the schools and created chaotic living 

conditions on the Cape Flats. According to the School Realities Report of 2022 (Department 

of Basic Education, 2022), there were 302 independent schools and 1452 public schools in 

the Western Cape. Interestingly, two years later the School Realities Report (Department of 

https://uwcscholar.uwc.ac.za/home



16 

  

Basic Education, 2024) highlights an increase in independent schools from 2282 to 2469, and 

a decrease in public schools from 22589 to 22381. Despite the way in which the Cape Flats 

was created and the harsh conditions under which people have to struggle for survival, a 

positive atmosphere has emerged, as new communities forged and as people learned to “make 

the best of a bad situation” (Cape Flats.org, 1996). Clearly, the bitter fruits of colonialism, 

apartheid, oppression and more recently post-pandemic difficulties, have left their poison in 

disadvantaged schools on the Cape Flats. All these factors have created significant barriers to 

effective literacy teaching and learning. Hence, Chetty (2019:245) suggests it is imperative 

that a new model of literacy be developed to challenge inequality and to provide strategic and 

sustained teacher support in disadvantaged schools in a society emerging from oppression 

and racism.  

 

The 2023 Reading Panel Background Report (RPBR) indicates researchers have found that 

no-fee-paying schools (Quintile 1-3) experience more significant learning losses than 

fee-charging schools (ibid). Studies conducted in the Western Cape – which had the lowest 

proportion of no-fee- paying schools – confirm that if the post-pandemic learning losses 

found in the Western Cape are projected for South Africa nationally, then the percentage of 

Grade 4 children who cannot read for meaning would increase from 78% pre-pandemic to an 

estimated 82% (Spaull, 2023:1). Hence, the quality of education in disadvantaged schools on 

the Cape Flats is of great concern.  

  
Figure 1.1 Photo of houses, Cape Flats  

Look Out Hill - Khayelitsha, Cape Flats 

https://share.google/kJYxLBuxgdEdbVB1k 

Figure  1.2 Photo of Khayelitsha Township, Cape Flats 

https://www.alamy.com/stock-photo/khayelitsha-towns

hip.html 
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Figure 1.3 Map of the Cape Flats Area: http://capeflats.org.za/modules/home/map.jpg 

 
Figure 1.4 Map presenting the poverty in South African households in 2016: 
https://southafrica-info.com/people/mapping-poverty-in-south-africa/ 
 
Currently, schools serving the majority of Black children in townships, informal settlements 

and ghettos remain dysfunctional, with deficient levels of literacy achievement even after 

racial oppression had ended in 1994 (Chetty, 2019:247). The effect of this is that the low 

quality of education in disadvantaged classrooms reinforces an inter-generational cycle of 

poverty in which working-class children inherit the socio-economic standing of their parents, 

irrespective of their abilities. Neo-colonial attitudes conveniently disguise cultural and 

ideological assumptions and ignore the economic and social conditions that resulted in the 

"illiteracy" of the children in the first place (Chetty, 2019: 247).  
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Because Freire’s (1970) critical pedagogy is a teaching approach that emphasises the 

importance of developing critical consciousness among learners, it can play a crucial role in 

addressing these challenges. Critical pedagogy supports pedagogical theories and practices 

that encourage teachers and students to understand the interconnecting relationships between 

ideology, power, culture, and any claim to objectivity (Leistyna and Woodrum, 1996). 

Furthermore, most research based on critical pedagogy focuses on students of lower 

socio-economic status (Shor, 1987).  

 

1.2​Problem statement  

The quality of education in disadvantaged schools on the Cape Flats is of great concern. 

Chetty (2019:245) asserts that there is a lack of reading material, limited support for teachers 

and low levels of parental engagement with their children’s education. Not only do these 

factors reinforce the complexity of the teachers’ predicament, but also the poor quality of the 

education these learners receive reinforces an inter-generational cycle of poverty, regardless 

of the children’s own abilities or the efforts of their teachers (Chetty, 2019: 245).  

 

Davids (2020) reports that children in South Africa have limited access to education, due to 

various factors such as, living in impoverished households, poor infrastructure, lack of 

resources, school fee payments, as well as travelling costs. She adds that the school education 

system in South Africa is of such a low standard that it generates increasing poverty; lower 

numbers of employable matriculants; falling incomes; and the advancement of the fortunate 

few who can attend advantaged schools and become a new elite (Davids, 2020).  

 

In their qualitative case study, Cilliers and Bloch (2018) argue that in South Africa, literacy is 

critical in helping combat poverty, promoting productivity and sustaining development. 

Interestingly, despite this other studies have shown that reading challenges are experienced 

across all 11 official languages and at all levels of the education system, from the foundation 

phase to tertiary level (Malda et al., 2014). The problem is exacerbated by the many 

challenges confronting learners and teachers in underprivileged schools, resulting in literacy 

underachievement.  
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This study will determine the pedagogical practices of literacy teachers at disadvantaged 

schools on the Cape Flats, and the effects on the socio-economic background of learners on 

their literacy achievement.  

 

1.3​Research questions  

The main research question of this study is: 

How is critical pedagogy used in literacy teaching in disadvantaged schools on the Cape 

Flats?  

The sub-questions are:  

1​ What is the role of critical pedagogy in literacy teaching in disadvantaged schools? 

2​ Which strategies can be identified for incorporating critical pedagogy into literacy 

classrooms?  

 

1.4 Objectives of the research 

1.​ to explore critical pedagogy strategies for literacy teaching in Grade 4 classrooms at 

disadvantaged schools  

2.​  to investigate the knowledge of critical pedagogy among literacy teachers in Quintile 

1-3 schools 

3.​ to identify strategies for incorporating critical pedagogy in literacy classrooms. 

 

1.5 Literacy teaching in Grade 4 classrooms 

Because of poverty and inequality, many children in South Africa are prevented from 

accessing quality basic education. To estimate the compounding effects of the COVID-19 

pandemic on education, Van der Berg et al. (2022) made reference to new research on 

learning losses in the Western Cape. Their report focussed on an assessment of the 

percentages of Grade 3s and 6s who had passed the language test at the lowest possible level 

(scored at least 30% on the test). At Grade 3, the percentage of those who had passed dropped 

from 68% (2019) to 59% (2021); and at Grade 6 it dropped from 85% (2019) to 76% (2021), 

with the most significant decline observed amongst the poorest learners. These findings 

reinforce Christie’s (2016:435) earlier prediction that schooling in post-1994 democratic 

South Africa remains unequal.  
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1.6​Organisation of the thesis 

The thesis consists of five chapters. The content of each chapter is summarised in the sections 

that follow. 

 

Chapter 1 introduces the subject of this study and gives a description of disadvantaged 

schools on the Cape Flats, in South Africa and internationally. Furthermore, it provides the 

rationale for the study, the context of literacy teaching in disadvantaged schools, and 

identifies ways in which socio-economic challenges affect the use of critical pedagogy in 

literacy classrooms.  

 

Chapter 2 provides a review of literature that includes the theories of critical pedagogy and 

literacy teaching. Freire’s (1970) critical pedagogy encourages a learner-centred approach 

instead of a teacher-centred approach. In addition to critical theory, the study uses 

Bronfenbrenner’s (1979) Ecological Systems Theory to support the study and to demonstrate 

that literacy achievement in learners is not an isolated case but is affected by other role 

players in the community. Moreover, this study is underpinned by Freire’s (1970) theory of 

Critical Pedagogy and the Socio-cultural Theory of Bronfenbrenner (1979).  

 

These theories offer complimentary perspectives on how individuals develop and learn within 

their environments, particularly in educational settings. Narrative and biographical 

approaches are powerful ways of analysing and presenting qualitative data (Cohen et al., 

2018:664). According to Bruner (1986:14-29), humans make meaning through "storied text" 

which fully captures: the human condition, human intentionality, the vividness of human 

experience, and the multiple perspectives and lived realities ("subjective landscapes") of 

participants. Therefore, to support the use of narratives in this study, Bruner’s (1986) theory 

facilitates establishing a platform for the teachers, from which to voice their experiences of 

literacy teaching in disadvantaged schools. 

 

Chapter 3 discusses the research design and methodology.  

 

Chapter 4 presents the data collected from the teacher interviews during the fieldwork phase 

of my study. The grammatical structure of the sentences has not been changed to ensure 

authenticity of the teachers’ voices.  
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Chapter 5 presents the discussion, findings and conclusion of the thesis. The chapter offers 

recommendations undergirded by Freire’s critical pedagogy and Bronfenbrenner’s Ecological 

Theory, in alignment with the data collected and the theoretical framework. The objectives of 

the study were to explore critical pedagogy strategies for literacy teaching in Grade 4 

classrooms at disadvantaged schools, to investigate the knowledge of critical pedagogy 

among literacy teachers in Quintile 1-4 schools and to identify strategies for incorporating 

critical pedagogy in literacy classrooms. 

 

1.7 Conclusion 

This chapter provides a basis for the study which explored the voices and experiences of 

literacy teachers and their critical pedagogical strategies in disadvantaged schools. The 

rationale for the study is discussed with reference to the following main elements: Grade 4 

teachers in disadvantaged schools; critical pedagogy; the role of community; challenges in 

disadvantaged schools; teacher-learner interaction; learner-centred versus teacher- centred 

pedagogy; literacy challenges; and statistics of literacy in Grade 4 classrooms. 

 

 

https://uwcscholar.uwc.ac.za/home



22 

  

CHAPTER 2: LITERATURE REVIEW  

 

2.1 Introduction 

The purpose of this study is to investigate critical pedagogy and literacy teaching in Grade 4 

classrooms on the Cape Flats. The literature review complements the purpose of the study, 

which is to create a theoretical framework for the overall investigation. The study provides 

Grade 4 teachers in disadvantaged schools on the Cape Flats with an opportunity to share 

their experiences of teaching literacy. It seeks to determine what the critical pedagogy 

practices of literacy teachers are, and how the socio-economic background of learners 

influences literacy achievement.  

 

Critical learning theory is employed as the theoretical framework in an attempt to understand 

how the socio-economic background of the learners and the critical pedagogy practices of the 

teachers influence literacy achievement in disadvantaged areas. It is based chiefly upon 

Freire’s (1970) theory of practice. When applied to the field of reading, Freire’s social 

learning perspective emphasises the importance of social influences and social interaction in 

literacy learning (Tracey and Morrow, 2006:123).  

 

This study is thus underpinned by Freire’s (1970) Critical Pedagogy as well as the 

Socio-cultural Theory of Bronfenbrenner (1979). These theories offer complementary 

perspectives on how individuals develop and learn within their environments, particularly 

within educational settings. Freire’s theory emphasises the importance of social justice, 

empowerment and critical consciousness in education, while Bronfenbrenner's theory 

highlights the interconnectedness of various environmental systems that influence 

development.  

 

Additionally, the literature review provides a brief overview of critical theory, critical 

pedagogy, critical literacy, literacy teaching, as well as a demographic outline of the social 

and political landscape of the Cape Flats.  

 

2.2 Critical literacy theory 

Freire (1970) is the key figure in the development of Critical Theory. Freire's work in Brazil 

in the 1960s provided an opportunity to find ways to understand, and then educate the poor 
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and uneducated masses – the lowest classes of the Brazilian population – for whom the 

provision of educational services was inadequate. The latter conditions enabled society to 

continue to supply itself with a perpetual stream of poorly educated workers. Hence, Freire's 

work did not present illiteracy as a personal failing but as a "historically constructed product 

of a society structured to produce inequality" (Siegel and Fernandez, 2000:146). Freire 

(1970) claimed that literacy was a potential tool for problematising, critiquing and 

transforming the relations between colonising subjects, between "oppressors" and 

"oppressed". 

 

Critical theory emerged in the 1920s with the Frankfurt School. Based on the principles of 

critical theory, the birth of Critical Pedagogy is marked in the works of Paulo Freire (1972). 

Freire’s critical "teaching method" is a form of theory and practice which serves to stimulate 

learners to become critically aware of society and the world, through the medium of open 

questioning.  

 

Freire (1972) refers to his teachings as the process of conscientisation whereby individuals 

become aware of their situation and are able to own and change their socio-economic 

situation. According to McLaren (1989:21), this is why educators need to become aware of 

the role that society plays in creating injustice and inequalities, as well as the role they 

themselves as educators play in the reproduction of these inequalities. Thus, Freire 

encourages educators to develop a pedagogy which provides intellectual and moral resistance 

to oppression.  

 

Through Critical Pedagogy educators are required to abandon the mere transmission of 

knowledge and skills for an educational approach that is primarily directed at awakening the 

concept of morality and social accountability. McLaren (1989:21) asserts that social 

awareness and responsiveness are the basis of critical pedagogy. Consequently, a critical 

approach to education, to literacy in particular, has to be explored if social ills are to be 

seriously addressed.  

 

2.3 Critical literacy  

Critical Literacy examines how literacy and literacy instruction can be understood as vehicles 

of power to alleviate social inequalities. Critical Literacy Theory investigates the political 
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aspects of literacy education, such as how schooling reinforces persistent disparities in 

contemporary society and the opportunities within education to empower individuals to 

overcome such social oppression (Tracey and Morrow, 2006:113-114). According to Siegel 

and Fernandez (2000):  
The image of schooling as an opportunity for social mobility based on merit is replaced, in critical thought, by one 

that shows how schools reproduce the unequal distribution of wealth and power that is the hallmark of capitalist 

societies, and in so doing contribute to the maintenance of the status quo (Siegel and Fernandez, 2000:141).  

 

Chetty (2015:1) warns against teacher-centred pedagogy and restates the significance of 

Freirean principles for the establishment of a student-centred educational environment, 

specifically in the field of critical literacy. He further notes that Freirean inclusiveness is 

more politically appropriate in the reconstitution of democratic thought and practice in South 

Africa than a relapse into teacher-centred authority models (Chetty, 2015:2). However, since 

1997, there has been a steady shift away from Freirean principles. This is evident in each 

revision of the post-1994 school curriculum and currently, the CAPS curriculum that supports 

constructivist practice and affirms the agency of learners as constructors, rather than passive 

receivers or acquirers of knowledge (Chetty, 2015:2).  

 

Freire (1970) views the students’ experiences as central to the construction of authentic 

knowledge: “they bring with them opinions about the world, and about life” (Freire and 

Horton, 1991:57).  In constructionism (also termed constructivism), people actively and 

agentically seek out, select and construct their own views, worlds and learning and these 

processes are rooted in socio-cultural contexts and interactions (Cohen et al., 2018:23). 

Although constructivist thought was prominent in the liberal intimations of the new education 

system that emerged after 1994 and although it was subsequently embedded in the new 

system’s foundational articulation, emancipatory and participatory emphases have been 

steadily eroded after each revision of the original document for democratic education in the 

new South Africa (Chetty, 2015:3).  

 

In constructivist practice, differentiated teaching is inevitable; sequencing and pacing depend 

on what the learner brings to the process. Constructivist practice falls within the scope of 

"invisible pedagogy" (Bernstein, 1972) where teaching is implicit, allowing for more freedom 

for the child and a focus on the whole child rather than specific skills. Bernstein (1972) points 
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out that visible pedagogy produces grouping of learners which means that if learners fall 

behind, a mending system has to be in place or the rules have to be relaxed. Visible pedagogy 

privileges teacher dominance which mirrors the pedagogical models of the pre-1994 era. 

Within the discipline of English and other languages, the crucial task of establishing literacy 

for all is linked to the development of critical literacy which is in turn predicated upon a 

constructivist learning environment of open debate and a culture of questioning (Chetty, 

2015:3).  

 

Freire emphasises that all knowing begins with experience: in his terminology, “knowledge is 

made from experience” (Freire and Macedo, 1987:87). Wallerstein (1987:35) notes that 

students’ experiences or "hidden voices" need to be revealed, otherwise they can block 

learning. These blocks can be emotional (for example, low self-esteem), structural (for 

example, lack of contact with English speakers) or socio-economic (for example, prejudice). 

The emotional power behind these experiences can inspire learning, and teachers can help 

students to understand the blocks and to move forward.  

 

The current South African Curriculum and Assessment Policy Statement (CAPS) appears to 

discount the creative engagement of the learner as an individual interpreter with a worrying 

emphasis on teacher-centred tuition. CAPS principles include social transformation, equal 

educational opportunities, active and critical learning, high knowledge and high skills, 

progression, human rights, inclusivity, environmental and social justice and valuing 

indigenous knowledge systems. However, the major systemic issues that present a challenge 

to the ethos in CAPS are inequality, teacher equality, pedagogic facility, Language of 

Learning and Teaching (LoLT), large classes, limited resources, school management, subject 

competence, teacher training, parental involvement and poverty (Chetty, 2019). These major 

systemic issues reveal the inadequacies of CAPS. The following quote from teachers 

confirms the systemic issues of CAPS according to Chetty’s 2019 study on the Cape Flats:  
"They need individual attention and that is not feasible as periods are very short and CAPS’ pace is very fast to 

accommodate those learners and also there is no time allowed for revision in CAPS." "The curriculum is 

demanding and leaves very little time for consolidation. There were too many concepts that had to be taught in a 

short space of time, which made it hard for me to attend to weak learners individually." "Writing exercises were 

few due to the lack of teaching time, what little writing is done are exercises composed of isolated sentences and 

very few creative writing pieces." (Chetty, 2019: 6) 
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Additionally, Chetty’s (2019:4) findings indicate that none of the ten schools possessed a 

library that was adequate for the needs of primary school learners. He further states that four 

schools did not make any provision for learners to borrow books to take home, and lacked a 

library altogether.  

 

Freire’s (1970) approach showed that as people name their experiences of being exploited 

(for example, as workers) and link these stories with graphic representations (moving from 

oral to written narratives), they become conscientised by the unearthing of social 

contradictions that are the cause of their exploitation. In this manner, they can learn how to 

act against oppression. Freire (1970) referred to this process as a 

"problem-posing/problem-solving" model of education. The method also allows both teacher 

and student to be learners, expanding their knowledge through dialogue and mutual respect. 

This approach has been taken up in other parts of the world, like the Nicaraguan literacy 

campaign (UNESCO, 2005) and the Citizenship schools in the US (Spener, 1990). Critical 

pedagogy researchers and educators like Shor (1987), Macedo (1987), Morrell (2008), Darder 

(2015) and McLaren (1989) have worked to bring Freirean-inspired praxis into communities, 

schools and classrooms. 

 

Lee (2011:96) states that critical literacy, closely aligned with critical pedagogy, is intended 

to help the oppressed or marginalised to become aware of social disparities, gain ownership 

of selfhood and then transform society through the empowering agency of literacy education. 

Blake (2016:1) summarises the importance of critical literacy and notes that it is intended to 

empower learners to deconstruct power dynamics and disparities found in literature, various 

forms of media and written or oral texts, pertaining to race, socio-economic status, gender, 

class, and sexual orientation etcetera. Additionally, Chetty (2015:6) emphasises that critical 

literacy mandates the reader of a text to be an independent, critical thinker.  

 

However, according to critique, critical literacy failed to address the needs of learners in their 

development as readers and writers (Rodgers and O'Daniels, 2015:63). This prompted 

Freebody and Luke (1990) to devise an approach that responds to this critique. Their “four 

resources model” attends to cognitive and social dimensions of literacy learning and includes 

four roles that are "necessary but not sufficient sets of social practices requisite for critical 
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literacy" (Luke, 2000:454). These are Code-breakers, Text participants, Text users, and Text 

analysts.  

 

Freire’s (1970) “problem-solving” model of education counters the teacher-centered 

pedagogy by insisting that there be a determined effort by the teacher to relinquish the role of 

expert and provide the critical, reconstructive space for learners to sort out their 

contradictions or conflicts, confirm themselves and gain understanding about the richness of 

other cultures or voices. Similarly, Code breakers decode and encode written texts; Text 

participants combine text with personal knowledge and experiences; Text users understand 

and act upon text functions; and Text analysts and critics name the ideological aspects of the 

text while critiquing and transforming it. Luke (2000:454) further asserts that the four 

elements are not developmental, stating, "In classrooms, lessons can address these different 

dimensions simultaneously at the earliest stages of literacy education”. This model has been 

integrated into the policy and curriculum in Australia (Rodgers and O' Daniels, 2015:63).  

 

In South Africa Hilary Janks is another educationist who has contributed to this critical 

discussion. Janks (2010) developed a critical literacy framework in response to the South 

African struggle against apartheid. She envisaged four concepts central to understanding 

language and power, namely: domination, access, diversity and design. Janks' framework 

draws on Fairclough's (1992) work on critical language awareness, which emphasises the 

analysis of texts to determine the choices made by the writer or speaker. Janks (2000) 

describes the four concepts as follows.  
Domination refers to the idea that the discourse plays an important role in the power relationships; Access focuses 

on providing students with tools of dominant discourses without devaluing primary discourses, Diversity embraces 

engagement with various literacies and a range of modalities, which facilitates experimentation with different 

social identities; and Design or the productive and creative potential of power is conceptualised as a way to 

challenge and change existing discourses (Janks, 2000:177).  

 

Additionally, Janks (2000:177) emphasises that students must be taught how to use and select 

from the available semiotic resources for representation to make meaning while 

simultaneously combining and recombining these resources to create possibilities for 

transformation and reconstruction.  
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2.4 Literacy teaching 

In an investigation into the links between poverty and educational standards, Nortje 

(2017:52) argues that approximately 63% of children in South Africa live in poverty and that 

a high percentage lack adequate nutrition. He adds that there is a clear link between poverty 

levels in a country and the standard of education. This insight is corroborated by Chetty’s 

(2012) observation that schools in South Africa where poverty-stricken Black “and 

Coloured” schools are located, lack the resources needed to enhance learning, such as 

qualified science and mathematics educators, adequate facilities for learning, books in the 

home, and parents who have the capacity and self-belief to help their children to read.  

Many children in South Africa are prevented from accessing the quality basic education they 

need due to poverty and inequality. Moreover, the Covid-19 Pandemic and its consequences 

imposed additional stress on the already poverty-stricken Cape Flats communities in 2020, 

when the learning of almost 17 million learners from pre-school to secondary school was 

interrupted (Census, 2022).  

 

De Wet (2016:3) contends that the Western Cape is one of the richest provinces in South 

Africa but that the Cape Flats is one of the poorest and most violent areas in the country. 

Violence is often intensified in disadvantaged areas where communities are affected by 

negative forces such as gang activity, abuse and criminality. Such conduct impacts schools 

directly and adversely. Yet while Nortje (2017:15) maintains that education may be used as a 

tool to reduce poverty, increase economic growth and create better living conditions if 

implemented correctly, Chetty (2012) insists that the levels of inequality in literacy 

achievement and attainment will persist, if socio-economic inequality is not addressed first.  

 

New estimates of learning losses following the COVID-19 pandemic reveal South Africa is 

even further behind the 2030 goal that stipulated by which time all children were to have 

learnt to read for meaning (Spaull, 2023:1). According to the 2022 Background Report of the 

Reading Panel, the government is not on track. The panel therefore made the following four 

recommendations to the government which relate to measuring reading: implementing 

standardised assessments of reading, budgets, a minimum set of resources, an audit of 

university teaching programmes (Spaull, 2022). However, there has still been almost no 

progress. The Western Cape (Grade 1-3) and Gauteng Province (Grade R) programmes are 
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the only new programmes that have been implemented. There is also no National Reading 

Plan, no budget for reading and no reporting on tasks (Spaull, 2022).  

 

There is however, evidence of small-scale programmes improving reading outcomes in the 

North West, Eastern Cape and Limpopo. Among these interventions, two types have made 

the largest gains. The Early Grade Reading Study (EGRS) in the North West employs a 

teacher coach who visits teachers in their classroom. (Spaull and Taylor, 2022). And the 

Funda Wande study in Limpopo employs Educator Assistants who are trained and provided 

with resources (ECEDOE, 2022).  

 

The results of the Funda Wande Limpopo Teacher Assistant intervention (2021-2022) 

released in January 2023 reveal that schools receiving both additional materials and a 

dedicated teacher assistant (one per teacher) improved reading outcomes by 129% in both 

reading and mathematics. In the selection process the Teaching Assistants (TAs) participating 

in the Limpopo intervention underwent literacy and numeracy tests, and were trained in 

person every term. They were also equipped with a complete structured pedagogy 

programme. 

 

Cilliers and Bloch (2018) conducted a qualitative case study and declared that in South Africa 

literacy is critical in helping to combat poverty, promote productivity and to sustain 

development. In the context of existing deficiencies, South Africa experiences reading 

challenges across all 11 official languages at all levels of the education system, from the 

foundation phase to tertiary level (Malda et al., 2014). According to Al-Mahrooqi et al. 

(2016), South African learners’ low reading comprehension levels may be attributed to 

various factors – aside from the macro-level problems such as high poverty, low parental 

literacy, weak administration in many schools, resource constraints, and under- qualified 

instructors/educators.  

 

Findings from Sibanda’s (2021:4) study in a South African township reveal that parents 

treated schools as “dumping grounds” in that they do not get involved in any school 

responsibility to educate their children. Seemingly, parents have the perception that a school 

is responsible for children’s education, and they lack an awareness of the importance of being 
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involved. A positive parent-teacher relationship creates a happier child with a strong sense of 

security.  

 

A further study conducted in Gauteng schools by Mahlangu and Mtshali (2024), set out to 

investigate the factors contributing to poor literacy among Grade 4 learners in the Gauteng 

Province. The findings suggest that poor literacy is caused by multiple factors, ranging from 

learners’ ability to the lack of reading resources and reduced motivation and commitment to 

learn spelling, punctuation and comprehension. They concluded that poor literacy existed 

among Grade 4 learners because of learners’ inability, teachers’ lack of skills, and inadequate 

resources (Mahlangu and Mtshali, 2024).  

 

Poor teacher competence is attributed to the teacher training received in largely dysfunctional 

colleges during the apartheid era (Taylor, 2016:18). In his study, Chetty (2019:245) asserts 

that teachers have not been adequately trained to teach in disadvantaged schools, as the 

idealised norm in teacher training is the average suburban school that enrols middle-class 

children. He further adds that the teacher education curriculum rarely takes into consideration 

the needs of poor children, the teaching and learning challenges in under-resourced schools, 

the realities of socio-economic inequality or the injustice of poverty (Taylor, 2016:18).  

 

2.5 Critical pedagogy  

Critical Pedagogy is a teaching approach that emphasises the importance of developing 

critical consciousness among learners, and can play a crucial role in addressing the challenges 

discussed in the previous section. As indicated earlier, Freire (1970) proposes a 

"problem-posing education" that accepts neither a "well-behaved" present nor a 

predetermined future. Freire (1970) argues that the traditional "banking-education" would not 

respond to the politics of power since it aims to "assimilate learners into the logic of the 

dominant system". "Banking education" is where knowledge is presented as neutral and is 

transferred unilaterally to unquestioning students, who are seen as "empty vessels" (Freire, 

1970). Furthermore, Freire (1970) argues that: 
A teacher in the banking model chooses the programme content, and the students adapt to it; the teachers choose 

and enforce this choice, and the students comply; the teacher knows everything, and the students know nothing; 

the teacher thinks, and the students are thought about. (Freire, 1970:59)  
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Freire endeavoured to create a "pedagogy of liberation". He believed that: 
if learning to read and write is to constitute an act of knowing, the learners must assume from the beginning the 

role of creative subjects. It is not a matter of memorising and repeating given syllables and phrases, but rather of 

reflecting critically on the process of reading and writing itself and on the profound significance of language. 

Insofar as language is impossible without thought, and language and thought are impossible without the world to 

which they refer, the human word is more than mere vocabulary – it is word-and-action. The cognitive dimensions 

of the literacy process must include the relationships of men [sic] with their world. (Freire, 1972:29) 

 

Freire was committed to adult literacy learners through the process of reading the word and 

the world (Freire and Macedo, 1987). Katz (2014: 2) frames critical pedagogy as rooted in 

students' knowledge based on their daily lives. Katz elaborates that a critical education begins 

with students exploring their concrete reality, sharing those experiences, and locating 

themselves within the socio-political context (Katz,2014:2). According to critical pedagogues 

like Freire, when students address issues that affect their daily lives, they become more 

engaged with the ideas they are learning, thereby becoming more critically conscious. Critical 

pedagogues also emphasise the importance of teacher-student personal relationships (Shor 

and Freire, 1987). This practice contrasts the "banking" concept of education, where the 

teacher aims to “fill” the students who act as information recipients (Freire, 1970).  

 

The social complexity of literacy education in a post-apartheid and multilingual society is 

raised by Chetty (2019:245) in his focus on teachers in Grade 4 classrooms when learners 

switch from their mother tongue (mainly isiXhosa and Afrikaans) to English as the language 

of instruction. Critical factors for literacy underachievement cited were: lack of resources, the 

extent of parental support, lack of teacher knowledge, changes in the curriculum, the absence 

of cognitive activities, and the overall social complexity of poverty itself (ibid).  

 

Similarly interested, hooks’ (1994) theoretical concerns have made a profound impact on the 

development of critical pedagogy. Her own pedagogy, she contends, is informed by 

anti-colonial, critical and feminist theories. hooks (1994) emphasises the need for educators 

to consider learners as whole people with complex experiences. When educators perceive 

this, their approach to education aligns with critical pedagogy, which frames education as 

more than achieving academic success or becoming professionals but instead as becoming 

more engaged in public life (hooks, 1994). hooks (1994) disapproves of a view of education 

as separate or neutral, and instead begins with the assumption that schools are sites for 
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organising knowledge, power and desire. She calls for teachers to teach in a manner that 

works to transform consciousness and to create an atmosphere of open expression that is the 

mark of an emancipatory education (hooks, 1994). 

 

Shor (1987) affirms that it is naïve to see the classroom as a space separate from the rest of 

the community, where inequality does not affect learning. He further argues that educators 

determine what is passed on to students as legitimate knowledge and culture, thereby 

reproducing existing culture and beliefs (Shor, 1987). Importantly, Shor (1987) states that 

critical education encourages students to think of themselves as agents, capable of shaping 

their education and society. And while Giroux (2011) advocates educators must work towards 

a socially just world, McLaren (1997:1) argues specifically for "a revolutionary movement of 

educators informed by a principled ethics of compassion and social justice, a socialist ethos 

based on solidarity and social interdependence". Considering this directive, it is vital to take 

critical pedagogy beyond the theory and consider its applicability.  

 

Here, the theoretical detail Kincheloe (2004) foregrounds revolves around the following 

central concepts of critical pedagogy: critical enlightenment, critical emancipation, the 

rejection of economic determinism, the critique of instrumental or technical rationality, the 

impact of desire and the concept of immanence. He emphasizes that in the context of critical 

enlightenment, critical theory analyses competing power interests between groups and 

individuals within the society, identifying who gains and who loses in specific situations. 

Critical pedagogues argue that privileged groups often have an interest in supporting the 

status quo to protect their advantages. Interestingly, the dynamics of such efforts often 

become a central focus of critical research (Kincheloe, 2004). To seek critical enlightenment 

is to uncover the winners and losers in particular social arrangements and the processes by 

which such power plays operate (Kincheloe, 2004).  

 

Critical emancipation occurs when those who seek emancipation attempt to gain the power to 

control their own lives in solidarity with a justice-oriented community. In this way, critical 

research attempts to expose the forces that prevent individuals and groups from shaping the 

decisions that crucially affect their lives. Kincheloe and Steinberg (1997) stress that critical 

theorists view the effort to understand dominant power and its effects on individuals, as vital 

information needed for the task of constructing a vibrant society.  
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Reconceptualised critical theory involves the rejection of economic determinism, the 

insistence that the tradition does not accept the orthodox Marxist notion that “base” 

determines “superstructure” which means that economic factors dictate the nature of all other 

aspects of human existence. Twenty-first century critical theorists understand that there are 

multiple forms of power, including racial, gender, sexual axes of domination. However, an 

evolving critical theory in no way attempts to argue that economic factors are inconsequential 

in the shaping of everyday life because it can never be separated from other axes of 

oppression (Kincheloe and Steinberg, 1999).  

 

Kincheloe (2004) states that instrumental or technical rationality as one of the most 

oppressive features of contemporary society by a reconceptualised critical theory. This form 

of “hyper-reason” involves an obsession with “means” in preference to “ends”. Critical 

theorists claim that instrumental or technical rationality is more interested in method and 

efficiency than in purpose. In other words, it directs its questions at “how to” instead of “why 

should” (Giroux, 1997). Furthermore, critical theorists claim that many rationalistic scholars 

become so obsessed with issues of technique, procedure and correct method that they forget 

the humanistic purpose of the research act (Giroux, 1997).  

 

The impact of desire, Kincheloe (2004) also notes it as a central concept of critical theory. 

This involves a social theoretical position that questions the universalising tendencies of 

structural approaches to scholarship, for example Maslow’s hierarchy of needs. Therefore, 

poststructuralism emphasises the historical and cultural contextual contingencies of all human 

experience - inscriptions within traditional psychoanalysis and work to avoid its bourgeois, 

ethnocentric, and misogynist practices. Freed from these blinders, poststructural 

psychoanalysis helps researchers gain a new sensitivity to the role of fantasy and imagination 

and the structures of sociocultural and psychological meaning they reference (Kincheloe and 

Steinberg, 1999).  

 

Moreover, Kincheloe (2004) points out that critical theory involves the concept of 

immanence. There is always a concern with what could be, what is immanent in various ways 

of thinking and perceiving. Therefore, critical theory should always move beyond the 

contemplative realm to concrete social reform. In line with Freire, the notion of evolving 

critical theory possesses immanence as it imagines new ways to ease human suffering and 

https://uwcscholar.uwc.ac.za/home



34 

  

produce psychological health (Freire, 2001). Additionally, critical immanence helps us get 

beyond ego-centrism and ethno-centrism and work, to build new forms of relationship with 

diverse peoples. 

 

A reconceptualised critical theory of power includes a critical analysis of hegemony, ideology 

and linguistic or discursive power. Critical pedagogy focuses on the productive aspects of 

power, its ability to empower, to establish a critical democracy, to engage marginalised 

people in the rethinking of their socio-political role (Fiske, 1993). Antonio Gramsci’s 

(1891-1937) notion of hegemony is central to critical research in the context of oppressive 

power and its ability to reproduce inequalities and human suffering. Critical theorists note 

that the formation of hegemony cannot be separated from the production of ideology. 

Therefore, if hegemony is the larger effort of the powerful to win consent of their 

“subordinates,” then ideological hegemony involves the cultural forms, the meanings, the 

rituals and the representations that produce consent to the status quo and individuals’ 

particular places within it (Kincheloe, 2004).  

 

Ideology in relation to hegemony moves critical inquirers beyond explanations of domination 

that have used terms such as propaganda to describe the way media, political, educational and 

other socio-cultural productions coercively manipulate citizens to adopt oppressive meanings 

(Kincheloe, 2004). From a critical perspective, linguistic descriptions are not simply about 

the world but serve to construct it. However, in an educational context, for example, 

legitimated discourses of power insidiously tell educators what books may be read by the 

students, what instructional methods may be utilised, what belief systems and views of 

success may be taught (Kincheloe, 2004).   

 

It is thus imperative to consider and discuss the following terms and key aspects of critical 

pedagogy: knowledge, culture, ideology and curriculum.  

 

2.5.1 Knowledge 

McLaren (1989:170) asserts that critical pedagogy differentiates various forms of knowledge: 

technical knowledge – which can be measured; practical knowledge – which is acquired 

through describing and analysing social situations; and emancipatory knowledge. He 

emphasises that emancipatory knowledge is most valued because it helps to shed light on the 
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manner in which social relations are manipulated or distorted by relations of power or 

privilege (McLaren, 1989:170). The agreement or consent between individuals who find 

themselves in specific social contexts of race, gender or class gives birth to knowledge which 

is historically and socially situated within links or power relations between different groups. 

However, because it gives rise to action, emancipatory knowledge creates an understanding 

of oppression and domination, and equips the individual with a strong sense of self-worth and 

belief in interrogation, with the purpose of social transformation and community upliftment. 

Therefore, knowledge in this regard is treated as the foundation of social justice, equality and 

empowerment (McLaren, 1989:171).  

 

2.5.2 Culture 

McLaren (1989:171) defines culture as the manner in which social groups (with their discrete 

values, ideologies and practices) live and make sense of their individual lives. In view of 

critical pedagogy, the relations between culture and power are analysed to illuminate who has 

the power and how it is reproduced. Therefore, culture may be seen as a field of contestation 

in which the production of certain forms of knowledge is disputed to determine legitimacy 

(McLaren, 1989:171).  

 

The production of culture leads to the formation of different layers. Dominant cultures are 

constituted by groups in control within a particular social class whose values, interests and 

ideologies are indulged, preferred and entrenched as standard or orthodox. Subordinate 

cultures are constituted by groups who live their social relations subordinate to the dominant 

group. And sub-cultures are formed by individuals within the dominant or subordinates, who 

contest the cultural space and adopt a distinct identity (McLaren, 1989:171).  

 

Kincheloe and Steinberg (1997) stress critical theorists have argued that culture has to be 

viewed as a domain of struggle, where the production and transmission of knowledge is 

always a contested process. Dominant and subordinate cultures deploy differing systems of 

meaning based on the forms of knowledge produced in their cultural domain. In this regard, 

cultural pedagogy plays a significant role in critical theory. This is because cultural 

production can be thought of as a form of education, as it generates knowledge, shapes values 

and constructs identity. From a Freirean perspective, therefore, such framing can help critical 
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teachers and students make sense of the world of domination and oppression as they work to 

bring about a just, democratic and egalitarian society. 

 

2.5.3 Ideology 

According to McLaren (1989:176), ideology relates to a system of ideas, values and beliefs 

which are lived out and expressed by individuals and groups. Additionally, ideology is 

presented as the manner in which we view the world, as well as the various types of social 

practices and rituals which we come to regard as natural.  

 

2.5.4 Curriculum 

The explicit objective of the curriculum is to ensure that learning takes place, where the 

individual learns to question or interrogate and own knowledge in an authentic way. The 

curriculum in this context is an expression of cultural politics which prepares learners to 

assume positions of dominance, employment and significance, or subordination, humility and 

silence.  

 

Critical theorists attempt to determine the role schools play in the transmission of status and 

class positions in society. They also investigate the manner in which schools are authorised to 

perpetuate or reproduce certain social relations and attitudes which support and favour 

dominant cultures, their financial priorities, land ownership, language, accent and gestures 

(McLaren, 1989:186). In their studies, critical theorists seek to expose the role of the hidden 

curriculum, where knowledge and behaviour are constructed through processes not overtly 

linked to learning and teaching material or formal scheduled lessons.  

 

In other words, exploring the hidden curriculum entails critical analyses that examine how 

learners are socialised to behave or act in a particular way, and how messages are transmitted 

to them via the learning environment, educators, parents and government. At privileged 

schools, this collective ‘agenda’ is euphemistically termed the ethos of the institution 

(Davids, 2020:58). In such cases, what gets recommended as an appropriate curriculum is 

derived from the cultural capital already inherent among learners (Chetty, 2015:6).  
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2.6 Social learning perspectives 

Social learning perspectives incorporate several theories that emphasise the central role of 

social interaction in developing knowledge and learning.  

 

Sociolinguistic Theory (Bernstein, 1972) and Social Learning Theory/Social Cognitive 

Theory (Bandura, 1986) are included in the social learning perspective referred to here, 

noting that certain of these terms are used interchangeably. Critical Literacy Theory (Gee, 

1990) is an additional area of special interest within the social learning perspective. 

Furthermore, when the social learning perspective is applied to the field of reading, it 

emphasises the importance of social influences and social interaction in literacy learning 

(Tracey and Morrow, 2006:123).  

 

2.6.1 Sociolinguistic theory  

Sociolinguistic Theory is viewed as both a social and a linguistic process. Bloom and Green 

(1984) write:  
As a social process, reading is used to establish, structure and maintain social relationships between and among 

people. As a linguistic process, reading is used to communicate intentions and meanings, not only between an 

author and a reader but also between people involved in a reading event (Bloom and Green, 1984:395). 
 

Sociolinguistic Theory is rooted in the fields of anthropology (Bloom and Green, 1984), 

linguistics (Bernstein, 1972) and literary analysis (Rosenblatt, 1994). Sociolinguists believe 

that oral language is the foundation for children's reading and writing achievement (Apel and 

Masterson, 2001). This foundation implies that knowledge provides children with an intuitive 

understanding of language structure that helps them predict text and read fluently at a later 

age (Tracey and Morrow, 2006:101). 

 

2.6.2 Socio-cultural theory  

In Socio-cultural Theory, emphasis is placed on the roles of social, cultural and historical 

factors in the human experience.  

 

Woolfolk (1998:279) plainly states that knowledge is based on social interactions and 

experience. However, the socio-cultural perspective has its roots in the work of 

Bronfenbrenner (1979:3), who posits that concentric levels of influence affect children's 
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development. Bronfenbrenner (1979:4) elaborates on the three spheres of influence which 

affect human development: the microsystem (the first and innermost level, which is the 

child's immediate environment, home and/or classroom), the mesosystem (the second level, 

which is the layer of interaction that exists between the child's home and school life) and the 

exosystem (the third level which is the child's parents’ work situation). His perspective is 

called an "ecological view of development" or an Ecological Model of human development 

because it illustrates the power of "wide-ranging" developmental influences (Bronfenbrenner, 

1979:4).  

 
Figure 2.1: Bronfenbrenner’s Ecological Systems Theory:  

https://www.simplypsychology.org/bronfenbrenner.html  

 

Bronfenbrenner (1979:13) proposes that the Ecological Systems Theory indicates all 

individuals are part of related systems, with the individual in the middle moving out from the 

middle to integrate with other systems (Bronfenbrenner, 1979:13).  

 

The microsystem is a system closest to the child, and involves those who are close to the 

child, such as parents, peers, teachers and other primary caregivers (Paquette and Ryan, 

2001:2). Consequently, this system affects the child’s closest relationships, and it will result 

in the influence of the mesosystem. At this level, the relationship between people happens in 

two ways; for example, parents influence a child’s beliefs and behaviour, and vice versa 
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(Paquette and Ryan, 2001:2). Bronfenbrenner states that these relationships exist in all 

environments (1979:13) as the influence between a child and parents is strong and powerful.  

 

At the schools where I conducted my study, the microsystem may apply in cases involving a 

learner whose home is with the grandparents/parents/guardian, and whose home language is 

isiXhosa, Sotho or any language except English or Afrikaans. There may therefore be no 

encouragement or motivation at home to speak English or Afrikaans, and consequently the 

learner may lack the confidence to speak, write or socialise with their peers or teacher.  

 

In the exosystem, certain layers do not work together directly; however, there is some impact 

on a child’s development from parents’ workplace, family and government policies (Berk, 

2000:27). Also, children may not deal with these layers directly, yet they are affected by them 

and their development is influenced by them.  

 

For instance, schools have language policies which can have a negative effect on the learners. 

The schools may be registered for English and Afrikaans as a Language of Learning and 

Teaching (LoLT), yet as was the case in this study, the majority of the Grade 4 learners were 

introduced to lessons taught in languages they could not speak, write or read. This was due to 

their parents/grandparents/guardians’ belief that it is beneficial for their children to be taught 

in English and Afrikaans. Sadly, the effect is that learners feel disappointed and incompetent.  

 

Bronfenbrenner (1979:14) describes a macrosystem as a societal guide for a particular 

culture. Values, customs, laws and resources are included in this system, all of which 

influence how the child develops. An example of this would be a child in the isiXhosa culture 

who cannot speak, read or understand isiXhosa. If this occurs, he/she may be bullied or 

mistreated by peers or family members. Therefore, this theory is appropriate to the study as it 

investigates the interrelated system of the school, teachers, parents, community and peers for 

how these influence learner behaviour.  

 

2.7 A Freirean (student-centred) pedagogy 

Freire acknowledges his indebtedness to Dewey (Collins, 1977:84), but develops Dewey’s 

(1940) ideas on human experience and proposes that knowledge, like experience, is 

historically founded yet continuously changing. This concept regards knowledge as dynamic: 
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it recognizes that knowledge is influenced by power relations and is important in the 

curriculum reconstruction process.  

 

In outlining such a process, Beyer and Apple (1988:5) provide a valuable framework that 

requires us to think about education critically and cognitively by asking a range of questions 

such as those in the list that follows.  

1.​ Epistemological questions: What should count as knowledge? Should we take a 

behavioural position – one that divides the knowledge and knowing into cognitive, 

affective, and psycho-motor areas – or do we need a less reductive and more 

integrated picture of knowledge and the mind, one that stresses knowledge as 

process?  

2.​ Political questions: Who will control the selection and distribution of knowledge; and 

through which institutions?  

3.​ Economic questions: How is the control of knowledge linked to the existing unequal 

distribution of power, goods and services in society? 

4.​ Ideological questions: What knowledge is of most worth? Whose knowledge is it? 

5.​ Technical questions: How will curricular knowledge be made accessible to students? 

6.​ Aesthetic questions: How do we link curriculum knowledge to the student’s 

biography and personal formulation of meaning? 

7.​ Ethical questions: How will we treat others responsibly and justly in the process of 

education? What ideas of moral conduct and community serve as the underpinning of 

the ways in which learners and teachers are treated?  

8.​ Historical questions: What traditions in the field already exist to help us answer these 

questions? What other resources do we need to go further?  

 

By considering these questions in the process of curriculum reconstruction, we create an 

educative environment in which cognitive development is central: we begin to understand the 

reconstruction process as an inherently political and moral one (Apple, 1979:111). Macedo’s 

(2013:90) reflection on Freire’s keen understanding that hope "is the very matrix for any 

dialectic between hope itself, anger or indignation and love" (Freire, 2004:xxvii), makes 

Freire’s political project timelier today in view of the dehumanising policies the world is now 

facing through neo-liberalism and "hot-button cowboy militarism" (Macedo, 2013:90).  
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2.8 Conclusion 

This chapter provides a review of literature that includes the theories of critical pedagogy and 

literacy teaching. Freire’s (1970) critical pedagogy encourages a learner-centred approach 

instead of a teacher-centred approach. This follows a discussion about Bronfenbrenner’s 

(1979) Ecological Systems Theory, which demonstrates that the achievement of literacy in 

learners does not happen in isolation, but is affected by other role players in the community. 

Hence, this study is underpinned by Freire’s (1970) theory of Critical Pedagogy and the 

Socio-cultural Theory of Bronfenbrenner (1979).  

 

Additionally, the literature review provides a brief overview of critical theory, critical 

pedagogy, critical literacy, literacy teaching, and the social and political landscape of the 

Cape Flats. 
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CHAPTER 3: METHODOLOGY  

 

3.1​Introduction 

This chapter, provides an outline of the research design and methodology of this study. In this 

chapter I also expound on my pilot study and present relevant ethical considerations.  

 

The aim of the study was to explore critical pedagogy strategies in Grade 4 classrooms, to 

investigate the knowledge of critical pedagogy among Grade 4 literacy teachers in schools on 

the Cape Flats, and to identify strategies for incorporating critical pedagogy in literacy 

classrooms. For this research I used an interpretive paradigm and a qualitative research 

design. I collected data by conducting interviews at two different sites.  

 

Research methodology refers to the research process, the tools and the procedures to be used 

(Babbie and Mouton, 2001:75). It is imperative that the research methodology include the 

methodological underpinnings of the study. Cohen et al. (2018:186) describe methodology as 

ways to find out about a phenomenon, the approach to be used, the application of principles 

which underpin it, and the justification for using the research approach adopted. The type of 

study determines how the research is undertaken using associated elements particular to the 

research design. These include sampling, instrumentation, canons of validity, etcetera. 

Therefore, when this study was designed careful consideration was given to aligning the 

research methodology with the aims, objectives and research questions.  

 

The objectives of the study were to: 

(1) to explore Critical Pedagogy strategies for literacy teaching in Grade 4 classrooms 

at disadvantaged schools; 

(2) to investigate the knowledge of Critical Pedagogy among literacy teachers in 

Quintile 1-4 schools; and 

(3) to identify strategies for incorporating Critical Pedagogy in literacy classrooms. 

 

3.2 An interpretative paradigm 

According to Cohen et al. (2018:175), an interpretive paradigm rests, in part, on the 

subjectivist, interactionist, socially constructed ontology, and on an epistemology that 
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recognises multiple realities, agentic behaviours and the importance of understanding a 

situation through the eyes of participants.  

 

The interpretive paradigm is characterised by a concern for the individual and its central 

endeavour is to understand the subjective world of human experience (Cohen et al., 

2018:175). Nieuwenhuis (2015:419) argues that “interpretivism focuses on people’s 

subjective experiences of the social world by sharing meanings and how they interact with or 

relate to each other”. In line with the interpretive paradigm, the interviews with the teachers 

developed into narratives about their experiences of critical pedagogy in Grade 4 literacy 

classrooms and the challenges they face.  

 

The study used a qualitative research design. The design of any research is viewed as the 

plan, or logical sequence in which a particular study is conducted. The design requires a 

research framework and the various tools and instruments employed to gather relevant data. 

Mouton (1996:175) states that the research design serves to "plan, structure and execute the 

research", in order to maximise the validity of the findings. Creswell (2008:16) notes that 

there are multiple ways of socially constructing the world. Thus, in selecting an interpretivist 

paradigm, the researcher relies on qualitative methods, Interpretivism frequently requires. 

These will enable them to obtain deep and rich meanings from participants in a world where 

reality is indeed complex and ever-changing.  

 

The interpretive paradigm is based on three beliefs: the first belief is that the purpose of 

educational research is to comprehend meanings which inform behaviour. The second belief 

is that there is no one reality but many realities, which may be local, specific, non-general 

and historic. The third belief is that findings in research do not come from the researchers but 

through interpreting collected data (Guba and Lincoln, 1994:108).  

 

Since the interpretive paradigm involves assumptions about finding meaning, and 

understanding the viewpoints of the teachers in this study, these viewpoints can be described 

as the participants’ ontological and epistemological assumptions, as displayed in Table 3.1 

which follows. This paradigm supports the study because teachers narrated their critical 

pedagogy and literacy experiences as Grade 4 teachers in disadvantaged schools.  
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Table 3.1 Interpretive paradigm 

Paradigm 
 

Ontology Epistemology Data Collection 

Finding meaning and 
understanding through 
the views of participants 

Reality can be 
understood and 
interpreted but not 
controlled. 

Participants’ internal and 
subjective experiences 
are important, as many 
realities exist.  

Through interpretation, 
knowledge can be 
gained. The researcher is 
empathetic and is fully 
involved as the 
knowledge is personal 
and unique. 

Interviews and 
narratives 

 

Hitchcock and Hughes (1995:21) suggests that ontological assumptions (assumptions about 

the nature of reality and the nature of things) give rise to epistemological assumptions (ways 

of researching and enquiring into the nature of reality and things) which in turn give rise to 

methodological considerations; and in turn give rise to decisions instrumentation and data 

collection. The researcher’s responsibility is to understand the phenomenon and question it. 

So in this study, participants were interviewed to narrate their individual stories and to share 

their experiences with the researcher, thereby influencing the methodological choices of the 

study (Whitehead, 2008:108).   

 

3.3 A qualitative approach 

The study followed a qualitative research approach to collect data from Grade 4 teachers 

through semi-structured interviews. The qualitative approach enabled me to explore the 

strategies of critical pedagogy in the literacy classrooms. The participants were able to voice 

their experiences, knowledge, skills, methods and comprehension of Critical Pedagogy and 

literacy teaching, and to describe the challenges they experienced in disadvantaged schools.  

 

Qualitative research means exploring and understanding the “meanings” emanating from 

individuals or groups who face a certain social or human challenge (Creswell and Poth, 

2016:10). Emerging questions and procedures, the collection of data within the participants’ 

setting, and the process of analysing data inductively are included in qualitative research. 

Gonzales et al. (2008:3) argue that qualitative research provides an in-depth, intricate and 

detailed understanding of meanings, actions; non-observable as well as observable 

phenomena, attitudes, intentions and behaviours, and that these are well served under the 

naturalistic inquiry. This means that it gives voices to participants and it probes issues that lie 
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beneath the surface of presenting behaviours and actions. Therefore, a qualitative research 

approach for this study was suitable, allowing me to address the research questions 

appropriately. 

 

When conducting qualitative research, there are advantages and disadvantages. A qualitative 

research approach produces the thick (detailed) description of participants’ feelings, opinions 

and experience and interprets the meanings of their actions (Denzin, 1989). Some researchers 

argue that the qualitative research approach (within an interpretivist paradigm) frames the 

human experience holistically in specific settings.  

 

For example, Denzin and Lincoln (2002) explain that qualitative research is an 

interdisciplinary field which encompasses a wide range of epistemological viewpoints, 

research methods and interpretive techniques with which to explore an understanding of 

human experience. An additional advantage of qualitative research is that it cannot be done 

objectively and neutrally if it is to produce results that show the participants’ worldviews 

(Puchta and Potter, 2002:355). Qualitative research design (an interactive approach) has a 

flexible structure as the design can be constructed and reconstructed (Maxwell, 2012).  

 

However, there are some limitations. According to Silverman (2010), qualitative research 

approaches sometimes leave out contextual sensitivities and focus more on meanings and 

experiences. In terms of research method, sample size might raise the issue of generalisability 

to the whole population of the research (Thomson, 2011). Also, careful consideration should 

be given to avoid activating a narrow-minded and one-sided view in qualitative research.  

 

During the data collection, therefore, I tried to be as authentic as possible and declared my 

subjectivity to the participants. It was critical to be aware of the various realities that exist, as 

well as my own bias towards critical pedagogy and literacy teaching in disadvantaged 

schools.  

 

3.4 Researcher’s role  

The role of the researcher is a crucial instrument in qualitative research because the 

researcher can influence the data-collection process (Merriam, 2002:14). As I am a principal 

and teacher at a small, multi-grade (Grade R-10) independent school myself, to avert bias in 
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the process of this research, I consciously suspended this identity when engaging with 

participants. 

 

I met three of the teachers for the first time when I interviewed them. One of the other 

teachers, a member of our research team, doubled up as a participant in my research.  Also, 

while the principal at one participating school was a PhD student of my supervisor, it was my 

first introduction to her. 

My role and responsibility as a researcher are critical to this study. Therefore, I have treated 

all participants with the same respect and avoided any biased attitudes, applying integrity 

throughout the study. Teachers were assured that their involvement in the study was voluntary 

and that the learners in their class would not be disadvantaged in any way.  

 

3.5​ Context of schools 

 

3.5.1​ Research site: School A 

This section describes the context in which the study was conducted. I was able to locate a 

school (Quintile 3) that fits the criteria in a lower income area, as well as teachers who were 

willing to participate in the study. The school is co-educational and situated in a more rural 

area of the Western Cape Province. The research site, School A, is one of the first Western 

Cape Government’s Rapid School Build projects delivered at the start of 2023. The Rapid 

School Build programme delivers new schools in as short a time as 71 days. This is possible 

because of strong partnerships between school communities, contractors, other provincial 

departments and local government (Elliot-Mcaloed, 2024).  

 

The majority of the learners at School A come from the Dunoon informal settlement. The 

area is home to more than 30 000 people. The lack of housing development since 2000 has 

resulted in 33 informal settlements within the Dunoon settlement and surrounding areas. 

People moved to the area for work opportunities in the industrial areas of Killarney Gardens 

and Montague Gardens.  

 

Furthermore, there is a high rate of unemployment in Dunoon. This results in some residents 

who already have shacks in other informal settlements occupying vacant areas in Dunoon and 

building shacks which they rent out to have an income. There are four public primary schools 
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and one public high school within close proximity of the Dunoon informal settlement. The 

state-of- the-art Dunoon Library is situated nearby too. 

 

The school operates as a no-fees institution which ensures accessibility regardless of financial 

status. It is classified as a Quintile 3 institution and subsidised with R1702.00 per learner 

according to the Financial Allocations Table for 2025/2026. Most learners who attend the 

school live in the informal settlements comprising Dunoon. The language of learning and 

teaching is Afrikaans, yet only 20% of learners have Afrikaans as their home language. The 

mother tongue or home language of the learners in the study is presented in Table 3.2. 

 
Table 3.2: Home language of Grade 4 learners at School A 

Home Language of learners Teacher 1 Teacher 2 

English 5% 5% 

Afrikaans 20% 20% 

IsiXhosa 60% 60% 

Other 15% 15% 

 

3.5.2 Research Site: School B 

This research site is a co-educational, urban primary school. The language of learning and 

teaching (LoLT) is English yet only 25% of learners have English as their home language. 

The school is allocated to the second-highest quintile (NQ 4) because it is geographically 

situated in an industrial area which, according to the DBE, suggests that it is a higher 

income-earning area. However, this particular school should be placed on a far lower quintile 

since many of the children attending the school are drawn from low-income households and 

bussed to school. The current quintile level of the school dictates that the DBE is required to 

subsidise no more than the feeding of one hundred and forty children each school day. The 

school has adopted a policy of not excluding any learner in need of a meal and feeds on 

average 500 of the 620 registered learners on every school day (Davids, 2020). 

 

An application to lower the school’s quintile level has been made, as well as a request to 

grant the school the status of a "no fees school". However, Teachers 3 and 4 confirmed that 

the school is still a fee-paying school in 2024. If this school was granted no fee-paying status, 
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the result would be that parents would be exempt from paying school fees and the 

Department of Education would pay R1243 per learner, as opposed to the current rate of 

R660 per child for NQ4 schools (Davids, 2020:76).  

 

School B is thus faced with the annual challenge of having insufficient funds. The 

inconsistencies of the quintile system result in inaccurate and insufficient financial provision. 

The only option left to schools is to apply for no-fees status to ensure the best financial 

security for the learners, the staff and the operation of the school. Additionally, while the 

school’s application is in progress, some parents take advantage of the situation by neglecting 

to pay school fees, which escalates the financial challenges of the school.  

 

The mother tongue or home language of the learners in the school is presented in Table 3.4. 

 
Table 3.3: Home language of Grade 4 learners at School B (Davids, 2020) 

Home language of learners Teacher 3 Teacher 4 

English  5% 5% 

Afrikaans 5% 5% 

isiXhosa 90% 90% 

Other n/a n/a 

 

3.6 Sample 

This study used purposive sampling as it would facilitate the selection of two Grade 4 literacy 

teachers from each of the two schools. Purposive sampling is a feature of qualitative research 

whereby researchers select the case to be included in the sample, based on their judgement of 

its typicality or manifestation of the characteristic sought for investigation (Cohen et al., 

2018:218).  

 

The selection criteria for two Grade 4 Literacy Teachers at School A, and two Grade 4 

Literacy Teachers at School B were as follows:  

●​ teacher qualification 

●​ experience in teaching literacy 

●​ voluntary participation and 
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●​ eagerness to share valuable and relevant information about literacy through 

semi-structured interviews.  

 

The study used pseudonyms for the interview participants and the schools, with a description 

of each teacher. The two Grade 4 Literacy Teachers at School A are referred to as Teacher 1 

and Teacher 2; and at School B, as Teacher 3 and Teacher 4.  

 

Information about the interview participants is captured in Table 3.4 which follows. 

 
Table 3.4 provides information about the interview participants. 

School​  Participant Age, “Race”, Gender  Experience Qualification 

School A 

Teacher 1  30-year-old black 
female 

Grade 4 teacher for 
the first time 

Grade 9 teacher at 
High School 

Grade 7 teacher at 
a combined school 
as a novice teacher 

English lecturer at 
a college 

Bachelor of 
Education Degree 
(Intermediate 
Phase) 

Bachelor of 
Education 
(Honours in 
Language and 
Literacy) 

Masters’ Degree in 
Education 

Teacher 2 28-year-old black male 
 
​  

Grade 1-3 teacher 
Grade 4-6 teacher 

Bachelor of 
Education Degree 
(Intermediate 
Phase) 
Currently 
completing the 
Bachelor of 
Education 
(Honours in 
Education) 

     

School B 

Teacher 3 42-year-old “coloured” 
female 

6 years as a Grade 
4 teacher 
Early Childhood 
Development/ 
Creche Teacher 

Bachelor of 
Education Degree 
(Intermediate 
Phase) 

Teacher 4 30-year-old “coloured” 
male  

2 years as a Grade 
4 teacher 

Bachelor of 
Psychology 
Degree 
Post-Graduate 
Degree in 
Education (FET) 
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McMillan and Schumacher (2010) postulate the rationale for sample size relates to the 

purpose of the research problem, to the major data-collection technique and to the availability 

of information-rich cases. In this study, the sample size was suitable for data-collection 

methods. The age group of the teachers varied between 28 and 42. Their teaching experience 

ranged from 2-6 years. The participants were all raised in poverty-stricken, low-income and 

middle-income homes and are therefore familiar with the context in which they work. 

 

3.7 Data collection instruments 

3.7.1 Interviews 

Cohen et al. (2018:506) defines the interview as a flexible tool for data collection, enabling 

multi-sensory channels to be used: verbal, non-verbal, seen, spoken, heard, and written, as 

well as interaction online (interviews). Interviews may be used as an exploratory means to 

help identify variables and relationships, and it may be used in conjunction with other 

methods in a research undertaking (Cohen et al., 2018:506). According to Cannell and Kahn 

(1968:527), the research interview has been defined as a conversation between two people 

which is designed to obtain research data to meet the objectives of the research which 

concern "systematic description, prediction or explanation."  

 

Semi-structured in-person interviews were the primary data-collection method for this study. 

These were opted for because the questions are open-ended; the wording and sequencing may 

be presented according to each individual interviewee; and the responses may be 

accompanied with prompts and probes (Cohen et al., 2018:511). Hence, I used an interview 

schedule which included open-ended questions. 

 

Interviews provide the opportunity for interviewees to voice their views in their own words. 

One advantage of the interview is that it allows for greater depth than is the case with other 

methods of data collection. In addition, interviews offer the advantage of enabling humans to 

"tell things about themselves" (Robson, 1993:227). However, the disadvantage is that 

interviews are prone to subjectivity and bias on the part of the interviewer and the 

interviewee (Cohen, et al., 2018:508).   

 

The interviews at School A with Teacher 1 and Teacher 2 took place separately in the 

staffroom on a Saturday morning. The interview at School B with Teacher 3 took place in her 
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classroom after school on a Monday and with Teacher 4 the next day. Teacher 4’s interview 

was initially scheduled for the 12th of March 2024 but was postponed due to his 

responsibilities at the school library. The duration of the interviews was planned for 30-45 

minutes to ensure that the researcher collected sufficient data for the study. However, each 

interview extended to between 60-90 minutes because of probing questions and the 

enthusiasm of the teachers to share their knowledge and experience.  

 

The teachers were interviewed once and had the opportunity to review their interview 

transcripts to ensure data accuracy. The interviews were audio-recorded and transcribed. The 

information gathered from the interviews provided the necessary data and the comprehension 

of the research objective. The interview schedule for the teachers is attached (Appendix A).  

 

3.7.2 ​ Piloting of the interview questions 

A pilot study was done with one Grade 4 teacher who teaches on the Cape Flats but was not 

in the sample. This was intended to test whether the interview questions constituted a suitable 

tool for the data collection in the study. Oliver (2003:37) notes that a pilot study can be useful 

for judging the effects on participants of an aspect of the research. Morris et al. (1993) state a 

pilot has several functions – principally it is used to increase the reliability, validity and 

practicability of the questionnaire. In short, the purpose of a pilot study is to assess the 

feasibility of the proposed study (Thabane et al., 2010).  

 

It was convenient to use the Grade 4 teacher in the pilot study as he had suitable 

qualifications, was available and willing to participate. The teacher was 48 years old and had 

4 years’ experience as a Grade 4 teacher. I posed fifteen questions and allowed informal 

discussions to determine whether the questions would provide the appropriate answers. Since 

the results of the pilot study were positive, I decided to use the interview schedule for the 

interviews and to proceed with the study.  

 

3.8 Data analysis 

Cohen et al. (2018:315) note that data analysis involves organising, accounting for and 

explaining the data – in short, making sense of data in terms of participants’ definitions of the 

situation, noting patterns, themes, categories and irregularities. With qualitative data, the 

analysis is almost inevitably interpretive. For this reason, the data is less than a completely 
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accurate representation, and more a reflexive, reactive interaction between the researcher and 

the decontextualised data, that already bears interpretations of a social encounter (Cohen et 

al., 2018:524).  

 

The steps that follow provide an outline of the procedure I used for data analysis in this study. 

1.​ Data was gathered from semi-structured interviews. 

2.​ Transcriptions were done manually. 

3.​ The coding of data was completed manually by means of labelling the data with 

keywords or phrases to identify patterns. 

4.​ Recurring themes became identifiable by using the coding. 

5.​ Narratives were constructed from the participants’ viewpoints. 

6.​ Representative reconstruction was compiled. 

 

I transcribed the interview recordings manually. This task was time-consuming but it ensured 

that the data was accurate. The manual transcription also gave me another opportunity to 

reflect on the interviews. I re-read and examined the transcriptions, and compared them to the 

recordings to check for accuracy.  

 

According to Bold (2011:120), there are different ways to analyse and represent narrative 

data. This may be because narrative data is always dependent on interpretation. Gibbs 

(2007:6) comments that narratives not only pass on information, but also meet people’s 

psychological needs in coping with life. They can persuade or create a positive image; and 

they can help researchers and readers understand the experiences of participants and cultures.  

Cohen et al. (2018:665) assert that narratives are powerful, human and integrated – truly 

qualitative, as a narrative is a story with an individual perspective, written in the teller’s own 

voice, in which the teller controls what is released, when and in what sequence (Cohen et al., 

2018:694).  

 

I employed a thematic narrative analysis, in keeping with the research objectives, and 

because it is the most common form of narrative analysis. This analysis was used to view and 

identify themes in the narratives (Reisman, 2008:5). As Braun and Clarke (2006) note, 

narratives blend with the constructionist paradigm in psychology. Hammersley (2013:35-36) 

notes that constructionism requires researchers to focus on the processes that lead to the 
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construction, constitution and character given to the independent objects and the relationships 

between them, i.e. how people collectively construct their social worlds, for example through 

discourse analysis (Hammersley, 2013:35-36). And Aronson (1994) explains that a thematic 

narrative analysis includes finding patterns from transcribed interviews, which further 

enables the researcher to identify all the data relating to the already classified patterns 

(Aronson, 1994). 

 

Against this backdrop, I was able to pay close attention to the data and to analyse the 

narratives. As I reflected on the interviews – the participants’ expressions, tone of voice, 

reactions to the questions – these recollections helped me to analyse the data more 

extensively. I could identify similarities, contrasts and connections as I worked through the 

data.  

 

The Ecological Systems Theory of Bronfenbrenner (1979) guided me during the data analysis 

concurrently, as I kept the purpose of the inquiry in mind (Reissman, 2008:6). Interview 

schedules were based on themes guided by the literature review, shaping the content of the 

data collected. Consequently, the analysis included themes from the literature which evolved 

into an inductive research approach.  

 

Through the thematic approach with experience-centred narrative analysis of the emerging of 

themes, I was enabled to present the teachers’ voices descriptively, that is, as Grade 4 literacy 

teachers who are faced with various challenges in disadvantaged schools.  

 

3.9 Trustworthiness 

Trustworthiness in qualitative studies refers to establishing that the findings are credible, 

transferable, confirmable and dependable. Kerfoot and Winberg (1997) contend that 

trustworthiness (validity) refers to the question of whether the researcher has measured what 

she set out to measure, which is critical in research methodology. Therefore, non-compliance 

with this aspect would result in invalid research. 

 

I thus had an obligation to share the participants’ interview transcripts with them to ensure 

they are correct as a form of face validity. In this context, face validity refers to relevance, 

clarity and appropriateness. In addition, I made sure that the research process was sufficiently 
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rigorous to establish confidence in the integrity of the data. The instrument, namely, the 

interview schedule, was validated by the supervisors to ensure that the instrument could be 

relied on to collect the data that it was set up to collect.  

 

3.10 Reliability 

Reliability is a necessary precondition for validity. Yet, according to Winter (2000), the 

suitability of the term "reliability" for qualitative research is contested. Lincoln and Guba 

(1985) have proposed replacing "reliability" with terms such as "credibility", "neutrality", 

"conformability", "consistency", "applicability", "trustworthiness", "transferability", and in 

particular, "dependability".  

 

My commitment to producing reliable data was addressed in the following ways: 

1.​ data collection for the study in the form of interviews  

2.​ careful design of the interview schedules 

3.​ secure technical quality of audio-recordings of interviews and lessons, and  

4.​ accuracy and adequacy of the transcriptions of interviews.  

 

3.11 Ethical considerations 

Ethics provides guidelines for the responsible conduct of research. The effects on the research 

participants must be taken into account to preserve their dignity as human beings (Cohen et 

al., 2018). Within the scope of research, ethics defines the principles which are deemed as 

right and wrong. Rule and John (2011:111) argue that conducting research in an ethically 

congruent and sound manner enhances the quality of research and contributes to its overall 

trustworthiness. It is argued by Cohen et al. (2018:52) that the foundation of ethical 

procedures is informed consent.  

 

The following principles are viewed as fundamental to informed consent: 

●​ Competence 

●​ Voluntarism 

●​ Full Information and 

●​ Comprehension. 

These principles imply that participants in a research study must be competent to participate 

and to do so voluntarily. The researcher has to provide the necessary information for 
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participants to understand what the research is about. Hence, appropriate steps were taken to 

adhere to strict ethical guidelines, ensuring the confidentiality, dignity, rights and anonymity 

of all participants.  

 

Approval from the Ethics Committee of the University of the Western Cape (UWC) was 

obtained, as well as from the Western Cape Education Department (WCED). Additionally, I 

requested permission from the principals, teachers, parents and learners (Appendices A, B, C, 

D and E). Written consent was obtained from each of the participants and this included 

permission to audio-record the interviews and lessons. Each participant received Information 

letters about the study and learners were assisted by their parents/guardians to complete the 

assent form to observe them in the Grade 4 classrooms at the two schools (Appendix E). The 

teachers received and signed the Information Consent form in compliance with the Protection 

of Personal Information Act (POPIA) (Appendix C).  

 

3.12 Conclusion  

This chapter discussed the research design and methodology, specifically the demographics 

of the research sites, the sampling process, data-collection and instruments, data analysis and 

ethical considerations. My positionality was highlighted and discussed. It was made clear that 

the study is underpinned by the interpretive paradigm which facilitated gaining a better 

understanding of the objective world of human experience. A case study of two schools 

situated in disadvantaged areas on the Cape Flats was used as a research strategy within a 

qualitative approach. I explained the ethical guidelines used in the study to ensure 

confidentiality for the participants.  
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CHAPTER 4: PRESENTATION OF TEACHER NARRATIVES 

 

4.1 Introduction 

The findings that emerged from the data collection are presented in this chapter. The chapter 

includes the results from the semi-structured interviews conducted with the teachers at 

Schools A and B, as teacher narratives. The study used narrative inquiry as the methodology 

by which to share the stories of the teachers. The stories from the teachers are presented in 

the first person to provide the authenticity of their voices. Since the interviews were 

conducted in English, the stories are told in English too.  

 

4.2. Teacher 1’s narrative at School A 

I am Teacher 1 and I am a thirty-year-old, black female. I completed my masters’ degree this 

year and will hopefully graduate in September. I taught Grade 7 at a combined school as a 

novice teacher. While completing my masters’ degree, I was teaching Grade 9 at a high 

school and recently worked as a part time English lecturer. I have a Bachelor of Education 

Degree (Intermediate Phase), Bachelor of Education (Honours in Language and Literacy) and 

Masters’ Degree in Education. Novice teachers struggle with assessments as they are still 

new to everything.  

 

This year, I am teaching Grade 4 for the first time at this school which is good because my 

Bachelor of Education Degree focuses on Intermediate and Senior Phase. I have one year 

experience as a Grade 9 teacher at Strandfontein High School and worked as a Grade 7 

novice teacher at a combined school (Grades 7-10). I taught communication as an English 

lecturer at False Bay College for about one year which was an advantage.  

 

This school is a fairly new school and we have many challenges. There is no Wi-fi or internet 

access available for the teachers. There are no projectors, no printers, no computers, no 

library. No posters provided for the classrooms. Teachers have to get their own posters, 

printers and print what they need. I use my own laptop and my husband bought a printer for 

the classroom to manage these challenges. We have no teaching assistants. Nothing. I refused 

to buy posters because wherever I worked, I had to buy posters for the classroom. I don’t 

have the money to buy these resources. I use classroom interventions to help the learners who 
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are struggling to speak, write or read English. Since there is no parental involvement, it is 

challenging with language barriers.  

 

We don’t meet with other literacy teachers at all. The university space, as a language and 

literacy student, the seminars and conferences attended when the professors invited me are 

the only interaction. This was very helpful. I feel that there should be more workshops 

between the university students and the teachers at school but the timing is always bad. I also 

don’t belong to any literacy social groups but only with Teacher 2 at the same school. 

 

We don’t have support from the school or the community as literacy teachers. There’s not a 

lot of networking. Most of the parents or relatives cannot read and write. There are no 

programmes at school to help and the school has failed the learners. Novice teachers struggle 

with assessments as they are still new to everything. Most of the teachers are relatively new 

and not too experienced in teaching. There’s no sharing culture. CAPS- gate-keeping – 

everyone thinks they are doing the wrong thing. No help from teachers even though I feel like 

I am sinking. Teachers are not allowed to voice their suggestions, ideas, etc. You need to 

contact WCED to get information while the principal is there for that purpose and this could 

cause problems.  

 

Parents can help or assist in improving literacy skills by engaging learners, expose learners to 

interesting places like the aquarium, arrange play-dates for social activity. The connection 

and exposure create curiosity. Younger children, under the age of 4 are usually free at places 

like the aquarium. Of course, play-dates should be supervised.  

 

There are quite a few unemployed parents or grandparents who are at home but there is no 

assistance from the parents/grandparents/guardians. They don’t attend parent-teacher 

meetings or any school events that involve the parents. 

 

My home language is Kinyarwanda/Rwandese (from Rwanda) but I can speak Zulu and 

isiXhosa. In primary school (Grades 1-7), my home language was English and the First 

Additional Language (FAL) was Zulu and in high school my home language was English and 

FAL was Afrikaans. I could never speak much Afrikaans but I would memorise the words 

and sentences and managed to pass.  
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As a teacher, I realise how much power a teacher has. My biggest role model was a teacher. I 

believe it’s important to be a good example. Looking at literacy and school then and in South 

Africa twenty years later, in parallel to being a Grade 4 learner then and a Grade 4 teacher 

now, I think the literacy is poor. I was a self-motivated person and wanted to do well, read 

and learn. The school system assumes what the children are supposed to know but they don’t. 

Children are not motivated to have a love for learning, family time is poor. School is more of 

a place to run and play, not a place of learning but forced to learn. I do think literacy got 

worse.  

 

I came from a disadvantaged background, was responsible for myself to be independent, it 

was like a breath of fresh air. To be literate, read, write, understand, look at the world more 

critically. I often watch movies or series of women who are or have been empowered. Going 

to the library was an inspiration and I developed that self-motivation to want to read.  

 

I believe critical pedagogy is teaching with critical literacy. Empowering the learner to say 

why, where, who? Building citizens, breaking down the chains of discrimination. Our bad 

history, having freedom from this, using advertisements, how they can apply it. In Math, the 

mental connection to achieve certain things. We use language every day in different ways. 

During my BEd, I wasn’t really exposed to critical pedagogy but definitely during my 

post-graduate years. It helped me to see the mind of the child. In Natural Sciences, 

encouraging the children to bring their own plants or taking them to look at the plants to build 

curiosity. There’s too little time and too much to do with CAPS. It does not promote the 

lifestyle of critical pedagogy. CAPS is just too demanding.  

 

We spend the whole day at school and after work. I leave at 6am and have to be at school by 

7:30am until 2:30pm. The learners who are waiting on transport and parents stay until 3pm 

outside and the teachers have to wait until they have left. Then we have parent-teacher 

meetings from 3:30pm until late in the evening. There are no free periods for admin or free 

time. I also teach Life Skills to the Grade 3s. There’s so much pressure, like textbook 

inventory, taking money, marking, schedules, etc. Everything is done during teaching and 

learning time. Since the 15th of January, we don’t have WiFi. There are no teaching assistants.  
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The race of the learners is black with one coloured. The teacher-learner ratio is 1:30. None of 

their home languages is English. Fifty percent of the learners’ FAL is English and it is the 

third additional language for the other fifty percent of learners. The home languages are 

Swahili, French, and Shona for some who are from Zimbabwe. Six learners can’t speak, read 

or write English at all. There’s no practicing at home, reading, writing or speaking. Parents 

have the assumption that it’s better for the children to be at a school where they can learn 

English but it is hard for the learners.  

 

The life we lead in South Africa, school is not looked at as it should. It’s a place for playing, 

not learning. There’s no family time and because of the cost of living, people have to work. 

There’s no sport at school and therefore the children want to play during class time. The 

systemic tests are fine to determine the learners’ abilities and to apply skills, to be critical but 

you cannot teach with assumption. Grade 3s are at Grade 2 level or lower. There’s no 

consideration for the learners who are struggling.  

 

I can use critical pedagogy by asking them to use dictionaries to find the words. It will also 

encourage them to be curious about what they want, and research it more. I will use real-life 

examples. For example, verbs, showing the actions as in reality. Using relevant critical 

examples, asking questions and teaching them to ask questions, sourcing lots of activities.  

 

At this school, reading is a challenge but role-play, conversations, board work, practice can 

help. As I mentioned, there’s no library at school. The support from management is not 

always good. It would be good to have reading corners in the classroom for the Foundation 

Phase and in our classrooms but then we are told to keep your good opinions to yourselves. 

The principal doesn’t support the ideas of the teachers, it gets bashed. You feel stuck because 

the parents don’t support you either. At least one supporting parent. Since we are a new 

school, the department handles everything and if you want to get anything, the list of 

paperwork is so much to get it anyway. There are so many reports to do for everything.  

 

The only time I meet with other literacy teachers is at the university space, language and 

literacy students and Prof. The seminars, etc. are really good but there’s nothing in school. 

We have workshops in the Foundation Phase or with the HODs but the timing is always bad. 

There’s definitely no literacy groups and support from the school or community. The school 
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area has affluent neighbours; none of their children attend this school. Alkana, Rella, 

Parklands College would be good for resources and could be of help.  

 

Principals do meet with other principals but not a lot of networking. There’s gate-keeping, 

novice teachers struggling with the assessments. Teachers are not allowed to voice their 

concerns and challenges.  

 

When it comes to my contribution to literacy, there are times that I eavesdrop and listen while 

they speak, for observation purposes. I encourage the learners to keep a journal, like how was 

your evening. Even if you don’t have books, write a paragraph and I try to stay on board, 

encourage casually, learning through play, conversations, the dialogues but it takes away 

from the teaching time. I offered to do extra lessons but then there’s break duty, after school 

the learners take transport and can’t stay later. 

 

The department is failing the learners miserably. The connection between struggling schools 

and the university. This would be a benefit for the schools and the university students to gain 

experience too. Teachers are often chasing deadlines of lessons. We do academic research but 

it’s not reaching the schools. We should have more engagement with the community or 

between the schools and the university.  

 

I think we need an aftercare programme for literacy but transport is always a problem. We 

definitely need a school library to engage and expose learners. There is a library in Milnerton 

but it’s too far for the local residents and parents and grandparents don’t have the resources to 

take the children. All schools should have Grade R because it is a benefit for the learners. It is 

about how we value health-care and education? Legally schools should negotiate parental 

leave for parents to attend parent-teacher meetings. As a country, we should engage, allow 

this, employers should allow this. We need to develop a culture of support. There are many 

children with learning barriers and if we train the parents, they can help the children. We need 

further research to push the government and to encourage the workplaces to support the 

schools and teachers. The workshops will be good to teach the parents to help their children.  
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4.3 Teacher 2’s narrative at School A 

I am a 28-year-old black male teacher. I worked as a Grade 1-3 teacher but I studied to be a 

Grade 4-6 teacher. I have a Bachelor of Education Degree (Intermediate Phase) and am 

currently completing the Bachelor of Education (Honours in Education).  

Our school has no WiFi, projectors, laptops, printers, no resources at all. Teachers have to 

buy their own data. In order to manage these challenges, I bought my own printer and bought 

data so that I can access the internet, print what I need or copy things. I buy posters for my 

classroom from my own money or I make the posters and laminate them. I bought books and 

created my own library corner in the classroom.  

 

Parents are not involved but I always give feedback to all the parents even though they are 

not involved or don’t attend the meetings. There is no networking with literacy teachers from 

other schools. I do work with Teacher 1 who is great and we work together to do what we 

need to as teachers. Teacher 1 is very helpful and does a great job. We don’t have support 

from the school or the community as literacy teachers. Only with Teacher 1. 

 

Parents can help or assist in improving literacy skills by starting at home with reading 

English books. Read to the children and read more to encourage reading. There are quite a 

few unemployed parents or grandparents but parents are not involved! 

 

I taught Grades 1-3 but am more comfortable teaching Grades 4-6. I have been teaching 

Grade 4 since 2023. isiXhosa and Sotho are both my Home Languages but I can speak and 

teach English. My mother was Sotho and father was Xhosa. I have to teach Afrikaans 

because Teacher 1 doesn’t teach Afrikaans. The school LoLT is Afrikaans but most of the 

learners have been taught in isiXhosa or isiZulu from Grade 1-3. The class has 60 percent 

isiXhosa learners, 20% Shona and 20% Afrikaans. Some of the learners don’t speak 

Afrikaans at all. Afrikaans is the third additional language for most of the learners. This is the 

first year that they are taught in English and Afrikaans. I can speak the languages, code 

switch and this is helpful but there are still many challenges. It is good to have all the 

different languages and be able to speak it for diversity. 

I try to scaffold the lesson into pieces – not one size fits all. Learning may be paired or 

guided, and I facilitate it. I know the children when it comes to reading and phonics. The 
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challenges are that in the isiXhosa language there are clicks. The learners struggle to blend 

and identify letters or sounds or words in English.  

 

In the Intermediate Phase it is compulsory to teach literacy. It is important that you are 

passionate about language, reading and writing. There must be a good connection between 

the teacher and the learners. In Natural Sciences and Social Sciences there are source-based 

activities that are integrated with literacy. We have to accept that kids are not empty vessels. 

You have to integrate literacy in sciences, in your lesson plans you have to encourage the use 

of their prior knowledge, activate by engaging them and for inclusivity. 

 

My experience with literacy is very bad. The children are struggling to read, write, and speak. 

They can’t write and read. In Grade 4, the LOLT is English and Afrikaans. The learners were 

taught in isiXhosa or isiZulu and other languages from Grade 1-3. I try to have a positive 

attitude and as acting HOD. In 2021, I questioned the curriculum advisors and always tried to 

think critically.  

 

There’s no parent involvement. isiXhosa parents just send the learners to school. I try to 

expose the learners to critique answers for better understanding. The school is an Afrikaans 

registered school. The SGB governs the school. The principal governs the school. They need 

the parents to voice their concerns but there’s no parent involvement. The school is a no 

fee-paying school.  

 

We have no resources. We have no WiFi, projectors, laptops and we need to get out own data. 

We are about 10 teachers at the school who are teaching in classrooms. The language barriers 

are such a challenge. There are programmes like Programme With Support (PWS) can help 

with some of the challenges. There are children who have been in the phase for years because 

of the barriers but we have to use the interventions. In English, we try to target within the 

class time. 

 

There’s no time to help the learners who are struggling with literacy because they leave when 

the transport collects them. We don’t have Grade R at our school and most of the learners did 

not attend Grade R. Since this is a new school, I started out with eleven learners in Term 1, 

twenty in Term 2, thirty in Term 3. The systemic test revealed 29 % for literacy and 40% for 

https://uwcscholar.uwc.ac.za/home



63 

  

Math. I use the systemic tests as a reflection. We have learners who came from other schools 

with code 7s on their report but they can’t read and write. It’s definitely not fair.  

 

My aim and objectives are always to engage the learners. There’s no lecturing but more a 

learner-centred approach. I try to encourage debates, critical thinking and in a group scenario. 

I would ask, “What happened?” for example, reading about Mandela. I let them read and 

analyse the text. 

 

As far as CAPS is concerned, it’s just too demanding. It’s hard without resources, we don’t 

have time. We basically need four weeks instead of two weeks to cover everything. I try to 

integrate the learning by singing songs, using drama at an extra-curricular level to help with 

blending, or listening, speaking, audio listening. The CTI based workshops are really good to 

assist the teachers. They have online sessions for convenience, e.g. Math teachers, etc.  

 

I think we must look at the standard of the school. We must check the level of the learners, 

etc. Throughout the year- papers, check the learner enrolment. We need consistency, empathy, 

understanding the learners. You have to know your learners and be compassionate. Everyone 

has a different background and comes from diverse schools - culturally. At the school, you 

are forced to teach or learn the Home Language which is Afrikaans and for the learners, it is 

the third additional language.   

 

Children should read English books for about thirty minutes at home. It starts at home. The 

more the child reads, the more the child will want to read. This is my third year of teaching. 

They are changing the ATPs to bridge the gap of literacy. I created a reading corner in my 

classroom with my own books to help the children to develop a culture for reading. We don’t 

have teaching assistance or volunteers to help the learners who are struggling. 

 

4.4 Teacher 3’s narrative at School B 

I am Teacher 3, a 42-year-old coloured female. I have 6 years’ experience as a Grade 4 

teacher. I started out as an Early Childhood Development/Creche Teacher, doing all the levels 

of learnerships and then I did my Bachelor of Education Degree (Intermediate Phase). I come 

from a family of teachers. Since Grade 1, I always wanted to be a teacher. I had good teachers 

as role models that I admired. 
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This school is a quintile 4 school which means they are a fee-paying school. About 60% 

learners receive a grant and are exempted from school fees because they come from 

disadvantaged backgrounds, they live with grandparents or other family. Parents are not 

involved and grandparents may not speak English or Afrikaans. The school has resources like 

internet, Wi-Fi, printers, projectors, a library. We don’t have teaching assistants this year but 

had last year. 

 

Parents are not there to help or assist in improving literacy skills. The grandparents cannot 

help the children at home with their homework or assist with reading. The support of parents 

would benefit the children. There is minimal support at parent-teacher meetings. I do give 

feedback to all parents even though they don’t attend meetings. 

 

There is no networking with literacy teachers from other schools. Not at all. I work with 

Teacher 4 as we are the Grade 4 teachers. It always seems like teachers don’t want to share 

their knowledge and experience. They are like islands, working on their own. The CTI 

workshops are helpful with teaching practices. We don’t have support from the school or the 

community. Only Teacher 4. 

 

Parents can help or assist in improving literacy skills by spending 30-minutes of reading 

every day. Parents can help to read, be involved, less technology, and be more present. 

Unemployed parents can take the children to the library, give them magazines to read, 

describe the picture, use the computer as an extension of the reading, read stories to them, 

give them spelling tests to help them with their spelling, spend more time reading to them, 

learning takes place every day. I use WhatsApp to send the spelling words, homework or 

projects to the parents. 

 

My Home language is Afrikaans and English is my First Additional Language. So, I teach 

Afrikaans to all the Grade 4 learners and Teacher 4 teaches English to all the Grade 4 learners 

but all the other subjects are taught in English.  

 

I have always loved reading. Reading opens you up to the whole world. I love words and 

went to the library regularly. Socially, I had friends who spoke English and Afrikaans. We 

always had good conversations. I love books and it helped me to write well too. Going to 
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university was such a wonderful experience and I was working at the creche while I was 

studying for my BEd. I have a broad spectrum of teaching English and it was good to 

transition from the Eastern Cape to Cape Town.  

 

When it comes to critical pedagogy, depending on the subject, I will tell the learners to look 

at the title and ask them what they think about it, what they express in their writing. They 

may not be able to speak well but I try to listen to their viewpoint. Share their opinions. I 

believe that teaching links the classroom. At creche, I would read stories to the 3 to 

4-year-old children. We used pictures to help engage the learners but reading and speaking 

simple words, using simple questions. 

 

One day, a grandmother brought her granddaughter along to the parent-teacher meeting. She 

was not literate. Another brought the driver along because they can’t speak English. Fifty 

percent of the learners are average readers. It is really good that our school library had some 

changes. There’s new wall murals and new books. The children were involved in the painting 

of the wall murals. An NGO has donated money to upgrade the library. The school is trying 

to develop a culture of reading. I am part of the library committee with teachers from Grade 

1-7. The school always had a library but now it will be even better. Each class will have time 

to access the library to take out books and it will be for extra-curricular activities after school 

too.  

 

60% of the learners are exempted from fees due to unemployed parents. In some cases, their 

salaries are so low that they can’t afford the fees. So even though it’s a fee-paying school, the 

money that we get from the department is not enough. There is a small percentage of learners 

from disadvantaged homes, they live with their grandparents and they can’t keep up or get 

involved. It’s definitely better if the parents can get involved. Some of the guardians are ok. 

When the children struggle academically, the grandparents’ level of education allows them to 

give minimal support. Unfortunately, they are unable to make it for the teacher-parent 

meetings.  

 

According to the systemic tests, our Grade 6 Math and English increased but the Grade 3s 

decreased. The teachers flipped when they heard this and were very happy for the outcome of 
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the Grade 6 results. They were all praised for the increase. This involves the teachers from 

Grade R because you basically track the child’s progress and performance.  

 

I use Jolly Phonics for sounding. For some children it is straightforward but you have to go 

back to Grade 3 level to help them with their literacy. We do spelling tests every week, go 

through mock tests, then we test again. I have a reading corner and allow them to read to help 

them in English. I also help the children by singing a word or anything else that they need to 

learn. Children remember songs.  

 

Teacher 4 and I share language practices and we do see improvement. Last year we had a 

reading period from 10am and now it’s from 2-2:30pm. I use one day to read to the class 

using different language lessons. We have spelling bees, recite poems, and have fun with 

words.  

 

When I think of the history of literacy, I think it must change. The content is limited. For 

Creative Arts, the children visited the local community in Heideveld. I tried to google but did 

not find much information. In Term 1, in the Natural Sciences we had more interesting topics, 

I changed it to make it more exciting by integrating technology like videos, using the 

projectors but at the child’s level. 

 

At other schools, teachers have received rewards for language and literacy and how they 

improved the literacy of the children. One school in Surrey Estate has done this. Each day, 

the children have to read for a few minutes and the parents have to sign the reading sheet. 

This encourages the parent-teacher-child relationship and the child goes from not reading to 

reading. In our class, the children don’t understand what they read. Some children are reading 

but with no understanding. That’s why we need help with reading skills to support the 

children. At times you feel demotivated.  

 

I try to motivate and encourage the children. They hug you, say thank you for being so nice 

but you still set boundaries. I say to them, “Let’s try again tomorrow.” I am tutoring a friend’s 

cousin with limited reading ability. The child is aware of her challenges but I encourage by 

saying, “let’s try to do it differently, that’s good, not this way but that way, etc.” So, I try to 
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discourage the criticism to build the children up and for them to do their best. You have to 

accept that everyone is not the same.  

 

When I was in Grade 1, I couldn’t read and my cousin brought me books to help me. There 

are learners with various special needs. You have to apply at different schools to get them in. 

We have a LSEN teacher who comes two to three times every second Friday. The more 

severe learners are referred to the school of skills.  

 

Parents can definitely help the children to read, be more involved, let them spend less time on 

technology, and be more present. Technology affects the children’s eyes from spending so 

much time. Even if parents are unemployed, the parents can take the children to the library. 

They can look through magazines, ask them to describe the pictures, there are computers at 

the library for extension of their learning like research, they can read the story to their child. 

Parents can give the children spelling tests and spend more time with the children. We have 

WhatsApp communication and spelling is given, projects, etc. It’s more accessible. 

Homework is not given every day because learning takes place every day.  

 

Positive teaching strategies are important. This is always discussed in the phase meetings to 

improve overall literacy teaching. We had teaching assistants last year, one per grade. Some 

of them were also scribing for 2-3 days and the children loved the TAs. It would help if the 

TAs are more permanent. During Term 1, we had no TAs and you feel like you failed 

yourself. You come in early to make copies and try to be as flexible as possible because other 

teachers also need the copier. For the school, it should have a bigger goal for reading. I will 

use small steps to become well educated.  

 

4.5 Teacher 4’s narrative at School B 

I am Teacher 4, a 30-year-old coloured male. I have 2 years’ experience as a Grade 4 teacher. 

I have a Bachelor of Psychology Degree but I couldn’t find a job. My mother advised me to 

do a Post-Graduate Degree in Education (FET) and I ended up going into teaching. 

 

The school is a quintile 4 school. Fees are paid and they receive a subsidy from WCED but 

the bursar applies on behalf of the parents for full or partial exemption of fees. Usually on the 

last day when reports are collected, parents must make an arrangement to pay fees. This 
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motivates the parents to pay fees. The school also generates money from fund-raising like 

casual days, sell chip rolls, have a tuck-shop. The children always have money for the 

fundraising days or the tuckshop but fees often don’t get paid. Children are dressed well but 

fees are not paid, stationery is not bought. I end up buying paper, posters and laminated 

sheets. Teachers receive a stationery kit with a minimal list of items at the beginning of the 

year but it doesn’t last. The school has WiFi, printing, a computer to share and 1 printer. I still 

end up buying paper, white board markers, posters, laminated sheets, etc.  

 

Teachers have a meeting specifically for English to discuss the Do’s and Don’ts with the 

HOD. Books are checked and moderated by the HOD. Question papers are split up. Teacher 3 

sets Natural Sciences and Technology, Afrikaans, and Life Skills examination papers. I set 

English, Mathematics and Social Sciences examination papers but teach all the subjects. 

Guidelines from the WCED are used. Generally, there’s a lack of communication between 

WCED and the school with regard to curriculum implementation changes, e.g. Mathematics 

(how the paper should be set). There are no meetings with other Grade 4 teachers from other 

schools.  

 

Parents can help or assist in improving literacy skills instead of giving them cell-phones or 

allowing them to be on social media, give them magazines, national geographic books, 

Disney movie books, classical fairytales, etc. They spend far too much time on Tik-Tok and 

have late bed-times. This will help them to develop a culture for reading. There is no 

assistance from the parents. If the parents are unemployed and literate, they could be a benefit 

for the classroom. This can be quite depressing when you don’t have the support and 

assistance from the parents. At home, some of the parents and grandparents can’t 

communicate with the children in English. They are not encouraged to practice or read.  

 

I don’t think that the post-graduate certificate in education has prepared me for this. I feel like 

I am teaching over the learners’ heads. You know, I am supposed to teach FET level but I am 

teaching Grade 4s. Mrs M and the Foundation phase teachers are so good to help the children 

with their reading. I taught at Strandfontein High school for one year. This year I will enjoy 

my first permanent post as a teacher. I love history and love to teach the children about what’s 

happening in the country and all over the world. I believe that children need to know what’s 

happening around them.  
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I attended Vanguard Primary, Parrow West and Fairburn College. When I started to teach at 

Strandfontein High, I was shocked to see what is happening in and amongst school children. 

There were fighting or incidents every day. When you are teaching, there are children who 

just refuse to behave or they talk, sleep, gamble or they are just doing their own thing. They 

are not there for learning but just to distract everyone. You can’t even reprimand them. I was 

never exposed to this while growing up or even being at school. This was my first experience 

of teaching. There’s graffiti all over the walls, no one cared. You can’t threaten or give 

warnings and these were Grade 9 learners. 

 

English is my Home Language and Afrikaans is my First Additional Language but my 

parents’ Home Language is Afrikaans. My mother was a teacher for forty plus years and she 

had a huge influence to develop a love for reading. She always had books. As you get older 

you want to read more, like 17th Century History, Social Sciences books from the library. I try 

to do the same with the Grade 4s. Read general History, the news, the realities of what is 

happening around us, the social ills and in life skills, the Israel and Palestine war. 

 

I have thirty-eight children in my class and thirty of them have isiXhosa as a home language. 

There are so many factors like Covid, language barriers, lack of reading skills, phonics and 

curriculum. I give them a test in Grade 4 and they have to repeat the test because their level 

of understanding is so low. We try to get the parents involved, ask them to get a tutor but they 

don’t. I try to accommodate the learners after school but only 5-6 remain behind. Children are 

not sent to special schools because parents are too busy and they don’t have the finances 

either. I have a Grade 7 learner who is at Grade 4 level. He’s been at the school since Grade 

R. He repeated Grade 3 and will probably repeat one of the next grades. He will probably 

benefit if he goes to Batavia or another school of skills. We had assistants last year and they 

focused on reading. There are more children who are struggling.  

 

 I was introduced to critical pedagogy in 2018 when I did my postgraduate. The way they 

teach is a critical way to help you to think critically. Mr. Toady was a good teacher. He would 

also start with what we knew and build from that like scaffolding. When I was teaching at 

Strandfontein High School, I would use this way of teaching Life Orientation, History, and 

English to the Grade 8s and 9s. I personally feel like the postgraduate degree wasn't enough 

to prepare me to teach. You learn about CAPS documents, politics and the methods that you 
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need to use but you have three weeks of practical lessons and presenting. In the second 

semester, I did my practical at a private school with 11 learners. I could choose the area but I 

feel like I needed more. Perhaps six months theory and six months practical. I need to learn 

more from Ms Moses and the other teachers who have more experience.  

 

I try to teach the lesson at the learners’ level. When I speak to them, I use proper English to 

help them develop their vocabulary. I even bought magnifying glasses and magnets for 

Natural Science. I have to set boundaries, especially for the girls. Like being too soft or too 

hard on them. They do take advantage.  

The curriculum for Grade 4 is supposed to be taught over ten weeks. By the fifth week, all the 

content must be taught but we end up with the last two weeks or none for revision. For SS, 

NS and Technology and Life Skills, I try to use the projector and screen or any technology 

that will be more visual for them. I would like to see that each child has an iPad, a smart 

board for the classroom, and I use the writing board for demonstrations along with the 

projector. 

 

We have some clubs like the environment club, soccer, netball and reading club. Signed 

consent forms are sent to parents because it takes place from 2:30-4pm every second week on 

Thursdays. It starts out with fifty children and then eventually only fifteen. We have 10-15 

children who are part of the chess club. We read, I put the lyrics on the board and we sing a 

song. We also plan to take the children to the Cape Town Central Public Library and the 

Museum.  

 

We have to consider the factors, the second and third language. Junior primary Grade R-1 are 

taught in isiXhosa (three years). Grade 3s are even weaker in their literacy. Other factors are 

also classes having four teachers in one year. The system is designed by others, their big idea 

but not what is suitable for the learners. I feel that I need to get in contact with the junior 

primary colleagues to learn from them, like code and decode language, sounding out, 

breaking up words, phonics, etc. 

 

As a teacher you have to be good in pronunciation, literacy, the way you speak, have a polite 

way to respond, try to understand what they are trying to say by repeating what they say, help 

them to see the context, the goal is to speak, practice English and not be forced to speak it. 
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For example, at university I took Spanish and German. In the second term, we had 

conversations with other students to develop the language.  

 

Volunteers at school are always received well. We could invite the parents to volunteer. We 

could have internship programmes for university students to gain more experience at schools. 

This will be beneficial for the school, the student and the learners. It could even result in the 

student becoming an educator at those schools. 

 

I would love to record the learners via audio and video as I teach my lessons and load it up on 

a data-base of lessons for the future. It could also help with general discipline and create a 

calmer space in the classroom. This could also be a tool for the parents to watch what 

happens in the classroom. Parents can see how out of hand the children are. Lessons can be 

saved with the power-points and it can help parents in Math too.  

 

4.6 Conclusion 

This chapter presented the data collected from the semi-structured interviews conducted with 

the teachers at Schools A and B as teacher narratives. The narratives provide authenticity for 

the voices of the teachers.  

 

 

https://uwcscholar.uwc.ac.za/home



72 

  

CHAPTER 5: DISCUSSION AND RECOMMENDATIONS 
 
5.1 Introduction 

This study investigated the use of critical pedagogy in literacy teaching in Grade 4 

classrooms in two Quintile 1-4 schools on the Cape Flats, Western Cape. The exploration set 

out to determine the critical pedagogy practices of literacy teachers, and to ascertain how the 

socio-economic background of the learners influence literacy achievement. The main 

question was: How is critical pedagogy used in Grade 4 literacy teaching in Quintile 1-4 

schools on the Cape Flats? Data gathered from the interviews was analysed descriptively into 

narratives, thematically and interpretively. This chapter discusses the teacher narratives, 

provides recommendations and concludes the thesis.  

 

I analysed the data inductively through thematic analysis. The process of data analysis 

included categorising the data from the narratives into themes. Similarities and differences 

were identified between the data in the different sets. Data was coded into meaningful units. 

The themes were categorised and where applicable, I integrated the literature.  

 
5.2 Themes identified in the teacher narratives 

The themes are listed below and are expanded on later in this chapter: 

●​ Teacher knowledge of critical pedagogy 

●​ Critical pedagogy activities 

●​ Lack of resources 

●​ Teacher support  

●​ Challenges with CAPS 

●​ Parental involvement. 

 

5.3 Teacher knowledge of critical pedagogy 

The teachers who participated in this study had a basic understanding of critical pedagogy. In 

each of the narratives there is evidence that the teachers encouraged thinking and provided 

opportunities for the learners to share their views, their opinions and their thoughts on the 

content that was taught during the lessons. Teacher 1 noted that she became aware of the 

concept critical pedagogy during her post-graduate years of study for the first time, and this 

indicates that the concept of critical thinking seems not to have taken root in the 

undergraduate teacher education programme. Learning about critical pedagogy helped her to 
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see things from the learners’ perspective, and to become aware of how much knowledge they 

can bring to the classroom. Teacher 1 reported: 
I believe critical pedagogy is teaching with critical literacy. Empowering the learner to say why, where, 

who? Building citizens, breaking down the chains of discrimination. Our bad history, having freedom 

from this, using advertisements, how they can apply it. In Math, the mental connection to achieve 

certain things. We use language every day in different ways. During my BEd, I wasn’t really exposed to 

critical pedagogy but definitely during my post-graduate years. It helped me to see the mind of the 

child. In Natural Sciences, encouraging the children to bring their own plants or taking them to look at 

the plants to build curiosity. There’s too little time and too much to do with CAPS. It does not promote 

the lifestyle of critical pedagogy. CAPS is just too demanding. (Teacher 1) 
 

Teacher 1 also noted that time constraints in CAPS discourages critical pedagogy. Despite the 

challenges with pacing in the CAPS curriculum, Teacher 1 encouraged learners to think 

critically and used various teaching strategies to promote a more learner-centred approach in 

her classroom. She shared the following:  
I can use critical pedagogy by asking them to use dictionaries to find the words. It will also encourage 

them to be curious about what they want, and research it more. I will use real-life examples. For 

example, verbs, showing the actions as in reality. Using relevant critical examples, asking questions 

and teaching them to ask questions, sourcing lots of activities. (Teacher 1) 
 

Teachers 2 and 4 were also introduced to critical pedagogy during their postgraduate training. 

Their teaching approaches revealed how they incorporated critical pedagogy while using 

CAPS. They understood that classrooms should have a more learner-centred approach. 

Learners were encouraged to be actively engaged in discussions, to field questions to both the 

teacher and their peers and to be prepared to share their opinions and views on issues. 

Teacher 2 noted:  
My aim and objectives are always to engage the learners. There’s no lecturing but more a 

learner-centred approach. I try to encourage debates, critical thinking and in a group scenario. I would 

ask, “What happened?” For example, reading about Mandela. I let them read and analyse the text.     

(Teacher 2) 

 

Freire (1970), one of the most important proponents of critical pedagogy, postulates that 

when people develop conscientisation or the unearthing of social contradictions that are the 

cause of their exploitation, this process is called a "problem-posing/problem-solving" model 

of education. In this manner, they can learn how to act against oppression. The method also 
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allows both teacher and student to be learners, expanding their knowledge through dialogue 

and mutual respect. Teachers facilitate learning by posing open-ended problems or challenges 

for learners to explore and solve together. Teamwork, communication skills and critical 

thinking are promoted as learners engage in dialogue and debates, and work towards 

solutions collaboratively.  

 

The teachers' knowledge about critical pedagogy motivated them to use teaching strategies to 

encourage critical thinking. Teacher 4 admitted that when his postgraduate lecturer used 

critical pedagogy, he enjoyed it. Teacher 4 commented:  
I was introduced to critical pedagogy in 2018 when I did my postgraduate. The way they teach is a 

critical way to help you to think critically. Mr. Toady was a good teacher. He would also start with what 

we knew and build from that like scaffolding. When I was teaching at Strandfontein High School, I 

would use this way of teaching Life Orientation, History, and English to the Grades 8 and 9 (Teacher 

4).   

 
Freire (1970) views the learners’ experiences as central to the construction of authentic 

knowledge: they bring with them opinions about the world, and their lived experiences 

(Freire and Horton, 1991:57). Teacher 3 felt that despite the literacy challenges experienced 

by learners, their limited vocabulary and lack of fluency, she empowered them with critical 

thinking and provided them with an opportunity to be engaged in classroom discussions: 
When it comes to critical pedagogy, depending on the subject, I will tell the learners to look at the title 

and ask them what they think about it, what they express in their writing. They may not be able to 

speak well but I try to listen to their viewpoint. Share their opinions. I believe that teaching links the 

classroom. At creche, I would read stories to the 3-4-year-old children. We used pictures to help engage 

the learners by reading and speaking simple words, using simple questions. (Teacher 3) 
 

bell hooks (1994) calls for teachers to teach in a manner that works to transform 

consciousness and create an atmosphere of open expression that is the mark of an 

emancipatory education. The teachers’ basic knowledge about critical pedagogy was evident 

in the teaching strategies they used in their classrooms.   

 

5.4 Critical pedagogy activities 

The teachers in my study used CAPS to guide them during the lessons, and while they aimed 

to follow the prescribed time, generally, they did not have sufficient time during the lessons, 

particularly with regard to slower learners who needed more support. Hence, they had to 
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extend lessons to accommodate weaker learners. Resources consisted of whiteboards, 

Platinum English Home Language Textbooks and Readers, worksheets, Foundation Phase 

Readers and the Department of Basic Education books. The lessons were presented 

effectively and clearly, with activities to achieve the objectives of the lessons. Additional time 

was granted to learners with barriers, compassionately and sensitively. Teachers switched 

between English and isiXhosa (code-switching) to ensure that learners understood what the 

instructions were, and to help those learners with language barriers. In a similar study in a 

disadvantaged school in Cape Town, King and Chetty (2014) noted that teachers linked 

code-switching with learner understanding.  

 

The educators' key teaching strategy seems to be a question and answer method, and this 

encouraged learners to be active in the classroom, to concentrate and to think about matters 

raised in the lessons. Teacher 2 encouraged dialogue between the learners and with the 

teacher. He employed “ability grouping” which involved the splitting of learners into smaller 

groups within the class according to their reading and academic abilities, and invited learners 

to a discussion/debate. While intended to improve learning by matching instruction to student 

needs, it is controversial, with research showing that high-ability groups may benefit, but 

low-ability groups often perform worse than in mixed-ability settings.  

 

Critics point to ability grouping's potential to exacerbate educational inequalities, as it can 

reinforce socio-economic and ethnic divides, and lead to lowered teacher expectations for 

some students. Ability grouping is contrary to critical pedagogy because it promotes 

segregation, excludes certain learners and may not foster a collaborative learning 

environment that critical pedagogy seeks to create.  

 

However, learners participated in the lessons to prevent the dominant mode of teacher talk 

and the teachers ensured that learner voices were heard, particularly when they were 

encouraged to give their opinions about the topic discussed in the lesson. While some 

learners took advantage of the opportunity to speak and were actively involved and engaged, 

others were a bit reluctant because they were not confident enough to answer the questions or 

to give their opinion. Hence, for critical pedagogy to take root in classrooms, it requires the 

time for discussion and dialogue.  
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All four teachers commented on how the structured nature of CAPS limited teacher creativity, 

as they could not deviate from the strict time frames indicated in the syllabus for specific 

lessons. However, I feel that teacher creativity is important and although there is evidence 

that the teachers were innovative with some aspects of their lessons, they should view the 

curriculum as a tool for learning and use their agency to engage with teaching methods that 

enhance critical thinking and imagination. 

 

Teacher 4 used technology effectively to gain the attention of the learners in his lessons. For 

each lesson, he used his computer, the projector, the screen and the board. He would display 

an image on the screen and invite the learners to have a conversation about it. He was able to 

immediately type the learners’ comments or sentences on his computer and display it on the 

screen. The strategy welcomed and motivated engagement from the learners; and the 

teacher’s creativity is noted.  

 

I note that all the teachers were confident and comfortable using different teaching strategies 

that were best suited to their specific classroom contexts. This is extremely important as 

confident teachers ensure that learner activity and learner voice are integral to teaching and 

are not viewed as a distraction from their lessons. It is also perceived that due to time 

constraints some had expressed their frustration when they had to repeat themselves or 

rephrase what they instructed their learners to do. Given the context of the lower quintile 

schools in the study, it is evident that most learners had reading or writing challenges in 

English. Teacher 2 comments succinctly on this situation: 
I try to scaffold the lesson into pieces - not one size fits all. Learning may be paired and guided that I 

facilitate. I know the children when it comes to reading and phonics. The challenges are that in 

isiXhosa language there are clicks. The learners struggle to blend and identify letters or sounds or 

words in English. The children are struggling to read, write, and speak. They can’t write and read. In 

Grade 4, the LoLT is English and Afrikaans. The learners were taught in isiXhosa or Zulu and other 

languages from Grade 1-3. I try to have a positive attitude and as an acting HOD. isiXhosa parents just 

send the learners to school. I try to expose the learners to criticism, critique to answer for better 

understanding. (Teacher 2) 

 

Learners in South Africa are instructed through the medium of the home language only 

during the Foundation Phase (Grades R-3). The abrupt transition from home language to 

https://uwcscholar.uwc.ac.za/home



77 

  

English as the LoLT in Grade 4 fosters a complex situation for learners and teachers (Chetty, 

2019).  

 

The disparity between the English proficiency of the learners and the proficiency required of 

them to be fluent (in reading, speaking, writing and listening to English) in all learning areas 

is often problematic (Lemmer, et al., 2012). Their parents, friends and neighbours may not be 

English-speaking and the resources needed to help children acquire English may not be 

accessible. Learners from disadvantaged homes often lack books, magazines, newspapers, 

television, radios and technology. Therefore, most Grade 4 learners inherit a disadvantaged 

foundation in English which also affects the formation of friendships, general socialisation 

and the development of self-esteem necessary for sound actualisation (Cummins, 2000).  

 

Intermediate Phase teachers (Grades 4-6) in South Africa teach six subjects (English Home 

Language, Afrikaans First Additional Language (FAL), Mathematics, Life Skills, Natural 

Sciences and Technology, Social Sciences (Geography and History). In addition to adapting 

to the LoLT in English and Afrikaans when they enter Grade 4, learners are also introduced to 

two new subjects: Natural Sciences and Technology, and Social Sciences.  

 

Grade 4 educators have an immense responsibility to teach as prescribed and guided by the 

CAPS curriculum. The challenge is that most learners attending the schools which 

participated in my study struggle with language usage, and experience great difficulty with 

speaking, reading or writing in English and Afrikaans. The teachers whose home languages 

are isiXhosa and isiZulu had an advantage because they could communicate with the learners 

in a familiar language. By code-switching, educators could translate at any time in order to 

help the learners. It is unsurprising that Teacher 2 borrowed books from the Foundation Phase 

teachers to assist learners with literacy interventions in his classroom because the majority 

struggled to read. Teachers are frustrated and feel helpless having to juggle all their 

responsibilities while trying to accommodate the learners in a compassionate and caring 

manner.  

 

Freire (1970) argued that the traditional "banking-education" would not respond to the 

politics of power since it aims to "assimilate learners into the logic of the dominant system". 

"Banking education" occurs when knowledge is treated as neutral and is transferred 
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unilaterally to unquestioning students, who are seen as "empty vessels" (Freire, 1970). The 

teachers interviewed encouraged open and respectful communication as evident in all four 

narratives. They facilitated and invited the learners to ask questions, enjoy the discussions, 

share their opinions, and agree or disagree with the content.  

 

5.5 Lack of resources 

Teachers at School A dealt with challenging circumstances because most of the necessary 

resources were not available at the school. Despite teaching at a newly built school, the 

teachers bought most of the equipment and materials to teach efficiently. They had to buy 

data to access their online material or communicate with the principal and the rest of the staff. 

They would love to encourage a culture of reading but the school does not have a library. The 

absence of a library at School A motivated Teacher 2 to create a small classroom library by 

buying a few age-appropriate books. However, no provision was made for assisting the 

learners in obtaining library cards so that they could borrow books from the state-of-the-art 

municipal library in Dunoon, which is a large informal housing settlement. The teachers were 

not aware of that library and it has been there since 2019. Teacher 1 commented:  
There is a library in Milnerton but it’s too far for the local residents and parents and grandparents don’t 

have the resources to take the children. (Teacher 1) 

 

Teacher 2 borrowed some Foundation Phase readers to improve literacy in his class. An 

absence of classroom libraries, school libraries, projectors and screens, WIFI, computers or 

an intercom makes it extremely difficult for literacy teachers to provide quality education to 

learners especially in high poverty communities where there are limited resources at home. 

Chetty (2019:245) argues that these factors reinforce the complexity of the teachers’ 

predicament. He further states that the poor-quality education these learners receive 

reinforces an inter-generational cycle of poverty, irrespective of the children’s own abilities or 

the efforts of the teachers.  

 

The teachers used the basic resources supplied by the Department of Basic Education, which 

include whiteboards and the Platinum English Home Language Textbooks. Teacher 4 was 

creative and decorated the classroom with a variety of books to encourage a culture of 

reading. The CAPS resources were inclusive of gender, race, culture and disability.  
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School B is a quintile 4 school but 60% of the learners are exempted from school fees 

because they receive child grants. The WCED provides a small subsidy to reduce the 

financial implications however, it is not sufficient. Schools A and B learners come from 

disadvantaged backgrounds which increases the financial dilemma. Therefore, schools are 

unable to employ teaching assistants. School B is wrongly allocated to the second-highest 

quintile (4) because it is geographically situated in a highly industrialised area which, 

according to the DBE, suggests that it is a higher income earning area.  

 

According to Chetty (2019) the quintile system is not valid as poor schools in industrial areas 

are considered to be advantaged, yet the majority of children attending these schools come 

from disadvantaged homes or live in neighbouring informal settlements. This places a 

tremendous burden on the school to purchase necessary resources and to provide a meal for 

the children, as indicated by Teacher 4 in the narrative. This school should be placed on a far 

lower quintile since many of the children attending the school are drawn from low-income 

households and bussed to school.  

 

The inconsistencies within the quintile system result in inaccurate and insufficient financial 

provision. The only option schools are left with is to apply for no-fees status to ensure the 

best financial security for the learners, the staff and the operation of the school. 

 

Teacher 4 raised the concern that most parents do not pay school fees, yet the children dress 

in expensive clothes on Civvy Days, have tuck shop money daily and have expensive phones. 

He adds that some parents do not prioritise their children’s education. However, Nortje 

(2017:52) argues that approximately 63% of children in South Africa do live in poverty and 

that a high percentage lack adequate nutrition. He further contends that there is a clear link 

between poverty levels in a country and the standard of education.  

 

The plight of poor learners in South Africa is certainly concerning. I acknowledge that 

schools are not homogenous as the background and culture of learners is diverse. Children 

living in informal settlements and extremely poor areas experience a wide range of social 

problems. In all the schools in the sample, the children were provided with a meal as part of 

the school feeding scheme. These meals may be the only nutrition the children receive until 

they return to school the next day. All these factors affect children’s achievement and their 
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learning abilities. Some learners fall asleep in class because they are hungry and have no 

energy for participating in class. Chetty (2019:245) asserts that the teacher education 

curriculum rarely takes into consideration the needs of poor children, the teaching and 

learning challenges of under-resourced schools, or the realities of socio-economic inequality 

and the injustice of poverty.  

 

5.6 Teacher support 

The teachers highlighted challenges while trying to improve literacy in Grade 4 classrooms. 

Their frustrations were aggravated by the lack of resources, lack of support from the school 

management, lack of parental involvement, insufficient time to cover the content of the 

curriculum or to integrate reading interventions, the absence of feedback or communication 

from the parents, administration overload, and the scarcity of teaching assistants.  

 

School A’s teacher-learner ratio is far below the usual ratio in disadvantaged schools. The key 

reason for the low teacher-learner ratio was due to the school being quite new. School B had 

36 learners in each class, which was an acceptable teacher-learner ratio. Teachers at 

disadvantaged schools would welcome having the teacher-learner ratio at these two 

schools. The results of the Funda Wande Limpopo Teacher Assistant intervention 

(2021-2022) released in January 2023 reveal that schools receiving both additional materials 

and a dedicated teacher assistant (one per teacher) improved reading outcomes by 129% in 

both reading and in mathematics. Teaching assistants will lighten the workload of educators 

and contribute to the improvement of literacy in Grade 4 classrooms.  

 

Bronfenbrenner (1979:13) asserts the Ecological Systems Theory indicates that all 

individuals are part of related systems, with the individual in the middle moving out from the 

middle to integrate with other systems. The microsystem is a system closest to the child and 

includes parents, peers, teachers and other primary caregivers (Paquette and Ryan, 2001:2). 

The influence between a child and parent is strong and powerful. Despite this, there is no 

encouragement or motivation from home to speak English or Afrikaans and therefore a 

learner may lack the confidence to speak, write or socialise with their peers or teacher, 

resulting in literacy challenges in the classroom. Teacher 1 strongly argues:  
We need to develop a culture of support. There are many children with learning barriers and if we train 

the parents, they can help the children. We need further research to push the government and to 
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encourage the workplaces to support the schools, teachers. The workshops will be good to teach the 

parents to help the children. (Teacher 1) 

 

It is heartening to note that the teachers worked together to support each other while teaching. 

Teacher 1 and 2 collaborated well and were especially concerned about the low English 

marks in Grade 4. There were also a few learners who were absent during the assessments 

resulting in no marks for these learners. The support from the department was limited to 

textbooks, the DBE workbooks and a small stationery kit at the beginning of the year. Both 

teachers used the learner textbooks and the DBE workbooks for their lessons. Teacher 2 used 

one of the activities from Term 1 assessments for an English lesson. Teachers followed the 

curriculum (CAPS) as required, but due to time constraints, they could not spend more time 

with weaker learners who struggle with basic literacy skills.  

 

A study conducted by Rammbuda (2023) in the Waterberg District, Limpopo Province, 

investigated the challenges that curriculum advisors face, and provided insight into some of 

their daily challenges. Monitoring and supporting teachers in the classroom, as well as the 

implementation of curriculum changes, pose great problems. Challenges such as lack of 

resources and communication barriers within the Department of Basic Education (DBE) 

contribute to low literacy achievement.  

 

The main findings of the Rammbuda (2023) study include: understaffing of curriculum 

advisors; heavy workloads; incompetence; a lack of the requisite skills and pedagogical 

training for the task, and time constraints that hinder the handling of curriculum challenges. 

Rammbuda (2023) concludes that adequate operational resources should be made available 

since they can improve every child’s access to high quality teaching and learning resources. 

He also recommends that adequate funding be made available to address the district’s 

financial issues so that curriculum advisors can easily provide curriculum support.   

 

Ineffective communication between the school and the Western Cape Education Department 

leads to despair, uncertainty and confusion for novice teachers preparing assessments for 

learners. Teacher 4 emphasised:  
Generally, there’s a lack of communication between the WCED and the school with regards to 

curriculum implementation changes (how the paper should be set). (Teacher 4) 
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Freire (1970) stresses the importance of dialogue between teachers and school management 

when dealing with challenges facing schools. Good communication can not only alleviate 

challenges but also improve relationships between the teachers, management and the 

Department of Education. The teachers expressed how the lack of communication between 

the school and the WCED affected their effectiveness at school and as teachers. Teachers are 

not allowed to voice their suggestions, ideas etcetera.  

 

They complained that they need to contact the WCED to get information, which causes 

problems; yet this should be the responsibility of the principal. The teachers at School A felt 

despondent about the lack of support from the school management team (SMT). They had 

many good ideas and suggestions to improve the literacy challenges of learners, however, the 

SMT would give them neither a platform nor an opportunity to share and discuss these.  

There are growing concerns that teachers are becoming increasingly demotivated, resulting in 

deteriorating teacher performance and learning outcomes. Hoadley (2012) asserts that these 

teachers receive little acknowledgement for their work. Much of the literature points towards 

poor teacher quality and poor pedagogic facilities exhibited by numerous teachers, with 

limited consideration of the context of disadvantaged schools – large classes with limited 

resources, or the lack of library facilities to encourage reading. Added to this, school 

management structures are unsupportive.  

 

In contexts where teacher support is so lacking, compounding factors include ones such as 

these: the workload escalating with administrative responsibilities, the demands of the CAPS 

curriculum, regular teacher meetings and parent-teacher meetings after school, post-graduate 

study demands, marking after school as well as their own family responsibilities. Teachers 

suffer burn-out, feel depleted and rarely have time for themselves.  

 

5.7 Challenges with CAPS 

The current South African Curriculum and Assessment Policy Statement (CAPS) appears to 

discount the creative engagement of the learner as an individual interpreter in a worrying 

emphasis on teacher-centred tuition. CAPS principles include social transformation, equal 

educational opportunities, active and critical learning, high knowledge and high skills, 

progression, human rights, inclusivity, environmental and social justice and valuing 

indigenous knowledge systems.  
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However, the major systemic elements of concern emerging from CAPS are inequality, 

teacher equality, pedagogic facility, Language of Learning and Teaching (LoLT), large 

classes, limited resources, school management, subject competence, teacher training, parental 

involvement and poverty (Chetty, 2019). These major systemic issues reveal the inadequacies 

of CAPS.  

 

In another study on the Cape Flats this perception is confirmed by teachers’ comments on the 

problematic systemic issues implicating CAPS, and affecting learners:   
"They need individual attention and that is not feasible as periods are very short and CAPS pace is very fast to 

accommodate those learners and also there is no time allowed for revision in CAPS." "The curriculum is 

demanding and leaves very little time for consolidation. There were too many concepts that had to be taught in a 

short space of time, which made it hard for me to attend to weak learners individually." "Writing exercises were 

few due to the lack of teaching time, what little writing is done are exercises composed of isolated sentences and 

very few creative writing pieces." (Chetty, 2019:6) 

 

The teachers in my study were equally concerned that learners cannot read or write. They 

noted that some learners did not attend Grade R. Grade R (children aged 4 turning 5 before 

June), also known as Reception year, is aimed at providing a play-based approach to social, 

emotional, physical and cognitive development and learning (Department of Basic Education, 

2025). This includes basic numerical concepts, problem-solving skills, acquisition of 

language, perceptual motor skills and proficiency in learning to read, write and do number 

work. On 18 February 2025, the DBE reported that Grade R is now a compulsory grade as 

part of the Foundation Phase in the public school system (Department of Basic Education, 

2025).  

 

In the past, most disadvantaged children did not attend Grade R because their parents could 

not afford the monthly fees at private Educational Child and Development Centres (ECDs). 

But from 2025 children are compelled to attend Grade R at public schools. The curriculum 

offered includes Mother Tongue instruction in Home Language, Mathematics and Life Skills. 

(Department of Basic Education, 2025). However, not all schools have the space, resources 

and capacity to accommodate Grade R learners, particularly in overpopulated townships.  

 

Disconcertingly, the teachers noted that learners who repeated a grade in each phase were 

simply being promoted annually due to language barriers, as well as other learning barriers. 
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All teachers concurred that the CAPS curriculum was not beneficial for the learners, given 

the strict time constraints, especially for learners who could not read. They asserted that  

without sufficient resources and only limited time, it is impossible to cover the workload. 

Teacher 2 in this study added:  
As far as CAPS is concerned, it’s just too demanding. It’s hard without resources, we don’t have time. 

We basically need four weeks instead of two weeks to cover everything. (Teacher 2) 

 

The teachers used various strategies to accommodate learners with literacy challenges within 

the limited time they had. During writing lessons, teachers dedicated fifteen minutes to 

reading interventions. They admitted that these interventions were not always possible but 

they tried to be as flexible as possible.  

 

In the Foundation Phase, learners are introduced to the CAPS curriculum with 4 subjects 

(Home Language, First Additional Language, Mathematics, Life Skills) plus a fifth subject 

introduced in the form of an African Language – which may be construed as curriculum 

overload in this phase. The CAPS curriculum focuses on technicist learning skills rather than 

on critical approaches to teaching literacy and thinking. Teaching methodologies continue to 

focus on rote learning, textbook transmission and memorisation skills (Department of Basic 

Education, 2025).  

 

In response to this situation, Chetty (2019:8) emphasises that perils associated with the 

absence of cognitive stimulation in the classroom, where educators unreflectively produce 

and authorise particular forms of political, ethical and social literacy. Hence, the continuation 

of poor and marginalised learners’ situation of disadvantage visible in many township schools 

and rural schools in South Africa suffering inadequate ablution facilities, and lacking libraries 

and quality educators.  

 

Since the CAPS curriculum is prescriptive, educators do not have sufficient time to 

consolidate or prioritise thinking skills. Educators have no choice but to adhere to the work 

plans and time lines. Assessment tasks which need to be covered are stipulated by the CAPS 

document and educators acknowledge that they systematically follow the class activities and 

written tasks as prescribed. And while the CAPS curriculum serves as a guide to educators 

intended to make it easier to devise lesson plans, the pace set for its implementation does not 
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suit all learners; it does not take into consideration the context and lives of poor children and 

slow learners (Chetty, 2019:4). Yet despite the challenges these teachers faced, there were 

learners who could read and write fluently during the English lessons. 

 

5.8 Parental involvement 

The lack of parental involvement and support was mentioned several times by all the 

teachers. Parents who work long hours and in informal work spaces are generally not 

involved in their children’s education and this creates a huge challenge for teachers, who are 

expected to provide the necessary support for learners. It was evident that this disheartened 

the teachers because neither communication nor assistance with learners who have literacy 

challenges was forthcoming.  

 

Teachers stressed that language barriers in particular, pose a major problem – for both 

learners and parents/guardians. Some parents or grandparents are unable to help their children 

for this reason. Parents are unable to support their children with literacy in poor homes and 

do not have sufficient money to provide the necessary resources at home.  

 

Many parents speak Afrikaans or isiXhosa at home while migrant and refugee parents speak a 

range of non-South African languages and these are generally different from the learner’s 

language of learning and teaching (LoLT), resulting in language barriers. One teacher 

illustrated this by narrating that a grandparent was accompanied by her driver to the parent 

meeting because she could not speak English. 

 

Teacher 4 mentioned that of the 36 learners in his class, 30 learners’ home language is 

isiXhosa. This means that there are limited opportunities for children to use the language of 

teaching and learning at home and this is a great disadvantage. Also, literacy challenges can 

be painful and embarrassing for the learners. Teacher 4 pointed out that one learner has been 

at school since grade R, having been promoted from one grade to the next because they 

cannot keep him behind more than once in a phase. This learner should be in a special needs 

school but the parents are not available to make the necessary application for him to be 

transferred.  
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In a different strain, the findings in Sibanda’s (2021:4) study in township schools reported 

that parents treat schools as “dumping grounds” in that they do not get involved in any school 

responsibility to educate their children. Sibanda’s research revealed that parents seemingly 

have the perception that a school is responsible for children’s education, and there was a lack 

of awareness of the importance of being involved themselves. On this matter, educators were 

unanimous in their comments about parental involvement and its impact on the literacy skills 

of the learners.     

 

Yet the parents are the greatest resource any classroom teacher can utilise. Davids (2020) 

asserts that literacy skills are critical in the development of learners, and parents can play an 

important role in enhancing their children’s reading and writing skills. In her study, she 

discovered that parents do care and are interested in their children’s education but the school 

environment makes parents feel inadequate. Davids (2020:191) further concludes that parent 

meetings were largely focussed on informing parents about learners’ poor performance, 

offering parents little help on how they could assist their children. In the confidential and 

personal interviews, parents shared their lack of capacity to assist their children. Parents also 

verbalised the constant fear they had for the safety of their children (Davids, 2020:191).  

 

A positive parent-teacher relationship creates a happier child with a strong sense of security. 

Davids (2020) contends that schools and families can make an impact on the lives of 

children, if they work together in partnership. Key findings from Davids’ (2020) study reveal 

that parents were eager to assist but were frustrated, worked odd hours and had neither the 

capacity nor the energy to assist their children meaningfully with school work when they 

themselves return home from work. Women work in factories, on farms, in shops and do 

domestic work.  

 

Some mothers are sleep-in nannies while the fathers work at petrol stations or do 

long-distance driving. Learners who live with their grandparents are generally responsible for 

their younger siblings or sickly grandparents, and do numerous chores. Unemployment, 

disability, being a single or divorced parent, lack of education, abusive homes, crime-infested 

areas on the Cape Flats and insufficient physical and financial support are barriers to parental 

involvement.  
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Davids’ (2020:173) study reveals that no matter what programme or framework is in place, 

parental involvement is not going to bring about the dramatic results required for literacy 

development, unless poverty, social capital networks, existential aspects such as identity and 

self-worth, as well as violence in communities, are addressed (Davids, 2020:173). .   

 

5.9 Recommendations 

Recommendations are offered with the support of Freire’s Critical Pedagogy, 

Bronfenbrenner’s Ecological Theory, data collected for this study and the Critical Pedagogy 

framework. Freire (1970) and Bronfenbrenner’s (1979) theories provided a framework in 

which to understand the context of poor schooling and to add a cognitive element to teaching 

and learning. Freire’s (1970) theory guided me to determine the critical pedagogy practices of 

literacy and to investigate the knowledge of critical pedagogy among teachers in Grade 4 

classrooms. Bronfenbrenner’s (1979) theory provided the lens through which to see how the 

effects of the socio-economic background of the learners contribute to literacy achievement.  

 

“Dialogue”, if fully explored as a fundamental approach in education, could have the effect of 

equalizing the relationship between teacher and learner, inviting critical thinking, and 

accessing important issues for critical scrutiny. “Real life issues”, if used as a classroom 

resource, will engage the learners of all languages, and provide critical focus on matters of 

importance to those engaged in the teaching and learning process. If the stranglehold of the 

CAPS directives was loosened, educational activities could more readily, and seriously, be 

expanded beyond the confines of the classroom. Similarly, if exploration and discovery are to 

form an essential aspect of literacy learning and teaching, the strict time-frames imposed by 

CAPS requirements would have to be challenged. If learner household income rather than 

area-zoning were used as a measure for the quintile status allocated to schools, a fairer 

distribution of funds would be assured. 

 

5.9.1 Freire’s dialogical method 

Freire (1970) asserted, “Only dialogue, which requires critical thinking, is also capable of 

generating critical thinking. Without dialogue, there is no communication and without 

communication, there can be no true education.” When dialogue takes place, education 

creates the interaction between teachers and students (learners) and between students 
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(learners) and other students (learners). Not only does dialogue give voice to the learner, but 

it is also a technique for breaking the silent nature of the learners and the monologue of the 

teacher. Freire (1970) advocated that through love, humanity and faith both teacher and 

student come to a horizontal relationship and build mutual trust which helps to bring a logical 

consequence.  

 

Freire’s suggested dialogical approach is the most effective method in teaching for enhancing 

critical thinking abilities. 

  

5.9.2 Incorporating learning with real-life situations 

According to Freire (1970) in the old banking concept of education, learning is far from a 

real-life situation. Learners memorise what is transferred by the teacher. There is thus a 

disconnect between children’s learning and their real-life situation. This idea of teaching and 

learning has a minimal effect on improving a learner’s critical thinking. It does not facilitate 

self-realisation and does not awaken critical awareness. The banking concept of education is 

merely an institutional practice, which cannot connect with real-life situations.  

 

In stark contrast to this notion of education, Freire says dialogue enables educators and 

learners to engage in conversation. Learners and teachers are encouraged to discuss, debate, 

share their experiences, their opinions and challenges, and to acknowledge similarities and 

differences openly.  

 

5.9.3 Engaging learners with out-of-textbook activities 

An environment that helps learners to be active participants eliminates the banking concept of 

education that makes them passive learners. Teachers can improve the critical awareness of 

learners by designing lessons based on their capacity. When the teacher knows the children 

well, he/she can set up classroom strategies which can enhance learners’ critical awareness. 

 

5.9.4 Hands-on-study activities 

The hands-on activities learning model, also known as inquiry learning, empowers learners to 

discover understanding through their own explorations, guided by the teacher’s proposed 

concepts (Paul, 1994). The approach encourages creativity and critical thinking as learners 

engage in group work, experiments and discovery (Paul, 1994).  
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5.9.5 Freire’s problem-solving strategy 

Freire introduced the problem-posing strategy to replace the banking concept of education, 

describing problem-posing education as a tool for transformation.  
In problem-posing education, people develop their power to perceive critically the way they exist in the 

world in which they find themselves; they come to see the world not as a static reality but as a reality in 

process, in transformation. (Freire, 1970:65) 

 

Singapore is one of the leading countries for education where problem-posing education is 

the norm in classrooms. This strategy helps learners to be engaged in orderly thinking, 

looking for a better solution for any problem. At first, learners decide on a problem, do the 

brainstorming and come to an initial solution. This is followed by analysing the first answer 

and coming to a final solution. This process helps learners to achieve skills in higher order 

thinking, using Bloom’s Taxonomy. Freire’s (1970) "problem-posing/problem-solving" model 

of education (both teacher and student to be learners), expanding their knowledge through 

dialogue and mutual respect, has been taken up in other parts of the world. 

 

5.9.6 Freebody and Luke’s (1990) model 

Freebody and Luke (1990) developed an approach to address the needs of learners as 

developing readers and writers. Their four resources model attends to cognitive and social 

dimensions of literacy learning and includes four roles that are "necessary but not sufficient 

sets of social practices requisite for critical literacy" (Luke, 2000:454).  

 

The model is as follows: Code breakers decode and encode written texts; Text participants 

combine texts with personal knowledge and experience; Text users understand and act upon 

text functions; and Text analysts and critics name the ideological aspects of the text while 

critiquing and transforming the text. Luke (2000:454) further asserts that the four elements 

are not developmental. He states: "In classrooms, lessons can address these different 

dimensions simultaneously at the earliest stages of literacy education”. This model has been 

integrated into the policy and curriculum in Australia (Rodgers and O' Daniels, 2015:63).  

 

5.9.7 Critical awareness 

Hilary Janks (2010) developed a critical literacy framework in the struggle against apartheid 

in South Africa. As indicated earlier, she envisaged four concepts central to understanding 
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language and power: domination, access, diversity and design. Janks' framework draws on 

Fairclough's (1992) notion of critical language awareness, emphasising the analysis of texts 

to determine the choices made by the writer or speaker. Janks (2000) describes the four 

concepts as follows:  
Domination refers to the idea that the discourse plays an important role in the power relationships; Access focuses 

on providing students with tools of dominant discourses; without devaluing primary discourses, Diversity 

embraces engagement with various literacies and a range of modalities, which facilitates experimentation with 

different social identities; and Design or the productive and creative potential of power is conceptualised as a way 

to challenge and change existing discourses (Janks, 2000:177).  

 

Additionally, Janks (2000:177) emphasises that students must be taught how to use and select 

from the available semiotic resources for representation to make meaning while 

simultaneously combining and recombining these resources to create possibilities for 

transformation and reconstruction.  

 

5.9.8 Teacher support 

SMTs and SGBs of the schools should have regular communication with teachers to 

encourage them to share their challenges as literacy teachers, as well as their ideas or 

proposals for possible solutions. WCED should include regular training workshops for the 

teachers to create a more learner-centred environment and approach to teaching. Training 

should include how to improve parental involvement and provide programmes to develop 

parental involvement. 

 

5.9 Conclusion 

To conclude this final chapter of the thesis, I found that of the themes that emerged from the 

teacher narratives, although they may seem obvious for literacy achievement, are significant 

when investigating teacher knowledge of critical pedagogy in disadvantaged schools. It was 

evident that the lack of resources, teacher support from the SMT and WCED, parental 

involvement, the demands of the CAPS curriculum and the time constraints affect both 

teaching challenges and learner achievement.  
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Appendix A: Interview Schedule  

 
Faculty of Education 

University of the Western Cape         
Private Bag X17,  

        Bellville, 7535,  
                                                                                      South Africa 

                                Tel. 027-21-959 2442/2650 
                                                                                                                            ​ ​  
MEd Student: A. J. Carelse (4075172) 
 
Title: Critical Pedagogy and Literacy Teaching in Grade 4 Classrooms 
Interview Schedule for the individual semi-structured interview. This schedule is  
directed to the teachers. The responses to the questions will guide further questioning so that different 
follow-up questions can be asked to the different teachers in the same vein of the study.  
 
INTERVIEW SCHEDULE 

1.​ Please provide a background of yourself. 
2.​ What is your Home Language? 
3.​ Did you always want to be a teacher? 
4.​ What motivated you to be a teacher? 
5.​ Reflect on your personal experience of literacy. 
6.​ How many languages can you speak? List them. 
7.​ How do you experience the culture of language? 
8.​ Reflect on your experience as a literacy teacher. 
9.​ Have you ever heard of critical pedagogy before? 
10.​ What is your understanding of it? 
11.​ Does our schooling system give learners the tools they need to resist oppression?  
12.​ Describe your connection to literacy. 
13.​ What was your first experience as a literacy teacher? 
14.​ Describe your experiences as a student of literacy teaching. 
15.​ How do you view the school community in terms of literacy teaching? 
16.​ What are the challenges, if any, as a literacy teacher at a disadvantaged school? 
17.​ How do you manage these challenges? 
18.​ What is your opinion about the latest PIRLS results as a literacy teacher? 
19.​ How can you use Critical Pedagogy to help the learners in a literacy classroom? 
20.​ Are there any teaching strategies you have implemented that help you assist the learners in 

improving their literacy skills? 
21.​ Do you sometimes meet with other literacy teachers, and how has it benefited you? 
22.​ Do you belong to any grade 4 literacy social groups, and how beneficial is it? 
23.​ What support do you receive from the school or the community to help you as a literacy teacher? 
24.​ What would you like to change about the following: 

Curriculum: the knowledge transmitted in the subject 
Pedagogy: the way the knowledge is transmitted 

25.​ What contributions do you make in literacy teaching as a subject at an extracurricular level? 
26.​ With which organizations should a literacy teacher link to be more successful? 
27.​ What do you think needs to change to increase the results of the PIRLS test? 
28.​ How can you use literacy teaching to improve the literacy of the learners? 
29.​ Are there any values that you think a literacy teacher needs to portray? 
30.​ What perspectives about literacy teaching need to change? 
31.​ How can parents help or assist you in improving learners' literacy skills? 
32.​ Knowing parents' unemployment rate, how could you use this to an advantage in the literacy 

classroom? 
33.​ Do you have any literacy events or activities to encourage parent involvement at the school?  
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34.​ Are there any interesting strategies you and your colleagues use to accommodate the learning 
losses caused by the Covid-19 Pandemic? 

35.​ Does the school have a library, and are the learners encouraged to visit the library regularly? 
36.​ Are there any teaching assistants or volunteers at the school to assist learners with their reading 

skills? How has it made a difference for the learners? 
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Appendix B: Consent Letter to Participants 
      Faculty of Education 

University of the Western Cape 
       Private Bag X17,  
        Bellville, 7535,  

                                                                                      South Africa 
                                Tel. 027-21-959 2442/2650 

                                 
 
MEd Study: Ms A. J. Carelse (4075172) 
 
Title: Critical Pedagogy and Literacy Teaching in a Grade 4 Classroom 
 
Consent Letter to the Participants 
 
Dear Participant  

I, Anthea Jeanette Carelse, am pursuing my MEd degree in the Department of Language Education at the 

University of the Western Cape, South Africa. I want to invite you to participate in my research project. Please 

read the following information carefully, and please feel free to ask questions if anything you read is unclear or 

if you’d like more information.  

What is the study about?  

This research explores critical pedagogy and literacy teaching in a Quintile 1-4 school in disadvantaged areas. It 

focuses specifically on Grade 4 teachers and their literacy and critical pedagogy experiences. Framed against 

the backdrop of the critical theory and critical pedagogy, it seeks to address the literacy crisis in South Africa. 

There is a need to establish the teacher’s experiences in connection to critical pedagogy in literacy classrooms. 

The study will enable a better understanding of the role of teachers in transferring knowledge to learners. The 

teachers will have the opportunity to talk about strategies they use when they are challenged when working in 

disadvantaged areas. 

Why are you being invited to participate in this study?  

Your profile as a literacy teacher is relevant to the scope of the study. You are a B.Ed. Graduate with English as a 

subject, have at least 2-3 years’ experience of teaching English and are thus a suitable candidate to participate 

in the study. 

What will I be expected to do in this study?  

You will be expected to do a semi-structured interview where you reflect on your personal and professional 

teaching experiences in literacy classrooms. The researcher will observe you during three 30-minute literacy 

lessons in a Grade 4 classroom. 

What are the potential risks involved in this study?  

The study encompasses personal and professional experiences which you will reflect on.  Questions regarding 

your personal and professional experiences can be intimidating for some people and can uncover emotions 

which might have a low risk of negativity for the participant. Speaking about your identity will risk exposing 

negative and positive experiences and feelings. However, providing a safe, secure environment and counselling 

services will reduce all possible risks.  
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What are the potential benefits involved in this study?  

Understanding the role of Critical Pedagogy may be beneficial as this contributes to a thriving teacher-student 

environment. The study can enhance literacy teaching and contribute to an increase in literacy skills. Teachers 

can be empowered when they understand the political nature of education and how it contributes to school 

inequalities. Their valuable experiences and strategies will address weaknesses and inequity caused by the 

social, cultural, historical and political background.   

What Covid 19 Protocols are in place? (If applicable)  

The researcher is vaccinated and will maintain 1,5 meters from participants.  

Will my details be kept confidential?  

Yes. All details provided will be kept confidential and safe.  

 

In terms of the requirements of the Protection of Personal Information Act (Act 4 of 2013), please note 

additional information:  

 

What type of personal information will be collected? 

Personal background of teachers/ Information on the career experiences of teachers/ Information on the 

professional experiences of teachers at school/ As a researcher, I will also provide personal information about 

myself and my teaching experiences.  

Who at UWC is responsible for collecting and storing my personal information?  

After collecting the data, the audio tapes and the transcriptions will be stored electronically and backed up by 

my Google Drive. Copies of these will be stored in the UWC’s Research Data Repository, Kikapu.  

Who will have access to my personal information outside of UWC?  

The interviews will be transcribed and returned to you to confirm the accuracy and will be open to the 

academic community. The only people with access to this information will be the researcher and supervisor, 

Prof Rajendra Chetty. No personal data will be linked to a participant.  

How long will my personal information be stored?  

Electronic data will be kept on the researcher’s/supervisor’s password-protected computer for five years and 

deleted afterwards. Hard copies will be held in a locked drawer for five years and deleted afterwards.  

How will my personal information be processed?  

Personal information will be collected through interviews and processed by transcribing the audio tapes, 

organized into themes and presented as interpretive analysis. The process is safeguarded by anonymity and 

confidentiality. 

Who do I contact for further information?  

Should you require any further information, please do not hesitate to contact me, Anthea Jeanette Carelse, on 

my cell phone (0762177850) or WhatsApp (0837075216) or via email (4075172@myuwc.ac.za). Alternatively, 

you may also contact my supervisor Prof. Rajendra Chetty in the Department of Language Education, University 

of the Western Cape (UWC), rchetty@uwc.ac.za (cell/tel: 0832773772) and the Humanities and Social Science 
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Research Ethics Committee (HSSREC), Research Development, of UWC by telephone at 021 959 4111 or by 

email: research-ethics@uwc.ac.za.  

 

To report any adverse or unexpected effects emergent from this research, please contact the ethics 

committee below: 

 

Humanities and Social Sciences Research Ethics Committee  
Department of Research and Postgraduate Support 
University of the Western Cape 
Private Bag X17 
Bellville 7535 
Tel: 021 959 4111 
Email: research-ethics@uwc.ac.za 
 

This information sheet is for you to keep so that you can be aware of the purpose of the study. With your 

signature on the attached consent form, you indicate that you understand the purpose of the exercise. 
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Appendix C: Informed Consent Protection of Personal Information Act (POPIA) 
 

      ​ ​ ​ ​ ​ ​ ​ ​                    Faculty of Education 
​ ​ ​ ​ ​ ​                            University of the Western Cape 

      Private Bag X17,  
        Bellville, 7535,  

                                                                                      South Africa 
                                Tel. 027-21-959 2442/2650 

                                 
 
 
 

Degree:                  MEd  
Candidate:            Ms. A. J. Carelse  4075172@myuwc.ac.za  
Student Number: 4075172 
Supervisor:           Prof. R Chetty rchetty@uwc.ac.za   
Department of Language Education  

 
 
 
Title: Critical Pedagogy and Literacy Teaching in Grade 4 Classrooms 

INFORMED CONSENT  

PROTECTION OF PERSONAL INFORMATION Act (POPIA, July 2021) aims to give effect to the constitutional right 

to privacy whilst balancing this right against competing rights and interests, particularly the right of access to 

information. The purpose of POPIA is to regulate the processing of personal information in a secure and 

responsible manner. To ensure that the personal information of participants is processed carefully and 

respectfully; the rights and interests of participants are protected, the researcher will adhere to the following 

guidelines. The provision of "personal information" and "special personal information" is highlighted for this 

research:  

"Personal information" means information relating to an identifiable, living, natural person, especially the 

following criteria:  

(a) information relating to the race, gender, sex, national, ethnic or social origin, colour, sexual orientation, age, 

physical or mental health, well-being, disability, religion, conscience, belief, culture, language and birth of the 

person, etc.  

(e) the personal opinions, views or preferences of the person.  

(f) correspondence sent by the person that is implicitly or explicitly of a private or confidential nature or further 

correspondence that would reveal the contents of the original correspondence.  

"Special personal information" means (a) the religious or philosophical beliefs, race or ethnic origin, trade 

union membership, political persuasion, health or sex life or biometric information of a data subject.  

(www.uwc.ac.za.POPIA-FAQs-final-for-Publish-V1, 2022) 
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INFORMATION SHEET/PRIVACY NOTICE  

 

In terms of the requirements of the Protection of Personal Information Act (Act 4 of 2013), personal 
information will be collected and processed:  
 
What type of personal information will be collected?  

●​ Personal background of teachers  
●​ Information on the career experiences of teachers  
●​ Information about the personal experiences as literacy teachers at school  
As a researcher, I will also provide personal information about myself and my teaching experiences.  
 

Who at UWC is responsible for collecting and storing my personal information?  

As a researcher, I will collect the personal information provided through interviews.  
I will store the data safely on my laptop, which is password secured.  
I will make a backup copy of the data and hand it to my supervisor, Prof Chetty, for safekeeping.  
 

Who will have access to my personal information outside of UWC?  

No one will have access to the information outside of UWC.  

 

How long will my personal information be stored?  

At least five years after completion of the MEd degree  

 

How will my personal information be processed?  

An interpretive analysis would be used to process the personal information provided through interviews.  
The information will be captured and electronically stored on a personal computer and One Drive.  
 
 I hereby give consent for my personal information to be collected, stored, processed and shared as 

described above  

☐ I do not give consent for my personal information to be collected, stored, processed and shared as described 

above.  

 

Name: A. J. Carelse 

Signature:  
 
Date: 12 June 2023 
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Appendix D: Consent Form for Teachers 
         
 

Faculty of Education 
University of the Western Cape 

Private Bag X17,  
        Bellville, 7535,  

                                                                                      South Africa 
                                Tel. 027-21-959 2442/2650 

                                 
 
Researcher:  Anthea Jeanette Carelse 
           
Please initial the boxes to show your agreement and understanding of what is expected for this study.  

 
1.​ I confirm that I have read and understood the information sheet explaining the  

above research project and I have had the opportunity to ask questions about the project. 
 
2.​ I understand that my participation is voluntary and that I am free to withdraw at any time 

without giving any reason and without there being any negative consequences. In addition,   
should I wish to withdraw, I may contact the lead researcher at any time to do so. 

 
3.​ I understand my responses and personal data will be kept strictly confidential. 

 
4.​ I give permission for members of the research team to have access to my responses without revealing any 

part of my identity. 
 

5.​ I understand that my name will not be linked with the research materials, and that I will not be identified 

or identifiable in the reports or publications that result for the research. 
6.   I agree for the anonymized data collected to be used in future research. (Circle the appropriate  

        answer)        Yes      /        No 

7.  I hereby agree to be audio recorded. (Circle the appropriate answer).        Yes      /        No 

 

In terms of the requirements of the Protection of Personal Information Act (Act 4 of 2013), personal 
information will be collected and processed: 
 
☐ I hereby give consent for my personal information to be collected, stored, processed and shared as 
described in the information sheet. 
☐ I do not give consent for my personal information to be collected, stored, processed and shared as described 
in the information sheet. 
 
____________________​ ​ _______________​              _____________ 
Name of Teacher​​ ​ Date​ ​ ​ ​ Signature 
(or legal representative)  
 

Anthea Jeanette Carelse​  ​ 12 June 2023​                                 
Name of person taking consent​              Date​ ​ ​ Signature 
(If different from lead researcher) 
 
___________________ ​ ​ ________________​             _________ 
Supervisor​ ​ ​ ​ Date​ ​ ​ ​ Signature       
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Appendix E: Assent Letter to the Children 
         
 

Faculty of Education 
University of Education 

Private Bag X17,  
        Bellville, 7535,  

                                                                                      South Africa 
                                Tel. 027-21-959 2442/2650 

                                 
ASSENT LETTER TO CHILDREN 
 
Dear Grade 4 learner 
 
I, Anthea Jeanette Carelse, am pursuing my MEd degree in the Department of Language Education at the 
University of the Western Cape, South Africa. I have invited your teacher to participate in my research project. 
Please read the following information carefully, and please feel free to ask questions if anything you read is 
unclear or if you’d like more information.  
 
I will be interviewing your teacher to gather in-depth information on his/her experiences as a literacy teacher 
in a Grade 4 classroom. The study will also allow the teacher to share his/her experiences of teaching learners 
at a Quintile 1-4 school where most learners are from disadvantaged areas. She will be able to discuss the 
challenges he/she and the Grade 4 learners face in the literacy classroom. This research will allow the teacher 
to present three literacy lessons to grade 4 learners while the researcher observes and gathers valuable study 
information. During this time that I will observe the teacher, the Grade 4 learners will be in the classroom too. 
The teacher will also be able to share some insight about the history of literacy and discuss different strategies 
and solutions that have made a difference at a Quintile 1-4 school. The information your teacher gives here is 
strictly confidential and will be used for the abovementioned purpose. The name of your school and your name 
will be substituted with pseudonyms to protect the confidentiality and anonymity of all participants. You will be 
required to complete an assent form to give me permission for the observation in the Grade 4 classroom. The 
learner assent will be included with the assent letter for children. 
 
Thank you  
Anthea Jeanette Carelse (MEd Student)  
 
Should you have any queries about the study, please do not hesitate to contact me or my supervisor, Professor 
Rajendra Chetty or the UWC Research Ethics Office. All contact details are provided below. 
Researcher: Ms A. J. Carelse 
​ Student Number: 4075172 
​ +27 762177850 
​ Email: 4075172@myuwc.ac.za 
 
​ Supervisor: Prof. R Chetty 
​ +27 21 959 2449 
​ Email: rchetty@uwc.ac.za 
 

 

https://uwcscholar.uwc.ac.za/home
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