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1. Introduction

Learners must have failed a particular grade two times to qualify for automatic progression
(Department of Basic Education, 2017). The progression of learners who have not passed the grade
(class) to the next one comes with challenges for teachers who deal with these learners daily during
curriculum implementation. This automatic progression is only applied to those learners who failed
the grade for at least two consecutive years. The DBE introduced the progression policy to minimise
the high dropout rate of learners (DBE, 2013) due to failure to meet the promotion requirements. This
policy set criteria for identifying learners to be progressed, and these criteria are that learners:

e Must have failed a particular grade twice.

e Must have attended school regularly.

e Ought to have complied with the school-based assessments in all subjects.
Those who fall into the category of those to be progressed to be allowed to go to Grade 12, where the
matric examination is to be written, are to be scrutinised to be sure that they have passed at least four
out of the seven subjects offered. So, if learners meet all these criteria, they are progressed to the next
grade. These learners are exempted from meeting the promotion requirements with the hope that
they will get enough support from teachers in the next grade (Nkosi & Adebayo, 2021) so that they
do well. This progression policy is in line with Inclusive Education, which ensures that every learner
receives education and progresses to the next grade.
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Learner progression is not unique to South Africa. For example, in Uganda, it is called “automatic
promotion”; in Cameroon, it is called “automatic progression” (Mogale & Malatji, 2022), whereas in
the United States (US), United Kingdom (UK), and Europe, it is called social promotion (George,
2019). However, this learner progression comes with some contestations. While the proponents of
this policy claim that it helps to avoid learner dropout before completion (Kolobe & Mihai, 2023), its
opponents maintain that it lowers the quality of education (Costa et al., 2024). According to Kolobe
and Mihai (2023), the main opponents of this progression policy are teachers. This can be the case for
two reasons. Firstly, they are the ones who deal with these progressed learners on a daily basis, so
they know what is going on in classroom situations. Secondly, this may suggest that they were never
consulted from the beginning, so they do not see themselves as part and parcel of this policy; hence
it can be argued they are a burden to teachers.

Teachers are expected to conform to the Department of Basic Education (DBE) policy and teach
learners who have failed dismally, together with those who passed; isn’t this a burden for teachers?
How do they teach these two sets of learners in the same class? Are they prepared for this mammoth
task? Who gets the blame if these students fail again after being progressed? These questions need
answers to conclude who needs to take on the burden of helping these progressed learners. The
concept of ‘burden’ refers to a heavy load that teachers, without choice, are expected to carry. It is a
burden because teachers already have a load of learners who progress after meeting minimum
requirements and are now in the grade, so they need to be taught and supported. However, the
progressed learners add another heavier load to teachers since they were “pushed’ to the next grade
without meeting minimum requirements. Learner progression addresses Sustainable Development
Goal (SDG) 4, which entails ensuring inclusive and equitable quality education and promoting
lifelong learning opportunities for all. With the learner progression policy, the DBE wants to ascertain
that all learners receive education regardless of their academic performance. By so doing, in line with
SDG 4, learner progression provides learning opportunities for all learners, irrespective of their
performance. Therefore, the introduction and implementation of learner progression policy ensure
that inclusive, equitable, and quality education is achieved by all learners through non-
discrimination based on academic performance.

Progressed learners face several challenges in a school environment. One significant challenge is the
stigma associated with their status (Costa et al., 2024). Since other learners and teachers are aware
that these learners did not pass the previous grade, it can result in them being labelled differently.
Many progressed learners may struggle to keep up with the academic demands of the higher grade
(Costa et al., 2024) due to their previous failures. Munje and Maarman (2016) raised concerns
regarding learner progression, arguing that it impacts learners” self-esteem and the availability of
support systems necessary to facilitate their coping process. Knowing that one is in a particular grade
not because of meeting the requirements, and that everyone is aware of this, can be detrimental to
progressed learners’ self-esteem. Teachers are expected to support these learners; however, the
necessary resources may not be available, and without these resources, their efforts can be
undermined.

1.1 Problem statement

Grade 12 teachers face a mammoth task of teaching progressed learners who failed to achieve the
minimum requirements for promotion. Teachers are expected to do this in addition to the learners
promoted on merit. Progressed learners add another burden to the Grade 12 teachers since they need
extra support beyond what Grade 12 teachers should offer to those promoted on merit. The question
is, therefore, how should teachers deal with the progressed learners while, at the same time, dealing
with those who progressed after achieving minimum promotional requirements? The Annual
Teaching Plans (ATPs) from the DBE stipulate the work to be completed in certain weeks (ATP, 2023-
2024). These plans guide teachers on what should be done and when it should be done. This compels
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teachers to chase deadlines to complete tasks set by the DBE. Another question is: how do Grade 12
teachers deal with progressed learners while chasing deadlines for tasks to be completed as per the
ATP? The DBE relies on teachers to devise teaching strategies that can help support the progressed
learners (Muedi et al., 2021) beyond the normal timetable (Mogale & Malatji, 2022). Grade 12 teachers
face all these challenges and have to deal with them daily because, in the end, they are accountable
to the School Management Team (SMT) and other relevant stakeholders regarding learners' academic
performance, including progressed learners. Therefore, teachers are bound to have perspectives on
the progressed learners based on their interactions in classroom situations. Their experiences inform
the type of activities they design for the progressed learners, and their experiences can also shed light
on whether they cope with teaching the progressed learners or not.

Against this backdrop, this study examined teachers' perspectives on the academic performance of
progressed learners. The perspectives from teachers who deal with the progressed learners daily
helped to understand the issues involved in teaching the progressed learners. This paper also
proposes strategies for dealing with the progressed learners. The findings will inform both teachers
and progressed learners of how to cope with the situation, since it may be a challenge for both parties.

1.1.1 Research question

This study was guided by one research question, which is: How do teachers view the academic
performance of progressed learners in the new grades (classes)?

2. Materials

The introduction of a progression policy, globally, aimed to reduce learner retention and curb the
dropout rate (Makhanya, 2021). This was also the case in South Africa when the policy was
introduced in 2013. The School-Based Support Team (SBST) is responsible for monitoring and
reporting on the progress of progressed learners (DBE, 2015). However, there are many contestations
regarding the reception and effectiveness of this policy. For example, in Botswana, the policy is
viewed as an obstacle to the basic right to education (Aobakwe & Kabo, 2019). In Kenya, this practice
of “social promotion,” which is equivalent to learner progression, is believed to contribute to learner
dropout rates (Wekesa et al., 2019). In Rwanda, the same policy is regarded as detrimental to quality
education (Wekesa et al., 2019) because it permits learners who do not meet the criteria for
progression to advance to the next grade. In Florida, in the US, learners qualified for progression
only upon achieving a certain level of competence; in other words, not everyone who failed more
than twice in a grade was automatically progressed. Although a progression policy is implemented
in various countries, its application differs from one nation to another. Brahmbhatt (2020) claims that
the success of this policy largely depends on the support provided to learners.

The attitude of some teachers towards the progression policy does not support it because they
generally oppose this policy (Stott et al., 2015). Teachers have complained that this policy demoralises
and overloads them (Brahmbhatt, 2020). This demoralisation may stem from the awareness that these
progressed learners did not meet the requirements for progression, indicating they were not ready
to advance. The overload arises from the expectation by the DBE that teachers should offer support
outside the normal school timetable for these progressed learners to achieve the desired goals.
Teachers also view the progression policy as a ‘waste of learners” time’ (Nkosi, 2019), and most
believe that this policy is detrimental to both teachers and learners (Brahmbhatt, 2020). Additionally,
teachers lament that they do not receive the necessary support from the DBE (Nkosi, 2019).
Brahmbhatt (2020) outlines further concerns from teachers regarding progressed learners. The first
issue was time constraints, which prevented them from adequately supporting progressed learners.
The second issue was the need for training designed to help teachers manage the curriculum for
progressed learners. The third issue was that the content coverage stipulated by the ATP did not
provide enough time to address concepts thoroughly for the benefit of progressed learners. The
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fourth issue was the excessive number of assessments, which affected the time available for teaching
and support. The fifth issue was that these progressed learners lacked discipline and interest, which
negatively impacted teacher morale. The sixth issue was that progressed learners faced challenges
due to missing fundamental building blocks of prerequisite knowledge. The seventh and final issue
raised was that language barriers were a concern for teachers. These factors likely explain why
teachers are not proponents of this policy, as they are dissatisfied with various aspects that inform
their opposition to it.

Dlamini (2020) notes that progressed learners experience marginalisation and exclusion, leading to
stigmatization since they advance to the next grade without being academically prepared and
without having earned the promotion. In line with this, Mogale and Modipane (2021) assert that the
implementation of a progression policy can lead to increases in the Grade 12 failure rate while more
learners remain in the system. Grossen et al. (2017) argue that most progressed learners in South
Africa continue to perform poorly and do not meet the minimum pass requirements. Additionally,
George (2019) states that these progressed learners continue to fail even though they have been
provided with support measures and intervention strategies specifically designed for them. Grossen
et al. (2017) further argue that the progressed learners encounter difficulties that hinder them from
meeting the minimum requirements for Grade 12, primarily due to their inability to cope with work
pressure. This undermines the rationale for progressing learners towards obtaining a Grade 12
certificate, as they fail even after being progressed (Mogale & Modipane, 2021). Mogale and
Modipane (2021) conclude by arguing that most progressed learners are almost inevitably destined
to fail along the way, leading to increased dropout rates. Therefore, progressing learners may not be
a viable solution to preventing or eliminating dropouts.

George (2019) identifies three rationales for learner progression: support strategies, alternatives to
grade repetition, and improving equity and learner retention. Parents or guardians should have the
final say on whether a child/learner can be progressed. However, in a study conducted by Mogale
and Modipane (2021), some interviewed parents reported that they were not consulted during the
implementation of this progression policy and were not responsible for the final decision regarding
their children/learners' progression. For teachers to understand the implementation procedures and
strategies, they had to read circulars that were not easily interpretable (Mogale & Modipane, 2021).
This has led some to question the credibility of progressing learners if schools do not adhere to the
procedures.

3. Methodology

This inquiry adopted an interpretive paradigm because it allows for the exploration of life
experiences (Pervin & Mokhtar, 2023); hence, it enabled the researcher to investigate teachers'
perspectives on the academic performance of progressed learners. To complement the interpretive
paradigm, a qualitative approach was deemed relevant for this study. This was because this
approach emphasises the in-depth richness of context and perspectives of participants (Lim, 2024).
Since this study intended to explore social issues to understand teachers' behaviour (Alam, 2021) as
they interact with progressed learners, a case study was appropriate for this exercise. This study
employed purposive sampling, which enabled the researcher to select participants based on their
meeting the set characteristics (Stratton, 2024). Ten Grade 12 teachers were sampled for this study
from Buhananwa Circuit in Limpopo, as they belonged to this circuit and were teaching progressed
learners.

For data generation, these teachers were engaged through semi-structured interviews, as these
allowed for interjections and follow-up questions during the interviews, thus bringing more clarity
to the data gathered. After data generation, thematic analysis was adopted to analyse the data
because it enables the researcher to sort and code the data (Castleberry & Nolen, 2018), facilitating
the construction of themes. Before undertaking this study, ethics were considered by obtaining
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ethical clearance from the university and permission to conduct the study from the Department of
Basic Education, as well as having participants sign consent forms, which ensured that they
participated voluntarily. They were assured that their identities would be protected by using
pseudonyms. Participants were labelled T1, T2, T3, T4, T5, T6, T7, T8, T9, and T10.

3.1 Ethical consideration

Before undertaking this research, the researcher ensured that ethics were considered. Ethics clearance
was sought from both the university and the Department of Basic Education in Limpopo Province
since the research involved teachers. This was followed by the collection of consent forms from
participants, wherein they declared their voluntary participation. To ensure anonymity, pseudonyms
were used for participants, as indicated in the previous section.

4. Presentation of Findings

This paper sought to examine teachers' perspectives on the academic performance of progressed
learners. After identifying patterns and coding, themes were constructed. This section presents five
themes: progressed learners are segregated; understanding English as a language of learning and
teaching is problematic; progressed learners struggle to cope with the amount of work in Grade 12;
lack of parental involvement; and most progressed learners come from child-headed families.

4.1 Progressed learners are segregated

According to participants, some progressed learners found it difficult to interact with other
classmates who were not progressed because they were segregated by both classmates and teachers.
This was confirmed by the assertions of T2 and Té:

T2: “Even in class they share desks as progressed learners, it’s like they are friends who
don’t want to mix with the group of learners not progressed”.

T6: “When you give group work in class, progressed learners do not want to mix with other
learners who were not progressed, but they form their own groups until you as a teacher
disband that group and create it otherwise”

The progressed learners seem to be uncomfortable in the class. They hardly mix with other classmates
who have not progressed. They seem to struggle to be on par with learners who have not progressed
and have developed a negative self-concept due to being progressed automatically. This implies that
being progressed to the next grade, despite not having met the requirements, impacts negatively on
some progressed learners; they do not feel welcome in the new classroom.

4.2 Progressed learners struggle with understanding English language

According to participants, the understanding of English as a medium of learning and teaching is
another challenge for progressed learners, such that some progressed learners struggle to understand
the content when it is taught in English. The problem is that English is not their vernacular but a First
Additional Language, and it has become a barrier to their learning.

T1: They cannot read properly on English and Home Language (Sepedi), and that creates
a delay on others who can do well.

T4: It think, the issue of teaching in English is more problematic for the progressed learners.

The problem of progressed learners is not only in understanding English, but some progressed
learners cannot read either English or their home language, e.g. Sepedi. One of the causes of the
failure to understand English is that some progressed learners are taught in their vernacular or
mother tongue. Unfortunately, these progressed learners are expected to learn and write assessments
in English. The situation these progressed learners find themselves in seems unconducive to their
learning; hence, they struggle to perform well academically.
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4.3 Progressed learners struggle to cope with the amount of work in grade 12

The findings show that progressed learners are expected to complete a significant amount of work
that they did not accomplish in previous grades, and they struggle to manage the workload for Grade
12. The participants also expressed concern that some of these progressed learners are not serious
about their schoolwork.

T5: Most of the progressed learners normally do not do homework given to them and if they
did it is incomplete and you can see they struggle with amount of work they should do in
Grade 12, maybe that’s why they should not have been progressed.

T10: Another issue is that progressed learners tend to be not serious with their schoolwork,
and as a result when they are in Grade 12, subjects are now advanced, and they cannot cope
with the amount of work.

Some progressed learners fail to complete the homework assigned to them by their teachers, creating
challenges for educators. Additionally, some of these learners do not fully engage with their
schoolwork, indicating a lack of seriousness. This behaviour also appears to contribute to their
repetition of the same grade. This may suggest that their lack of seriousness in completing the work
assigned by teachers has led to their failure to progress by merit. It may also indicate that they
struggle to understand how to complete the tasks assigned to them. Therefore, being a progressed
learner seems to pose these kinds of problems and becomes a burden for teachers who must ensure
that progressed learners meet the desired learning outcomes for their current grade by the end of the
year.

4.4 Most progressed learners come from child-headed families

Another challenge for teachers when dealing with progressed learners is that most of the progressed
learners come from child-headed families, meaning they do not have parents. This, on its own,
implies that they do not account to anyone in terms of schoolwork at home; they do as they please.
This also means that after school, they need to be parents, not learners, and this may interfere with
their schoolwork. Acting as parents requires them to look after their younger siblings, and this can
rob them of time to do their schoolwork. The absence of parents is a challenge for teachers since
learning and teaching need parents to support learners.

T6: Also, it is difficult to bring parents in the picture because some of these kids come from

child-headed families.

T7: Let me say most of the progressed and risk learners come from child-headed households,

meanwhile some of those from families with parents are doing well.

T3: Some parents have passed away, others working in farms and others outside the village

hence they are unavailable.

T9: Even weekends we are here to assist learners, we also try to engage parents but the

challenge is that £80% of parents are not there to support the process.
Having progressed learners being children/learners during the day and parents in the afternoon
creates challenges for them; they may not have enough time to do their schoolwork and hence poor
academic performance. While some of these parents are deceased, others are working far from home,
and they cannot attend to teaching and learning matters for their children. Therefore, this lack of
parental involvement, resulting in child-headed families, negatively affects the academic
performance of progressed learners.

5. Discussion of Findings

Findings show that progressed learners are not treated like other learners who received progression
after meeting requirements from previous grades; instead, they are segregated. This segregation is
confirmed by Costa et al. (2024), who argue that progressed learners develop a stigma associated
with their status. This stigma can affect their psychological domain. As a result, it becomes difficult
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for them to undertake their teaching and learning activities, as they may be psychologically affected.
Unfortunately, the way they feel has a bearing on their academic performance because, to progress
to the next grade, they need a positive mindset that can enable them to put effort into their
schoolwork. What happens to these progressed learners complements an argument from Munje and
Maarman (2016) that learner progression can impact the self-esteem of the learner, as some of them
seem to lack positive self-esteem. One of the aims of the introduction of the progression policy is to
promote the emotional well-being of learners (DBE, 2015), but it appears that the emotional well-
being of progressed learners is in shambles.

Poor backgrounds and insufficient exposure to English lead progressed learners to struggle with
content knowledge understanding (Molteno, 2017), resulting in poor academic performance.
Teachers may also be subjected to blame since some teach learners in their home language but assess
them in English. This affects progressed learners who find using English difficult. Ntombela et al.
(2020) assert that the English language plays a significant role in children's learning. English is a tool
used for learning different subjects, but without it, there may be no effective learning and teaching.
The literature review reveals the significance of English as a medium of instruction and shows that
without mastery of the English language, learners may struggle with mastering the content.
Therefore, what happens with progressed learners supports assertions from the literature that
understanding English as the Language of Learning and Teaching is the basis for understanding
content knowledge in other subjects. If progressed learners struggle with English, their progression
may be a waste of time (Nkosi, 2019). The inability to understand English may influence their self-
concept (Trepte & Loy, 2017). The lack of understanding of English can, therefore, negatively
influence the self-concept of these progressed learners.

Teachers are unhappy that some of these progressed learners are not serious about their schoolwork.
It must be borne in mind that doing schoolwork diligently can lead to academic achievement. If some
progressed learners do not do homework and complete the given tasks as expected, they may be set
up for failure. If progressed learners dodge schoolwork, that demoralises and overloads teachers
(Brahmbhatt, 2020). It is for such a reason that George (2019) complains that even though support is
provided for these progressed learners, they may fail to progress on their own because they do not
take the schoolwork seriously. The fact that teachers are not trained to deal with progressed learners
(Brahmbhatt, 2020) places a greater burden on teachers. Chere and Hlalele (2014) note that the failure
to work to their potential, as is the case with some progressed learners, can result in
underachievement. The failure of progressed learners to do the work is informed by the choices they
make, which can be subject to the disapproval of teachers (Westminster Institute of Education, 2006).
Maybe these progressed learners failed to meet minimum progression requirements because they
were not coping with the work given to them. Unfortunately, when progressed learners do not cope
with schoolwork and they fail, teachers take the blame, and this can negatively impact teachers’
morale.

The perspectives of teachers reveal that it is difficult to deal with progressed learners from child-
headed families because these learners do not get the required and expected support from home or
parents. Child-headed families mean that these progressed learners do not have parents, so they are
on their own, and this affects their schoolwork. The children from child-headed families are
caregivers for their siblings, and since they do not have adults to take care of the younger ones, they
struggle to get food, shelter, access to health facilities, clothes, and other essentials (Mohlakwana,
2013). Learning is difficult for these progressed learners since they have many adult responsibilities
that they are expected to undertake after school. So, without a conducive environment, progressed
learners may not perform well academically. The progressed learners from child-headed families
have emotional and psychological problems (DePanfilis, 2006) and can feel isolated, leading to
lifelong challenges with low self-esteem, insecurity, and anxiety. Low self-esteem can affect learning
because a learner can feel negative about him/herself, and that can affect performance. Self-esteem
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is very important for learners to perform well at school. Newlin et al. (2016) lament that if there is no
parent at home, children misbehave, and this has a bearing on their learning. It seems unlikely that
learners who misbehave at home will behave at school. On the same note, Murray et al. (2015)
postulate that parent-teacher communication can be a powerful motivator for learners. The
unavailability of parents has serious repercussions for learners' academic performance since learners
should account to parents about their learning.

6. Conclusions and Recommendations

This paper sought to examine the perspectives of teachers on the academic performance of
progressed learners. The findings revealed that progressed learners are segregated, they struggle
with understanding English as a Language of Learning and Teaching, and progressed learners
struggle to cope with the amount of work in Grade 12; most progressed learners come from child-
headed families. Therefore, this research study concludes that teachers are unhappy with the
progression of learners who did not meet the minimum requirements for progression. Teaching these
learners becomes a burden for teachers since they deal with them on a daily basis, and some of these
learners do not put any effort into doing their schoolwork. Regardless of whether progressed learners
do schoolwork or not, teachers need to account for the performance of these learners. Teachers also
need to ensure that these learners are supported with extra hours. Even when teachers do the best
they can, some progressed learners do not cooperate by doing the required schoolwork. This study
also concludes that the lack of understanding of English as a language of teaching and learning
hinders progressed learners in achieving learning outcomes because it robs them of a chance to
understand the content knowledge they need. Some progressed learners are ostracised by their
classmates. This does not only affect their self-concepts and self-esteem but also their morale; this
impacts their academic performance. Lastly, progressed learners from child-headed families struggle
to cope with schoolwork since they have parental responsibilities before and after school. At the same
time, they need to do schoolwork.

Even though this inquiry revealed findings, it had its own limitations. This study adopted a case
study approach, implying that the findings cannot be generalised. Using 10 participants may have
its own limitations in that engaging more participants may have brought some additional ideas. The
localisation of this study to rural Limpopo may have affected the findings compared to semi-urban
and urban areas. Also, the use of interviews may have limited the participants and thus impacted the
findings.

Dealing with the progressed learners in the same class as those who progressed on merit burdens
teachers. As a sequel to that, this study recommends that teachers be trained and equipped with the
necessary teaching strategies for handling progressed learners and those who progressed after
meeting the progression requirements. This will ensure that progressed learners are supported to
achieve the set goals, since they need more support than other learners. The ostracisation of the
progressed learners impacts their academic performance, thus developing negative self-esteem.
These learners need counselling to understand what it means to progress the way they have
progressed, and this will help them understand what is expected of them. The DBE should monitor
the progress of the progressed learners and get feedback from teachers regularly so that they can
comprehend the academic performance of these progressed learners; the DBE should not make this
a burden for teachers only. The strategy of teachers to teach Further Education and Training learners
in their vernacular inhibits learners” understanding of English, making it difficult for learners to
articulate content knowledge during assessments. Teachers should refrain from compromising the
quality of education by empathising with learners and teaching them in their vernacular; teachers
should teach in English so that learners become accustomed to it and this can help them understand
English and write assessments on their own effectively. SBSTs should identify the progressed
learners who are heading families and seek support from the DBE; teachers can also liaise with social
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workers so that these progressed learners who are heading families can be supported. Schools should
also find a special way of treating and supporting these learners since they have a lot on their plates.
The teachers should do their best to support these progressed learners and must try to fill the gap of
absent parents. Where a child has parents, they should enter into a memorandum of understanding
with the teachers before their learners are progressed, and the roles they should play must be
outlined clearly.

7. Declarations
Funding: This research did not receive any external funding.

Acknowledgements: The author wishes to thank Dr M Moloto, the project leader, for ensuring that
everything goes smoothly during the engagement with participants and that all logistics to enable
the completion of this inquiry were addressed amicably.

Conflict of Interest: The author declares no conflict of interest.

Data Availability: The data supporting the findings of this study are available from the
corresponding author upon reasonable request. Access will be granted to researchers who meet the
criteria for data sharing established by the institutional review board or ethics committee.

References

Alam, M. K. (2021). A systematic qualitative case study: Questions, data collection, NVivo analysis
and saturation. Qualitative Research in Organisations and Management: An International Journal,
16(1), 1-31. https:/ / doi.org/10.1108/ QROM-09-2019-1825

Brahmbhatt, M. (2020). Support provided to progressed learners in the intermediate and senior phases
[Master’s thesis, University of Pretoria]. https:/ /repository.up.ac.za/handle/2263/78506

Castleberry, A., & Nolen, A. (2018). Thematic analysis of qualitative research data: Is it as easy as it
sounds? Currents in Pharmacy Teaching and Learning, 10, 807-815.
https:/ /doi.org/10.1016/j.cptl.2018.03.019

Chere, N. E., & Hlalele, D. (2014). Academic underachievement of learners at school: A literature
review. Mediterranean Journal of Social Sciences, 5(23), 827-839.
https:/ /doi.org/10.36941/mjss.2014.0049

Costa, K., Mfolo, L., & Thusi, N. (2024). Navigating post-schooling realities: Challenges and
opportunities for progressed learners in South Africa-A multi-method research protocol.
MetaArXiv. https:/ /doi.org/10.31219/ osf.io/ Srdvf

DePanfilis, D. (2006). Impact of neglect. Child welfare information gateway, 14(1), 70-79.

Department of Basic Education. (2013). National policy pertaining to the programme and promotion
requirements of the National Curriculum Statement Grades R - 12. Government Notices No. 722 and
No. 723, Government Gazette No. 34600.

Department of Basic Education. (2015). National policy pertaining to the programme and promotion
requirements of the National Curriculum Statement Grades R - 12. Government Notices No. 1115 and
1116 in Government Gazette No. 36042. Government Printers.

Department of Basic Education. (2017). National policy pertaining to the programme and promotion
requirements of the National Curriculum Statement Grades R - 12. Government Notice No. 1402 in
Government Gazette No. 41321, dated 15 December 2017.

Dlamini, S. P. (2021). Exploring the identities of progressed learners in four township schools: A
phenomenological study [Doctoral dissertation, University of the Witwatersrand].

George, J. L. (2019). The difference between failure and success: Barriers and facilitators impacting on
academic performance of progressed learners within the FET phase of a school in KwaZulu-Natal
[Doctoral dissertation, University of KwaZulu-Natal].

Goodall, J., & Montgomery, C. (2014). Parental involvement to parental engagement: A continuum.
Educational Review, 66(4), 399-410. https:/ /doi.org/10.1080/00131911.2013.781576

-9- Dube, 2025


https://doi.org/10.1108/QROM-09-2019-1825
https://repository.up.ac.za/handle/2263/78506
https://doi.org/10.1016/j.cptl.2018.03.019
https://doi.org/10.36941/mjss.2014.0049
https://doi.org/10.31219/osf.io/5rdvf
https://wiredspace.wits.ac.za/server/api/core/bitstreams/2dfdf6f3-f65f-4c1b90710aadbeb266aa/content
https://doi.org/10.1080/00131911.2013.781576

Interdiscip. J. Educ. Res

Grossen, S., Grobler, A. A., & Lacante, M. (2017). Repeated retention or dropout? Disputing Hobson's
choice in South African township schools. South African Journal of Education, 37(2), 1367.
https:/ /doi.org/10.15700/ saje.v37n2a1367

Kolobe, L., & Mihai, M. (2023). Strategies to support progressed South African Grade 12 Mathematics
learners. Perspectives in Education, 41(4), 108-127.

Lim, W. M. (2024). What is qualitative research? An overview and guidelines. Australasian Marketing
Journal, 14413582241264619.

Makhanya, P. D. (2021). Effect of the implementation of the progression education policy at public
institutions: A case study of Pinetown District in KwaZulu-Natal, South Africa [Master’s thesis,
Durban University of Technology].

Malejane, A. B., & Diraditsile, K. (2019). Botswana’s education system: A relative analysis with the
South Korean education system. Journal of Education, Society and Behavioural Science, 11, 1-8.
https:/ /doi.org/10.9734/jesbs/2019/v32i230168

Mogale, M. L., & Malatji, K. S. (2022). Progressed learners’ participation in developing curriculum
support programmes: A critical pedagogy approach. E-Journal of Humanities, Arts and Social
Sciences, 8, 475-487. https:/ /doi.org/10.38159/ehass.20223105

Mogale, M. L., & Modipane, M. C. (2021). The implementation of the progression policy in secondary
schools of the Limpopo province in South Africa. South African Journal of Education, 41(1), 1-12.
https:/ /doi.org/10.15700/ saje.v41n1al853

Molteno, A. (2017). The effect of LoLT on learner performance in disadvantaged schools in the Western Cape
[Master’s thesis, University of Cape Town]. https://open.uct.ac.za/items/3f211baa-e414-4e0a-
ab(03-e8425ac28ded

Muedi, F., Kutame, A., Ngidi, T., & Uleanya, C. (2021). Strategies of supporting progressed learners
for quality teaching and learning in Vhembe district, Limpopo, South Africa. Journal of Education,
Teaching and Learning, 6(2), 138-145. https:/ /doi.org/10.26737 /jetl.v6i2.2430

Munje, P., & Maarman, R. (2016). A capability analysis on the implementation of the school
progression policy and its impact on learner performance. South African Journal of Education, 66,
185-206. http:/ /hdl.handle.net/10566/3729

Murray, E., McFarland-Piazza, L., & Harrison, J. L. (2015). Changing patterns of parent-teacher
communication and parent involvement from preschool to school. Early Child Development and
Care, 185(7), 1031-1052. https:/ /doi.org/10.1080/03004430.2014.975223

Newlin, M., Reynold, S., & Nombutho, M. M. W. (2016). Children from child-headed households:
Understanding challenges that affect their academic pursuits. Journal of Human Ecology, 54(3),
158-173. https:/ /doi.org/10.1080/09709274.2016.11906998

Nkosi, B. M. (2019).  Progressed  learners  policy = must  go.  Pretorin  News.
https:/ /www.pressreader.com/southafrica/ pretorianews/20190108 /281573766834104

Nkosi, T. P., & Adebayo, R. O. (2021). An exploration of the progression policy and its effects on
learner achievement in KwaZulu-Natal. Eurasian Journal of Business and Management, 9(3), 1-14.
https:/ /doi.org/10.15604/ ejbm.2021.09.03.002

Ntombela, G. V., Mhlongo, H. R., & Pillay, P. (2020). COVID-19 and the experiences of educators
with English as the language of learning and teaching in the intermediate phase. Gender and
Behaviour, 18(4), 16567-16580.

Pervin, N., & Mokhtar, M. (2023). Reflections on doing narrative inquiry research: From the lens of
the interpretive paradigm. Malaysian Journal of Qualitative Research, 9(1), 50-63.
https:/ /doi.org/10.61211/mjqr090104

Stott, A. E., Dreyer, H., & Venter, P. (2015). Consequences of the progression law in the FET phase:
A case study. Journal of Education, 63, 89-110. https:/ /doi.org/10.17159/i63a04

Stratton, S. J. (2024). Purposeful sampling: Advantages and pitfalls. Prehospital and Disaster Medicine,
39(2), 121-122. https:/ / doi.org/10.1017 /51049023 X24000281

-10 - Dube, 2025


https://doi.org/10.15700/saje.v37n2a1367
https://doi.org/10.9734/jesbs/2019/v32i230168
https://doi.org/10.38159/ehass.20223105
https://doi.org/10.15700/saje.v41n1a1853
https://open.uct.ac.za/items/3f211baa-e414-4e0a-ab03-e8425ac28ded
https://open.uct.ac.za/items/3f211baa-e414-4e0a-ab03-e8425ac28ded
https://doi.org/10.26737/jetl.v6i2.2430
http://hdl.handle.net/10566/3729
https://doi.org/10.1080/03004430.2014.975223
https://doi.org/10.1080/09709274.2016.11906998
https://www.pressreader.com/southafrica/pretorianews/20190108/281573766834104
https://doi.org/10.15604/ejbm.2021.09.03.002
https://doi.org/10.61211/mjqr090104
https://doi.org/10.17159/i63a04
https://doi.org/10.1017/S1049023X24000281

Interdiscip. J. Educ. Res

Trepte, S., & Loy, L. S. (2017). Social identity theory and self-categorisation theory. The International
Encyclopedia of Media Effects, 1-13. https:/ /doi.org/10.1002/9781118783764.wbieme0088
Mohlakwana, M. A. (2013). Care and support for vulnerable children in schools: The case of child-
headed families. Journal of Social Sciences, 36(1), 11-18.
https:/ /doi.org/10.1080/09718923.2013.11893168
Wekesa, W. E., Kanjogu, J. K., & Ndichu, T. S. (2019). Influence of selected school factors on pupils’
progression in public primary schools in Trans-Nzoia West Sub-County, Kenya. Journal of
Advances in Education and Philosophy, 309-315. https:/ /doi.org/10.51317/ ecjces.v1i1.99
Westminster Institute of Education. (2006). Underachievement. Westminster Institute of Education.

Disclaimer: The views, perspectives, information, and data contained within all publications are
exclusively those of the respective author(s) and contributor(s) and do not represent or reflect the
positions of ERRCD Forum and/or its editor(s). ERRCD Forum and its editor(s) expressly disclaim
responsibility for any damages to persons or property arising from any ideas, methods, instructions,
or products referenced in the content.

-11- Dube, 2025


https://doi.org/10.1002/9781118783764.wbieme0088
https://doi.org/10.1080/09718923.2013.11893168
https://doi.org/10.51317/ecjces.v1i1.99

