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The study reported on here was conducted to explore four Grade 7 mathematics teachers’ understanding of the relationship
between the objectives indicated in the CAPS for teaching different topics/concepts and instructional time stipulated for
doing so. Seven lessons were studied in 4 primary schools in the Vhembe district of the Limpopo province, South Africa. A
constructivist philosophical approach was used. The data collection methods included interviews and classroom
observations. The main finding indicates teachers’ understanding of instructional time as either a regulatory or a teaching
tool. The ability to translate instructional time into social time depends on the level of teachers’ curriculum literacy.
Consideration of how CAPS abjectives could be fulfilled based on the topic/concept to be taught and the stipulated
instructional time, influenced the learners’ conceptual understanding, procedural fluency, and competency in mathematics.
The conclusion underscores the importance of instructional time as both an essential authoritative regulatory tool and signal
of a pedagogic device and communication required to advance the instructional objectives.
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Introduction

Stroh (2015) argues that learners, as social beings, cannot escape the process of interaction. As individuals and
part of communities, they develop the ability to identify with or understand their perspectives, experiences or
motivation and emotional state of other individuals and communities as they interact with them. Their
subjectivity becomes embodied within collective perspectives. Also, according to Tummons (2018), it is the
engagement and sharing of experiences that make classroom interactions joint/collaborative enterprises that are
characteristic of every teaching and learning activity. However, since the engagement and sharing do not happen
in a vacuum, but within a knowledge area, Brown (2017) describes learning mathematics as a mediated process
of appropriation in which learners co-construct meaning as they participate in social activities during lessons.
This makes the teaching and learning of mathematics a human activity. For this reason, Loc and Hao (2016) and
Rowland (2003) regard such processes as embedded in historical, cultural, social, and experiential contexts.

The Curriculum and Assessment Policy Statement (CAPS) in South Africa describes mathematics as “a
human activity that involves observing, representing and investigating patterns and quantitative relationships in
physical and social phenomena and between mathematical objects themselves” (Department of Basic Education
[DBE], Republic of South Africa [RSA], 2011:8). For example, in the Senior Phase (Grades 7-9), the CAPS
requires a curriculum that creates opportunities for learners to

work effectively as individuals and with teams; ... communicate effectively using visual, symbolic and/or language

skills in various modes; and demonstrate an understanding of the world as sets of related systems by recognising that

problem-solving contexts do not exist in isolation (DBE, RSA, 2011:5).

Emphasising participation and communication at an individual and team levels requires learning or experiencing
mathematics by doing it. Mathematics classrooms must be contexts within which learners are afforded time to
interact and construct mathematical knowledge and their subjectivity as “budding” mathematics learners; thus,
what makes subjects what they are, exists within contexts that they live in, where they come from, and those
where they are headed. The subjectivity is, therefore, complex and multi-layered.

In Nealon and Giroux’s (2012) view, the subject that is constructed by teaching and learning always
explains pre-existing social conditions and categories. Learners bring their identities, individual capacities and
social forms constructed and organised according to their cultures into the classroom. Therefore, to create useful
teacher-learner relationships, they should be offered opportunities to engage in multiple references that are
linked to different cultural codes, experiences, and languages. Giroux (1997) describes the type of implied
pedagogy as border pedagogy.

Reyes (2005, cited in Garza, 2007:2) describes the pedagogy as “a knowledge base that educators need to
consider increasing the academic achievement of diverse students in the border region.” It (pedagogy)
emphasises the construction of knowledge by individuals as they socially interact. It is in this sense that Reyes
argues that the importance of the culture, context, custom and historical specificity that both learners and
teachers bring into lessons should not be overlooked in selecting tasks and initiating teaching and learning
activities/interactions.


https://doi.org/10.15700/saje.v44n2a2366
https://orcid.org/0009-0009-5378-3022
https://orcid.org/0009-0001-9610-0297
mailto:mzamanimdaka@gmail.com

2 Mdaka, Modiba

Social Activities/Interactions and Learning
Heidegger (2019) considers true learning as a
social process. He argues that it is in discursive
interactions that learners observe the being of
others, share their own being, reflect on it, and
interpret and realise the logical procedures of other
beings. The process results in the shaping and
reconstruction of self-knowledge. Therefore, when
social interactions are highly controlled, the
non-sharing of experiences or being that prevails
causes true learning to cease.

Since  curriculum  content is  usually
segmented into concepts that are to be taught
during quantified periods of time, Slattery
(1995:614)  suggests that  “educators are
overwhelmed and frustrated as they try to ....
accomplish ... objectives with ‘less and less’ time,
while also trying to be sensitive to the ... public’s
demands for accountability.” In his (Slattery,
1995:612) view, this time “has traditionally been
incorporated into education as a variable that is
controlled, managed or manipulated for the purpose
of advancing instructional objectives, improving
classroom management, and enhancing evaluation
results.” For this reason, he emphasises that “the
key to liberating learning lies in unlocking time”
(Slattery, 1995:616). However, this unlocking is
not arbitrary. It should promote teaching and
learning that is appropriate to the type of
knowledge taught.

Bernstein (1996) argues that the underlying
principles of transforming knowledge into
pedagogic communication are informed or shaped
by rules associated with the pedagogic device that
must be used for communicating or teaching
different knowledge types. He uses the concept of
pedagogic device to describe the rules that should
be used for the communication of educational
knowledge or subject content. Bernstein (2003)
asserts that it is through classification that
differences between content and how it should be
framed are made clear. Specialised interactional
practices (legitimate relations of classroom
communications) thus depend on the classification
type of knowledge; that is, boundary maintenance
between content areas. For example, for
mathematics as strongly classified knowledge,
specialised interactional practices frame and
represent legitimate relations of classroom
communication.

Framing as a concept refers to regulations of
what may or may not be transmitted in the
pedagogic relationship. Learners’ interactions are
regulated by rules that shape the legitimate
processes of constructing both the recognition and
realisation that make it possible for them (learners)
to construct their own knowledge; in the case of
this study, mathematical knowledge. For example,
the recontextualization rules regulate the pedagogic
discourses through organising the selected subject

content, sequencing it as knowledge to be taught
and learnt and pacing instruction to make the
content accessible to the learners. The processes
promote a relational understanding of concepts
rather than instrumental understanding.

In the study that we conducted it was thus
important to understand how, within the confines
of the instructional time suggested to advance the
objectives for teaching specific concepts, teachers
were effective. It was important for them to help
the learners reshape, remap, and reconstruct new
mathematical knowledge and identities without
being subverted by words in everyday language
(Adler & Sfard, 2017; Xenofontos, 2016; Zepp,
1989).

Instructional Time

The physical or instructional time that is used to
segment curriculum content into topics/themes/
concepts that are to be taught during periods that
are usually indicated in a school timetable is crucial
to the ways in which teachers plan and design their
lessons and, therefore, the quality of teaching. Even
though stipulated in material terms, when translated
into tasks and activities/interactions, this physical
time assumes a social character. The time can thus
not be relived since it is “embedded in social
interactions, structures, practices and knowledge
and in artefacts, bodies and environment” (Adam,
2013:6). When this is the case, then it is no longer
solely physical but social as well.

When physical time provides cues for the type
of platforms or environments that need to be
created, it becomes a critical resource for social
interactions and learning experiences (Compton-
Lilly, 2010; Go, 2012); it is multidimensional and
significantly — affects teaching and learning.
Therefore, teachers in the study had to understand
how the instructional time stipulated by the CAPS
for the different topics could be translated into the
social time required to achieve the set objectives.
Since learners wittingly or not draw on their
cultural and historical experiences and knowledge
while trying to [learn, this experience and
knowledge constitute a platform for engagement
between themselves as individuals, a class as a
collective or community and the teacher. Prior
knowledge and cultural capital need to be engaged
with to maximise the meaningful development of
conceptual understanding of the content taught.

The 2019 Trends in International
Mathematics and Science Study (TIMSS) report
highlights knowledge gaps in mathematics between
South African learners and learners from other
middle-income countries. It points out that only
41% of Grade 9 and 37% of Grade 5 learners had
the basic subject knowledge and skills for the
grades. The report links these knowledge gaps to
the learners’ location; poor and rural areas tended
to perform poorly when compared to urban areas
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(see also Du Plessis & Mestry, 2019).

While Reddy, Arends, Harvey, Winnaar,
Juan, Hannan, Isdale and Sekhejane (2022) link the
Grade 9 Gauteng learners’ 2019 TIMSS
achievements in mathematics and science results to
socioeconomic backgrounds and school contexts,
West and Meier (2020) relate South African
learners’ poor performance to the overcrowded
classrooms that are a result of the shortage of
qualified teachers. According to Savides (2017),
among the 5,139 teachers who are either
unqualified or under-qualified in the education
system, the majority are mathematics, science and
technology teachers at all levels.

It is against this background that we explored
how Grade 7 mathematics teachers in the Vhembe
district understood and translated the CAPS
objectives into teaching tasks and
activities/interactions based on the stipulated
instructional time. We wished to answer the
following questions, “How do the Grade 7
mathematics  teachers in  Vhembe district
understand the CAPS objectives?”; “What kind of
tasks, activities/interactions do they use to teach
prescribed concepts and skills within the stipulated
instructional time?” and “How is the teachers’
understanding of instructional time related to their
curriculum literacy and expertise in teaching
mathematics?”

In South Africa, studies on instructional time
tend to focus mainly on how its use and
management has affected teaching and learning
(Bush, Joubert, Kiggundu & Van Rooyen, 2010;
Hoadley, 2003; Schollar, 2008; Taylor, 2008). For
example, Taylor (2008) explains how, among other
factors, the failure of schools to start on time in the
morning impacts teaching time and curriculum
coverage negatively. Hoadley (2003) and Schollar
(2008) looked at how instructional time was used
in classrooms located in different socio-economic
contexts and argue that its use was extremely slow,
undifferentiated, and detrimental to curriculum
coverage in working-class environments. Bush et
al. (2010) explain how the generally poor
instructional leadership in the schools that
participated in their study compromised curriculum
coverage, the Ilearners’” sound conceptual
development, and consequently, contributed to
poor learner performance. Other than, for example,
Ndlovu (2014) and Ndlovu and Mostert’s (2018)
works on the use of a constructive approach to
facilitate meaningful learning through,
respectively, Realistic Mathematics Education
(RME) principles and a Moodle platform, we could
not trace studies that specifically focus on how
instructional time impacts the teaching and learning
of mathematics when used as social time. An
exception is the recently published work by Mdaka,
Modiba and Ndlovu (2023), in which instructional

time is studied as “a teaching rather than a
regulatory tool” (Mdaka et al., 2023:168).

Methodology

A qualitative case study design (Saunders, Lewis &
Thornhill, 2009; Thomas & Myers, 2015) was used
to study, firstly, the teachers’ understanding of the
objectives of the CAPS for Grade 7 mathematics
and, secondly, the curriculum practices they used in
lessons as real-life contexts. Furthermore, a
constructivist ~ philosophy  approach or an
interpretivist paradigm (Kamal, 2019; Merriam &
Grenier, 2019; Ndlovu, 2021) that holds the view
that people create their own meaning of social and
psychological phenomena through interacting with
the world was adopted. As they do so, they make
sense of their experiences based on personal,
historical, and societal perspectives.

Purposive sampling was used to identify
schools in the Vhembe district of the Limpopo
province  with  teachers who  constituted
information-rich cases (Babbie & Mouton, 2001;
Saunders et al., 2009; Wagner, Kawulich & Garner,
2012) from whom the translation of instructional
time into social time could be explored. These were
teachers who were experienced in teaching
mathematics and would be able to draw on their
espoused theories of teaching and explain how they
translated into tasks, activities, and classroom
interaction issues (Seidman, 2019) important to the
CAPS objectives based on instructional time.

To collect rich data to explore teachers’
understanding of the relationship between the
nature of mathematics as a knowledge area,
CAPS/curriculum objectives for teaching Grade 7
mathematics and the instructional time for the
different topics, document analysis (Heffernan,
n.d.; Patton, 2015) was conducted to contextualise
the study by making sense of the CAPS objectives
and time suggested for teaching specific topics or
content. Thereafter, to establish teachers’
understanding of these aspects, interviews were
conducted.

Pre and post-teaching interviews (Ha, 2004)
were used to obtain teachers’ understanding of the
CAPS objectives. The teachers were expected to
explain these objectives based on the subject
content and the suggested instructional time, and
then tease out the implications for designing
lessons. The interviews were conducted at the
schools in two sessions. Both were audio-recorded.
The first was conducted before classroom
observations of the first lesson and the second was
conducted after the last lesson observation. This
was to allow teachers to indicate their
understanding of the objectives before teaching and
then to witness their pedagogical practices (as lived
experiences) and determine whether they were
adequate and appropriate to address the concepts
and principles implied in the objectives.
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Data analysis started with the transcription of
the recorded data. Transcribing allowed for the
recognition of patterns and relationships that
guided data coding, categories, and themes
(Emerson, Fretz & Shaw, 2011). Research
questions afforded identification of significant
statements and the development of the themes that
were directly related to the issues identified in the
teachers’ views on the CAPS objectives and
classroom practices. Anonymity and
trustworthiness and authenticity were criteria used
for validation (Kivunja & Kuyini, 2017; Lincoln &
Guba, 1985).

Findings

We first provide evidence that indicates how
teachers understood the objectives proposed in the
CAPS for Grade 7 and, therefore, their role as
curriculum developers for mathematics. We then
present the tasks and classroom activities/
interactions that teachers used for the suggested
instructional time.

Teachers’ Views on the Objectives for Teaching
Grade 7 Mathematics

Exploring how the teachers understood the
objectives stated in the CAPS, in particular, their
implications for curriculum development, indicated
that they were aware of the importance of using
real-life experiences or realistic models to make
mathematical concepts and problems imaginable
for learners. For example, according to Teacher 4:
“When learners are supposed to acquire the
concepts and skills stipulated in CAPS such as
ordering, comparing, and simplifying fractions,
calculation of percentages and equivalent forms of
fractions; not observing them in real life can
compromise understanding.”.

It was also important for Teacher 3 to use
teaching aids that were suitable for concepts and
skills implied in the objectives. Here is an excerpt
from the interview with him/her:

I just use what we can all observe. For example,

this week’s topic that requires learners to be able

to classify 3D [three-dimensional] objects and
know how to identify the different objects ... they
have to know what to look for in identifying the
faces under each 3D object ... also, the edges, even
the vertices and, they can also identify these
things, using a house as example does help to
understand the 3D concept.
When invited to explain why real-life examples
were important to the CAPS objectives, teachers
seemed to understand the objectives in a literal
sense rather than cognitively. There was no critical
reflection nor reference to how examples
addressed the essence of the set objectives. For
example, in responding to the question: “How are
the real-life examples made relevant to the CAPS
objectives?”, instead of addressing the link
between real-life examples they referred to and the

essence of the objectives, teachers used the
instructional time to explain their choices of
real-life objects and activities to include in lessons.
In doing so, they highlighted the significance of
the time for staying on course, ensuring that they
dealt with all the prescribed subject content and
when to start preparing the learners and get them
ready for the formal assessment/examination.

The Significance of Instructional Time to the

Activities and Tasks that Teachers Used in Lessons

Teacher 2 indicated that knowing the allocated time

for each topic helped when planning what to do in

the lessons and deciding how much learner

engagement should be allowed to finish teaching

the prescribed content in the suggested time.
Learners will be exposed to different examples and
types of activities in their everyday lives depending
on the time allocated by the CAPS to teach a topic.
The time helps me not to stay on one topic for
longer than it is necessary ... | should be able to
cover the whole topic, finish and still assess
learners in this time.

Teacher 4 highlighted the same point as follows:
Learners have to understand the concepts and
skills taught in the time prescribed in the CAPS
policy. Planning lessons with this in mind also
helps in designing lessons wherein examples from
learners’ contexts and activities are pre-planned
rather than allow them to happen suddenly during
lessons.

For Teacher 3 the stipulated instructional time in

the CAPS was a resource for curriculum

decision-making. S/he explained:
The time allocated ... assists me to select activities
that are relevant, and learners can relate to and
that will not make me waste time. It is important ...
when | make decisions about the objects that |
usually distribute during the lessons, for example,
different shapes, encourage the learners to
interact and discuss ... so as not to waste ... time
allocation ... gives us direction.

Teacher 1 simply said:

We cannot change what CAPS suggests because it
is our guide for how to cover all the work well,
that is, pace curriculum coverage. But in an
overcrowded school like this one, ... you might end
up not covering the curriculum. So, | prioritise
teaching the subject content and allow very little
examples as interruptions ... until | feel that ... I'm
covered.

To probe further, the teachers were asked to

indicate what they were able to achieve with the

activities, tasks, and objects that they used in their
teaching. In response to the question: “What have
you achieved with the tasks, activities/interactions

you used for teaching mathematics to Grade 7

learners?” they focused on how they used

teacher-directed activities and tasks,
learner-focused teaching, and the value of what
they did. Teacher 2 commented:
When | use examples and activities to teach, |
want learners to know, for example, in the case of
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this week, different types of graphs and help each
other identify them. | want them to know how to
refer to the features and trends of global graphs,
such as increasing, decreasing, constant and
linear and non-linear. For example, the word
‘constant” means not changing. ... as | said in
class, If, let’s say | give you a test. First test you
get 40%, second test 40%, third test 40%, which
means your marks are?

Class: not changing.

Teacher 2: but if | give you the 1st test 15%,
second test 35%, third test 55%. It means they
are...?

Class: Increasing.

Teacher 2: always use examples to help each other
by explaining to those struggling.

The classroom observation revealed the following

for Teacher 3.

Yes, if it’s a flat surface it means we need to know
how we can identify those faces. When we talk
about the face, it’s like your face as a person. So,
when we identify the faces, we need to think, we
use ... imagination to think beyond what you are
not seeing. For example, when | used the box, you
were only able to see the front face. But for
mathematics, you need to think, as you know that
the box has got many sides. ‘How many sides do
we have here?”’

Learners: Six sides.

The same applied in Teacher 1°s lesson on graphs:
The dependent can be changed and the
independent cannot be changed. If you usually
come to school from home at 20 past 7, can the
distance between your home and school change if
you arrive at 7?

Class: No.
Teacher 1: What about the traveling time?
Class: It can change.

Discussion: Teachers’ Understanding of
Instructional Time, Curriculum Literacy and
Expertise in Teaching Mathematics

Analysing the CAPS unveiled the implications of
its objectives for curriculum development, the
instructional time allocated and suggested teaching
strategies. However, in explaining the objectives,
teachers seemed to pay attention to teaching and
learning aids rather than the learning environment
or platform required to fulfil the objectives. The
teachers did not refer to how the real-life examples
supported, for example, the organising principles of
an  objectives-driven  curriculum,  namely,
specificity, unambiguity and measurability that
they were teaching. Neither did they explain how
using concrete and symbolic representations helped
to unravel mathematical abstraction processes. It
was important to illustrate the value of starting at
the situational or context level to the learning
process, in particular, applying domain-specific
situational knowledge and strategies in solving
experientially real problems. Based on the evidence
in the study, the teachers’ understanding of the
CAPS objectives could be described as having
fallen short of a proper grasp of the relationship

between empirical evidence and mathematical
concepts (Mitchelmore & White, 2004).

According to Mitchelmore and White (2004),
teaching mathematics should go beyond the use of
real-life examples. It must help learners understand
concepts through procedures and principles that
enable them to function at an abstract level.
Learners’ inabilities to compute answers to
questions can thus be traced to challenges in
grasping legitimate procedures and principles
needed to recognise patterns in the taught exemplar
tasks (Benis-Sinaceur, 2014; Mitchelmore &
White, 2004). Becoming familiar or recognising
parts/components of some aspects of a material
reality and studying their underlying mathematical
structure, does not, in Mitchelmore and White’s
(2004) view, imply an understanding of
mathematical concepts. It is only by drawing on
previous concepts or images or inserting a new
discourse into an existing one that learners begin to
develop new concepts based on this existing or
prior specific knowledge. Existing knowledge will
be understood and acknowledged, provided an
ability to step outside of it, critically use it, and
creatively and appositionally reconstruct it is
evident. Therefore, in explaining the CAPS
objectives, it would have been helpful for the
teachers to select an objective as example, reflect
on it, highlight its behavioural implications and
explain how they could be achieved using concepts
and procedures and principles that would enable
learners to function on an abstract level when
taught specific subject content. Overlooking these
qualities or features (Adler & Sfard, 2017;
McAteer, 2013) of mathematics concepts in
explaining the CAPS objectives made teachers’
conceptions incomplete.

Real-life tasks, activities and interactions
ought to have been explained based on the
suggested teaching approaches in the CAPS rather
than solely in terms of the stipulated instructional
time. According to Bernstein (2003), the allocation
of time to content primarily refers to specialised
interactional practices that need to regulate
legitimate relations of classroom communication.
Pedagogic communication should enable the
recognition and realisation of educational
knowledge by regulating relevant meanings and
how to relate or put them together to create a
legitimate text. Since learners need to be assisted to
recognise the categories of the content taught and
realise the specific procedures applicable to such
content, as they interact with the teacher and each
other displaying their being (Heidegger, 2019)
during lessons, teachers should be aware that the
language used in the CAPS (action verbs) such as
investigate, analyse, develop, interpret, among
many, implies a pedagogic discourse. It indicates
the interactive, intersubjective social platforms that
are needed for sharing experiences and meaning.
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Therefore, such a pedagogic discourse in
mathematics classes, which is often teacher-
focused, will reflect, at first, legitimate and
peripheral participation. However, the varied
discursive interactions are likely to foster the
crossing of borders as repertoires are shared.
Continued mutual engagement or social activities
between the teacher and learners plant the seeds for
joint enterprises (Tummons, 2018) as teachers and
learners work together and draw on the habits,
discourses, routines, ways of talking, tools,
structures, and other artefacts As borders of the
different beings are crossed (Giroux, 2004), the
social time (Compton-Lilly, 2010; Go, 2012) will
facilitate self-knowledge in relation to other beings,
that is, the class. An individual learner will
interpret other individual experiences and realities
and develop their understanding based on the
values, codes, rules, and meanings taught by the
teacher as representative of the mathematics
community to which they belong. The shared
repertoire  and interpretation of  different
experiences during the mutual engagement is likely
to result in enterprises that are inclusive and make
for easy self-knowledge and the internalisation of
new knowledge. Yet, the teachers seemed unaware
of the importance of the link between subject
content, objectives and instructional time as
pointers to a pedagogic device that Giroux (1997,
2004) calls “border crossing.”

In Giroux’s (2004) view, border crossing
happens as teachers and learners interpret the
experiences and realities of others and develop
their own understanding based on the values,
codes, rules, and meanings that are relevant to a
knowledge area. For him, “pedagogy is not simply
about the social construction of knowledge, values,
and experiences; it is also a performative practice
embodied in the lived interactions among
educators, audiences, texts, and institutional
formations” (Giroux, 2004:61). As interactions
occur among teachers, learners, texts, and
institutional formations in lessons, they are
engaged with and negotiated to understand the
boundaries or limits of individual knowledge,
interpret the experiences and realities of others, and
develop understanding based on the values, codes,
rules, and meanings relevant to a knowledge area.

As argued earlier, Heidegger (2019) views
learning as a social process that depends on
intersubjective relations making learning a social
rather than an individual process. To be authentic it
has to be composed of the character of other
factors, human and non-human, as well. All four
teachers in the study understood that the CAPS
should be supported through real-life examples.
However, they seemed unaware that the pedagogic
significance of the objectives could not be
explained in isolation to the concepts, principles

and procedures implied in the action verbs. The
significance of the examples related to the
objectives was mainly understood in terms of
instructional time but only in a physical and not a
social sense.

The teachers were also aware that the time
allocated for teaching mathematics content gave
them some professional authority and responsibility
to design activities (social engagement and
interactions) that scaffolded learning. Therefore, as
part of their curriculum literacy, their views on the
CAPS objectives and examples they gave,
demonstrated a limited grasp of the importance of
the translation process from the concrete world to
an abstract one and mediation that is crucial to
recontextualising the actions verbs in the language
used in the CAPS objectives.

Concluding Remark

The findings reported on here seem to further
support the concerns raised by, among others, the
TIMSS report of 2019 and Reddy et al. (2022)
about the general competence of South African
mathematics teachers as curriculum developers. In
explaining the CAPS objectives, the teachers
seemed to pay more attention to describing the
purpose of the teaching aids they used. The aids
were also accounted for and linked to instructional
time. Implications for learners’ cognitive
development were not grasped. Specifically, in the
case of this study conducted in the mainly rural
province of Limpopo, the findings highlight the
desperate need to improve teachers’ knowledge,
expertise and curriculum literacy. As Mogari
(2014:3) argues, there is a need for effective
teacher education that promotes “activity-oriented
teaching that focuses on the mastery of
mathematics content and induces affinity through
relevant real-life activities that are familiar to
learners.” Otherwise, learners will continue to
perform poorly in mathematics and academic
success will remain elusive to many.
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