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Abstract

Background: Effective communication skills are essential for developing literacy skills, and most South African foundation phase learners experience difficulties in mastering literacy skills. The challenges are often intensified by multilingual classrooms and the mismatch between the home language and the language for learning and teaching.

Aim: This study aimed to explore how teachers manage spelling and reading difficulties among foundation phase learners (Grades R-3) and examine their awareness of the role of speech language therapists (SLTs) in managing these difficulties.

Setting: The study was conducted in three schools located within the Pinetown and uMlazi districts of KwaZulu-Natal.

Methods: A qualitative, exploratory research design using purposive sampling was employed, where 17 foundation phase teachers, each with at least 3 years of experience in teaching and currently employed within the districts, participated in the study. Data were collected using a standardised self-administered questionnaire with open-ended questions and analysed using a thematic approach.

Results: Foundation phase teachers in these districts use phonics-based instruction to support reading and spelling skills. Reading and spelling difficulties were managed using various strategies, including differentiated instruction, ability-based grouping and targeted remediation. Results further show that teachers have varying levels of awareness regarding the role of the SLT in supporting literacy development.

Conclusion: There is a need for collaboration among parents, teachers and SLTs for ensuring an equitable foundation phase plan to support language and literacy development in learners, particularly second-language English-speaking learners.

Contribution: This study highlights the need to address the challenges faced by second-language English speakers and to implement strategies that support literacy development in home language and language of learning and teaching to enhance literacy skills.
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Introduction

Effective communication skills are pivotal to a child’s overall development, and they form a critical foundation for literacy development (Morgan et al. 2015; Ramsook, Govender & Jakoet-Salie 2020; Weadman Serry & Snow 2022). There is a strong connection between communication skills and literacy development. Children who develop strong oral language skills tend to manage and succeed in formal classrooms where language demands become increasingly abstract and complex (Amorsen & Miller 2017; Green 2021; Kathard et al. 2022). By leveraging learners’ existing language skills, teachers draw from this foundational linguistic background to teach reading and spelling and foster word recognition and comprehension (Green 2021).

South Africa’s rich cultural heritage and linguistic diversity present both opportunities and significant challenges in teaching and learning (Diko & Celliers 2024; Evans & Cleghorn 2012). Evident from various national and international assessment platforms, such as the Annual National Assessment (ANA) and the Progress in International Reading Literacy Study (PIRLS) assessment outcomes, shows that African children are particularly disadvantaged in early literacy acquisition. Many learners lack a strong foundation in their home language and receive instructions in Grades 1 to 3 predominantly in a language other than their home language (Van Staden, Zimmerman & Harvey 2016).

Reading and spelling in South African school-aged children

The 2021 PIRLS results showed that 81% of South African Grade 4 learners could not read for meaning in any language for all African languages. The 2021 Grade 4 learners scored lower than the 2016 PIRLS assessment (Roux, Mabunda & Mthethwa 2023). These results highlighted the discrepancies between the language of instruction and the learner’s home language. McLachlan and Essien (2022) further explored the impact of linguistic complexity, which extended beyond literacy, and showed that language barriers in multilingual classrooms affect comprehension and problem-solving skills in subjects such as mathematics, where abstract reasoning heavily relies on the individual’s language proficiency.

A notable factor that shapes literacy outcomes in the South African context is that teaching instructions are delivered in a language that is not the learners’ home language. Parents’ language preferences further complicate this challenge; most South African parents tend to favour English-medium instruction for their children (Van Rhyn 2018). The relationship between home language and the LoLT is a significant policy concern, as emphasised by Mohohlwane et al. (2023). Most African children come from poor socio-economic backgrounds and often start schooling without having the same exposure to a literacy-rich environment as their English-speaking peers. Moreover, in rural South African schools, there is limited exposure to the LoLT outside of the classroom and learners may lack opportunities to engage in the language used for learning and teaching (Schaefer & Kotze 2019; Tlale 2021). The interplay of these factors directly shapes how children experience literacy learning in multilingual classrooms.

Literacy development and challenges

Literacy is a complex and multifaceted set of skills centred on the understanding and use of written language. It involves the integrated ability to read, write, spell and comprehend text across a range of contexts or subject areas (Ehri 2020; Ehri et al. 2001; UNESCO 2004; Vlieghe 2015). The core components of literacy skills include phonological awareness, which is the awareness of the speech units that represent the written language, linguistic comprehension and higher-level cognitive linguistic interactions (Castles, Rastle & Nation 2018; Smith et al. 2021). These components work together to enhance comprehension and regulate memory and inference generation, a complex task essential for becoming literate.

Developing literacy and language skills is a complex, interconnected process, with oral language competence skills serving as a crucial foundation for learning to read and write. Research shows that reading and linguistic comprehension skills have a reciprocal effect on each other, affecting the development of vocabulary and related oral language and metalinguistic abilities (Duke & Cartwright 2021; Nation & Snowling 2004). Literacy and language skills are intertwined and affect each other’s development over time. Typically, a school-aged child enters formal schooling with relatively well-developed spoken language skills, which include adequate knowledge of semantics, syntax, morphology, pragmatics and phonology in their home language. However, when these foundational skills do not align with the language used for learning and teaching (LoLT), this typical school-aged child encounters significant linguistic and academic challenges that can hinder literacy acquisition (Pretorius & Currin 2010).

This linguistic diversity poses an additional challenge to literacy development as both learners and educators must navigate language barriers (Naidoo, Reddy & Doorsamy 2014). In South Africa, English second-language (EL2) learners face significant challenges in acquiring early literacy skills compared to monolingual (EL1) learners, mainly because of interrelated linguistic, cultural and educational factors (Dreyer 2017; Snyder & Fenner 2021; Venketsamy & Sibanda 2021). Many EL2 learners lack academic English proficiency and often grow up in home environments that do not fully support the development of literacy skills in the LoLT (Howie et al. 2017; Manten et al. 2020; Rohde 2015). Additionally, the age at which EL2 learners receive instruction in English plays an important role in literacy competency (Le Roux et al. 2017).

The foundation phase is critical for literacy development; learners rely on their teachers for guidance, resources and expertise to improve their reading skills (Dagada 2022). Teachers have a fundamental role and responsibility to support various literacy activities, ensuring that all learners in the foundation phase, regardless of their language background, can engage in the educational context (Venketsamy & Sibanda 2021). Teachers are agents of change within the classroom. They play a significant role in literacy development and provide valuable insight into the specific needs of learners (Mavhandu et al. 2025; Venketsamy & Sibanda 2021; Ndou & Omidire 2022). Evidence shows that many teachers, however, feel inadequately prepared to teach reading and implement strategies to support learners who experience reading difficulties (Fesi et al. 2020; Mokobe et al. 2025).

Bronfenbrenner’s ecological systems theory

Findings in a study by Phala and Hugo (2022) that examined the challenges associated with teaching Grade 3 learners with reading problems in full-service schools showed that reading difficulties stem from multiple levels of the school system, as conceptualised through Bronfenbrenner’s ecological systems theory. Macrosystem-level challenges included national policies such as the progression policy, which permits Grade 2 learners to advance to Grade 3 without demonstrating adequate reading competency. Another concern was the shortage of reading material and overcrowded classrooms. At the microsystem, highlighted challenges included the language of instruction and learning, students’ attitudes and abilities in reading, teachers’ lack of understanding and awareness of the diverse learning needs and limited parental support. It is evident that the causes of literacy problems are multifaceted and cannot be attributed to a single factor.

A collaborative approach to support literacy development

Globally, there is growing emphasis on interdisciplinary collaboration to support literacy development and to address the needs of learners at risk of language and literacy difficulties from an early stage (Ebbels et al. 2019; Gallagher et al. 2020; VanderKaay et al. 2021). This collaborative approach is crucial in the early years of schooling, as it is during this time that foundational literacy skills are developed. Because literacy development is inherently tied to language proficiency, SLTs play a critical role in the development of oral language skills, which underpin the development of reading and writing skills. Their expertise in language development, phonological awareness and language-based learning disorders complements the work of the teacher in the classroom setting (Ebbels et al. 2019).

Speech-language therapists (SLT) significantly contribute to both prevention and early identification of children at risk for reading difficulties by applying their knowledge of typical and atypical language development trajectories. Through classroom observations, assessments and consultations, SLTs can identify learners whose underlying language difficulties place them at risk of developing reading and spelling challenges (Ebbels et al. 2019; Kathard et al. 2011; Ndou & Omidire 2022; Wium & Louw 2015). This early identification is crucial as undiagnosed language difficulties in the foundational years often persist and later manifest as a literacy barrier throughout schooling. Furthermore, SLTs can complement the pedagogical role of the teacher by co-designing language-rich classroom environments and modelling evidence-based strategies that can facilitate oral language growth and emergent literacy skills. This collaboration can help ensure that instructional practices respond effectively to learners’ diverse language and literacy needs.

The significance of this study is in its focus on exploring the strategies and methods employed by teachers in the foundation phase (Grades R-3) to address reading and spelling difficulties, as well as their awareness of the role of SLTs in supporting foundational literacy development. Insight into how teachers approach, manage reading and spelling difficulties, and their collaborative practices with SLTs, is critical for addressing the gaps in effective literacy management. Furthermore, by highlighting instructional practices and existing teacher-SLT collaboration platforms, the study aims to inform an improved intervention strategy for identifying, supporting and managing reading and spelling difficulties. This study, therefore, seeks to explore the strategies that teachers use to manage reading and spelling difficulties and to identify the challenges and barriers that teachers face in managing these difficulties. Furthermore, this study explored teachers’ knowledge of the SLT’s role in supporting learners with reading and spelling difficulties, and determined potential areas for collaboration between teachers and SLTs to support learners with reading and spelling difficulties.

Research methods and design

Research design

This study used an exploratory qualitative design to explore how teachers manage learners with reading and spelling difficulties within the classroom setting and further investigate their awareness of the SLT’s role in managing these difficulties among the foundation phase learners (Grade R-3).

Study population and sampling strategy

A purposive sampling strategy was employed to recruit foundation phase mainstream teachers within the uMlazi and Pinetown districts who held a diploma or degree (or an equivalent qualification) and had a minimum of 3 years of experience teaching in the foundation phase. A sample size of 15–20 teachers was considered from three mainstream schools. According to Creswell (2014), qualitative studies should have a sample size between 5 and 25 participants. Teachers were selected using the recruitment inclusion and exclusion criteria.

Data collection technique

Data were collected using a standardised self-administered questionnaire with open-ended questions, which included sections on socio-demographic information, teachers’ approach to managing reading and spelling difficulties in the classroom, and their awareness of the role of the SLT in literacy management. This questionnaire was piloted with two teachers, and questionnaire refinement allowed the elimination of repetitive questions and the incorporation of phrases to clarify the questions asked. The researchers distributed the corrected questionnaire and consent form to the participating teachers at their schools.

Data analysis

Responses to the open-ended questions were analysed using a thematic approach, a flexible method in qualitative research that identifies, analyses and reports themes present in the data (Braun & Clarke 2006). The six-phase framework for thematic analysis was used. Each researcher independently familiarised themselves with the data and generated initial themes, which were then grouped according to emerging patterns aligned with the study objectives. The researchers then collaboratively reviewed and refined the themes to develop the final themes. This process minimised the influence of a single perspective, and the collaborative review served as a trustworthiness check, ensuring that the final themes were well supported and not distinctive to one researcher’s interpretation.

Ethical considerations

An application for full ethical approval was made to the University of KwaZulu-Natal Humanities and Social Sciences Research Ethics Committee (HSSREC) and ethics consent was received on 24 June 2024. The protocol reference number is HSSREC/00007011/2024. Permission was sought at two levels: firstly, from the uMlazi district of the Department of Education and secondly, from the school gatekeeper through the principals. Participation was voluntary, and all participants signed informed consent forms. To ensure anonymity, personal identifying information was not collected during data collection. Figure 1 is a schematic diagram that outlines the stages followed in the study.
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Research findings

In this study, data were collected from 17 female teachers who participated as shown in Table 1, their ages ranged from 28 to 60 years. The majority held a Bachelor of Education (BEd) degree, and three participants had a diploma. Most participants used English as their home language, and five teachers’ home language was isiZulu. The years of experience in the teaching profession ranged from 3 to 31 years, and they had taught in various grades but were currently teaching the foundation phase.
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Research findings and discussion

Three themes were identified after analysing the data. The first theme described classroom strategies that teachers used to manage reading and spelling difficulties in the foundation phase. The second theme highlighted the challenges teachers encounter when addressing these difficulties. Lastly, the third theme focused on teachers’ awareness of the role of SLTs and potential areas for collaboration.

Theme 1: Classroom strategies used by teachers to manage reading and spelling difficulties

Teachers described a range of methods and strategies that they implement to teach reading, spelling and comprehension in the foundation phase. Most teachers reported relying predominantly on phonics-based instruction and using letter-sound association activities to develop learners’ literacy skills:


‘Phonics sounds are taught daily in the foundation phase. Learners are encouraged to unite to write their sentences. The use of a dictionary is taught as well, and sight words are flashed.’ (33-year-old, Grade 1, English, 11 years exp [BEd])



Teachers engage learners in phonological awareness tasks, including segmenting words into individual sounds, blending phonemes, identifying rhyming patterns and manipulating sounds to form new words:


‘I teach learners how to sound words phonetically as well as the use pictures for understanding and prompt learners with questions.’ (43-year-old, Grade 1, English, 10 years exp [BEd])



Teachers reported that they employ various strategies to facilitate reading, spelling and comprehension skills in the classroom. They frequently used flashcards, group reading activities, sentence construction exercises, repetitions, daily morning drills and homework tasks to reinforce reading and spelling:


‘I use Flashcards, phonics, and big books for the entire class, sight words are flashed.’ (33-year-old, Grade 1, English, 11 years exp [BEd])



To support comprehension, teachers incorporated guided comprehension practices, listening activities and visual stimuli:


‘Listening comprehensions are done before written comprehension. The learners are given a sequence of instructions to see if they can follow instructions. Written comprehensions are read to learners.’ (40-year-old, English, 9 years exp [BEd])

‘Use pictures to assist with knowledge and comprehension of what the passage/story is about.’ (40-year-old, Grade 1, English, 18 years exp [Dipl])



Data collected showed that teachers used a range of methods to evaluate learners’ progress in reading and spelling. They conduct continuous assessments that include frequent spelling tests, reading comprehension activities and both individual and group assessments. Teachers reported that they systematically monitored learners’ performance through observations and recorded progress using tools such as record sheets and mark books. The evaluation was performed daily or weekly using a combination of oral and written tasks:


‘On a class list with specific headings for each spelling/skill/reader.’ (40-year-old, Grade 1, English, 18 years exp [Dipl])

‘In the foundation phase, we have weekly spelling test.’ (43-year-old, Grade 1, English, 10 years exp [BEd])



Learners with reading and/or spelling difficulties were identified through classroom observations, the use of informal and formal assessments and analysis of learners’ performance in classroom tasks:


‘I observe learners in the classroom and learners who cannot recognise letters of the alphabet.’ (Age unknown, Grade, R, isiZulu, 10 years exp, [BEd])



To manage and support these learners, teachers implemented targeted remediation, grouping based on learners’ needs, and differentiated instruction:


‘learners are grouped together, and the concept is re-taught, and more one-on-one time is given.’ (40-year-old, Grade 1, English, 18 years exp [Dipl])

‘Differentiated instruction, small group intervention, provide different tasks & regular feedback.’ (28-year-old, Grade 3, English, 3 years exp [BEd])



Additionally, support for learners was provided outside of regular class hours, where they utilised supplementary resources and were encouraged to engage in peer-assisted learning. Furthermore, they reinforced learning through regular practice, assigned homework and encouraged parental involvement to extend support beyond the classroom environment:


‘We use lunch times and after school to provide individual assistance.’ (40-year-old, Grade 2, isiZulu, 5 years exp [BEd])

‘Assist learners during breaks or any spare time.’ (29-year-old, Grade 2, English, 7 years exp [BEd])



Strategies used to manage reading and spelling difficulties

This study’s findings show that the instructional approaches used are consistent with the findings of previous studies (Hugo 2021; Mtshali & Mashiya 2022; Pretorius & Klapwijk 2016; Venketsamy & Sibanda 2021), which have highlighted the effectiveness of phonics in the South African context, where systematic teaching of letter-sound correspondence forms a cornerstone of literacy development. There is value in systemic, explicit phonics instruction, as documented in the literature. Ehri, Johnston & Thompson (2011) emphasised that structured phonics instruction supports learners’ ability to decode unfamiliar words and build spelling accuracy. Supporting this, Connelly et al. (2001) found that children who were instructed in phonics produced more contextually appropriate errors that retained more correct letters in their spelling than those who were not instructed in phonics. However, research by Fesi et al. (2020) identified inconsistencies in the application of phonics methods in South Africa, with some teachers demonstrating limited proficiency in implementing phonics-based strategies effectively. This inconsistency highlights a training gap and underscores the need for targeted professional development to strengthen teachers’ pedagogical content knowledge, ensuring consistent, evidence-based literacy instruction is delivered across diverse learning contexts and classrooms (Schaffler, Nel & Booysen 2019).

Research, however, recommends that phonics be embedded in a balanced literacy framework that also facilitates comprehension strategies (Hugo 2021; Riddle 2015; Venketsamy & Sibanda 2021). This understanding, therefore, shows that the effectiveness of phonics-based instruction depends on the integration of other reading strategies. Research has shown that vocabulary knowledge is critical when supporting comprehension. Snowling, Hulme and Nation (2020) argue that learners require not only familiarity with the words they are taught but also a depth of knowledge, which encompasses not only how well the words are understood but also how flexibly they can be applied in different contexts. A rich vocabulary base facilitates the activation of background knowledge and the construction of meaning during reading tasks, both of which are essential for comprehension. Learners with under-developed language structures, particularly those whose LoLT differs from their home language, may struggle to integrate meaning during reading tasks, which can prevent them from drawing inferences, connecting ideas and fully engaging in academic text. Additionally, limited background knowledge further impedes reading success. This difficulty happens when learners are unable to connect information to prior knowledge or activate relevant semantic networks during reading (Zhang, Morshedi & Jiang 2024).

The use of flashcards and sight word drills has been supported by literature for rapid vocabulary development (Stoffelsma 2019). Most teachers utilise this method to expose learners to a broader vocabulary base. According to Pretorius and Klapwijk (2016), there is an increasing consensus that specialised knowledge is necessary for teaching literacy skills, and a need remains for more focused capacity-building and teacher development programmes aligned with CAPS (Maharajh, Nkosi & Mkhize 2016).

Evaluation methods used to monitor progress

A range of national and international assessments has been used in South Africa to evaluate literacy performance across grades, although some have been discontinued. As presented by Govender and Hugo (2020), these include Systemic Evaluation (SE), ANA, Early Grade Reading Assessment (EGRA), the Southern and East Africa Consortium for Monitoring Education Quality (SACMEQ) and the PIRLS. These assessments are introduced at various times and points with the intention of monitoring and improving literacy development, informing educational policy and enhancing learner outcomes. However, the effectiveness of some has been compromised by inconsistencies in its implementation, limited validity and insufficient alignment with the linguistic and curricular context of South African classrooms (Spaull 2013).

Despite these limitations, literacy assessment remains a critical component of the educational system. Literacy assessment tools provide data that the education department can use to monitor learner progress, inform instructional planning and evaluate the effectiveness of national policies. Importantly, they serve as a valuable resource for identifying learners needing targeted intervention and support (Pretorius & Spaull 2016). Beyond the system-level monitoring, these assessments can showcase the instructional efforts of teachers. When assessments are properly designed, they can accurately reflect the impact of classroom-based strategies, highlight areas of teacher success and draw attention to pedagogical challenges that require systemic support. In this way, assessment outcomes can be crucial in supporting teachers, ensuring accountability, while advocating for professional development and resource allocation where needed.

Theme 2: Challenges and barriers encountered by teachers when managing reading and spelling in the foundation phase

This theme explored challenges and barriers that teachers experience when managing reading and spelling in the foundation phase. Three challenges emerged from the data, highlighting language differences, poor phonological awareness skills and the lack of exposure prior to Grade R formal schooling. Findings also revealed a barrier related to the learner’s motivation, whereby boys were reported to be unwilling to work on these skills.

Most teachers found that the language difference was a factor affecting learners’ ability to learn how to read and spell. Learners were reported to struggle with learning reading and spelling skills because of the difference between their home language and the language used for learning and teaching:


‘It is difficult for learners as English is not their first language, they understand the subject better if it is taught in their home language.’ Age unknown, Grade, R, isiZulu, 10 years exp [BEd])



The discrepancy between the home language and the language of teaching and learning affected how learners appreciate their subjects. Learners were reported to enjoy and understand isiZulu because it was taught in their home language:


‘Learners enjoy isiZulu subject because it’s their home language.’ (33-year-old, Grade 1, English, 11 years exp [BEd])



The study’s findings also showed that a lack of exposure to literacy before starting formal schooling and outside of the school environment contributed to children’s reading and spelling difficulties:


‘They have no prior English language skills, and some have not attended grade R.’ (40-year-old, Grade 1, English, 18 years exp [Dipl])



Notably, teachers observed that most learners begin or are enrolled in school with under-developed phonological awareness skills, which hinder their ability to acquire foundational literacy skills:


‘Learners’ lack foundation, because they were not previously exposed to books/reading at home, resulting in learning gaps because the children lack understanding.’ (28-year-old, Grade 3, English, 3 years exp [BEd])



The home environment was reported as not supporting the development of these skills:


‘Most learners do not get enough practice outside of school, at home in the language used at school.’ (37-year-old, Grade R, English, 3 years exp [BEd])



Learners were reported by teachers to have difficulties mastering phonological awareness skills, which are important for reading and spelling development. Learners struggled with identifying letters, reported having poor letter-sound memory and decoding skills and had difficulty breaking down words into syllables:


‘The learners’ letter-sound relationship-memory is poor, as a result, they are unable to spell sight words.’ (28-year-old, Grade 3, English, 3 years exp [BEd])

‘Learners write letters backwards, unable to identify sounds and cannot blend syllables, learners cannot break down words.’ (53-year-old, Grade 3, English, 3 years exp [BEd])



Language of learning and teaching

This study found that the language of instruction affects teaching and the acquisition of reading and spelling skills in the foundation phase. Most learners who are EL2 experienced difficulties acquiring the skills necessary to learn to read and spell because they did not understand the instructions in the language of learning and teaching. Language barriers remain a significant challenge in the acquisition of literacy skills. The findings of this study contribute to the existing body of literature that highlights the mismatch between learners’ home language and LoLT (Dreyer 2017; Naidoo et al. 2014; Snyder & Fenner 2021; Venketsamy & Sibanda 2021). The use of English as a medium of instruction in the classroom has been shown to impede comprehension among foundation phase learners in a multilingual township school in South Africa (Sibanda & Tshehla 2025). However, this challenge is not unique only in the South African context. Linguistic discordance is a widespread concern across many African countries in sub-Saharan Africa and is increasingly recognised as a global issue (Alkateb-Chami 2024). Teachers often struggle to manage classroom discourse, provide meaningful feedback and implement interactive teaching strategies because of the linguistic disconnect that exists between themselves and their learners.

The global dominance of English in education has significant implications for language policies across Africa. The transition from English to the mother tongue presents practical challenges that policymakers and teachers cannot overlook (Sibanda & Tshela 2025). While the pedagogical benefits of mother tongue in the early years are well established, there is, however, a need for a balanced and phased approach. An approach that combines the cognitive and academic advantages of early literacy in the mother tongue with a structured and well-supported transition to English as a LoLT. Achieving this will require not only political will but also public awareness, investments in curriculum development and the training of teachers to enable them to deliver instructions in multiple languages. Equally important, parents need to be educated on supporting this transition at home by creating a language-rich environment that exposes the learner to the LoLT.

Home environment and exposure to learning opportunities

Limited exposure to reading prior to formal schooling can impact the development of essential pre-reading skills (Schaefer & Kotze 2019; Tlale 2021). The literature consistently highlights the critical role of both schools and the home environment in developing literacy skills. Rao et al. (2017) and Silinskas et al. (2021) emphasise that schools alone cannot bear the sole responsibility for building fundamental literacy skills. Instead, parental support is essential in creating an emotionally supportive environment that complements school-based efforts to help learners acquire reading skills. This sentiment is echoed by Malo (2024), who argues that while schools are responsible for developing children’s reading and spelling skills, parents and the home learning environments they create may be equally important in their development. Therefore, a collaborative approach that integrates schools’ initiatives with strong parental engagement and early literacy exposure is needed to improve literacy outcomes.

Research has shown the importance of home environment and parent involvement in reinforcing literacy outside school hours (Naidoo et al. 2014). The acquisition of literacy skills does not occur in isolation, meaning only at school but it is also influenced by the extent to which children are exposed to language-rich interactions in their home environment. The success of parental involvement is contingent upon access to literacy resources and their understanding of how to support literacy development at home. However, socio-demographic factors further limit parental involvement. In this study, the findings indicated that teachers view parents’ involvement as valuable support, yet recognise that socio-economic factors may hinder the capacity of some parents to actively support literacy at home.

Similar to previous findings, phonological awareness skills form foundational components of literacy development and play a crucial role in supporting the learner’s ability to decode words (Castles et al. 2018; Smith et al. 2021). Evidently, when these skills are under-developed, particularly in the learner’s home language, and are not aligned with the LoLT, learners are likely to encounter significant challenges that can impede their literacy acquisition (Pretorius & Currin 2010).

Theme 3: Teachers’ awareness of the speech-language therapist role and potential areas of collaboration

This theme explores teachers’ awareness of the role of SLTs and identifies potential areas for collaboration in supporting learners with reading and spelling difficulties.

The findings showed that teachers are generally aware of the SLT’s role in school and described SLTs as a profession responsible for providing individualised support to learners, particularly in areas such as articulation, pronunciation and speech clarity:


‘They provide support and care to learners with communication difficulties.’ (31-year-old, Grade 1, English, 6 years exp [BEd])

‘Speech therapy boosts learners’ ability to identify, recall and retrieve sounds to link them with written language.’ (43-year-old, Grade 1, English, 10 years exp [BEd])



The teachers reported that SLTs occasionally visited the classroom and requested to see individual learners, but often did not provide feedback on the learners’ progress:


‘I am not sure because SLTs come, but they do not report on the learner’s progress or explain their role.’ (40-year-old, Grade 2, isiZulu, 5 years exp [BEd])



Differentiated instruction was identified as a strategy where both the teacher and the SLT could tailor resources and learning activities to meet the needs of learners with these difficulties:


‘They can be great help and give these learners individual attention that they need.’ (40-year-old, Grade 2, isiZulu, 5 years exp [BEd])



Awareness of the speech-language therapist’s role and collaboration in managing reading and spelling difficulties

In this study, teachers recognised that SLTs enhance learners’ confidence in their communication abilities. However, teachers’ understanding of the SLT’s role did not extend to how SLTs can collaborate with them to support the development of literacy skills in children. Neither did it mention the broader role that SLT can play in supporting language development, skills that underpin reading and writing. Despite the teacher’s limited interaction with the SLT, they identified potential areas for collaboration, particularly in tailoring resources and designing learning activities for learners with these difficulties.

The literature identifies multiple factors that may explain teachers’ limited awareness of the SLT’s role within the school context. One common reason is that SLTs are primarily perceived as health professionals employed within the health sector (Wium & Louw 2013). The limited presence of SLTs in mainstream schools also contributes to this lack of awareness. Furthermore, the divergent nature of SLT and teacher training pathways does not structure opportunities for interdisciplinary learning (Dockrell & Lindsay 2001; Kathard et al. 2011; Wilson, McNeill & Gillon 2017). According to Wium and Louw (2013), SLTs can collaborate with teachers in multiple ways, including identifying literacy problems, screening and assessing children at risk, providing intervention, monitoring outcomes and supporting effective literacy practices within the classroom. Furthermore, SLTs play a vital role in assisting parents and advocating for systematic practices that strengthen literacy development (Ebbels et al. 2019; Snow 2020).

This study’s findings highlight a clear gap in collaboration between teachers and SLTs. Only two teachers reported having previously worked with an SLT, and both described this collaboration as limited. The lack of structured follow-up contributes to the perception that SLTs are not integral collaborators in supporting literacy development within the classroom context. There is a clear need to move from the pull-out model towards a more integrated service delivery approach. Adopt a model that combines direct, classroom-based support and intervention strategies embedded within daily teaching practices (Snowling et al. 2020). Such an approach would help teachers to apply evidence-based language and literacy strategies more consistently.

This finding aligns with the evidence showing that collaboration between these professions in South Africa remains constrained by human resource shortages and training pathways (Giacovazzi et al. 2021). Limited opportunities for interprofessional education at the undergraduate level further restrict teachers’ and SLTs’ capacity and confidence to engage in effective interprofessional practice. McLean, Snow and Serry (2021) argues that the difference in professional knowledge bases and epistemological perspectives between teachers and SLTs can create misunderstandings about how to collaboratively support language and literacy development.

Limitations

This study acknowledges several limitations. All participants were females, which may have introduced a gender-related bias into the responses. Using a self-administered open-ended questionnaire resulted in relatively brief responses; more nuanced responses would have been possible through an interview. Future research should purposefully include male teachers and specific strategic positions, such as the Foundation Phase Head of Department and principals, to strengthen the representativeness of the findings and deepen insight into diverse perspectives on managing literacy in the Foundation Phase classroom.

Implications

This study highlights the need to address the challenges faced by EL2 learners because of language instruction in South African schools. Therefore, a collaborative approach involving teachers, parents and SLTs is essential to holistically support learners’ speech, language and literacy development. Embedding interprofessional education opportunities within the undergraduate teacher and SLT training programmes can ensure adequate interdisciplinary support.

Furthermore, this study highlights the lack of parental involvement in early literacy development outside of the school setting. There is a need to strengthen parental involvement in early literacy development beyond the classroom environment. Through joint training sessions, teachers and SLTs can equip parents to support literacy skills at home through school-led initiatives and help parents bridge the gap created by limited exposure to the LoLT.

Ultimately, the availability of SLTs in schools remains limited, particularly in resource-constrained settings. There is a need to increase the availability of SLTs in mainstream schools and to establish collaborative practices that support foundational literacy development and early identification.

Conclusion

In conclusion, it is evident that language barriers remain a significant challenge affecting learners’ literacy skills acquisition in the foundation phase. Learners with under-developed language structures, particularly those whose LoLT is different from their home language, may struggle to integrate meaning during reading tasks, preventing them from drawing inferences, connecting ideas and fully engaging with the academic text. The current literacy crisis in South Africa necessitates a collaborative approach to improve educational outcomes. Language competency is a prerequisite for all learning outcomes, and under-developed language skills directly undermine learners’ academic performance. Facilitating collaboration between the teachers and SLTs is crucial in this context, as a strong partnership can support the development of learners’ speech, language, communication and literacy, ultimately enhancing their educational success.

Acknowledgements

The authors would like to to express their gratitude to Thabiso Nthshangase and Lutho Kota for their participation in the whole study. Additionally, they thank the foundation phase teachers from the uMlazi and Pinetown districts who participated in this study. Their valuable insights and willingness to share their experiences made this research possible. Special thanks also go to the Department of Education for granting permission to conduct the study within the participating schools. Lastly, to the research supervisor, Dr Mbatha, for providing us with your guidance, continuous support, positive reinforcement, time, knowledge and motivation throughout the course of this study. This article is based on research originally conducted as part of Kaydee Pillay’s honours dissertation titled ‘Exploring how teachers manage reading and spelling difficulties in the foundation phase (Grade R-3) and their awareness of the role of Speech-Language Therapist’, University of KwaZulu-Natal, South Africa, 2024. The dissertation was supervised by Nontokozo L. Mbatha. The dissertation was reworked, revised and adapted into a journal article for publication. The original thesis is currently unpublished and was not publicly available online at the time of publishing this article.

Competing interests

The authors declare that they have no financial or personal relationships that may have inappropriately influenced them in writing this article.

CRediT authorship contribution

Kaydee Pillay: Conceptualisation, Formal analysis, Investigation, Methodology, Writing – original draft, Writing – review & editing. Nontokozo L. Mbatha: Conceptualisation, Formal analysis, Supervision, Writing – review & editing. All authors reviewed the article, contributed to the discussion of results, approved the final version for submission and publication, and take responsibility for the integrity of its findings.

Funding information

This research received no specific grant from any funding agency in the public, commercial or not-for-profit organisations.

Data availability

The data that support the findings of this study are available from the corresponding author, Kaydee Pillay, upon reasonable request.

Disclaimer

The views and opinions expressed in this article are those of the authors and are the product of professional research. It does not necessarily reflect the official policy or position of any affiliated institution, funder, agency or that of the publisher. The authors are responsible for this article’s results, findings and content.

References

Alkateb-Chami, M., 2024, ‘Learning poverty when schools do not teach in children’s home language: A comparative perspective’, International Journal of Educational Development 105, 102975. https://doi.org/10.1016/j.ijedudev.2023.102975

Amorsen, A. & Miller, M., 2017, ‘Children’s oral language development and early literacy practices’, Educating Young Children: Learning and Teaching in the Early Childhood Years 23(1), 24–27.

Braun, V. & Clarke, V., 2006, ‘Using thematic analysis in psychology’, Qualitative Research in Psychology 3(2), 77–101. https://doi.org/10.1191/1478088706qp063oa

Castles, A., Rastle, K. & Nation, K., 2018, ‘Ending the reading wars: Reading acquisition from novice to expert’, Psychological Science in the Public Interest 19(1), 5–51. https://doi.org/10.1177/1529100618772271

Connelly, V., Johnston, R. & Thompson, G.B., 2001, ‘The effect of phonics instruction on the reading comprehension of beginning readers’, Reading and Writing 14(5–6), 423–457. https://doi.org/10.1023/A:1011114724881

Creswell, J.W., 2014, Research design: Qualitative, quantitative, and mixed methods approaches, 3rd edn., Sage, Thousand Oaks, CA.

Dagada, M., 2022, ‘Foundation phase teachers’ challenges in teaching reading in South Africa’, South African Journal of Education 42(suppl 1), 1–9. https://doi.org/10.15700/saje.v42ns1a2219

Diko, M. & Celliers, A.B., 2024, ‘Revisiting the challenges of teaching and learning indigenous South African languages’, Forum for Linguistic Studies 6(4), 254–267. https://doi.org/10.30564/fls.v6i4.6835

Dockrell, J.E. & Lindsay, G., 2001, ‘Children with specific speech and language difficulties – The teachers’ perspective’, Oxford Review of Education 27(3), 369–394. https://doi.org/10.1080/03054980120067410

Dreyer, L.M., 2017, ‘Constraints to quality education and support for all: A Western Cape case’, South African Journal of Education 37(1), 1–11. https://doi.org/10.15700/saje.v37n1a1226

Duke, N.K. & Cartwright, K.B., 2021, ‘The science of reading progresses: Communicating advances beyond the simple view of reading’, Reading Research Quarterly 56(S1), S25–S44. https://doi.org/10.1002/rrq.411

Ebbels, S.H., McCartney, E., Slonims, V., Dockrell, J.E. & Norbury, C.F., 2019, ‘Evidence-based pathways to intervention for children with language disorders’, International Journal of Language and Communication Disorders 54(1), 3–19. https://doi.org/10.7287/peerj.preprints.2951v1

Ehri, L.C., 2020, ‘The science of learning to read words: A case for systematic phonics instruction’, Reading Research Quarterly 55(S1), S45–S60. https://doi.org/10.1002/rrq.334

Ehri, L.C., Nunes, S.R., Stahl, S.A. & Willows, D.M., 2001, ‘Systematic phonics instruction helps students learn to read: Evidence from the National Reading Panel’s meta-analysis’, Review of Educational Research 71(3), 393–447. https://doi.org/10.3102/00346543071003393

Ehri, L.C., Nunes, S.R., Willows, D.M., Schuster, B.V., Yaghoub Zadeh, Z. & Shanahan, T., 2011, ‘Phonemic awareness instruction helps children learn to read: Evidence from a meta-analytic review’, Reading Research Quarterly 46(2), 126–145. https://doi.org/10.1598/RRQ.46.2.2

Evans, R. & Cleghorn, A., 2012, ‘Linguistic diversity in the classroom: Historical roots of the challenge and opportunity’, in Complex classroom encounters: A South African perspective, pp. 1–15, SensePublishers, Rotterdam.

Fesi, L., Makeleni, S. & Duku, N., 2020, ‘Factors affecting the teaching of reading comprehension: A Case of grade 3 Isixhosa home language learners’, EDULEARN20 Proceedings 1, 8922–8931. https://doi.org/10.21125/edulearn.2020.0158

Gallagher, A.L., Murphy, C.A., Conway, P.F. & Perry, A., 2020, ‘Establishing premises for inter-professional collaborative practice in school: Inclusion, difference and influence’, Disability and Rehabilitation 43(20), 2909–2918. https://doi.org/10.1080/09638288.2020.1725154

Giacovazzi, L., Moonsamy, S. & Mophosho, M., 2021, ‘Promoting emergent literacy in underserved preschools using environmental print’, South African Journal of Communication Disorders 68, a809. https://doi.org/10.4102/sajcd.v68i1.809

Govender, R. & Hugo, A.J., 2020, ‘An analysis of the results of literacy assessments conducted in South African primary schools’, South African Journal of Childhood Education 10(1), a745. https://doi.org/10.4102/sajce.v10i1.745

Green, L., 2021, Language and learning: Teaching in a multilingual context, Oxford University Press, Cape Town.

Howie, S.J., Combrinck, C., Roux, K., Tshele, M., Mokoena, G.M. & McLeod Palane, N., 2017, PIRLS literacy 2016: South African highlights report (PIRLS Literacy 2016), Centre for Evaluation and Assessment, University of Pretoria, Pretoria.

Hugo, A., 2021, ‘A snapshot of the use of reading methods in primary schools in three provinces of South Africa’, Per Linguam 37(1), 28–44. https://doi.org/10.5785/37-1-967

Justice, L.M. & Kaderavek, J.N., 2004, ‘Embedded-explicit emergent literacy intervention I’, Language, Speech, and Hearing Services in Schools 35(3), 201–211. https://doi.org/10.1044/0161-1461(2004/020)

Kathard, H., Parusnath, P., Thabane, L., Pillay, M., Hu, Z.J., Le Roux, J. et al., 2022, ‘A survey of communication supports in Grade R classrooms in the Western Cape’, South Africa, South African Journal of Communication Disorders 69(1), a871. https://doi.org/10.4102/sajcd.v69i1.871

Kathard, H., Ramma, L., Pascoe, M., Jordaan, H., Moonsamy, S., Wium, A.-M. et al., 2011, ‘How can speech-language therapists and audiologists enhance language and literacy outcomes in South Africa? (And why we urgently need to)’, South African Journal of Communication Disorders 58(2), a27. https://doi.org/10.4102/sajcd.v58i2.27

Le Roux, M., Geertsema, S., Jordaan, H. & Prinsloo, D., 2017, ‘Phonemic awareness of English second language learners’, South African Journal of Communication Disorders 64(1), a164. https://doi.org/10.4102/sajcd.v64i1.164

Maharajh, L.R., Nkosi, T. & Mkhize, M.C., 2016, ‘Teachers’ experiences of the implementation of the curriculum and assessment policy statement (CAPS) in three primary schools in KwaZulu natal’, Africa’s Public Service Delivery and Performance Review 4(3), 371. https://doi.org/10.4102/apsdpr.v4i3.120

Malo, S., 2024, ‘Investigating the role of home learning environment in shaping children’s literacy development: A comparative analysis of two families in rural India’, Voices of Teachers and Teacher Educators 13(1), 69–79.

Manten, A., Le Roux, M., Geertsema, S. & Graham, M., 2020, ‘An investigation into the early literacy skills of English second language learners in South Africa’, Australasian Journal of Early Childhood 45(2), 142–154. https://doi.org/10.1177/1836939120918504

Mavhandu, T.P., Mavhandu-Mudzusi, A.H., Kutame, A.P. & Adewoye, S.E., 2025, ‘The role of teachers in fostering literacy practices among preschoolers in South Africa’, International Journal of Learning, Teaching and Educational Research 24(7), 671–695. https://doi.org/10.26803/ijlter.24.7.33

McLachlan, K. & Essien, A.A., 2022, ‘Language and multilingualism in the teaching and learning of mathematics in South Africa: A review of literature in Pythagoras from 1994 to 2021’, Pythagoras 43(1), a669. https://doi.org/10.4102/pythagoras.v43i1.669

McLean, E.J., Snow, P.C. & Serry, T.A., 2021, ‘Dual-qualified teachers and speech-language therapists reflect on preparation and practice in school-based language and literacy’, Child Language Teaching and Therapy 37(3), 249–263. https://doi.org/10.1177/0265659021995543

Mohohlwane, N., Taylor, S., Cilliers, J. & Fleisch, B., 2023, ‘Reading skills transfer best from home language to a second language: Policy lessons from two field experiments in South Africa’, Journal of Research on Educational Effectiveness 17(4), 687–710. https://doi.org/10.1080/19345747.2023.2279123

Mokobe, J., Badenhorst, J. & Schlebusch, L., 2025, ‘Teachers’ voices on the poor reading skills of Setswana-speaking foundation phase learners’, Reading & Writing 16(1), a520. https://doi.org/10.4102/rw.v16i1.520

Morgan, P.L., Farkas, G., Hillemeier, M.M., Hammer, C.S. & Maczuga, S., 2015, ‘24-month-old children with larger oral vocabularies display greater academic and behavioral functioning at kindergarten entry’, Child Development 86(5), 1351–1370. https://doi.org/10.1111/cdev.12398

Mtshali, Z. & Mashiya, N., 2022, ‘Teaching English home language to Foundation phase learners from diverse backgrounds’, South African Journal of Childhood Education 12(1), a1027. https://doi.org/10.4102/sajce.v12i1.1027

Naidoo, U., Reddy, K. & Doorsamy, N., 2014, ‘Reading literacy in primary schools in South Africa: Educator perspectives on factors affecting reading literacy and strategies for improvement’, International Journal of Educational Sciences 7(1), 155–167. https://doi.org/10.31901/24566322.2014/07.01.16

Nation, K. & Snowling, M.J., 2004, ‘Beyond phonological skills: Broader language skills contribute to the development of reading’, Journal of Research in Reading 27(4), 342–356. https://doi.org/10.1111/j.1467-9817.2004.00238.x

Ndou, N.N. & Omidire, M.F., 2022, ‘Systemic support for learners with developmental language disorders in Zimbabwe and South Africa’, South African Journal of Communication Disorders 69(1), a850. https://doi.org/10.4102/sajcd.v69i1.850

Phala, T.A. & Hugo, A., 2022, ‘Difficulties in teaching grade 3 learners with reading problems in full-service schools in South Africa’, African Journal of Disability 11, a906. https://doi.org/10.4102/ajod.v11i0.906

Pillay, K., 2024, Exploring how teachers manage reading and spelling difficulties in the foundation phase (Grades R–3) and their awareness of the role of the speech-language therapist, Unpublished honours dissertation, University of KwaZulu-Natal, Durban, South Africa.

Pretorius, E.J. & Currin, S., 2010, ‘Do the rich get richer and the poor poorer? The effects of an intervention programme on reading in the home and school language in a high poverty multilingual context’, International Journal of Educational Development 30(1), 67–76. https://doi.org/10.1016/j.ijedudev.2009.06.001

Pretorius, E.J. & Klapwijk, N.M., 2016, ‘Reading comprehension in South African schools: Are teachers getting it, and getting it right?’ Per Linguam: A Journal of Language Learning 32(1), 1–20. https://doi.org/10.5785/32-1-627

Pretorius, E.J. & Spaull, N., 2016, ‘Exploring relationships between oral reading fluency and reading comprehension amongst English second language readers in South Africa’, Reading and Writing 29(7), 1449–1471. https://doi.org/10.1007/s11145-016-9645-9

Ramsook, K., Govender, R. & Jakoet-Salie, A., 2020, ‘Supporting oral language development in the early years’, South African Journal of Childhood Education 10(1), 1–9. https://doi.org/10.4102/sajce.v10i1.863

Rao, N., Sun, J., Chen, E.E. & Ip, P., 2017, ‘Effectiveness of early childhood interventions in promoting cognitive development in developing countries: A systematic review and meta-analysis’, Hong Kong Journal of Paediatrics 22(1), 14–25.

Riddle, S., 2015, A balanced approach is best for teaching kids how to read, The Conversation, Canberra.

Rohde, L., 2015, ‘The comprehensive emergent literacy model: Early literacy in context’, SAGE Open 5(1), 1–11. https://doi.org/10.1177/2158244015577664

Roux, K., Van Staden, S. & Tshele, M., 2023, Progress in International Reading Literacy Study 2021: South African main report, Department of Basic Education, Pretoria, South Africa.

Schaefer, M. & Kotzé, J., 2019, ‘Early reading skills related to Grade 1 English second language literacy in rural South African schools’, South African Journal of Childhood Education 9(1), a644. https://doi.org/10.4102/sajce.v9i1.644

Schaffler, D., Nel, M. & Booysen, R., 2019‚ ‘Exploring South African foundation phase teachers’ understanding, skills and training needs in the teaching of phonological awareness’, Language Learning Journal 49(5), 554–567. https://doi.org/10.1080/09571736.2019.1655585

Sibanda, R. & Tshehla, L.P., 2025, ‘From mother tongue to English: A language policy shift at a multilingual township school in Gauteng’, South African Journal of Childhood Education 15(1), a1598. https://doi.org/10.4102/sajce.v15i1.1598

Silinskas, G., Aunola, K., Lerkkanen, M.K. & Raiziene, S., 2021, ‘Parental teaching of reading and spelling across the transition from kindergarten to grade 1’, Frontiers in Psychology 11, 610870. https://doi.org/10.3389/fpsyg.2020.610870

Smith, R., Snow, P., Serry, T. & Hammond, L., 2021, ‘The role of background knowledge in reading comprehension: A critical review’, Reading Psychology 42(3), 214–240. https://doi.org/10.1080/02702711.2021.1888348

Snow, P.C., 2020, ‘SOLAR: The science of language and reading’, Child Language Teaching and Therapy 37(3), 222–233. https://doi.org/10.1177/0265659020947817

Snowling, M.J., Hulme, C. & Nation, K., 2020, ‘Defining and understanding dyslexia: Past, present and future’, Oxford Review of Education 46(4), 501–513. https://doi.org/10.1080/03054985.2020.1765756

Snyder, S. & Fenner, D.S., 2021, Culturally responsive teaching for multilingual learners: Tools for equity, Corwin Press, London.

Spaull, N., 2013, South Africa’s education crisis: The quality of education in South Africa 1994–2011, vol. 21, pp. 1–65, Centre for Development and Enterprise, Johannesburg.

Stoffelsma, L., 2019, ‘From “sheep” to “amphibian”: English vocabulary teaching strategies in South African township schools’, South African Journal of Childhood Education 9(1), a650. https://doi.org/10.4102/sajce.v9i1.650

Tlale, D., 2021, ‘Language exposure and literacy in rural South African contexts’, Journal of Literacy Research 53(2), 205–223.

UNESCO, 2004, The plurality of literacy and its implications for policies and programmes, UNESCO, Paris, viewed 07 October 2024, from https://unesdoc.unesco.org/ark:/48223/pf0000136246.

Van Rhyn, C., 2018, ‘Parental attitudes towards English-medium instruction in South African schools’, Language Learning Journal 46(3), 292–304.

Van Staden, S., Zimmerman, L. & Harvey, J., 2016, ‘Reading achievement and home language in South Africa: Findings from prePIRLS 2011’, Reading and Writing Journal of the Reading Association of South Africa, 7(1), 1–11.

VanderKaay, S., Dix, L., Rivard, L., Missiuna, C., Ng, S., Pollock, N. et al., 2021, ‘Tiered approaches to rehabilitation services in education settings: Towards developing an explanatory programme theory’, International Journal of Disability, Development and Education 70(4), 540–561. https://doi.org/10.1080/1034912X.2021.1895975

Venketsamy, R. & Sibanda, S., 2021, ‘Exploring strategies teachers use to develop literacy skills among English first additional language learners in the foundation phase’, Perspectives in Education 39(2), 253–266. https://doi.org/10.18820/2519593X/pie.v39.i2.18

Vlieghe, J., 2015, ‘Traditional and digital literacy. The literacy hypothesis, technologies of reading and writing, and the “grammatized” body’, Ethics and Education 10(2), 209–226. https://doi.org/10.1080/17449642.2015.1039288

Weadman, T., Serry, T. & Snow, P.C., 2022, ‘The oral language and emergent literacy skills of preschoolers: Early childhood teachers’ self-reported role, knowledge and confidence’, International Journal of Language & Communication Disorders 58(1), 154–168. https://doi.org/10.1111/1460-6984.12777

Wilson, L., McNeill, B.C. & Gillon, G.T., 2017, ‘Interprofessional education of prospective speech–language therapists and primary school teachers through shared professional practice placements’, International Journal of Language & Communication Disorders 52(4), 426–439. https://doi.org/10.1111/1460-6984.12281

Wium, A.M. & Louw, B., 2013, ‘Revisiting the roles and responsibilities of speech-language therapists in South African schools’, South African Journal of Communication Disorders 60(1), a8. https://doi.org/10.4102/sajcd.v60i1.8

Wium, A.-M. & Louw, B., 2015, ‘The South African national school curriculum: Implications for collaboration between teachers and speech-language therapists working in schools’, South African Journal of Childhood Education 5(1), 23. https://doi.org/10.4102/sajce.v5i1.348

Zhang, Q., Morshedi, G. & Jiang, K., 2024, ‘The effect of home literacy environment on preschool children’s learning dispositions’, European Early Childhood Education Research Journal 33(6), 1028–1045. https://doi.org/10.1080/1350293X.2024.2446920

OPS/symbol.jpg
 — .\

\ U





OPS/SAJCE-16-1803-F1.jpg
Defined the research problem, AIM and objectives

Literature review

Reviewed previous studies on literacy development,
challenges in management, teacher’s and SLT's role.

Formulated the research questions

Identified the research methodology

Exploratory qualitative research design in the umlazi and pinetown districts:

Fundation phase teachers (who meet the criteria) developed a
data collection tool.

Data collection

Obtained ethical approval, pilot study and distributed the queationnaire.

Data management and analysis

Data preparation, data analysis following the thematic
six-phase approach. maintain data confidentiality

Presentation and discussion of research findings

Research recommendations, implications and conclusion

SLT’s, speech-language therapists.
FIGURE 1: Schematic flow diagram.





OPS/SAJCE-16-1803-T1.jpg
TABLE 1: Demographic characteristics of the participants (N =17).

Characteristics n %
Age group (years)*

26-35 7 438
36-45 6 375
>46 3 188
Home language

isizulu 5 294
English 12 706
Years of teaching (years)*

>10 9 56.3
>10 7 437
Qualification of participants

Diploma 3 176
Degree 14 824
Grades taught in the foundation phase

R 2 118
1 6 353
2 4 235
3 4 235
183 1 59

* missing value on the characteristics.
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