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SUMMARY OF THE STUDY

The aim of this study is to design a psychosocial support (PSS) framework for
sustainable learning for learners from Child-Headed Households (CHHs). The
study is therefore guided by the following objectives:

e To examine the psychosocial challenges of learners from CHHs so that a
relevant support may be practised for sustainable learning.

e To elucidate components of a PSS for learners from CHHSs for sustainable

learning.

e To establish how such components relevant to identified challenges may be

useful.
¢ To anticipate possible threats to operationalisation of the framework.

e To propose a PSS framework for learners from CHHs to account for their

learning.

The study is embedded within the lens of critical emancipatory research (CER).
This is a theoretical framework that guided the study towards the realisation of
PSS that attempts to promote social justice, liberation, hope, equity and peace for
CHH learners. The literature reviewed indicates various challenges experienced
by children of CHHs including learning challenges. The proposed suggestions
lead to development of support frameworks for instance Southern African
Development Community (SADC), of which nothing is mentioned as far as PSS for
learners from CHHs specifically is concerned. Much has been mentioned
regarding support to socio-economic problems. Therefore, in order to design a
PSS framework relevant to their learning challenges, data was gathered through
participatory action research (PAR) which is more applicable for the study. This
means that the participating team had to be established to the operationalisation
of the above objectives. The team consisted of teachers, learners from CHHs,
education officials, psychologists and parents’ representatives. These are
participants who are directly affected by the lack of PSS of learners.
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The method that is used to generate data is a Free Attitude Interview (FAI) which
allowed participants to openly voice out their views responding to posed question
such as "How can we psychosocially support learners from child-headed
households to acquire sustainable learning? . The discussions indicated that
there are problems with regard to PSS that needs attention since learners and
teachers appear to feel side-lined and oppressed. To deal with inequalities of
power amongst teachers and CHH learners, also amongst curriculum officials and
the teachers the team identified components of a PSS for sustainable learning.
The process of the research was accomplished by developing a common vision,
analysing strength, weaknesses, opportunities and threats (SWOT) and
developing a strategic plan. The research was employed at one school that had
higher enrolment of orphans who were members of CHHs to establish usefulness
of steps taken. The study revealed that there are many challenges facing CHH
learners, therefore it suggests that there is still much work to be done by the

government to assist learners.

Again findings of the study revealed that learners from CHHs have a challenge of
anger which has never been given attention for example, looking at the cause of
such anger and how to manage it. Furthermore, findings revealed that most
learners of CHHs are experiencing a low self-esteem more often due to their life
challenges.

This study also found out that there was a limited role played by the Department of
Basic Education (DBE) in the district in guiding teachers to support learners from
CHHs. A pressure of authoritative power from curriculum officials, appeared
leading teachers and school management teams (SMTs) to ignore some learners’
social problems which could be contributing to their poor academic performance.
Finally, the study found out that, different stakeholders in the district such as
inclusive specialists, curriculum specialists, senior curriculum management
officials and teachers at schools were working in silos. Based on the fore
mentioned findings the following was recommended: training both teachers and
SMTs to equip them with strategies of dealing with various challenges that are
experienced by CHH learners; different directorates within the districts should
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work together to overcome different learner challenges because collaboration is a
weapon to success.

As a result, priorities were identified in order to minimise the challenges indicated
above and address the broader aim of the study which led to the proposed PSS
framework for sustainable learning for learners from CHHs.

Key concepts: Child-headed household, Critical Discourse Analysis, Critical
Emancipatory Research, Participatory Action Research, Psychosocial support,
Sustainable learning.
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CHAPTER ONE

ORIENTATION

1.1 INTRODUCTORY BACKGROUND

The purpose of this study is to design a psychosocial support framework for
sustainable learning for learners from child-headed households. The prevalence of
Child-Headed Households (CHHSs) increases day by day and it is assumed that
children are exposed to numerous challenges such as emotional problems,
learning difficulties, poverty, stigmatisation, discrimination and child labour
(Lepheana, 2010:20-22; Taggart, 2007:12; Van Breda, 2010:259). Out of 18.2
million children, it was estimated that 122,000 households in South Africa were
headed by children in 2010 (Meintjies, 2010:4; Mohlakwana, 2010:6), while
Nicholson and Jefferson (2008:409) had postulated that 3 million children in South
Africa would be orphans in 2015, compounding the possibility of an increase in
CHHs. However, Meintjies, Hall, Marera and Boulle (2010:13) point to the 2000-
2007 statistical analysis on CHHs in South Africa which showed no increase in the
proportion of children living in such households between 2002 and 2006. These
children, who were 10 years of age and younger before 2003, could currently be
deemed as teenagers, with about 88% between 15 and 19 (Meintjies et al.,
2010:3).

Child-headed households (CHH3) are those wherein members are 18 years and
younger, as indicated in the children’s act of 2005 (RSA Act No. 38 of 2005).
Human and Van Rensburg (2011:960) define them as comprising a child of 18
years or younger who assumes the role normally played by parents. Alternatively,
Taggart (2007:11) considers them as households in which children are cared for
by a brother or a sister under the age of 18. In agreement with the above, the
Department of Social Development (2010:13) defines them as households in
which, in the absence of an adult caregiver or due to terminal illness of parent, a
child assumes the primary role of care-giving in respect of other resident children,
such as providing food, clothes and psychosocial support. | therefore understand
that the important aspect in these definitions is an absence of parents resulting in

Xix
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The purpose of this study is to design a psychosocial support framework for
sustainable learning for learners from child-headed households. The prevalence of
Child-Headed Households (CHHs) increases day by day and it is assumed that
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(Lepheana, 2010:20-22; Taggart, 2007:12; Van Breda, 2010:259). Out of 18.2
million children, it was estimated that 122,000 households in South Africa were
headed by children in 2010 (Meintjies, 2010:4; Mohlakwana, 2010:6), while
Nicholson and Jefferson (2008:409) had postulated that 3 million children in South
Africa would be orphans in 2015, compounding the possibility of an increase in
CHHs. However, Meintjies, Hall, Marera and Boulle (2010:13) point to the 2000-
2007 statistical analysis on CHHs in South Africa which showed no increase in the
proportion of children living in such households between 2002 and 2006. These
children, who were 10 years of age and younger before 2003, could currently be
deemed as teenagers, with about 88% between 15 and 19 (Meintjies et al.,
2010:3).

Child-headed households (CHHs) are those wherein members are 18 years and
younger, as indicated in the children’s act of 2005 (RSA Act No. 38 of 2005).
Human and Van Rensburg (2011:960) define them as comprising a child of 18
years or younger who assumes the role normally played by parents. Alternatively,
Taggart (2007:11) considers them as households in which children are cared for
by a brother or a sister under the age of 18. In agreement with the above, the
Department of Social Development (2010:13) defines them as households in
which, in the absence of an adult caregiver or due to terminal iliness of parent, a
child assumes the primary role of care-giving in respect of other resident children,
such as providing food, clothes and psychosocial support. | therefore understand
that the important aspect in these definitions is an absence of parents resulting in
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children taking care of themselves and their siblings. For instance, in this study,
the children were staying on their own, without parents, due to poverty, or working

in farms far away from home.

As a result, the concept of psychosocial support (PSS) is central to the study, and
entails supporting children, families or communities to improve their wellbeing by
encouraging better relationships, while assisting learners in their education.
Central to this study is an indication of the literature that teachers were not trained
in care and support, yet some learners from CHHs were faced with challenges to
learning (Pillay, 2012:4). In contrast, the Department of Basic Education (DBE)
stipulates that teachers be provided with training in order that they are first
equipped with approaches to be employed in a classroom situation with regard to
diverse learning needs before taking further steps of referral (Guideline for full-
service & inclusive schools, 2010:47). Furthermore, PSS is informed by the
varying percentages of CHH learners revealed by the literature who are school
drop-outs due to various challenges (Mnguni, 2014:48-59; Pillay, 2012:4; Van
Breda, 2010:272; Taggart, 2007:69). PSS is further informed by the psychosocial
nature of the challenges experienced by CHH learners and their leading to a
learning environment which is not conducive. Learning is therefore not sustainable
and teachers’ training on how to interact with learners experiencing challenges
due to their life circumstance through care and support is limited. Leaners from
CHHs who leave school without completing their studies are further evidence that
their learning is not sustainable, hence a need for PPS.

Therefore, the study supports the creation of a comfortable and supportive
environment for learners from CHHs (UNESCO, 2006:4), most importantly one in
which learning is sustainable. The concept of PSS is further defined in the next
chapter (cf. 2.3.3), with focus on life skills which children need in order to empower
them throughout their lifetime (Taggart, 2007:11). For the purpose of this study
psychosocial support is regarded as efforts geared to support the emotional state
of the learner from a CHH and reinforce the relationship between the teacher and

the learner.



1.2 OVERVIEW

The concept of CHHs in South Africa has become a common phenomenon, which
became a reality (Pillay, 2012:4). About 90% of these households in South Africa
have been located in Limpopo, KwaZulu-Natal and the Eastern Cape (Meintjies et
al., 2010:1). The number can be attributed to double-orphaned children (who have
lost both parents), single parent families who, due to economic challenges, have
seen one parent leave to seek job opportunities elsewhere in the country, and
terminally ill parents who are unable to perform normal duties and have to depend
on their children. Additionally, the number of CHHs was estimated to be 7,270 in
Gauteng in 2008 (Van Breda, 2010:265), whilst Bonthuys (2010:269), Meintjies et
al. (2010:3) and Van Breda (2010:265) indicate that such households were
relatively infrequent before HIV and AIDS became prevalent, and even long before
the 18™ century. Suddenly, HIV and AIDS became a pandemic, which led to
parental deaths and children being doubly orphaned. Based on its impact, Pillay
(2012:4) predicted that there would be more than five million orphaned children in
South Africa by 2015, from 2.2 million of 2003 (UNAIDS, in Nicholson & Jefferson
2008:409). This is inevitably leading to an increase in CHHs because
grandparents currently caring for orphans will also die. The prevalence of CHHs
may have a negative impact on the education sector of the country since it will be
populated by vulnerable learners who are emotionally affected by losing parents
and staying by themselves with nobody to look to for support in the house. The
pressure will be to work hard alone without an intervention of parents in
developing these children towards maturity. This means that the Education sector
will need to find a special way in which learners form CHHs can be assisted.
Having indicated the statistics associated with learners from CHHs it is important
to indicate that the study is not quantitative, but rather numbers are used to
indicate the magnitude of the problem and to justify a need for a PSS framework
for learners from CHHs to achieve sustainable learning.

As mentioned above, there are many aspects regarding CHHs of which the
emotional impact of losing parents is one, and which will continue for years if not
dealt with appropriately. Some children face poverty, financial constraints, lack of

shelter and day-to-day care, food insecurity and child abuse (Hill, Hosegood &
3



Newell, 2008:68; Nicholson & Jefferson 2008:408, 411; Richter & Desmond,
2008:1023; Mushunje & Mafico, 2005:266). Factors particular to different
provinces of South Africa have been reported by researchers such as,
Mohlakwana (2010) and Taggart (2007) in Gauteng; Meintjies et al., (2010) in
Limpopo, and Leathum (2005) in Northern Free State.

The challenge of CHHSs is not restricted to South Africa. Anger and anxiety, as
consequences of having to live in such families, have also been reported as
common in Uganda, Zimbabwe and the USA during 2007 (Van Breda, 2010:267-
268), and in Rwanda in 2006, where 86% of children living in CHHs had a feeling
of rejection (Van Breda, 2010:268). In Botswana, Zambia, Lesotho, Namibia and
Swaziland the prevalence of the HIV and AIDS epidemic exceeded 15% in 2007
(Bequele, 2008:5), resulting in a large number of orphans which led to CHHs
because only a small number was adopted by families or taken in by social
welfare organisation (Bequele, 2008:8), but little has been implemented to assist
them. There is an indication that poverty disrupts relations and causes hardships
of stress, resulting in improper wellbeing (Harcourt, 2014:9). Donald, Lazarus and
Lolwana (2006:22), supported by Van Breda (2010:261) and Chinyoka and Naidu
(2013:201) confirm that poverty leads to learners’ developmental barriers if

nothing is done to assist.

Based on the aforementioned, there are different PSS frameworks and policies
developed by different organisations and departments in the government to deal
with social challenges, although much attention is on HIV and AIDS from the
Department of Social Welfare and Health Department. For example, the Southern
Africa Development Community (SADC) initiated Care and Support for Teaching
and Learning (CSTL) Regional Scope in which the focus was to ensure that
schools were becoming inclusive centres of learning, in which most vulnerable
learners could learn (RIATT, 2015:1). Furthermore, SADC devised the 2011
Regional Conceptual framework for psychosocial support for orphans and other
vulnerable children and youth, the focus being on poverty, HIV and AIDS, financial
constraints and natural disasters. The Department of Basic Education (DBE)
identified a care and support framework for teaching and learning (Action step

National Model 2011) which prioritised nutritional support, health promotion, social
4



welfare, curriculum and co-curriculum support, and psychosocial support (Action
step National Model, 2011:9). The National Model focussed on sufficient teaching
and learning material, sport-related activities, homework assistance and peer
education programmes, but not necessarily on CHH learners though they could
benefit. In addition, different policies have been designed, hence White Paper 6
on Education to address emotional and mental needs of learners and educators,
also cascaded to support learners with learning barriers. However,
implementation, protection and promotion of emotional, spiritual and psychosocial
rights remain a challenge (Salamao, 2011:12). Specifically, the care and support
of CHH learners is not mentioned and the DBE relied on teachers to take
responsibility. This provided the impetus to propose a PSS framework for care and
support for learners from CHHs in order to assist them with their learning
challenges.

This study reveals the challenges faced by CHHs as anger, rejection and poverty
(cf. 4.2.1.1), noted in studies conducted several years ago, and highlight the need
to strengthen or intensify psychosocial support. It attempts to account for the care
and wellbeing of CHH learners. The sub-section below looks at what informs the
need for a PSS framework.

1.2.1 Need for a psychosocial support framework for CHH learners for
sustainable learning

In South Africa, education is entrusted to play a preventive role regarding barriers
to children’s development, with all children to be kept in schools as required by the
country’s Constitution (Education White Paper 6, 2001). However some factors
such as challenges facing CHHs need attention because they might keep learners
away from schools. It is challenging for teachers to work with learners who are
from CHHs and who do not attend classes regularly or participate productively as
expected. Some of these learners do not study at home due to family
circumstances that may emanate from psychosocial problems such as basic
needs not being met, poverty, poor shelter, inadequate clothing and health care,

absence of parental support and emotional problems (Human & Van Rensburg,
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2011:963; Martinus, 2009:302; Mohlakwana, 2010:7; Newell, 2008:6-7; Pillay
2010:9; Taggart 2007:12). The number of learners from CHHSs in schools of the
Xhariep district of the Free State province fluctuates annually, for example in
2014, the school with the highest number of learners from CHHs enrolled about
17% and the school with the lowest about 10%. Compared to 2012, the school
with the highest number of learners from CHHs enrolled was 35% and the least
23%, and in 2011 it comprised 39% and 26% respectively, of such learners
according to education management information system's records (FSDoE EMIS,
February 2014 and March 2012). This is an indication of the prevalence of such
households in the district, despite a slight decline of school enrolment for such
learners. In addition, regarding the challenges mentioned above, | argue that if
nothing is done to assist in this regard the future for those learners who are

adversely affected is under threat.

As a result, this study suggests different methods of transformation with regard to
emotional support at school, such as strengthening the relationship between
teacher and learner, and encouraging collaborative participation between all
stakeholders who hold responsibility to equip learners with life skills. For instance,
Bonthuys (2010:49) and Van Breda (2010:262-269) postulate that members of
CHHs may suffer from low self-esteem, depression and lack of a sense of realistic
goals for the future. It is therefore vital to take care of these learners’ emotional
wellbeing, as they also have a right to education. Although statistics show the
prevalence of the phenomenon in schools, Pillay (2012:4) indicates that teachers
have not been trained to deal with learners from CHHs or the magnitude of the
difficulties they experience. | support Pillay in this regard, and agree that schools
and curriculum officials might not be dealing with the crux of the matter in an
appropriate manner, nor even understanding the psychosocial difficulties learners
are experiencing. It appears as if teachers do not have any idea of how to work
with learners from CHHs, yet they are pressurised to produce good academic
results and equip learners with different life skills. Teachers are unaware that
psychosocial factors (physical, security and emotional challenges), and care and
support which affect schooling negatively, are their responsibility despite the White
Paper six, policy of Inclusivity. It is an obligation of the government in South Africa
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to care for children from CHHs, as indicated in the Constitution. Due to challenges
identified, literature suggested programmes regarding PSS, such as National
Association of Child and Youth Care workers, and Children in Distress Initiatives
(Nicholson & Jefferson, 2008:415), including the conceptual framework for PSS,
but | realised that no mention was made of support for CHH learners in particular.

1.3 THEORETICAL FRAMEWORK

Used as the theoretical foundation guiding this study, critical emancipatory
research (CER) is viewed essentially as a process of deconstructing the world for
the purpose of freeing human beings from the constraints limiting ways of thinking
(Henning, van Rensburg & Smith, 2004:22; Merriam, 2009:12). The ideology
entailed in CER is that it transforms and empowers as it seeks to bring about
change. Piper, Piper and Mahlomaholo (2009:12) view it as a vehicle for redress
and liberation in education so that learning can take place. It is ‘critical’ in that the
goal is to understand the phenomenon and also to analyse the power dynamic of
a situation (Taylor & Cranton, 2012:65). It is this critique that enables individuals to
be empowered and leads to their transformation of a situation, and that is
‘emancipatory’, particularly for this study, in freeing individual learners of CHHs
from conditions which limit their rationality and social connection (Watson &
Watson, 2011:66; Young, 1990:58).

Unlike positivism, the goal of which is just to describe; explain and predict the
experiences of the researched phenomenon (Henning et al., 2005:17), the
questions asked within this study will assist in exploring the dialogue between the
learner from a CHH, the teacher and the curriculum official and how it manifests in
this learner’s life with the view io change the life of teachers and learners in the
classroom (Mertens, 2010:16). No predictions are made in critical emancipatory
theory since there is no systemic way of experiments implemented, instead reality
matters most. This means that the researched participants have a major role to
play in a research as they explore realities of their lived experiences and the
structure of their social relations so as to recognise what they currently have,

where they need empowerment and how to get it. The main focus will be on
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understanding the interaction of the curriculum officials, teachers and the
psychosocial experiences of the learners from CHHs and the manner in which the

learning challenges are facilitated.

In contrast to positivism, interpretivist theory, as opposed to CER, is more
distributed and dispersed, constructing knowledge by observing the phenomenon
and describing people’s intentions, beliefs, values and self-understanding. While
the knowledge system that drives society is the focal point of the interpretive
research (Henning et al., 2005:20), CER does not construct through multiple
viewpoints but questions the everyday life processes (cultural, social or historical)
that are more powerful than others with the aim of reconstruction. Even though the
researcher’s interest in the interpretivist point of view is to look into the way social
meaning comes about through discourses (Henning et al., 2005:19), | still find
CER more relevant for this study because it gives participants as human beings a
chance to themselves interpret their lived experiences. It also allows them to be
engaged in the study through comgunication, together with the researcher, rather
than to be studied as with other research. The idea is to look into the lives of
communities that are pushed to the margins of society, such as non-dominant
group of CHH learners, with the aim of allowing them to make introspection and
value themselves. This means that it is important for the marginalised first to
appreciate what they have so as to think of creating a positive vision of
improvement (Mertens, 2009:48), empowerment and a feeling of liberty.

| believe that this research will assist teachers as parents in understanding their
responsibility as change agents as far as life of CHH learners is concerned (Taylor
& Cranton, 2012:65), by working closely with them more than imposing power on
them. Therefore, | interacted with learners from CHHs together with the identified
group of teachers as co-researchers, studying their psychosocial problems and
analysing and interpreting them collectively (Bradbury & Reason, 2009:422-423).
This was to present the multiple realities of participants from their own view with
the hope of contributing towards learners from CHHs’ way of life (Henning et al.,
2004:19, 20) and giving them courage to free themselves from self-imposed lack
of freedom (Young, 1990:58).



A transformative viewpoint was used in conjunction with CER to guide the study
because it also aims at studying the power structure that maintains social
inequalities and exercises oppression with the idea of liberating (Mertens, 2009:4).
As a result, | believed that engaging these learners would bear personal
transformation, consequently leading to social transformation. As Taylor and
Cranton (2012:66) argue, “Personal transformation leads to alliance with others of
like mind to work toward effecting necessary change in relationships,
organisations and systems”. Employing CER will enable educationalists to reflect
critically on the implementation of their different policies for transformation, and so
is viewed as an approach focusing on how people learn to act their own purpose,
feelings and meanings to gain control over their lives (Taylor & Cranton, 2012:76).
The intention is to help understand different factors affecting CHHs which may be
seen as challenges experienced by children, and to look at the impact caused on
their education. It will be important to identify factors which are impacting on
learners® wellbeing. The study examines the social and learning challenges
experienced by learners from CHHs and their teachers, with the components of a
PSS framework that can be used by schools for learners™ sustainable learning with
the aim of strengthening their emotional support. | believe that through
participatory action research (PAR), as discussed in chapter 3, the relationship
existing between learners from CHHs and their teachers and the learning
challenges will be identified which will then assist in developing the PSS

framework to meet the identified needs.

1.4 RESEARCH QUESTION, AIM AND OBJECTIVES

Since learners from CHHs are a marginalised group in the DBE in general, they
need to be supported in an appropriate and sound social, psychological and
educational manner (Human & Van Rensburg, 2011:964; Leathum, 2005:1). They
must be given the chance to voice their lived realities and experiences in order for
curriculum officials and teachers to realise the need for support. | believe that
teachers must also voice their challenges with regard to insufficient support in



dealing with different issues that may cause barriers to learning. Therefore, the
question that guided the framework in this study is:

e How can we (teachers and curriculum officials) psychosocially
support learmers from child-headed households for sustainable

learning?

1.4.1 Aim and objectives of the study

The purpose of this study is to design a PSS framework for sustainable learning
for learners from child-headed households. It was necessary to design such a
framework for sustainable learning, which school communities and education
officials may use effectively for productive learning, as the marginalised learners
will be accommodated in a daily teaching and learning process. It is presumed that
this framework will empower both learners from CHHs and teachers by supporting
them in their daily struggle as psychosocial problems conflict in achieving
education goals.

Therefore, the specific objectives of the study are:

* To examine the psychosocial challenges of learners from CHHs so that a
relevant support may be proposed for sustainable learning.

» To elucidate components of a PSS for learners from CHHSs for sustainable
learning.

» To establish how such components relevant to identified challenges may
be useful.

« To anticipate possible threats to operationalisation of the framework.

* To propose a PSS framework for learners from CHHs for sustainable
learning.

The section that follows elucidates each objective as a way to be followed to
achieve the aim of the study.
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1.4.1.1 Objective 1: Justification of the need to identify the psychosocial
challenges of CHHs’ learners

Document analysis, FSDoE EMIS documents and school records give an
indication of the number of learners from CHHs. The documents were analysed in
order to obtain information about the prevalence of such learners in schools and
the information from the school records was used to decide on the research site to
enrich the data. Documents, such as the Bill of Rights and White Paper 6 on
inclusive education, were used in relation to children’s rights, relating to what is
expected from learners and teachers in schools. Chapter three implements and
discusses face-to-face interview of learners from CHHs which indicate the
challenges they experience. Interviews were also conducted with teachers
regarding their observation of the phenomenon and their daily experience in class.
A face-to-face open ended discourse is also conducted with a representative from
the Department of Social Development to identify the complexity of the
phenomenon that will then justify a need to develop a PSS framework for

sustainable learning.

1.4.1.2 Objective 2: To elucidate components of a PSS for learners from
CHHs

Identification of challenges from interviews of CHH learners assists in identifying
the relevant components of PSS. | assumed that the real-life circumstances of
learners of CHHs would be explicit since learners would be given a chance to
voice their experiences. Therefore, the relevance of the components is informed
by such experiences. In this regard, chapter 2 examines what psychosocial
support entails, with its meaning, purpose, strengths and weaknesses. Chapter 6

examines components of PSS framework in detail.
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1.4.1.3 Objective 3: To establish the usefulness of the identified components

The intention was to ensure that the identified components of PSS would bring
change to the lives of learners and teachers, thus PAR was recognised as
relevant. To guard against unfavourable circumstances that might obstruct the
success SWOT analysis was also used. Another factor was to ensure that CHH
learners and their teachers were included in the group of participants as the main
beneficiaries and as co-researchers so that they owned the product of their own

making.

1.4.1.4 Objectives 4: To anticipate possible threats to operationalisation of
the framework

Implementation and threats of operationalisation were pursued and there were
measures identified to overcome such threads. Since teachers were interviewed it
helped to identify ways which could be used during the implementation of the PSS
framework, depending on challenges expressed by both the learners and
teachers. This assisted in suggesting ways to deal with threats that might inhibit
the success thereof, such as teachers who might not support the idea of being
secondary parents and provide pastoral care, or who might raise the issue of
being overloaded by other commitments at school. Threats relating to interaction
with the two schools taking part in the research are discussed in the
operationalisation of the framework and in chapter three (research method).
Learners from CHHs might feel that they were being exposed while teachers might
indicate that it was not their responsibility to work with CHH learners. A crucial
factor might be lack of funds for conducting workshops in empowering teachers.

1.4.1.5 Objective 5: To propose a PSS framework for sustainable learning for

learners from CHHs

The effectiveness of the framework might have been a medium-term goal which

was not observed during the period of the research project. However a tool that
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would assist in monitoring the implementation, successes and failures of this
framework was designed by the participant teachers and myself as the principal
researcher. The monitoring tool was then informed by some of the challenges that
were identified as weaknesses that might hinder the success of the framework.
The presence of the principal, the school management and governance developer
(SMGD) and the chief education specialist (CES) for inclusive directorate were
used to argue the effectiveness of the monitoring tool, since they were senior
managers of schools. It was important to consider other monitoring tools used in
schools and see how best an alignment to the research tool could be made to
avoid duplication or unnecessary overload.

1.5. RESEARCH DESIGN AND METHODOLOGY

A research design is defined as a series of stages or an overall strategy used by
the researcher to address the research problem. It is viewed as an intervention to
the research problem (Labaree. 2013:2), or as a plan and procedure that spans
the decisions from broad assumptions to detailed research methods of data
collection and analysis (Creswell, 2014:3). | engaged with learners from CHHs in
the identified school of the Xhariep district through interviews and dialogues,
investigating psychosocial challenges and inquiring how they viewed the
classroom teaching and learning situation and its dynamics.

The research study used participatory action research (PAR) to investigate reality.
PAR is viewed as an exploratory action that unfolds through communication using
social practice (Bradbury & Reason, 2008:132; Kemmis, 2011:13), with the goal
being to empower people by involving them in the implementation of a specific
project in solving identified problems and to achieve effective-historical
consciousness (Taylor & Cranton, 2012:65). Focus was on how learners of CHHs
made sense of their world and experiences of psychosocial problems, the power
that teachers have on them, and in turn the oppressive power of curriculum
officials over teachers, which might be affecting learners of CHHs. The
transformative and emancipatory intentions, through participation, might assist in

understanding the phenomenon of psychosocial problems of the CHH learner
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(Mertens, 2010:11, Bradbury & Reason, 2009:133) in order to design a
sustainable support framework for learning. The reason behind employing PAR
was its effectiveness in transformative learning, since it involves people telling
their stories and resultant healing (Kemmis, 2011:18).

The intention was to engage in a dialogue as a team with five learners and three
Life Orientation (LO) teachers, one of whom was also a head of department
(HODHOD). The team also contained a local Social Worker, representative of the
School Governing Body (SGB), the principal, one HODHOD, Chief Education
Curriculum Specialist, one Subject Advisor, an Inclusive Education Specialist and
myself. The dialogue was pioneered through an open-ended discourse and free
attitude interview (FAI) questions to incite communication and gain insight into
individuals’ understanding of the phenomenon (Buskens, 2011:3). FAl was
understood and presented in this study as an approach that allows people to
participate freely in group discussions in order to generate ideas and gather
necessary information. It is further discussed in chapter 3, (cf 3.5.1). As indicated
by Mertens (2010:16), knowledge is constructed by collective, active social
participation of people in the research process, which is the motive behind
employing discursive interviews. | understood this as an act of gathering
information, whilst gaining and making knowledge in the process (Watson &
Watson, 2011: 73; Henning et al., 2005:57). Interviews were chosen because my
intention was to understand the lives of the learners from CHHs and give
participants the opportunity to reflect on their actions and perspectives (Clark,
Flewitt, Martyn & Robb, 2014:137; 138). In this regard, all participants had an
equal opportunity and freedom to pose questions to avoid power imbalances
between participants (Tinson, 2009:171). In Kemmis's (2011:13) words,
participants engage in a self-reflective action and are able to improve their

educational practices.

Both learners from CHHs and teachers’ involvement as co-researchers and
participants made it easier to generate ideas for a particular support framework
(Mertens, 2009:243). Inclusion of the school principal as a team member simplified
access to the site (Terre Blanche, Durrheim & Painter, 2006:49). Regular and

continuing meetings were held throughout the research process to keep members
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informed, given that each was tasked with a role to play. This assisted me in
checking regularly whether the research was indeed making a difference in
broadening knowledge. The role and contribution towards learning development of
learners from CHHs by curriculum officials and inclusive directorate facilitators,
who represent the DBE, were also gathered through an open-ended discursive
interview question. Due to the sensitivity of the phenomenon, the representative
from the Social Development Department was invited together with the
psychologist of the DBE within the district to monitor participants’ emotions,

especially during the interviews.

For Kemmis and Wilkinson (1998:23), central to PAR is a social process, as “no
individuation is possible without socialisation, and no socialisation is possible
without individuation”, that is it can be followed in settings such as schools, in
which individually and collectively, teachers work together with learners to improve
the teaching and learning process.

It is important that | relate how and why PAR is a social process. Participatory
describes the process in which individuals in a group examine their knowledge,
skills and values in shaping their sense of identity, whilst reflecting critically on
how the present knowledge constrains their actions. PAR is practical and
collaborative in that it engages people in observing acts linking them with other in
social interactions. Communication, production and social organisations play an
important role in improving interactions. It is emancipatory as a process in which
people explore social practices that constrain their lives and how they can release
themselves.

PAR is critical as a process in which people deliberately contest and release
themselves from constraints through discourses, working together and the way
they relate to others. Finally, PAR is reflexive as it aims at investigating reality so
as to change it, and is a process of learning by doing while learning with others.

15



1.6 GENERATION OF DATA

Data gathering will be discussed in detail in chapter three (cf 3.5), however
observations, meetings and workshops will be employed in this regard. An
indication of interviews has been elucidated in section 1.5.2 above with the
reasons for interviewing participants and the type of interview. The duration, as
also indicated in chapter three, was about one hour to one hour and a half,
depending on deliberations. The process was conducted after school hours when

both learners and teachers will be free.

1.7 DATA ANALYSIS

Data analysis is viewed as a continuous process, therefore, findings are
assembled and systematically built as pieces of work in the dialogue throughout
the research process. Data was processed gradually through the relationship
between the principal researcher and co-researchers as team participants
(Mertens, 2010:427). In this study the use of critical discourse analysis (CDA) was
deemed appropriate because it involves issues of power and its implications in
wider society, the power over teachers and of teachers over the learners of CHHs,
and implications thereof could be better understood (Mertens, 2010:427). Firstly,
the importance of a discourse is to use language for meaning-making focusing on
the way of life of a specific society. Secondly, discourse analysis critically
describes the elements of power relations and social identities by explaining and
evaluating existing realities of human wellbeing in society (Faircluogh, 2013:3).
Therefore, through CDA focus was on different psychosocial challenges as
indicated by learners from CHHs and the manner in which their learning was
affected. CDA was deemed relevant to critically evaluate the challenges
experienced, their causes and the best ways to deal with them. It was the most
appropriate analytical tool for this study since the real-life experiences of learners

from CHHs and their wellbeing were explored.

Further analysis was on the interaction of teachers and learners of CHHs,
interacting with text as data collected, framing it in order to analyse elements of
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power between curriculum officials, teachers and learners. This analysis then led
to the identification and exploration of a strategy to be employed in the PSS
support framework for sustainable learning. The envisaged strategy is viewed as
transformative since it is expected to cater for the teaching needs of teachers and
the learning needs of learners of CHHs (Bray & McClaskey, 2014:1; Mertens,
2010:429; Blomberg, 2008:3). The study makes use of transformative criteria in its
concern for social justice, human rights and authenticity in presenting a balanced
and fair view of all perspectives. It is important that participants were marginalised
learners of CHHs in order that they would speak for themselves and so justify a
need to design a psychosocial support framework for sustainable learning.

1.8 COMPONENTS OF A PSYCHOSOCIAL SUPPORT FRAMEWORK

Different studies conducted on CHHs concentrate on children’s health status with
regard to HIV and AIDS, emotions, poverty, access to education, shelter and
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