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SUMMARY 

 

The aim of the study was to explore, understand and describe the lived experiences 

of educators who provide psychosocial care and support in a disadvantaged primary 

school in South Africa. The focus was on their community, citizenship and pastoral 

role, strongly associated with the concept of uBuntu. The relevant policy documents 

as well as Bronfenbrenner’s Bio-ecological Systems Theory were reviewed and used 

to guide the investigation.  

 

In the empirical investigation a qualitative research approach was adopted using a 

phenomenological case study design. The study was conducted in a disadvantaged 

primary school in the Gauteng Province. By means of purposeful sampling, 15 

information-rich educators were selected for participation. They wrote naïve sketches 

on how they experienced the psychosocial care and support to their learners. 

Thereafter, in-depth interviews were conducted, audio-recorded and transcribed 

verbatim. The analysis and interpretation of the data were executed by means of 

acceptable scientific methods.  

 

The findings revealed that the educators identified the learners’ psychosocial needs 

related to their physical care, emotional needs, cognitive challenges and needs in 

respect of teenage pregnancy. The educators believed that the learners’ 

psychosocial needs were related to parental issues (e.g., unemployment, constant 

relocation, poverty and drinking problems), t h e  emotional and physical abuse of 

learners, child-headed families and orphans, and language problems in the 

classroom. The educators were challenged on how to fulfil their pastoral role to 

address the learners’ needs, particularly regarding the sexual abuse of learners, the 

lack of parental involvement, their own lack of skills on how to address disciplinary 

issues in the classroom, and the lack of support by the relevant authorities. It was 

concluded that educators needed community involvement and support, as well as in-

service training, in order to empower them to be able to address the learners’ 

psychosocial needs. To this end, the study designed an in-service training 

programme for educators that can serve as a prototype for schools to adapt to their 

own needs. Recommendations were made for further studies, while the limitations of 

the research on which the thesis was based, were also pointed out. 
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CHAPTER ONE 

INTRODUCTION, ORIENTATION TO THE STUDY AND STATEMENT OF THE 

PROBLEM 

 

1.1 INTRODUCTION AND BACKGROUND TO THE STUDY 

 

Many children in South Africa live in challenging conditions due to poverty, poor 

health, the death of their parents due to HIV/AIDS, the lack of easy access to water 

and sanitation, the lack of education, and the abuse by others (Humanium u.d.:1). 

These circumstances point to the important role of the educator as a teacher, mentor, 

role model and caregiver to promote the overall wellbeing of the child, together with the 

cooperation of t h e i r  colleagues and other people in the wider society. In this 

regard, relevant policies were formulated. 

 

The conceptual framework for Care and Support for Teaching and Learning [CSTL] 

(2008-2018) is an umbrella policy framework for education and training in South 

Africa (Department of Basic Education [DBE] 2010b). The CSTL framework identifies 

nine priority areas which all influence learner wellbeing. One of these priority areas is 

psychosocial support. Psychosocial support is the provision of care and support in 

response to t h e  emotional, mental and social needs of learners and educators 

(DBE 2010b:9). The CSTL policy framework draws from the Constitution of the 

Republic of South Africa (1993), in which the Bill of Rights is embedded. The DBE 

(2010b) is mandated by these policy frameworks to protect the rights of all learners by 

providing them with quality education, including psychosocial care and support, as 

well as a safe environment, as noted in the CSTL conceptual framework (DBE 

2010b:13). Learners’ rights to care and support are entrenched in the CSTL 

conceptual framework (DBE 2010b); the White Paper 6: Special Needs Education, 

Building an Inclusive Education and Training System (Department of Education [DoE] 

2001); as well as in the relatively recent Screening, Identification, Assessment and 

Support (SIAS) Policy (DBE 2014). The relevant theoretical framework underpinning 

the abovementioned policy frameworks is Bronfenbrenner’s Ecological Systems 

Theory (EST) (Kamenopoulou 2016:515). This theoretical framework recognises 

t h e  intrinsic, systemic and social influences that affect learners’ development and 

wellbeing. 
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The minimum requirements in the Teacher Education Qualifications (MRTEQ) 

Document (Department of Higher Education and Training 2015:15 & 59), that 

replaced the Norms and Standards of Educators (Republic of South Africa [RSA] 

2000), stipulates competencies that all newly qualified educators should have in 

order to enable them to conduct their expected professional duties. These duties 

involve the seven collective roles of educators that include their community, 

citizenship and pastoral role. These roles are significant for the psychosocial care 

and support of learners. 

 

Within the African environment, the community, citizenship and pastoral role is 

strongly associated with the concept of uBuntu. The uBuntu principle is embedded in 

the interconnectivity of humanity, which requires the sharing and caring for one 

another (Khomba 2011:132; Onyebuchi undated). In the African education and 

teaching environment, uBuntu is demonstrated by educators when they show that 

humane elements are at the forefront of the teaching and learning opportunities they 

provide (Vakalisa 2011:25). Amongst others, humanity is illustrated by the 

psychosocial support of learners. 

 

The above exposition led to an awareness of a problem in many South African 

schools. 

 

1.2 AWARENESS AND ANALYSIS OF THE PROBLEM 

 

Olowokere and Okanlawon (2016:42 & 43) conducted a study aimed at the 

assessment of the vulnerability status of school children. In line with the (Humanium 

(u.d.:1) report, the two researchers posit that learner vulnerability results from a 

number of factors, of which the loss of a parent through death or abandonment is 

most significant. Additional factors increasing their vulnerability include the severe 

chronic illness of a parent or caregiver, poverty, hunger, the absence of access to 

services, e.g. education and health, the scarcity of clothing or shelter, and poor 

caretakers. Specific factors innate to the learner include disability of one kind or 

another, emotional problems, trauma from experiences of physical or sexual 

violence, or severe prolonged ailments. They indicate that the vulnerable learner at 

school is prone to circumstances at birth or in his or her immediate environment, to 
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the shortage of basic needs related to health, nutrition, education, protection, and 

psychosocial and economic support (Olowokere & Okanlawon 2016:42 & 43). This 

has important implications for educators who need to render psychosocial care and 

support to the learners. 

 

Schools in South Africa are ideal sites for CSTL to offer psychosocial support to 

learners. However, they are faced with obstacles that, amongst others, include the fact 

that the educators are not prepared for their role (Setlhare, Wood & Meyer 

2016:18). The obstacles contribute to the learners’ vulnerability so that they often 

present with barriers to learning at different levels (DBE2010b:19).  

 

In order to address the vulnerability of the children, the CSTL document identified 

the following nine priority areas: 

 

 nutritional support; 

 the promotion of health; 

 infrastructure, water and sanitation; 

 social welfare services; 

 safety and protection; 

 support in respect of the curriculum; 

 co-curricular support; 

 material support; and 

 psychosocial support (DBE 2010b:9). 

 

In line with the above, the following are important for learners who need special care 

and support: 

 

 Hunger and malnourishment need to be addressed by the school, for 

example by means of feeding schemes. 

 Health promotion programmes for ill-health and sicknesses, from acute to 

chronic illnesses are needed.  

 A lack of physical space to live, dehydration due to the lack of water and of 

ablution facilities at home and at school, point to the need for infrastructure, 

water and sanitation. 
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 The number of learners who are not registered in South Africa due to the 

absence of birth certificates, from Grade R to Grade 12 means that they will not 

be able to access the benefit of the social grants services – this indicates the 

need for the involvement of the social welfare services. 

 Vulnerable learners are predisposed to abuse in many forms, including verbal, 

sexual, physical and emotional abuse and bullying, especially in respect of 

neglect by caregivers and parents. It is essential to address the learners’ 

safety and protection (Mohlakwana 2013:12). 

 Vulnerable learners often have high dropout rates, with no basic foundational 

skills. This is evidenced by an inability to read or write; to access the 

curriculum; and to indicate readiness and maturity on entering school. Thus, 

the care and support that are needed include support in respect of the 

curriculum, a flexible curriculum and expanded opportunities (DBE 2010b:9; 

Olowokere & Okanlawon 2016:48). 

 Vulnerable learners need space to play outside the classroom, with regulated 

play and sports to relieve them from stress and suppressed energy. 

Therefore, extra-curricular support is a necessary. This could involve sports, 

music, art, and culture and include various excursions. 

 Vulnerability is more noticeable in a classroom where some parents cannot 

afford school fees, books, school uniforms or transport to school. School 

management teams (SMTs) and educators have to assist in procuring books 

or stationery in the form of learning and teaching support material, 

(LTSM), and also school uniforms and the transport of leaners. 

 The emotional vulnerability displayed by many learners in disadvantaged 

areas also include emotional distress displayed through crying, bitterness, 

anger and depression, which all may lead to suicidal tendencies, as well 

as negative behaviour like fighting, bullying, stealing, truancy and drug 

addiction (Mohlakwana 2013:12). This list points to the need to address 

the holistic wellness of the learner by means of psychosocial support. 

 

Regarding the nine priority areas listed in the CSTL framework, the psychosocial 

support that educators render to learners was selected as the priority area to be 

explored in this study, the reason being that psychosocial support links well with the 

other eight priority areas as it tends to embrace the key features expressed in all the 
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priority areas. Psychosocial support is complementary and multifaceted in its 

integration with the other priority areas, as care and support are provided to the 

learner holistically. The CSTL background (DBE 2010c) document indicates that 

psychosocial support aims at the physical, emotional, economic, moral and spiritual 

support of learners who are exposed to any form of stress or barriers. It provides 

care and assistance in response to the socio-emotional and mental needs of 

learners (DBE 2010a:9), and plays an overarching role in satisfying the needs 

reflected by the other eight priority areas. 

 

In addition to the above, psychosocial care and support was chosen as focus area 

for this study because educators play a key role in pastoral care DBE (2010a:29). It 

is the responsibility of educators in schools to ensure the emotional, behavioural, 

social and mental wellbeing of learners (and of themselves). The ultimate aim of 

psychosocial care and support is for the entire physical and emotional wellbeing 

of the learner to be enhanced by means of wellness programmes. It could 

facilitate the balanced wellbeing and resilience of learners which is necessary for 

reaching teaching and learning outcomes. This is an important responsibility for the 

educators. The question is therefore how educators experience the support that 

they either provide or not. 

 

The following section presents the problem statement to be explored in the study. 

 

1.3 PROBLEM STATEMENT 

 

From informal interviews, observations and research conducted for this research it 

appears that educators struggle to fulfil their community and pastoral role, and their 

citizenship as expected of them (Setlhare et al. 2016:18). The goal of the CSTL 

conceptual framework is that all schools may become inclusive centres of learning, 

care and support in order to realise the education rights of all children (DBE 

2010b:7). The CSTL conceptual framework identifies four problem areas in realising 

this goal, namely: 

 

 Many educators in South Africa lack the ability and motivation to provide the 

necessary care and support to learners. 
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 Academic achievement is the only performance indicator for the evaluation of 

the whole school and of educators’ performance. 

 Schools can be overwhelmed by the many learners in need of support with the 

result that these needs are not fulfilled effectively. 

 Constraints in respect of the personnel and staff members as well as 

interdepartmental challenges may impede the school community’s 

response to the needs of at-risk learners (DBE 2010b:7). 

 

Educators experience many challenges in their aim to render the necessary 

psychosocial support. A study by Mwoma and Pillay (2015:1 & 5) dealt with the 

psychosocial support intended for orphans and vulnerable children in seven 

primary schools in Soweto. The findings indicated that ineffective psychosocial 

support was being offered on grounds of numerous  challenges in the schools, such 

as the shortage of professionals to provide care and support services; too few 

educators trained in Life Orientation (L.O.); and little or no support from the parents 

or guardians of orphans and vulnerable children. The lack of knowledge and the skills 

of the educators in L.O. meant they were unable to provide the necessary 

psychosocial support to the vulnerable children. 

 

Taggart and Pillay (2011:229), in their study, emphasised the key role of educators 

to provide the necessary support to children. Schools are ideally positioned social 

organisations with the potential to reply to the needs of learners. However, the 

study posited that schools and educators may be challenged by the overwhelming 

load of the care needed, in addition to the prevailing challenges within the 

teaching profession. The educators may also be affected by the exceptional 

challenges which the learners from child-headed homes face and may even need 

support themselves. 

 

In their study, Mwoma and Pillay (2016:88) referred to challenges suffered by 

educators in providing educational support. The problems learners experience are 

often exacerbated if the  educators are incapable of identifying vulnerable children 

timeously for intervention. Challenges daunting educators regarding their support to 

the learners may include a lack of adequate time for individual attention to the 

affected learners. 
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Having to cover a curriculum within a specified period together with the great number 

of learners in need of individual attention are contributory factors to inadequate 

time for specialised attention (Mwoma & Pillay 2016:88). Many educators are 

therefore intolerant and indifferent towards vulnerable learners (Theron & Theron 

2014:299). 

 

Schoeman (2015) indicated that educators are often expected to go beyond their 

educational role by having to assume pastoral roles (RSA 2000). She pointed out that 

this is often a challenge for educators, for various reasons. Some reports emphasise 

that educators are not prepared for their pastoral role. Setlhare et al. (2016:19) 

reported that learners at under-resourced schools in South Africa face substantial 

psychosocial challenges that adversely affect both their wellbeing and that of their 

educators. Jefferis and Theron (2017:1) also refer to the predicament faced by the 

educators because of a lack of preparation for their pastoral role at pre-service and 

in-service training levels. A factor mentioned that may possibly cause the incapacity 

of educators to render psychosocial support is a lack of relevant pre-service 

training both in educational psychology and in community development (Donald, 

Lazarus & Lolwana 2002:19). 

 

In the light of the factors mentioned above, a number of research questions can be 

formulated, as indicated in section 1.4. 

 

1.4 RESEARCH QUESTIONS 

 

From the above, it logically follows that the study’s main research question is: 

 

 What are the daily lived experiences of educators in providing psychosocial 

care and support to learners in a disadvantaged setting in South Africa? 

 

The study identified the following sub-questions: 

 

 How do educators experience their community, citizenship and pastoral role in 
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rendering psychosocial care and support? 

 Given the fact that the community, citizenship and the pastoral role of 

educators are strongly associated with the concept of uBuntu (as pointed 

out), how do educators experience the principles of uBuntu in rendering 

psychosocial care and support to learners? 

 

1.5 PURPOSE OF THE STUDY 

 

From the above, the purpose of this study is to explore and obtain an in-depth 

understanding of educators’ lived experiences of their community, citizenship and 

pastoral role and the principles of uBuntu, with special reference to rendering 

psychosocial care and support to learners in a disadvantaged setting in South Africa. 

 

1.5.1 Aims of the study 

 

The aim of this study is to explore, describe and reach an in-depth understanding of 

educators’ lived experiences within a disadvantaged primary school in South-Africa in 

 

 rendering psychosocial care and support to their learners; 

 conducting their community, citizenship and pastoral role in line with the 

principles of uBuntu. 

 

1.5.2 Objectives of the study 

 

With the focus on a disadvantaged primary school setting, the objectives of this study 

are to: 

 

 create an awareness of educators’ experiences of their community, 

citizenship and pastoral role at school; 

 raise insight into how the values of uBuntu are incorporated or not 

incorporated in rendering psychosocial care and support to learners; and 

 make recommendations for the sustainable implementation of offering 

psychosocial care and support to learners. 
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The following section of the chapter briefly explains the research design and 

methodology to be followed in the study based on the problem statement, research 

questions, purpose and aims posed in the previous sections. 

 

1.6 RESEARCH DESIGN AND METHODOLOGY 

 

1.6.1 Research approach 

 

The study is aligned with a qualitative research approach. This is referred to by 

Nieuwenhuis (2007:51) as a ‘story’ model based on its setting in t h e  social 

sciences theory to bring forth new insights and an understanding of the 

everyday reality of educators’ experiences of psychosocial care and support; and 

of their community, citizenship and pastoral role, based on uBuntu principles. 

 

The study is of an emergent design. According to Creswell (2012:47), such a design 

is not permanent as impending changes exist as data are collected during the 

investigation. An emergent paradigm uses research findings as a means to formulate 

theory. Insight into the phenomenon fits with the study’s problem statement, aims 

and objectives. In this regard it is to empower educators and the schooling 

community to provide suitable care and support to all learners. 

 

The participating educators in this study should be able to shed light on how they 

experience rendering support to learners. Thus, the research relies on their views. 

The personal experiences will be shared firsthand by the participants in the 

qualitative study (Creswell 2012:17; Smith, Gidlow & Steel 2012:368). 

 

In the next sections the research design and sampling, as well as instruments for 

data collection and data analysis are explained briefly. 

 

1.6.2 Research design 

 

Creswell (2012:20) defines a research design as the specific procedures involved in 

the research process. It includes the collection and analysis of the data and the 

writing of the report. Okeke and Van Wyk (2015:165) regard a research design as the 
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framework or plan of action of how one is going to conduct the research. The main 

function of a specific research design is to inform the reader about the procedures 

that could ensure the validity and reliability of the findings in order to reach the 

research objectives as set out at the beginning of the study. 

This study uses a phenomenological case study design. A case study is defined as 

research that investigates a confined system (i.e., a case) over time in detail, 

engaging multiple sources of data set up in the location (McMillan & Schumacher 

2014:1). In this research the case will be one selected school within a 

disadvantaged context. It will involve primary school educators from grades one up 

to seven in the following phases and corresponding grades: 

 

 The foundation phase includes grades R to three. However, Grade R 

practitioners are excluded in the study because they are not qualified as 

educators as indicated by the Minimum Requirements for Teacher Education 

Qualifications Document (Department of Higher Education and Training 2015). 

 The intermediate phase, which includes grades 4 to 6. 

 The senior phase, which involves grade seven (in the primary school only). 

 

The study is also a phenomenology case study because it will describe the essential 

elements or the core of a lived experience (McMillan & Schumacher 2014:5). The 

above- mentioned phenomenological case study design to be used in the study 

corresponds with the emergent and interpretive qualitative stances to reveal the 

educators’ experiences as they render psychosocial care through their community, 

citizenship and pastoral roles. 

 

1.6.3 Sampling 

 

Sampling decisions include consideration of settings, people and activities to include 

in the data collection. As noted, the location of the phenomenological case study is a 

primary school within a disadvantaged community. The disadvantaged school is 

selected as the research site based on its classification as quintile one to three. In this 

study a quintile two school is selected because of its  physical  location,  which  is  

regarded  as  underdeveloped,  or  commonly referred to as a township; 
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 its poverty-ranking system which qualifies as quintile one to three, which 

requires not payment of school fees since the parents are mostly unemployed.  

 

Regarding the selection of participants, the sampling which is relevant to the study is 

purposeful sampling. This is explained by Maree (2007:79) as selecting specific 

participants (educators) who can provide the information needed for the study. 

Purposeful sampling allows the choice of small groups or individuals who are familiar 

and informed about the phenomenon being studied (McMillan & Schumacher 

2014:5). Purposeful sampling is combined with mixed sampling. Benoot, Hannes 

and Bilsen (2016:3) describe this type of sampling as a combination of two or more 

sampling approaches to skim off evidence that sufficiently respond to the purpose of 

the research study. This will be explained more fully in Chapter 4. 

 

The following section briefly explains the methods of data collection in the selected 

research design. 

 

1.6.4 Instrumentation and data collection techniques 

 

The following data collection tools are relevant to case study research and will 

therefore be used to collect the data in this study. 

 

1.6.4.1 Naïve sketches 

 

One open-ended question will be asked to which the participants can respond freely 

in writing. Such an open-ended question is useful in that it enables the researcher to 

establish what the participants think, know, believe, enjoy and abhor about the 

problem under investigation. The tool elicits flexibility not bound by limited possible 

responses since the educators can express authentic personal responses on the 

issues of the study (Tshuma & Mafa 2013:126). 

 

1.6.4.2 In-depth interviews 

 

In-depth interviews are defined as “purposeful conversations that use a general 

interview guide with a few selected topics and probes … should last for at least an 
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hour” (McMillan & Schumacher 2014:3). This is thus a data gathering method which 

involves discussions between a participant and the researcher. The researcher 

selects individuals with experience of a specific phenomenon. The purpose of the 

interview or discussion is of phenomenological relevance to the study as it aims at 

discovering the life experiences, thoughts, feelings and behaviour of the participants 

(the educators) about the support and care of disadvantaged learners (Okeke & Van 

Wyk 2015:340). 

 

1.6.4.3 Field notes 

 

The researcher will keep field notes from the start of the research until the end. 

Bailey (2013:113) mentions that field notes may consist of journal or diary entries 

that are made up of observations, detailed images, restated quotations and self-

reflections. 

 

1.6.4.4 Trustworthiness 

 

To enhance the trustworthiness (reliability and validity) of the qualitative data, 

triangulation is used. The triangulation of qualitative data is viewed as a cross 

validation between multiple data sources, data collection strategies, time periods, 

and theoretical patterns (McMillan & Schumacher 2014:7). Thus, data 

triangulation will utilise different methods to study one topic to form a comprehensive 

depiction of the phenomenon (Law, Halkiopoulus & Bryan-Zaykov 2010:2-13; Van 

Wyk 2010:15). 

 

In this study naïve sketches, in-depth interviews and field notes will be used. 

 

Member checking will also be employed to enhance validity. Member checking will be 

applied after the data analysis process and before the finalisation of the report to 

incorporate the participants’ comments into the final report. Harper and Cole 

(2012:510) regard member checking as an imperative quality control measure in 

qualitative research. It allows t h e  participants to review the statements they shared 

in the interviews. This measure is a validation technique before the final report, 

based on the analysed data. Member checking is meant to endorse the legitimacy of 
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the data collected from the participants (Creswell & Miller 2000:127; Seaman 

2013:49). 

 

In addition to the above, the following methods will be used to enhance the validity of 

the research: prolonged fieldwork; verbatim accounts; audio recorded interviews 

which are transcribed verbatim; and more than one researcher to analyse the data 

(McMillan & Schumacher 2010:319). More detail is provided in Chapter 4. 

 

In the next section the steps to analyse the data after its collection will be explained 

briefly. 

 

1.6.5 Data analysis and interpretation 

 

The data collected in the field through naïve sketches, field notes and interviews need 

to be interpreted to gain insight into the participants’ viewpoints. Qualitative data 

analysis is the variety of procedures that entails movement from qualitative data 

collected (the raw data), to a description or understanding of the participants and the 

situations explored (Lewins, Taylor & Gibbs 2010). Analysing qualitative data typically 

involves submerging oneself in the data to become acquainted with it, then 

observing patterns and themes, searching for various relationships between the data 

that help the researcher to understand what he /she  has, and  then visually 

displaying the information and writing up the report (Kawulich 2004:96). 

 

In this study, content analysis is key. Content analysis includes three different 

approaches namely: 

 

 conventional; 

 directed; or 

 summative. 

 

This study utilises conventional content analysis in which coded categories are 

generated directly from the collected and transcribed data (Hsieh & Shannon 2005). 

Coding is an analytical process where data such as qualitative interview transcripts 

are categorised to facilitate analysis. Coding applied is referred to as data 
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transformation. Open coding is more relevant to this study and includes labelling 

the relevant concepts, defining the concepts and thereafter developing appropriate 

categories based on their characteristics and features (Khandkar undated). 

 

The following section highlights the measures taken to ensure the research ethics of 

the investigation. 

 

 
1.7 ETHICAL CONSIDERATIONS 

 

Ethics is understood as principles of knowledge that deal with morality and values 

that guide a person or group’s behaviour (Donald, Lazarus & Moolla 2014:20). 

Mason (2002:202) refers to ethics as principles based on well-founded standards 

laid out in operations and protocols in government departments as well as in 

professional associations. 

 

It is the researcher’s responsibility to act ethically by 

 

 producing good quality research to advance knowledge; 

 respecting individual anonymity as well as confidentiality; 

 ensuring the informed consent of the participants; 

 maintaining transparency and accountability during the research; and 

 minimizing the risk to participants, and avoiding harm. 

 

In this research, I obtained ethical clearance from Unisa to provide evidence on 

paper of how I would protect and respect the rights and interests of the research 

participants (see Appendix B). Amongst others, I requested permission from the 

Gauteng DoE for the research (see Appendix A). The above-mentioned empirical 

research is significant within the South African context as is explained in the next 

section. 

 

1.8 SIGNIFICANCE OF THE STUDY 

 

The significance of the study is shown by the fact that The Scots College (2017) 
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indicated that pastoral care and the education of the whole child are increasingly 

linked to the academic achievement of scholars. However, the Gauteng DoE 

district office experienced an increase in referrals that are psychosocial in nature, as 

is indicated in the 2017 to 2018 first term statistics (Gauteng DoE 2017). This 

provides evidence of the psychosocial problems of learners who need care and 

support. Possible reasons for this increasing problem may include the following: 

 

 Parents are ignorant about the psychosocial needs of their children; barriers 

are possibly brought from home to school by parents who might be oblivious 

of measures to take to provide basic care and support at home. 

 Children from dysfunctional family backgrounds are prone to extreme 

emotional or behavioural difficulties and they are likely to exhibit problematic 

conduct in many ways at school (Kourkoutas & Giovazolias 2015:138). 

 School-based support teams are not well-established, or they are 

dysfunctional. 

 Educators do not implement policies and fulfil their seven roles, in particular 

as regards their community, citizenship and pastoral role (as indicated in 

section 1.3). Teaching different cultures may be a reason for the 

educators’ inability to identify with learners in need of psychosocial care 

and support since the South African schooling system constitute diverse 

multiple cultures. The preliminary literature study also indicates that 

educator training about psychosocial care and support is insufficient 

(Ebersöhn, Loots, Eloff & Ferreira 2015:2). The in-service training by 

means of workshops that are currently provided for educators may not be 

adequate to fully capacitate them to render psychosocial care and support 

(see section 1.3). 

 

The next section presents the key concepts of the study. 

 

1.9 DEFINITION OF THE CONCEPTS 

 

1.9.1 Educators 

 

Educators refer to adults who undertake the responsibility of educating learners at 
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school. In South Africa the concept teacher is also used. Thus, educator and teacher 

may be used interchangeably (Morgan 2009:4) although this research report uses 

‘educator’ consistently. The study focuses on the educator who is prominent to the 

role of pastoral care and psychosocial support in the learning site, i.e., the primary 

school in a disadvantaged setting. 

 
1.9.2 Community, citizenship and pastoral role 

 

The community, citizenship and the pastoral role of an educator is one of the seven 

collective roles of educators that include related competencies that are well-defined to 

outline what it means to be an able educator. The roles and capabilities must be 

incorporated into the teaching and learning programmes of educators. 

 

The community, citizenship and pastoral role, according to the Norms and Standards 

of Educators (RSA 2000), requires of the educator to endorse a critical, dedicated and 

moral approach towards encouraging a sense of respect and responsibility towards 

others. Educators need to maintain the Constitution and uphold the democratic ideals 

and moral duties in the schools and society. The educator within the school needs to 

demonstrate an ability to develop a supportive and empowering environment in 

response to the educational needs of both the learners and fellow educators. The role 

also promotes supportive relations with the parents or caregivers and significant 

others, as well as other stakeholders and organisations (Department of Higher 

Education and training 2015:58; Republic of South Africa 2000). 

 

1.9.3 Psychosocial support 

 

Psychosocial support is defined by Morgan (2009:8) as serving youngsters, families 

and communities to improve their psychological wellbeing. It is expressed through 

care and dutiful relationships that uphold consideration, tolerance and acceptance. 

 

Psychosocial care and support is provided consistently in response to the physical, 

emotional, mental and social needs of learners and educators, at home, at school 

and in the community (Inter-Agency Network for Education in Emergencies 2016:9; 

Morgan 2009:8). 
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Psychosocial support can lead to psychosocial wellbeing which is about the bond 

between the child, its family, the community and the society (social). It also relates to 

how learners feel about themselves (Morgan 2009:8). Effective psychosocial support 

could enhance a learner’s resilience, which is the capacity to recuperate rapidly 

from the debilitating effects of traumatic early experiences, or persevere in the face of 

stress without apparent significant negative psychological consequences 

(Lightfoot, Cole & Cole 2009). Psychosocial care and support could therefore 

enhance learners’ wellbeing to cope with crises in their lives. 

 

1.9.4 uBuntu 

 

UBuntu (Nguni language) can roughly be translated as human kindness or humanity 

to others. uBuntu generally seems to aim at the morals and principles that signify 

our ‘humanness’, including a valued community (Humanity’s Team South Africa 

undated). 

 

Letseka (2012:48) highlights uBuntu key elements understood as ‘motho ke motho ka 

batho’ (Sotho languages) and ‘umuntu ngumuntu ngabantu’ (Nguni). The Nguni word 

Ubuntu is derived from the prefix ‘ubu’- which signifies a process or state of perpetual 

becoming while the stem - ‘ntu’ refers to ‘human beings’, according to Mkhize (in 

Kubow & Min 2016:1-12). A combination of the prefix and stem symbolises an 

existence that is in ceaseless progress of becoming. The English translation 

denotes that a ‘human being is a human being because of other human beings’ 

(Letseka 2012:48) and equal to the idea of ‘humanity’ or ‘humanness’ (Kubow & Min 

2016:2). Mbigi (in Msila 2008:69) explains uBuntu as literally meaning, ‘I am 

because you are - I can only be a person through others’. 

 

Cilliers (2008:2) refers to the South African government’s White Paper on Welfare. 

In this paper he observes that uBuntu facilitates nation building, change and the 

reconstruction of society. 
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1.9.5 Learners 

 

The concept learners refer to all children attending school, irrespective of their age 

* (Morgan 2009:4). This study focuses on primary school learners in disadvantaged 

environments who need psychosocial care and support to be provided by the 

educator within a supportive school community 

 

A disadvantaged learner means the learner has deficiencies in the elementary means 

or circumstances thought to be required for a learner by the social order. 

Learners who are disadvantaged reside in poor environments and are inclined not to 

acquire a decent education or have sound living arrangements. The schools are 

disadvantaged in that they are deprived of some necessities including adequate 

buildings and sanitation, access to adequate infrastructure, medical facilities and 

suitable education (Edwards & Perumal 2017:4). Disadvantaged learners often 

experience barriers to learning. A barrier to learning is whatever stands in the way of 

a child being able to learn effectively. If disadvantaged learners are not supported, 

this can affect their wellbeing. Such vulnerable learners need support since they are 

exposed to various risks in their lives and are unable to cope in these situations 

(Mohlakwana 2013:11). 

 

1.9.6 Risk and protective factors 

 

Risk factors are issues, individual characteristics or ecological circumstances that 

increase the likelihood of undesirable results for the learners. They present at 

biological, psychological, family, community or cultural level (Lightfoot et al. 2009; 

Substance Abuse and Mental Health Services Administration [SAMHSA] 2018). In 

this study learners are at risk if the needs outlined in the nine priority areas (see 

section1.2), are not met by means of psychosocial care and support at school and 

may therefore result in poor outcomes in teaching and learning. 

 

Protective factors are elements that safeguard, support or toughen a child’s 

response to singular or many strains (Donald et al., 2002:222). Mampane (2010:8) 

refers to these factors as elements that improve the individuals’ responses to 

various difficulties. Protective factors lower the prospect of negative outcomes 
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(SAMHSA 2018). They include effective psychosocial care and support executed 

by the educators to develop and establish coping mechanisms in the learners’ lives. 

Such measures taken by the educators and the school community would serve as 

protective factors against learning barriers and other negative consequences. 

 

The following section outlines the study. 

 

1.10 CHAPTER OUTLINE 

 

The thesis comprises the following chapters: 

 

Chapter 1: Introduction, overview and statement of the problem 

Chapter one introduced the study which focuses on the educators’ experiences in 

rendering psychosocial care and support to learners in a disadvantaged South 

African primary school. In the chapter the research problem and questions were 

stated, the research design outlined, and important concepts defined. 

 

Chapter 2: Policies, principles and theories related to psychosocial care and support. 

Chapter two entails an explanation of policies in support of psychosocial care and 

support. Pastoral care is critically investigated, followed by an explanation of uBuntu 

principles with in  the context of this study.  Finally, Bronfenbrenner’s Bio-ecological 

Systems Theory is explained. 

 

Chapter 3: Empirical research results on the issue of learner psychosocial care and 

support. 

In this chapter, the relevant literature on the topic of psychosocial care, world-wide, 

in Africa and within the South African context, is critically reviewed. Vulnerable 

children, their care and support, as well as educator training to provide psychosocial 

support to the learners are also reviewed. 

 

Chapter 4: Research design and data collection. 

Chapter four explains the qualitative research approach and design which are used 

in this study. Ethical measures taken as well as the means to ensure trustworthiness 

are described. Data collection methods as well as data analysis are presented. 
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Chapter 5: Findings and discussion of the findings. 

Chapter five reports in the research findings and presents a critical discussion of the 

findings in the light of the theoretical framework of the study. 

 
Chapter 6: Conclusions, recommendations and limitations of the study. 

Chapter six addresses the conclusions, recommendations and limitations of the 

study. 

 

1.11 SUMMARY 

 

In this chapter, I introduced the study and presented the background to the 

investigation. I stated the problem which focuses on the educators’ lived experiences 

of rendering psychosocial care and support, which is embodied in the educators’ 

community, citizenship and pastoral role. The problem statement was further clarified 

by means of research questions, as well as the purpose, aims and objectives of the 

study. The research design and methodology were summarised, and some 

information was given regarding data collection and data analysis. Ethical principles 

were also discussed briefly. I listed and defined all the key concepts relevant to the 

study. Finally, a synopsis of the six chapters of the study plan was outlined. 

 

In the next chapter, the  policy documents and framework regarding pastoral care 

are critically reviewed. 
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CHAPTER TWO 

POLICIES, PRINCIPLES AND THEORIES RELATED TO PSYCHOSOCIAL CARE 

AND SUPPORT 

 

2. 1  INTRODUCTION 

 

In Chapter 1 the study was introduced. 

 

In this chapter (Chapter 2), the focus is on relevant policies and principles, as well as 

on the conceptual and the theoretical framework of the study, namely the educators’ 

experiences in rendering psychosocial support to learners. In this chapter I explore 

the issue of pastoral care; relevant documents related to pastoral care; facets of 

pastoral care; and the relationship between uBuntu and pastoral care. Finally, I 

discuss the school environment based on Bronfenbrenner’s Ecological Systems 

Theory. In the theory layers of influences are identified which affect the development 

of the learner. 

 

2.2 PASTORAL CARE 

 

In section 1.9.2 it was indicated that the educator should assume a community, 

citizenship and pastoral role as his/her responsibility. It was also mentioned that the 

educator’s pastoral role required of him/her to acquire a dedicated, moral and 

respectful approach towards others. Pastoral care requires emotional and spiritual 

support in all nations and cultures. Through pastoral care educators support learners 

in their discomfort, hurt and apprehension as well as in their achievements and 

delights (Anonymous 2017:1). 

 

Pastoral care is behaviour which should be completely incorporated in the teaching 

and learning in the classroom as well as in the structural organisation of a school. Its 

aims should be to improve the individual welfare and academic needs of both t h e  

learners and t h e  educators (Cross & Lester 2014:1). 

 

Numerous policy documents exist related to the pastoral care of learners in 

schools in South Africa. These documents are explained in the next section. 
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2.2.1 Policy documents and their relationship to the pastoral care of learners 

 

The policy goals of the DBE (2017a:6) refer to the challenges learners face, and the 

need to provide the learners, educators, school support staff and officials with a safe 

and protective education environment to improve the efficiency, quality and output 

of the system. This links well with the following: 

 

 enabling policies and an environment for effective policy implementation; 

 peer education programmes; as well as 

 the care and support of vulnerable learners and educators (DBE 2017a:6). 

 

School communities can serve as places of care and support to their vulnerable 

members (Ebersöhn 2011:3). It was therefore necessary for South Africa to 

formulate policies to improve the school environment for all learners, including and in 

particular for those learners who are orphaned and who are rendered vulnerable in 

disadvantaged settings (Khanare & De Lange 2017:1). The education system at 

school is the main organisation of skilled persons who interrelate with the learners. 

In various ways this indicates that schools are well-positioned as a basis of care 

and support for helpless children. However, the support and protection of children in 

disadvantaged schools are frequently seriously challenged, and also under-resourced 

(Skovdal & Campbell 2015:3). 

 

Mentz and Barrett (2011:34) stated the following, “ In 1994 South Africa became a 

democracy and a new era commenced. New policies were developed as a frame of 

reference.” The policy guidelines for the inclusive psychosocial care and support of 

learners are reflected in South Africa’s Constitution as a departure point (Khanare & 

De Lange 2017:1; Mentz & Barrett 2011:34; Skovdal & Campbell 2015:178). 

 

2.2.1.1 The Constitution of the Republic of South Africa 

 

T h e  Constitution of the Republic of South Africa of 1996 incited the transitioning 

of South Africa to a society based on democratic values, social justice and 

fundamental human rights (Edwards & Perumal 2017:1). In this regard, constitution 

refers to the constituents of the Republic of South Africa [RSA] (Constitution of the 
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Republic of South Africa, Act No. 200 of 1993). The Constitution of the RSA stipulated 

that all South Africans have the right to basic education (Mentz & Barrett 2011:34). 

Churr (2015:2405) furthermore explains that education as a basic human right 

endorses economic and social well-being. Since section 29 of the Bill of Rights in 

the Constitution assures the right to basic education, it is obligatory for the state 

to safeguard, respect, validate and realise the right to education. The ultimate means 

to honour the mandatory duty is to obey the codes of practice which were approved 

by government and resulted in policies which needed to be implemented (Churr 

2015:2405). Section 29 constitutes a set of education rights, referred to as hybrid 

rights because: 

 

 section 29 (1) characterises the social and monetary side; while 

 sections 29 (2) and (3) are branded as public and civil rights. 

 

The following sections present the rules and procedures to regulate t h e  policy 

development and implementation related to the issue of educators’ rendering 

psychosocial care and support to learners. 

 

2.2.1.2 Education White Paper 6 

 

The Education White Paper 6 is the basis of the overall support to learners (DBE 

2014:1). An extract from the policy states that,  

 

The education and training system should uphold education for all 

and initiate the development of comprehensive supportive centres 

of learning that would enable all learners to partake actively in 

the education process, so that that they could develop and extend 

their potential and participate as equal members of society (DoE 

2001:5). 

 

The Education White Paper 6 indicates the importance of: 

 

 identifying and valuing learner diversity; 

 accepting that all learners can learn and need support; 
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 capacitating educators  to  deal  with  a  wide  range  of  learning needs  of  a  psychosocial nature; 

 increasing participation of learners in learning institutions; 

 meeting  the  needs  of  all  learners  by  education  structures  and  systems 

 (Engelbrecht, Nel, Nel & Tlale 2015:1; Mentz & Barrett 2011:34). 

 

In addition, the DoE (2001) White Paper on Education 6 highlights the role of the 

SMT to identify learner needs. Some of the duties are listed below.  

 

The SMT should: 

 

 acknowledge the importance of schooling for all by practicing psychosocial 

care and support skilfully; 

 promote the school as an inclusive centre of learning, care and support; 

 develop policies and practices to project the philosophy of the school as a 

fully inclusive learning centre for care and support; 

 generate  a  safe  and  welcoming  school  atmosphere  for  the  schooling 

community such as the learners with their parents and families; 

 safeguard support programmes for teaching and learning; 

 allow  time  for  educators  to  participate  in  care  and  support  programmes 

including institution-level support team activities (Mentz & Barrett 2011:36). 

 

Skovdal and Campbell (2015:178) bring to attention universal initiatives to boost 

schools and educators to implement more inclusive practices, namely caring, child- 

friendly or health- promoting school cultures. The active engagement with school- 

based welfare services lead to schools as centres of support. 

 

Policy discourse serves as guideline to manage learner schooling embodied in the 

teaching and learning practice, making psychosocial care and support possible in a 

disadvantaged setting. This is addressed in the next section. 

 

2.2.1.3 Policy on Screening Identification Assessment Support (SIAS) 

 

This section presents the policy on the Screening, Identification, Assessment and 

Support (SIAS) process in the RSA (DBE 2014). The policy intends to guide the 
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degree of support essential in classrooms to enhance learners’ partaking in learning. 

T h e  SIAS is meant to offer a framework for processes in order to develop support 

programmes that educators can implement with learners in need of psychosocial care 

and support. The main focus of the SIAS policy is to achieve and support teaching 

and learning for learners with obstacles to learning in Grades R-12 in the RSA 

school system (DBE 2014:11& 14). 

 

The SIAS policy was published by the Minister of Basic Education, Mrs. Angie 

Motshekga, on the 19th of December 2014 in the notice No. 1044 National Education 

Policy Act, 1996 (Act no. 27 of 1996) (DBE 2014:11). Minister Motshekga 

consulted with the Council of Education Ministers in terms of sections 3(4) (i), (o) 

and (p) of the National Education Policy Act, 1996 (No. 27 of 1996) read in 

juxtaposition with sections 5(1), (2), (6), (8) and (9) and sections 12 (4) and (5) of 

the South African Schools Act, 1996 (Act No. 84 of 1996); and the National 

Education Policy Act, Act no. 27 of 1996 (DBE 2014:2).The SIAS policy is aligned 

with the Integrated School Health Policy for the early identification of learners’ 

needs at all stages for Intervention, if needed (DBE 2014:11). The SIAS policy 

document intends to justify and standardise admissions and support services and 

needs to be read alongside certain policy documents, as indicated in Table 2.1. 

 

Table 2.1 Policies and their relevance to the SIAS policy document 

 

Policies Relevance to SIAS 

 The Constitution of South  

 Africa (Act no. 108 of 1996) 

 Relevance outlined in section 2.2.1.1 

 The South African Schools  

 Act (Act no. 84 of 1999) 

 Relevance explored in section 2.2.1.4 

 Education White Paper no. 6 

on Special Needs Education: 

Building an Inclusive  

 Education and Training  

 System  (DoE 2001:5) 

 Relevance pointed out in section 2.2.1.2 



26  

 The Children’s Act no.  38  of 

2005 (RSA 2006) 

 Fundamental right based on the child’s best 

interest in all matters concerning the child  

 (Equal Education Law Centre [EELC] 2016:1). 

 Integrated School Health  

 Policy (ISHP 2012) 

 The ISHP is executed within the CSTL  

 framework used by the DBE to adhere to all  

 care and support initiatives in 

  schools including school health services; 

school health services focus on safeguarding 

services delivered to learners in disadvantaged 

schools. 

 The implementation of the ISHP programme   

 done within the child’s rights approach;  

 ensure exposure of all learners beginning in  

 most disadvantaged schools (ISHP  2012: 3,   

 10 &11; South Africa yearbook 2015/16:145). 

 The CSTL Programmes 2008- 

2018 (Smart 2015:5 & 14). 

 Mainstreaming of psychosocial support  

 reference made to SIAS process to provide  

 for the needs of all learners. CSTL policy 

discourse meant to improve the rights of 

learners to education. The framework utilised to 

design and adopt plans that will respond to 

needs of vulnerable learners (Smart 2015:5 & 

14). 

 School Nutrition Policy 

(Department of Higher 

Education and Training 2015) 

 Relevance noted in awareness of the problem  

 in the report in section 1.2. 

 The National School Nutrition Programme  

 should provide for all learners in  

 disadvantaged contexts. The programme has 

 already in 2012 reached millions of learners 

 in primary schools in quintiles one to three 

 and secondary schools in quintile one (South  

 African Human Rights Commission [SAHRC] 

2012:41). 
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 Minimum Uniform Norms and 

Standards for Public School 

Infrastructure (Department of 

Higher Education and  

 Training 2015) 

 Referred to in section 1.2 – related to 

providing infrastructure, water and sanitation 

together with safety and protection. The first 

version manual on school infrastructure safety 

and security guidelines (DBE 2017b:i)  

 anchored on Maslow’s hierarchy of needs 

specifically the second level, i.e., safety  

 and security. Some learners need shelter, 

water, food and sleep and would be extremely 

vulnerable.  The  DBE  should  provide safe 

education facilities and protect the dignity of the 

learner (DBE 2017b:1) 

  

The policy framework explains the place and level of support needed for the 

psychosocial care and support of the learner. The educator assumes the role of the 

provider of care and support.  

 

The next policy explains this role. 

 

2.2.1.4 The South African Schools Act (SASA) 

 

Within the context of a constitutional democracy as underlined in The Constitution 

of South Africa, the principles of equality and social justice are represented through 

the South African Schools Act (SASA) (Edwards & Perumal 2017:1). The SASA 

1996 (Act no. 84 of 1996) no. 17579 of 15 November 1996, schedule 2, is an 

amendment of the Educators’ Employment Act 1994, Section 63. The Act refers to 

any person who teaches, educates or trains other persons or provides professional 

therapeutic educational services, including professional therapy at any school, 

technical college or educational institution, or assists in rendering professional 

services. 

 

According to Edwards and Perumal (2017:1), the Act sets out policies and practices 

intended to redress past injustices and to support the rights of learners, educators 

and parents. Du Plessis (2013:78 & 79) agrees with other authors who previously 
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reported that this policy document indicates that public schools must enrol all 

learners and respond to their educational needs without discrimination. The SASA 

thus alerts us to the fact that all children have equal rights to education that befits 

their needs. This considers the fact that there are learners who cannot learn 

effectively because of disadvantaged contexts that could be related to needs of a 

psychosocial nature that places them at risk. 

 

Zafar, Kgobe, Napo and Parker (2005:6) pointed to the fact that there existed limited 

awareness in communities in respect of educational status and socio-economic 

rights.  Their study recommended improving public awareness. The relevance of the 

study is the notion that education departments at national and local level (school 

level) need to drive the awareness. The advocacy needs to point to the significance of 

access to proper education and support services to provide learner care, for 

example, by means of the fee exemption policy for schools situated in poverty- 

stricken areas. 

 

Education is being offered to all learners in terms of the above-mentioned Act. The 

professional educator provides a specialist service. The educator underwent higher 

education and training. He/she thus obtained a qualification to provide the required 

services, as explained in the next section. 

 

2.2.1.5 Minimum Requirements for Teacher Education Qualifications (MRTEQ) 

 

A policy framework informs the study programme for teachers which is used by 

higher education institutions to regulate and implement a qualification in the 

education training sector. The Norms and Standards of Educators (RSA 2000) serves 

as a prelude to the minimum requirements for teacher education qualifications 

(MRTEQ) (Department of Higher Education and Training 2015; Kwatubana & 

Bosch 2019:1). This document clearly specifies the integrated role of an educator 

and forms the basis to higher education teacher training. It is meant to legalise and 

order the sector’s qualification programmes in all institutions in South Africa. The 

policy on MRTEQ replaces the Norms and Standards for Educators, based on a 

National Review of Teacher Education Qualifications. 
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Botman (2016:48) refers to the policy on the restructuring of teacher education. The 

training of educators is guided by the policy of the Department of Higher Education and 

Training (2015:7). This policy refers to teaching and learning as a necessity for 

elementary interaction between a learner and an educator and the effectiveness of the 

interaction is enabled by the psychosocial care and support rendered to the learner, 

among others. The policy indicates that newly qualified educators should be able to 

practice effective pastoral care (Botman 2016:59; Department of Higher Education and 

Training 2015:7; Schoeman 2015:119). 

 

Appendix A of the MRTEQ (Department of Higher Education and Training 2015:60) 

elaborates on the collective roles of teachers in a school, understood as the daily 

duties of all educators at any given school. Seven roles are presented for proficient 

practice. According to these roles an educator needs to be a specialist in a phase, 

subject discipline or practice; 

 

 an interpreter and designer of learning programmes and materials; 

 a scholar, researcher and lifelong learner to improve expertise; 

 an assessor; and most importantly  

 a leader who democratically supports learners and his/her colleagues, with 

receptiveness to changing conditions and to the needs of learners in a 

disadvantaged setting; and 

 a learning mediator who is sensitive to the varied needs of learners who are in 

need of care and support. 

 

The last-mentioned two roles point to the educator’s community, citizenship and 

pastoral roles. The educator needs to accept the obligation with sensitivity and 

responsibility; he/she has to develop a supportive and enabling environment for the 

learner; be responsive to the educational needs of the learners and fellow 

educators; as well as cultivate helpful relationships with parents and other 

stakeholders. 

 

The above-mentioned community, citizenship and pastoral role i s  subdivided into 

competencies of which the practical and the reflexive competencies are most 

important to this study. Practical competence is related to the educator’s ability to 
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provide psychosocial care and support to learners within a disadvantaged context 

(RSA 2000:15). The community, citizenship and pastoral roles’ practical competence 

can be demonstrated in the following ways. The educator should be able to: 

 develop life-skills, work-skills, a serious attitude and a healthy lifestyle in 

the learners; 

 display an appreciation of people of diverse values, practices and cultures; 

 respond to current social and educational problems such as violence, drug 

abuse, poverty, child and woman abuse with psychosocial care and support; 

 gain  access to  and  network  with  other  services  to  deal  with  HIV/AIDS  

and environmental degradation to render psychosocial care and support; 

 counsel and/or teach learners with social or learning problems; 

 demonstrate caring and ethical professional behaviour for the protecting of 

children and the development of the whole person (RSA 2000:17-18). 

 

The reflexive competence is related to the capacity to assimilate or connect 

performances and decisions. The reflexive competence identified in the community, 

citizenship and pastoral role implies that the educator should be able to 

 

 distinguish and mediate suitable interventions to cope with learning and other 

psychosocial difficulties; 

 reflect on moral issues in belief, political affairs, human rights and the 

environment; 

 reflect on ways to maintain environmentally responsible approaches to the 

community and local development; 

 adjust programmes to uphold consciousness of citizenship and human rights 

in line with the Constitution (RSA 2000:18). 

 

All these roles need to be achieved by every educator in all subjects or learning areas. 

The Norms and Standards for Teacher Education of 1997 and 2000 offer the basis for 

what is expected from a capable educator in the above-mentioned seven roles 

(Botman 2016:55). 

 

The following sections further explore facets of pastoral care. 
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2.2.2 Facets of pastoral care 

 

Regardless of the requirements of a pastoral and caregiving role, how educators 

comprehend their role in terms of pastoral care, as well as their preparedness and 

inclination to engage in this role, continue to be a challenge (Ogina 2010:2). The 

Scots College (2017) describes pastoral care as behaviour that aims to develop and 

facilitate the welfare of each learner in school. It aims to nurture the setting and the 

values that enrich the holistic development of every learner. 

 

Although Marland’s (1974) work is not new, the views expressed in the publication is 

still relevant for this study. Marland (1974:10) saw pastoral care as the dominant 

mission of the school, and it needs to be established through pastoral role structures. 

This led to the development of the schools’ pastoral work, as well as of current 

literature on pastoral care. Marland (1974:12) characterised pastoral work as 

development of the whole learner through quality teaching, guidance and care. 

Pastoral care means that the school’s attention needs to be: 

 

 sensitive; 

 earnest; 

 humane; 

 effective; and 

 truthful and detailed. 

 

If schools adhere to the above, it means that they are pastorally organised. To this 

end, the school structure for teaching and learning should have a pastoral 

framework internally, or at least, alongside it. 

 

The pastoral care concept in the Schoeman (2015:121) study relates to the 

knowledge of fostering care or of serving people. Case studies attest to educators 

informally taking on caring roles that extend further than their formal educational role. 

For instance, in rendering psychosocial care and support in the context of HIV and 

poverty, school educators have been observed to provide lay counselling to troubled 

learners, even offering food and protection, and often using their own limited means 

(Skovdal & Campbell 2015:4). 
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Schoeman (2015:121) indicates that pastoral care is closely linked to the academic 

curriculum and organisation of the school. It: 

 

 promotes  personal  and  social  development  through  quality  teaching  and 

learning; 

 impacts on the nature of relationships amongst learners, educators and other 

adults; 

 calls for the monitoring of learners’ overall progress; 

 needs personal and social, as well as specific pastoral and support systems; 

 impacts on extra-curricular activities and the school ethos. 

 

Bradley and Butler (2017:39) mentioned pastoral care as a school-based 

intervention encompassed in guidance and counselling being provided to learners 

individually, in groups or as a whole-school approach. 

 

Kyriacou (2015:430) outlines the pastoral care in schools w i t h in the context of 

social pedagogy as the responsibility of a reliable and caring grownup who helps, 

supports and permits learners to meet the demands they face in life so that they 

may be better able to learn and to lead fulfilling and satiating lives. Typical educator 

activities essential in social pedagogy to offer pastoral care include: 

 

 mentoring; 

 offering advice and direct help; 

 liaising with others and offering encouragement; and 

 facilitating social activities to boost personal development, social engagement 

and wellbeing. 

 

Some of the key values educators need to acquire include caring for, educating, 

socialising with and empowering children (Kyriacou 2015:430). Within the South 

African context, in consideration of the MRTEQ and the needs-focused model 

postulated by Best (2014), the educator needs to: 

 

 provide support as an ethical duty to children – this is referred to as ‘ethic of 

care’ by Skovdal and Campbell (2015:178); and 
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 perform their professional duty in loco parentis - the educator should therefore 

tell, guide, support, help and counsel learners (Department of Higher 

Education and Training 2015). 

 

The training of educators for their pastoral role should aim to facilitate their acquiring 

of the knowledge, skills, beliefs and values for future use in their pastoral care 

duties. According to Schoeman (2015:129), this implies the need to develop the 

educator’s moral and professional duty. Therefore, the pastoral curriculum content 

found in any subject should encompass the personal and social development of 

the learner. In addition, the pastoral role of the educator should be developed and 

monitored through self-awareness, as well as self-criticism and self-discipline, 

referred to as ‘pastoral care regulation’. The before-mentioned factors may support 

the educators to fulfil their pastoral care roles effectively (Best 1990:14 & 15; Best 

2002:4 & 13). 

 

Shaper and Streatfield (2012:65) reported on the views of librarians in the United 

Kingdom in respect of what they considered as important in their interaction with 

learners. Three key aspects were, namely supporting learning; conserving a safe 

environment; and also outstanding care. These are interlinked to the following three 

pastoral role techniques used by school librarians to develop learners socially, 

namely 

 

 interacting with learners on their level; 

 encouraging the librarian’s social role in the school; and 

 focusing on the pastoral needs of individual learners (Shaper & Streatfield 

2012:65). 

 

The authors emphasised the importance of pastoral casework on an individual basis in 

response to a learner’s difficulties (which may be psycho-emotional, moral or spiritual); 

practical and protective pastoral care; and the care of an organised supportive 

environment built through extra-curricular activities, the hidden curriculum of 

supportive systems and positive associations between all members (Shaper & 

Streatfield 2012:66). 
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In South African schools, pastoral care continues to be position-oriented, as well as 

related to notions of support, advice and honest guidance. However, pastoral care in 

this context is usually detached from and opposite to academic learning (Best 

2014:183; Kyriacou 2015; Schoeman 2015:119-120 & 130; Shaper & Streatfield 

2012; Tucker 2015:3). The next discussion explains the impact of gender on pastoral 

care. 

 

2.2.3 The impact of gender on pastoral care 

 

O’Connor (2006:122-123) found that teaching has always been considered a caring 

profession in relation to schools or early childhood centres. Therefore, care is duly 

qualified as justly part of the workload of educators, in an endorsement of 

sentiments expressed by Hjalmarsson and Löfdahl (2014). Added to this, Mariskind 

(2014:306) investigated the way in which care was conceived as gendered in the 

literature and in narratives of teaching staff from New Zealand universities. It was 

found that educational care was viewed as gendered, with teaching traditionally seen 

as women’s work involving nurturing and care. Gender- conceptualised meaning 

implies the societal and social creation of gender roles or gendered identities or bias. 

 

Gender refers to the social abilities commonly seen to be male or female in a 

particular context (Mariskind 2014:306). 

 

Views on masculinity and femininity exist where ‘masculine’ is elevated with status 

and power and with better socio-economic value, in comparison to ‘feminine’. Table 

2.2 lists categories  as  masculine  or feminine,  according to  Cox and  James  (in 

Mariskind 2014): 

 

Table 2:2 Dualistic categories adapted from Cox and James (Mariskind 2014). 

Masculine Feminine 

 Society  Family 

 Work  Domesticity 

 Production  Reproduction 

 Culture  Nature 
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 Outer  Inner 

 Impersonal  Personal 

 

 

According to Table 2.2, the masculine category characterises males as impartial and 

unrestricted figures in the broader society. In the work-sphere male outputs are on 

production and manufacturing. Females are perceived as nurturing children and 

executing domestic tasks and are also confined to the family as opposed to the 

society. Women’s roles are thus related to nurturing and caring and thus conforms 

more to the pastoral role of educators than the male roles. 

 

In line with the above, other researchers also conceive male roles as being 

independent, ambitious, competitive, objective, and rational, demonstrating good 

leadership and decision-making skills. Hjalmarsson and Löfdahl (2014:289) argue 

that gender divisions endorse male educators with dominance, whereas female 

educators are seen as being naturally nurturing and caring (Mariskind 2014:307). 

Thus, care is linked to b e i n g  feminine and maternal (Hjalmarsson & Löfdahl 

2014:289; Lahelma, Lappalainen, Palmu & Pehkonen 2014:300). Thus, some male 

educators may have difficulty in providing pastoral care to learners. 

 

A research study was conducted in the Western Cape which highlighted educators’ 

experiences of their work (Hoffman, Sayed & Badroodien 2016). These researchers 

investigated how race, gender and class formed educators’ identifications with their 

duty. This study was conducted at no-fee schools with educators being 

predominately African black women. The participants stressed their pastoral care-

work as being central to their conceptualisation of what it is to be a professional 

teacher. 

 

Regarding the gender pastoral role in early childhood development, pre-primary and 

basic teaching is perceived as the practice of care-work as defined by Folbre 

(2006:186), namely as caring for dependent others, for example young kids, which 

is naturally done by females, and inspired by sentiments of adoration. Stevens 

(2017:1) reported that during the 2016 academic year, 85% of educators working in 

primary and nursery school settings were female. An ordinary primary school or early 
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development centre with l e s s  than nine full-time teachers was unlikely to 

comprise even one male member. It seemed that men intuitively recognised 

teaching, especially in the primary school and early school years, as an occupation 

suitable to females. Men seemed to link the role of early childhood education to 

nurturing and caring traits which are stereotypically related to women. 

Mallozzi and Galman (2014:262) also reflected on the fact that historically, the 

teaching of young kids was framed as a natural female skill. This could lead to an 

over-generalisation of the role of males versus females in early childhood support and 

education. The study provided a different perception of how male and female 

careworkers construct and orient themselves in relation to masculinity and femininity. 

 

In the United States context, the authors Mahalik, Morray, Coonerty-Femiano, 

Ludlow, Slattery and Smiler (2005:417) found an emphasis on teaching as 

appropriate for females, due to its compatibility with marriage, children, and some 

family responsibilities. In addition, teaching duties are seen as is in line with the 

view of feminine qualities of nurturance and caring (Mallozzi & Galman 2014:263). 

 

Stevens (2017:2) pointed out that boys who are in their primary school years do not 

see men standing in front of them in their classrooms. At the time of their career 

choice they do not find role models in their fathers, brothers or male friends working 

or trained as educators. As a result, they did not consider teaching as a career. 

Their pastoral role on boys was mostly absent (Stevens 2017:2). However, there may 

be contextual factors in the biographical background of learners for positive male 

role models, such as a lack of or the total absence of a decent father figure, The 

need for male pastoral care where the educator can offer psychosocial support to 

male learners in a disadvantaged context is therefore significant. 

 

The next section addresses the issue of teaching versus care. 

 

2.2.4 Teaching versus care 

 

Lahelma et al. (2014:294) were struck by the consistent finding in their data regarding 

educators’ uncertainty over whether they should focus on teaching or on pastoral 

care. Furthermore, on analysing the views of educators in lower secondary school, 
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the division between teaching and care seemed to be more pronounced in the 

reflections of vocational educators. The concepts education, upbringing, teaching, 

training, care-work and caring about students were found to be complex and 

situation-bound. In their article the researchers used the term education in its broad 

meaning, encompassing teaching as facilitating curriculum and training 

competencies as well as care-work or caring for learners. 

 

Govender (2011:16), after examining the legal implications of duty and care with 

regard to educators, concluded that when the learner enters the school gates, 

parents/guardians are in effect assuming and agreeing to allow the educators and 

other staff members to act in loco parentis, meaning ‘in the place of a parent’. The 

statement clearly signifies that educators in loco parentis, have a legal role to protect 

and care for the learners under their supervision. The educators’ duties extend 

beyond teaching to ensure the educational and general welfare of learners in their 

charge. This comprises ensuring the learners’ physical and mental health at all times 

(Govender 2011:16). 

 

The views expressed by Noddings (1984:24 & 25) several years ago are still 

important. According to this view, care-work or caring implies face-to-face interaction 

where one person looks after another. This ‘caring about’ is related to emotional 

involvement with and responsibility for troubled young people. When interviews were 

conducted with Finnish teachers by Lahelma et al. (2014:294), such caring was 

seen as an obligation by both male and female educators. 

 

In a discussion on the changing nature of educators’ work implying a move away 

from teaching as central to the profession, Nordänger (in Hjalmarsson & Löfdahl 

2014:280) suggests that caring for and showing interest in learners is the very 

foundation of teaching and learning. The study proceeded from the basis that care is 

part of the educators’ work, and aspects of care are created in the  interaction 

between the educator as care-giver, and the learner as the cared for. The importance 

of training to facilitate knowledge and skills to care can therefore not be over-

emphasised. 

 

In conclusion, care is assumed as an everyday human action embarked on both 
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privately and in public spheres that support the personal wellbeing of others. Care 

needs to be understood as socio-political practice. It is essential that both males and 

females are similarly involved in care. In some instances, reference is also made to 

communal and political caring described as caring-as-activism (Hjalmarsson & 

Löfdahl 2014: 280; Lahelma et al. 2014:294; Mallozzi &  Galman  2014:262; Mariskind 

2014:308-309). 

 

In the next discussion the principle of uBuntu is explored in relation to pastoral care. 

 

2.2.5 The relationship between uBuntu and pastoral care 

 

2.2.5.1 Characteristics of uBuntu 

 

Pastoral care must activate the resources of the total community in caring for the 

needs of others. In the domain of teaching and learning, learners are often in need of 

psychosocial care and support. Pastoral care is linked to the community from an 

outlook of actual collective care. This care stresses that all individuals are related to 

one another and should experience a sense of belonging. According to the concept 

of uBuntu, it is accepted that a person is a person through other people (Tapiwa & 

Lartey 2017:2). 

 

Chisale (2018:1) refers to uBuntu as care and deconstructs the gendered uBuntu. In 

this way the concept is seen as identical with care ethics for both men and women. 

However, the notion of uBuntu as gendered was noted by Metz (in Chisale 2018:1) 

who conducted a study on this issue in Kwa Zulu- Natal. The author referred to 

numerous researchers who published on uBuntu and who embraced an uBuntu 

philosophy that imposed patriarchy in African groups. Some research highlights 

uBuntu as a two-pronged principle that sanctions women advocating for equality and 

human dignity, on the one hand; while oppressively perpetuating masculine ability 

with patriarchal values, on the other hand (Chisale 2018:1). Chisale (2018:1) lists 

numerous researchers who believe that uBuntu in a caregiving context is regarded 

as feminine. The gender inclusiveness of uBuntu in caregiving is concealed. Instead, 

care is assumed to be ethic, visible more in women than in men. I argue that 

uBuntu is important for both genders in the South African society for the following 
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reasons: 

 

 uBuntu serves the value basis of the constitution of the RSA (RSA 

1996:1243). 

 It is documented in the Bill of Responsibilities (2011:1) established in 

collaboration with the National Religious Leaders Forum; and provides an 

outline of values found in the philosophy of the post-1994 South Africa. The 

Bill of Responsibilities is the ethos, vision and nature that schools are 

managed by, and encourages the spirit of giving and contributing, of duty, 

accountability, and responsibility, of respect and decency, of tolerance and 

understanding, of integrity and loyalty, and kindness and compassion. 

 uBuntu is taken up in the preamble of the 2011 White Paper on Southern 

African Foreign Policy which includes the philosophy of uBuntu (White paper 

on Southern African Foreign Policy 2011:4). 

 South Africa is a multicultural and multiracial country that embraces the 

concept of uBuntu as a way of defining who we are and how we relate to 

others. Our humanity is confirmed when we uphold the humanity of others. It 

has played a role in the shaping of a South African national realisation and in 

the  process  of  its  democratisation  and  nation-building  (Humanity’s  Team 

South Africa undated:1). 

 The uBuntu guiding principles promote psychosocial support in the following 

ways: uBuntu promotes self-worth, reverence and compassion; inter-

relationships and joint assistance (Ross 2014:14). 

 

Kubow and Min (2016:1) posit an additional principle of uBuntu, defined as an 

organising principle in African morality with a unifying vision, a spiritual foundation, 

and a social ethic for guiding interactions. These uBuntu interactions manifest 

through indigenous practices such as conflict management, the protection of 

orphans, mutuality and social welfare, as well as through a jurisprudential problem-

solving technique that enhances connection between science, technology and 

society, using practices like healing justice (Kubow & Min 2016:1). 

 

Khomba (2011:127 & 128), in an attempt to explain uBuntu as African philosophy, 

says it can be defined as the ability of an African in his/her culture to express care, 
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self-respect and humankind. The uBuntu values can be of benefit to communities 

since they refer to doing things together. Communities should be generous, 

hospitable and friendly, with a caring compassion for one another (Mahaye 2018:14; 

Msila 2008:70). 

Luschei (2016:91) translates uBuntu to Spanish by introducing the concept 

‘convivencia’ into his wordlist. The concept is used to imagine humanist education 

globally as living with others. Luschei (2016:98) discusses the concept of 

‘convivencia’ or living with others in relation to active respect for others, unity, fairness 

and impartiality. Abdi (2015:1) shared his humanist African philosophy of uBuntu 

common in Sub-Saharan Africa in particular – he validated the philosophy based 

on the fulfilment of one’s own humanity on condition that uBuntu is based on the 

simple saying of ‘I am because you are’, as previously noted. 

 

The uBuntu philosophy is commonly embraced by black South Africans. The 

value places the stress on respect for human beings, human dignity and human life, 

on collective sharing, obedience, humility, solidarity, caring, hospitality, and on 

knowledge inter-dependence and communalism (Swart & Phasha 2011:243). Msila 

(2008) also states that uBuntu is African humanism that would require of educators the 

following: 

 

 giving donations; 

 being empathetic; 

 maintaining support; 

 being sensitive to the needs of others; 

 acting with deference; 

 being concerned about others; and 

 acting with patience and kindness. 

 

uBuntu expresses societal interdependence among people and a boundless 

rootedness in a communal base. It is in accordance with the values implied in the 

Constitution of the Republic of South Africa (Msila 2008:70). It infers a collaborative 

ethic in which our humanity is shaped by our interaction with others, as everybody 

is seen as co-dependent (Letseka 2012:48). uBuntu i s  s e e n  a s  humaneness, 

personhood and morality. The principle is a humanistic orientation towards fellow 
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beings. It implies that educators should develop and embrace the key values of 

group solidarity, compassion, respect and human dignity. According to Letseka 

(2012:48), educators who embrace uBuntu will also encompass ethical standards 

such as the following: 

 self-sacrifice; 

 kind-heartedness; 

 open-handedness; 

 care; 

 goodwill; and 

 politeness and reverence, with a concern for others. 

 

The next discussion further clarifies uBuntu in South African schools. 

 

2.2.5.2 uBuntu in South African schools 

 

My study focuses on educators’ experiences in rendering psychosocial care and 

support  in  accordance  with  their  community,  citizenship  and  pastoral  role  (see 

section 2.2.1.5). This competence illuminates the humane element of an educator in 

relation to uBuntu. This study is aligned to the notion that the educator rendering 

psychosocial care and support would possess a sense of uBuntu principles which 

are then practiced in the school community. 

 

According to Letseka (2012:47-48), South Africa’s educational policy framework 

places great value on uBuntu conceived as human dignity. It is vital that the 

education system inculcate uBuntu-oriented traits and dispositions in learners. This 

would include educators and learners who embrace the constitutional values of non- 

racialism, non-sexism, non-discrimination, and respect for freedom, human rights 

and dignity. 

 

According to Le Grange (2011:56), the post-apartheid curriculum policy in South Africa 

mandates that both indigenous knowledge and environmental concerns be integrated 

into all school learning areas/subjects. Two aspects are important: 

 

 One of the principles on which the National Curriculum Statement for Further 
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Education and Training is based, is valuing indigenous knowledge systems 

(DoE 2003:1 & 4). 

 Another principle is the promotion of human rights, inclusivity, environmental 

and social justice, as also pinpointed by the DoE (Le Grange 2011:56). The 

former principle is elaborated on as follows: Indigenous knowledge systems 

within the South African context refer to a body of knowledge embedded 

in African philosophical thinking and social practices. The uBuntu concept 

is interpreted within a context of humane relations, where one’s being is 

closed associated with another (Chibvongodze 2016:157). uBuntu 

comprises a morality of compassion, communalism and concern for the 

interests of others. 

 

Le Grange (2011:56) referred to values integrated in the General Education and 

Training band and the Further Education and Training band. He also believes that 

uBuntu is equivalent to human dignity and this is one central feature of the post-

apartheid curriculum framework, intended to reinstate solid values which were abused 

during the past colonial and apartheid era. The uBuntu values derived from the 

South African Constitution can facilitate the provision of psychosocial care and 

support to learners. This can lead to the kind of learner who would be motivated by 

these values, and who will act in the interests of society based on respect for 

democracy, equality, human dignity, life and social justice. The curriculum seeks to 

create a lifelong learner who is confident and independent, literate, numerate, multi-

skilled, compassionate, respectful towards the environment and with the ability to 

participate in society as a critical and active citizen (DoE in Le Grange 2011:56). 

 

Patel (2013:204) refers to uBuntu through the association with social development 

intended at the advancement of reconciliation and the healing of violated human 

rights. uBuntu is in line with support for the disadvantaged and the least powerful in 

society, such as learners in disadvantaged settings. Educators have an important 

role to play in terms of pastoral care and support for learners in a disadvantaged 

African primary school,  classified as quintile three (Hall & Giese 2008/2009:3). 

uBuntu is a key value of the practice of social development towards human dignity 

through respect and protection (RSA 1996). Human dignity is central in the 

Constitution and is regarded as a basis for justice and peace (Patel 2013:224). 
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Quan-Baffour (2017:239) focused on the application of uBuntu in acts of sharing, love, 

respect, cooperation and support; and as a teaching approach to prompt support and 

collaboration among learners. The reciprocal relation evinced in class may promote 

peer support among learners and serve as encouragement to practice uBuntu. 

However, Maphalala’s (2017:10237) narrative illuminated the dearth of uBuntu values 

incorporated into modern education systems. This is in spite of the fact that the uBuntu 

philosophy can help educators to manage classrooms effectively, as it inspires working 

together amongst individuals in various situations. This stance is supported by 

Muwanga-Zake (2009:7). The uBuntu philosophy has not yet been integrated into 

education systems globally, and particularly in South Africa (Maphalala 2017:10237). 

Through uBuntu in the classroom educators can create a favourable learning 

environment; manage classrooms better, as well as create and maintain an effective 

teaching and learning environment which is supportive of all learners. Thus, Waghid, 

Waghid and Waghid (2018:1) believe educators could use the concepts of uBuntu 

(human interdependence) and ukama (relationality) to come up with relevant solutions 

for societal and educational concerns. Educators’ and learners’ abilities to think, 

reason, disagree, speak, listen and be listened to are essential in building and 

rebuilding understanding. Practical uBuntu demands that learners engage with others 

in a space of openness with respect for others’ points of view. 

 

Bialostocka (2017:2) conducted a study in three state primary schools in Kunene, in 

the north-western region of Namibia. The research aimed to understand the peoples’ 

lived experiences with multi-culturalism in the educational setting. Data collection was 

d o n e  by means of observations in classrooms, studying the natural behavior of 

educators and learners; focus group discussions with learners; and in-depth interviews 

with educators and principals to understand individual perspectives and experiences. 

The study considered the multicultural character of the Namibian context regarding 

religion. To bridge the multicultural gap, uBuntu as an African concept was found 

significant for ethical teaching (Bialostocka 2017:2). This approach was particularly 

important as it enabled the educators and learners to share experiences and views 

without being judged. 

 

uBuntu also relates to assessment practices in class. Beets (2011:1) stated that 
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morality and ethics in the South African classroom could be increased through uBuntu. 

He (2011:1) suggested the infusion of uBuntu principles in assessment practices to 

offer a framework that entrenches and strengthens morality and ethics in South African 

school assessment practices. Assessment practices need to reflect the importance of 

a caring relationship. The study concluded that the infusion of uBuntu into teaching 

enriches both teaching and learning in the interest of each learner (Beets 2011:14). 

 

In summary, uBuntu signifies a ‘care’ ethic in society in particular in the school 

community of learners, educators and parents. This ecological system, which 

influences the development of the learner, is explored in the next section. 

 

2.3 THEORETICAL FRAMEWORK: THE BIO-ECOLOGICAL SYSTEMS 

 THEORY 

 

2.3.1 Bronfenbrenner’s Bio-ecological Systems Theory 

 

The Bio-ecological Systems Theory was designed by Bronfenbrenner. He placed a 

person at the centre. In the case of this study the singular being is the learner with 

his/her cognitive, motivational, emotional and volitional competencies (Mischo 

2014:118). 

 

Bronfenbrenner (1999:4) investigated the role of the environment in shaping human 

development through the course of life. His model is called the Bio-ecological 

Systems Theory.  

 

The following topics are addressed in this section (Bronfenbrenner 1999:4): 

 

 the properties of the bio-ecological model; 

 the micro-system; 

 the meso-system; 

 the exo-system; 

 the macro-system; and 

 the chrono-system. 
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2.3.1.1 The properties of the bio-ecological model 

 

In his theory, Bronfenbrenner (1999:4) presented a critical distinction between the 

concepts environment and process. This led to two proposals that specify the defining 

properties of the bio-ecological model. 

 

First proposition: Human development happens through processes of increasingly 

more complex reciprocal interaction between active, developing bio-psychological 

human beings and other people, items and symbols in their direct or indirect external 

environment. Their effect is noticeable when contact is regular over extended 

periods of time. Lasting forms of interaction in the direct environment are called 

proximal processes,  e.g. those of the parent with a child, or a learner with another 

learner during shared action and in a group (Bronfenbrenner 1994:38; 

Bronfenbrenner 1999:5). 

 

Second proposition: The form, power, content and direction of the above-mentioned 

proximal processes affect the development of the human being (e.g., the child). Both 

propositions are interdependent and occur simultaneously (Bronfenbrenner 

1994:38; Bronfenbrenner 1995:620 & 621; Bronfenbrenner 1999:5; Bronfenbrenner 

& Morris 2006:796). 

 

The bio-ecological properties are noteworthy and distinctive for development if 

 

 the person engages in activity/activities; 

 the activities happen regularly; 

 the activities take place long enough to be increasingly complex; 

 the proximal processes are initiated with response in both directions 

(Bronfenbrenner 1999:5). 

 

In Bronfenbrenner and Morris (2006:795 & 796) and Bronfenbrenner (1995:622) it is 

mentioned that the bio-ecological model of human development is made up of 

four defining properties, namely process, person, context and time, as follows: 

 

 Process involves forms of interaction between the learner and the 
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environment, called the proximal processes, involving immediate face-to-face 

settings in social contexts which are active over time. These are t h e  

primary factors regarding human development. The influence of t h e  

primary factors on development is assumed to differ as a function of the 

characteristics of the developing person and of the people in the direct 

social environment (Bronfenbrenner 1997:296; Bronfenbrenner & Morris 

2006:795; Krishnan 2010:7). The process can, for example, be protective or 

preventative. These processes are key issues with regard to the 

development of the learners. They are therefore significant for my study 

aimed at the psychosocial care and support of learners and how educators 

experience the care they offer to the learners 

 

 The person (people) refers to the family, caregivers or peers, and is greatly 

influenced by the characteristics of the before- mentioned, as well as of the 

child/learner (Krishnan 2010:6). According to Bronfenbrenner and Morris 

(2006:795-796), the characteristics of the people shape the course of future 

development since they affect the direction and power of proximal processes. 

 

A person is characterised by the following three factors: 

 

(i) Dispositions, i.e. t he  natural qualities of a person’s character that can set 

proximal processes in motion in a developmental domain and which 

continues to sustain their operation. 

(ii) Bio-ecological resources, that includes the learners’ or the educators’ 

ability, experience, knowledge and skills for the effective functioning of t h e  

proximal processes at any stage of the learner’s development. 

(iii) Demands in the social environment that can facilitate or discourage 

reactions that can foster or disrupt the operation of the proximal processes. 

 

The above- mentioned three-person characteristics are functional in the first micro-

system level, which is explained in section 2.3.2.1. The features explained impact 

on the effect of psychosocial care and support rendered by t h e  educators to the 

learners at school. 
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 Context is presented as the third component of the bio-ecological model. 

Krishnan (2010:7) regarded it as the most important component in the 

psychosocial care and support of learners. It is thus important in my 

study. Context refers to all the several sites that can modify proximal 

processes, in particular the environments in which the learner is in 

continuous interaction with others. These environments can be physical, 

social or economic. Interaction with objects and symbols in the environment 

contributes towards the development of proximal processes (Krishnan 

2010:7). 

 

Regarding this study, Bronfenbrenner and Morris (2006:796) point out that proximal 

processes in a context are negatively impacted on by hectic schedules or instability 

and chaos in the primary settings, for instance in school classrooms. The primary 

settings serve as places where human competence and the characters of learners 

are shaped. Primary settings include the home (family); places of child care; schools; 

peer groups, and the neighbourhood. The immediate context, which is the focus 

of this study, is that of disadvantaged learners with socio-economic, physical and 

systemic barriers. 

 

 Time is the fourth component which incorporates aspects like chronological 

age, as well as the duration and nature of recurring events (Krishnan 2010:9). 

 

These factors impact on the development of learners such as on those in need of 

psychosocial care and support. According to Bronfenbrenner and Morris (2006:796), 

time is placed at three consecutive levels namely: 

 

(i) micro-time, which refers to continuity versus discontinuity in prevailing 

occurrences of proximal processes; 

(ii) meso-time, which points to the period of experiences across longer time 

intermissions, such as days and weeks; and 

(iii) macro-time, which is based on changing expectations and events in the larger 

society that affect and are impacted on by processes and outcomes of 

human development over a lifespan. 
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Regarding this study, time is a factor that affects the impact of the educator on the 

learner, for example with regard to how much time educators are able to render for the 

pastoral care and support of learners. Krishnan (2010:5) stated that a child’s 

development is formed by wide-ranging systems of the child’s environment together 

with interrelationships among the systems. However, for greatest impact, a significant 

amount of time is needed. 

 

The Bio-ecological Systems Theory was used by Khanare and De Lange (2017:1) as 

a basis of how vulnerable, rural school children experience care and support 

w i t h in the school context. W h e n  such learners are at school, the institution 

becomes the critical place for support and care, especially in the absence of a 

parent. The school fills the gap by nurturing, supporting and protecting the children 

during their education. 

 

A number of researchers place the support for both the learners and the educators in 

the innermost level or structure at school (Nel, Tlale, Engelbrecht & Nel 2016:3). 

The learners’ lack of support by adults, for instance the educators or other school 

staff at this early stage, poses a great disadvantage. This is exacerbated if the 

educator is also not supported by other structures like the DBST and departmental 

officials or specialist professionals. The result is a negative impact on the 

development of the learner (Nel et al. 2016:3). 

 

The following discussion focuses on the nested aspects of the Bio-ecological Theory. 

 

2.3.2  Nested or networked systems 

 

According to Bronfenbrenner (1979:3), the ecological environment of an individual is 

perceived as a set of nested systems ranging from micro to macro and chrono 

systems. Each system is within the other, and this forms concentric circles 

(Bronfenbrenner 1979:3; Paquette & Ryan 2001:1; Pollard 2014:188). However, 

Neal and Neal (2013:723) refer to Bronfenbrenner’s ecological systems as social 

‘networks’ instead of nested systems. They viewed the ecological system as an 

overlapping arrangement of structures, each directly or indirectly connected to the 

others by the social interactions of the participants, and should thus be understood 
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as networked and non-nested, according to them (Neal & Neal 2013:723). 

However, in this study, I use the concept nested systems in line with 

Bronfenbrenner’s own terminology. 

 

Because of its simplicity, logic and practical usefulness, this study makes use of 

Bronfenbrenner’s theory. In line with this theory the systems are explained in sections 

2.3.2.1 to 2.3.2.5 as the micro-, meso-, exo-, macro- and chrono- systems. The focus 

is on how the environment of the disadvantaged learner impacts on his or her 

development and how educators can function to impact on the learner’s development. 

Ultimately the study aims to explain how educators experience their required 

supportive role. 

 

2.3.2.1 The micro-system 

 

The first, innermost level of the Bronfenbrenner nested levels, are micro-systems 

which are settings where the individual, for example the learner or the educator in 

the disadvantaged setting, plays a direct role, has personal experiences and has 

individual social interactions with others (Bronfenbrenner 1979:7; Neal & Neal 

2013:725). The learners’ role in the classroom is to learn through social contact with 

the educator who should render psychosocial care and support. 

 

The above shows that the micro-system is the level nearest to the learners and 

comprises structures with which they have direct contact. The layer constitutes the 

ordered activities, social roles and personal relationships of the developing person 

(learner) in a face-to-face setting with physical, social and symbolic features. These 

characteristics suggest, allow, or hinder actions in continued, progressively more 

complex interaction with the immediate environment (Bronfenbrenner 1994:39). 

Examples of structures in the micro-system are the family, educators, peer group 

members, t h e  neighbouring community and the workplace (Bronfenbrenner 

1979:22; Burns, Warmbold-Brann & Zaslofsky 2015:250; Christensen 2016:22; 

Paquette & Ryan 2001:1; Pollard 2014:188). It is an arrangement of actions 

experienced by the developing child in its closest location. Thus, this is the setting to 

which the individual learner belongs. The possible proximal interactions are 

identified as close, face-to- face interactions which are mostly constant social 
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relations found at three levels: the home; school classroom and playgrounds; and 

peer groups (Donald et al. 2014:64). 

 

The characteristics of a learner in need of care and support in a field-dependent 

environment are highlighted by several authors (Lemmer, Meier & Van Wyk 2012: 

89) as follows: 

Firstly, the learners in question need to relate with t h e i r  peers who thrive when 

in the midst of others with an awareness of others’ feelings and opinions. 

 

Secondly, the most important relations in the classroom are personal relationships 

with the educator, who is seen as a role- model with warm feelings expressed or 

shared in support of the learner. 

 

Thirdly, the instructional relationship between the educator and the learner in need 

could involve guidance and ro l e  m ode l l i n g  by the educator, rewards to 

strengthen the relationship, and motivation of the learner to work alongside with the 

educator (Lemmer et al. 2012:89). 

 

The above-mentioned interactions between the single learner and agents from 

different outside organisations are termed proximal processes and are the main 

actions to influence human development, according to Bronfenbrenner and Morris (in 

Swart & Pettipher 2011:10 &11). Forms of interactions between the developing 

individual and people, and entities, as well as codes in the direct environment need to 

be continual and become multifaceted (Burns et al. 2015:250; Christensen 2016:22; 

Paquette & Ryan 2001:1; Swart & Pettipher 2011:10-11). 

 

The next system is the meso-system. 

 

2.3.2.2 The meso-system 

 

A meso-system includes the interrelations between two or more systems in which the 

developing person (learner) actively takes part in, for instance, relations at home, at 

school, and in the peer group of the neighbourhood. A meso-system is therefore a 

system of micro-systems. It is moulded or extended whenever the developing person 
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moves into new surroundings (Bronfenbrenner 1979:25). 

 

In the context of my study the meso-system involves the connections and processes 

taking place between two or more settings containing the emerging person, namely 

the learner (Bronfenbrenner 1994:40). Neal and Neal (2013:725) state that the 

meso-systems within which micro-systems are nested include interactions between 

two of the focal individuals’ settings. Examples would include a meeting between a 

parent (in the family setting) and an educator (in the school setting), about the 

psychosocial or scholastic issues of the learner. The meeting presents social 

interaction between members of the learner’s family micro-system and his/her school 

micro-system (Neal & Neal 2013:725). Other examples include interaction between 

the learner’s school and his/her church; as well as interaction between the learner’s 

family and his/her peers. It comprises shared relationships between micro-system 

situations. For example, what transpires at school impacts on what ensues at home 

and vice versa (Dolgin 2011:46).  Other associations between two or more micro 

systems also impact on the developing person, for example the relations between the 

home and peers (Pollard 2014:189). 

 

The next system is the exo-system. 

 

2.3.2.3 The exo-system 

 

An exo-system refers to one or more settings that do not involve the developing 

person as an active participant, but in which actions happen, that impact or are 

influenced by what happens in the setting where the developing person resides 

(Bronfenbrenner 1979:25). The exo-system encompasses the links and processes 

taking place between two or more settings, at least one of which does not involve the 

developing person (Bronfenbrenner 1994:40). One example is of a 

learner’s/educator’s direct experience in policy formulation and implementation, even 

though the same individual does not have a say in educational policies that influence 

the learner’s school and classroom experiences (Neal & Neal 2013:725). 

 

This layer outlines the larger social system which the learner does not occupy 

directly (Paquette & Ryan 2001:1). This level signifies more remote linkages 
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between the individual learners with a social setting. The learner does not play an 

active role in this environment. Examples of the exo-system include the following: 

 

 the extended family; 

 legal services; 

 community organisations and services; 

 characteristics of the neighbourhood; 

 transportation facilities; 

 relations between the school and the local community; and 

 factors which determine with whom and how the child spends his/her time.  

 

Decisions  made  at  the  exo-systemic  level  may  have  an  effect  on  learning  and 

teaching (Bronfenbrenner 1977:280; Bronfenbrenner 1979:25; Christensen 2016:23; 

Dolgin 2011:46). The macro-system is explained next. 

 

2.3.2.4 The macro-system 

 

The macro-system refers to regularities in the formula of lower level systems, i.e. 

t h e  micro-, meso- and exo-systems, that occur or could happen at the level of the 

sub-culture or the culture, along with any belief systems primary to such 

consistencies (Bronfenbrenner 1979:26). The macro-system refers to institutional 

patterns of culture, such as the economy, customs, bodies of knowledge, sub-

cultures with reference to the belief systems (e.g., uBuntu), material resources, 

lifestyles, opportunity structures, risks and life course options that are entrenched in 

each of the broader systems. Macro-systems may be thought of as societal blueprints 

for a particular culture (Bronfenbrenner 1994:40). 

 

This delineates the general collective culture in which people belong to, seen as the 

before last layer, followed only by the chrono-system (Paquette & Ryan 2001:2). 

Christensen (2016:23) pinpoints factors like 

 

 the cultural context of both emerging and developed countries; and 

 socio-economic factors, such as poverty. 
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The last layer which is discussed next is the chrono-system. 

 

2.3.2.5 The chrono-system 

 

The chrono-system encompasses the dimensions of time as it relates to the child’s 

environment (Paquette & Ryan 2001:2). A chrono-system embraces change or the 

consistency over time of the characteristics of the person and the environment in 

which that person lives. Examples include changes over the life-course in family 

structure, socio-economic status, employment, place of residence, or the degree of 

preoccupation and ability in everyday life. Elements within this system can be of a 

physiological nature, e.g. changes that occur with the aging of the learner and the 

educator (Bronfenbrenner 1994:40). 

 

This study focuses on t h e  educators’ experiences of their pastoral role at school. 

The learners at school are influenced by all the bio-ecological systems explained 

above, specifically by the educator at the micro-system level. The timely psychosocial 

care and support rendered by the educator can impact on the learner at the earliest 

time at the noted level of vulnerability for the disadvantaged learner. It is imperative 

to acknowledge the time when the learners need psychosocial care and support 

taking note of the learners’ level of maturity. 

 

Applying an ecological systems approach to CSTL forms the baseline of this study 

that highlights the need for effective interventions at intrapersonal, interpersonal,  

community, institutional and societal levels, as part of a comprehensive approach to 

addressing the multiple manifestations of learner vulnerability (DBE 2010b:16). 

 

2.4  SUMMARY 

 

In chapter 2 I presented policy documents and their relationship to the pastoral care of 

learners. These documents included the Constitution of the Republic of South Africa, 

Education White Paper 6; as well as the SIAS, SASA and MRTEQ documents. Facets 

of pastoral care were explained. The focus was on gender related issues, and on 

teaching versus care. The relationship between uBuntu and pastoral care was 

explored. To this end I explained the characteristics of uBuntu, and uBuntu in South 
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African schools. Finally, the conceptual framework of the study was explored, namely 

Bronfenbrenner’s Bio-ecological Systems Theory. I explained the properties of the bio-

ecological model, as well as the different nested systems, which are the micro-system, 

the meso-system, the exo-system, the macro-system and the chrono-system. 

 

 

The next chapter presents empirical results related to educators’ experience of 

rendering psychosocial care and support to learners. 
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CHAPTER THREE 

EDUCATORS AND THE PSYCHOSOCIAL CARE AND SUPPORT OF LEARNERS 

 

3.1 INTRODUCTION 

 

In the previous chapter (Chapter 2) I reviewed literature on the policy frameworks that 

informed the educators’ role with regard to the psychosocial care and support of 

learners. I also explained the conceptual framework of this study, namely the Bio- 

ecological Systems Theory. 

 

In this chapter (Chapter 3), I review literature on vulnerable children in Southern Africa, 

their psychosocial care and support, also in schools, and early childhood services. I 

also discuss the need for educator training. Finally, I appraise educators’ training at 

pre-service and in-service levels, including the curriculum. 

 

3.2 PSYCHOSOCIAL CARE AND THE SUPPORT OF LEARNERS 

 

3.2.1 Vulnerable children in Southern Africa and challenges for educators 

 

In Africa in many areas the demand for psychosocial support for learners continues to 

grow in response to the increasing numbers of orphaned children on grounds of the 

HIV/AIDS pandemic. These orphans face various challenges and in most cases they 

lack access to the provision of basic psychological services necessary for their survival 

and mental well-being (Chitiyo, Chitiyo & Chitiyo 2016:465). In Southern Africa in 

particular, reports on the role of the education sector to provide care and support to 

orphans and vulnerable children illustrate how the HIV and AIDS epidemic has spread, 

leading to a growing number of orphans (Open Society Initiative for Southern Africa 

[OSISA] 2012:3). Many of these children are already impoverished before they even 

become orphans. Although the schools are supposed to provide support to the 

children, they often cannot address the needs of the vulnerable children. Moreover, 

many educators are unable to explain the extent of the neglect of the learners in their 

classrooms (OSISA 2012:3). 
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With regard to caring for vulnerable learners, the researchers Jordans, Tol, Komproe, 

Susanty, Vallipuram, Ntamatumba, Lasuba and De Jong (2010:10) noted challenges in 

the care model as follows: 

 

 Firstly, schools did not reach non-schooling children. For example, research 

showed that in Indonesia a specific vulnerable group of children dropped out 

of school and were thus not reached for intervention and support. 

 Secondly, a care-package approach, even with non-specialised para-

professionals, may be difficult to implement with limited financial resources. A 

cost analysis was needed to inform notions of feasibility in resource poor 

settings. 

 Thirdly, a common risk is related to the principle of cultural sensitivity. Careful 

attention needs to be paid to the utilisation of such a model where 

interventions and implementation are contextualised. 

 Fourthly, to be sustainable, the system of care is dependent on the level of 

integration with existing systems of care. Stand-alone care-packages cause 

fragmentation and competition with other equivalent care systems for funding 

and technical support. As opposed to stand-alone care, integrating care into 

existing community and government programmes ensures a broader outreach. 

 Fifthly, the care model lacked specific links with other sectors, like peace- 

building programmes (Jordans et al. 2010:10). 

 

Eswatini is rated among the countries with the highest prevalence of HIV cases 

( Motsa & Morojele 2017:8085). Efforts to provide care and support to vulnerable and 

orphaned learners in Eswatini were reported (OSISA 2012:55). Seemingly, Eswatini 

has made good progress to provide opportunities for care and support for vulnerable 

learners in schools. Schools as centres of care and support for vulnerable learners 

became institutionalized across the education sector based on an education sector 

policy - the policy strengthened efforts to target interventions to care, to protect and 

support the vulnerable learners in need of such psychosocial care (Glaxo Smith Kline 

2011:1). The education sector policy established life skills education as a compulsory 

component of the national curriculum. It also aimed for guidance and counselling 

functions in schools to be reinforced and extended (OSISA 2012:55). In addition, 

vulnerable learners at school needed to be routinely monitored, and schools needed to 



57  

respond to the orphaned and vulnerable learners’ needs. The education sector policy 

also strove to protect learners from all forms of sexual abuse in schools (OSISA 

2012:56). 

 

Motsa and Morojele (2017:8085) reported on a study that explored the experiences of 

vulnerable children aged between 11 and 15 years in Eswatini. The participants were 

termed vulnerable due to being affected by HIV and AIDS, in addition to being poor. 

Three categories of vulnerable learners were orphans, children living in child-headed 

households and those from poverty-stricken families. Educators in Eswatini failed to 

understand the vulnerable learners’ different circumstances, and as a result these 

learners were marginalised and stigmatised. The term Orphaned and Vulnerable 

Children in Eswatini schools exacerbated divisions among learners because the 

affected regarded the label as discriminatory. Like most vulnerable children in Africa 

they faced difficulties that impacted on their school experiences (Braithwaite, Djima & 

Pickmans 2013:18). Often these learners could not afford school uniforms or pay 

school fees even though they had an Orphaned and Vulnerable Children grant. 

Furthermore, some of the vulnerable learners did not have the means to access the 

fund (Motsa & Morejele 2017:8086). Nordviert (2010:237) noted that vulnerable 

children in Eswatini schools were punished for their non-payment of school fees and 

for not completing their homework. 

 

Motsa’s and Morojele’s (2017:8092) study indicated that educators had misconceived 

ideas about vulnerability and the livelihood of vulnerable children. Some educators 

mistreated the vulnerable learners because they expected even from them to adhere to 

the educators’ expectations regarding school tasks like studying and doing homework. 

If the vulnerable learners failed to meet their expectations, the educators assumed that 

they were lazy and irresponsible. Thus, the educators reacted by ridiculing, scolding or 

punishing the learners. At the same time other learners had negative perceptions of 

vulnerable learners and of their vulnerability. Thus, the school experiences of the 

vulnerable learners were negative (Judson 2006:239; Lekule 2014:152 & 158). Sukati 

(2013:2) focused on vulnerable children in terms of school entry, particularly those 

from rural areas with a late start at school in Eswatini. Often their parents and 

guardians kept them at home to tend to t h e  cattle or to do household chores. 

Thus they often failed at school, and were mocked by their peers. Khumalo (in 
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Motsa & Morojele 2017:8087) also found that vulnerable children absconded to low 

payment informal work in the cities, for example the washing of cars or ferrying 

wares. Such chores had to contest with learning time. Another aspect that impacted 

negatively on vulnerable children’s schooling experience is the way they travelled to 

school. Most vulnerable children lived in rural areas and had to go long distances to 

school on foot because they could not afford transport fees. Moreover, they were 

often hungry. Affordability of schools in their context was linked to their economic 

status (Motsa & Morejele 2017:8087; Sukati 2013:2). 

 

Odetoyinbo (2011:21 & 22) reported on the development of a sustainable educational 

strategy for orphans and vulnerable children in Nigeria. These children attended 

school irregularly, or were often absent or late for school. The reasons given ranged 

from having to do various tasks in the morning related to subsistence farming, and 

tiredness at school because of physically strenuous household chores, such as 

fetching water from far away (Odetoyinbo 2011:21 & 22). In Nigeria vulnerable 

learners were often mistreated by educators. Harsh punishment was meted out for 

these learners for coming late or for the non-payment of school fees. The educators 

believed that vulnerable learners did not do their homework because they lacked 

commitment and were therefore unsupportive of them. This resulted in the learners’ 

resentment of school (Motsa & Morojele 2017:80). 

 

Conflict significantly affected children’s psychosocial wellbeing and development. For 

example, Syrian children were affected by conflict that included dislocation, exposure 

to violence, family separation, the scarcity of food and water, and having to witness the 

killing of family members. Such children exhibited an inability to function effectively on 

a daily basis (Kirollos, Anning, Fylkesnes & Denselow 2018:28). The children and their 

families experienced a wide range of mental health and psychosocial problems. In the 

absence of immediate danger, the children’s experiences were exacerbated by the 

after-effects of conflict-creating situations that had a bearing on their mental health and 

psychosocial wellbeing (Kirollos et al. 2018:28; Mattingly 2017:5). These challenges 

needed to be addressed by educators. 

 

Lekule (2014:IV) conducted a study in Tanzania on vulnerable children aged under 18 

years of age whose lives were challenged by socio-economic factors such as abject 
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poverty, them being orphaned and also child abandonment, among others. The 

participants in the study included five school principals, 45 educators and 26 learners 

from five schools. The study found that the vulnerable children identified themselves 

as victims. They struggled daily with feelings of hopelessness in the company of their 

educators and fellow learners (Lekule 2014:152 & 158; Motsa & Morojele 2017:8086). 

Their educators experienced challenges that included the following: 

 

 difficult working conditions which incapacitated the educators; 

 their inability to deal with the learners’ traumatic stress experiences and to 

meet their needs; 

 the absence of government support and school policies to regulate how 

vulnerable children should be supported at school; 

 the poor physical environment of the schools; 

 a lack of parental transparency about the level of the learners’ vulnerability; and 

 poor parent/guardian involvement. 

 

The lack of parental involvement caused educators to be despondent. Park and 

Holloway (2018:11) noted the following challenges that this presented: 

 

 the lack of opportunities to exchange views and to share ideas; 

 disciplinary issues caused by poor role models which the learners displayed in 

the classroom; 

 a culture of academic failure in schools presented as a norm by vulnerable 

children; 

 a lack of motivation due to learners who were hungry, sick, or too weak to 

sustain their motivation to learn. The strain this caused that the educators 

needed to work overtime to address the obstacles to learning (Lekule 2014: 

152 &158; Park & Holloway 2013:4 & 11; Park & Holloway 2018:11). 

 

Robson and Sylvester (2007:266) indicated in a study that was conducted in Zambia 

the learners’ and educators’ perceptions of the impact of the HIV/AIDS epidemic on 

children. The study was done in both government and community schools in the 

Copperbelt district. The investigation made use of focus groups and interviews, as well 

as questionnaires. The learners were from grades 4 to 8. The research pointed out 
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that HIV/AIDS issues were seldom discussed, leaving children vulnerable. The main 

finding was that the Ministry of Education was challenged to provide basic education 

to all, as well as to build schools, supportive of these learners (Robson & Sylvester 

2007:269). The support needed which was not given included flexible learning 

opportunities for the learners, access to health and life skills, as well as relevant 

counselling and emotional support. 

 

In another study that was conducted in Zimbabwe, Boler and Carroll (2003:7) reported 

that the rigid timetables of the schools made learning difficult for several children 

affected by HIV and AIDS because they could not learn well within the given 

timeframe. A number of educational responses that the children needed were 

summarised as 

 

 open and distance learning; 

 a school feeding scheme; 

 an educational approach that involved educators who offered psychosocial 

care  and support to the vulnerable learners.  

 

The educators in the study viewed their boundaries of responsibility as ending in the 

classroom. However, the educators needed to be available to vulnerable learners at all 

times to prevent them from lagging behind. The learning material also needed to draw 

from existing distance education and face-to-face classroom lesson plans (Boler & 

Carroll 2003:7). 

 

OSISA (2012:2), in collaboration with the Open Society Foundation Education Support 

Programme funded a multi-sectoral study to care and support orphans and vulnerable 

children in schools in two countries severely affected by HIV and AIDS, namely 

Lesotho and Eswatini. The four cases described by the initiatives each pioneered an 

approach to care and support for the vulnerable learners within the schools. Common 

factors that were reported included the wide variety of needs for the support of not only 

the vulnerable children but also for the whole community. In addition, schools were 

found to be poor: the educators were overworked and demotivated. In addition, the 

surrounding communities seemed unable to support their schools (OSISA 2012:2). 

According to OSISA (2012:15), the vulnerable learners’ needs posed a burden for 
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educators. The effects on the educators were twofold: firstly, the educators 

experienced the greatest burden in schools in respect of providing support of a 

material and psychosocial nature to the learners. Secondly, the educators in general 

experienced anxiety about the devastating number of children in need - their lack of 

knowledge; options for capacity-building, HIV/AIDS-related confidentiality and 

discrimination, as well as constant concern about the learners. 

 

Robson and Sylvester (2007:266) identified a number of factors that affected curriculum 

design and delivery by educators. Fourteen out of 72 teachers in their study in Zambia 

did not feel that teacher training colleges trained educators sufficiently to design and 

deliver curricula to meet the vocational, emotional and life skills needed by affected 

learners (DBE 2010b; Robson & Sylvester 2007:266). Secondly, educators may 

themselves be affected or infected, or were living in households with family members 

living with the HIV pandemic. The educators perceived their professional environment 

as unsupportive of their needs to provide support to the learners (OSISA 2012:16). 

 

The loss of a home, economic difficulties, inadequate living conditions, tensions in the 

community, family separation and the break-up of families, limited and/or poor 

education and vocational prospects, and indecision about the future are all significant 

factors contributing to learners’ stress (Mattingly 2017:4). The parents and guardians 

also displayed trauma symptoms and an incapacity to care for the children. That also 

influenced the children’s emotional well-being (Mattingly 2017:5; Nordviert 2010:237; 

Odetoyinbo 2011:22). For such children the psychosocial support by educators is most 

important. 

 

A study in the Western Cape, South Africa, explored learners’ experiences of the 

learning support that they received (Bojuwoye, Moletsane, Stofile, Moolla & Sylvester 

2014:9). The findings of the study included the challenges and emotional upheavals 

that the learners experienced if their needs were not met. These included: 

 

 a dread to request assistance from their educators; 

 the educators’ negative perceptions and mistrust of the learners; 

 the learners’ anxiety of the teachers’ negative responses to requested support 

by the learners; 
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 the learners’ perceptions of teachers as being too busy to the spare time for 

them; 

 previous experiences of teachers’ impatience and dismissive conduct; 

 the experience of being teased or ridiculed by educators when  asking for help 

especially because of language barriers related to speaking English; 

 the worry that the educators would report their poor academic performance to 

their parents; 

 the fear of being labelled a ‘weak’ learner and being teased by their peers 

(Bojuwoye et al. 2014:9). 

 

These fears could hinder the educators’ positive experience of psychosocial support to 

the learners. 

 

Mahlo conducted a study (2017) in Gauteng in South with 10 foundation phase 

educators teaching learners with diverse needs. The data were collected by means of 

interviews, observations, and document analysis. The educators pointed out the 

following challenges in respect of their support to vulnerable learners with diverse 

needs: 

 

 Socio-economic factors contributed to large classes or overcrowding. 

 There was a lack of support by parents or caregivers. 

 The parents were functionally illiterate (Nel et al. 2016:8). 

 There was a lack of relevant educator training. 

 The learners experienced many social problems that put them at risk of 

 psychological, social and academic difficulties (Mahlo 2017:1, 2 & 5; Nel et al. 

 2016:8). 

 

It was ascertained that in South Africa educators experienced challenges in the 

implementation of child-friendly schools due to a lack of relevant in-service training 

(Modipane & Themane 2014:6). These challenges included that: 

 

 their colleagues were not supportive of their initiatives; 

 the parents posed a challenge because of their disengagement with the 

educators or the school; 
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 the parents did not offer their children any support when advised to do so by 

the school; 

 

 the educators found it difficult to motivate the parents to obtain social grants for 

their children; 

 the parents failed to visit health facilities or clinics to address health problems 

(Modipane & Themane 2014:6). 

 

In the Limpopo province in South Africa ten educators’ experiences of teaching 

pregnant learners in a secondary school were investigated by means of interviews 

(Matlala, Nolte & Temane 2014:1). The following challenges emerged from their views: 

the educators were unable to identify and support such learners’ needs; the pregnant 

learners’ school career often discontinued; there was a lack of communication and 

cooperation between the educators and the parents; and the parents were often 

uncooperative. The educators attested to a lack of skills required to meet the health 

needs of the pregnant learners. Mampane (2014:1) confirmed that the educators could 

not identify and support such learners at risk in deprived township schools. 

 

A study was conducted in the Gauteng province of South Africa by Potgieter-Groot, 

Visser and Lubbe-De Beer (2012:65). The following aspects were reported on, namely 

the challenges that emerged from the educators’ intervention strategies to learners 

who experienced emotional and behavioural barriers to learning in the context of 

overcrowded classes of 40 or more learners. The reactions of the challenged 

educators varied from withdrawal and feeling incompetent, to being proud of the 

support provided. In most cases the educators indicated that the learners with 

behavioural issues posed a burden (Potgieter-Groot et al. 2012:65). 

 

Setlhare-Kajee (2018:1; 32) stated that the inequitable context of the South African 

society left many educators working in poorly resourced areas with feelings of apathy, 

frustration and demoralisation. Hence many South African educators were clearly 

anxious and overwhelmed by the complex challenges in providing support. It was 

furthermore stated that the contextual challenges would demotivate educators to 

intervene in the learners’ psychosocial needs. 
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Substance-use amongst learners in South Africa has become a significant problem, 

with relationships between educators and learners being seriously challenged (Walton, 

Avenant & Van Schalkwyk 2016:1). Walton and others interviewed 16 educators from 

a secondary school in a high-risk community in the Western Cape. The main findings 

that emerged from the study included the fact that there were significant challenges in 

respect of educator-learner relationships. The participants reported emotions like fear, 

disappointment and a lack of trust (Walton et al. 2016:4). Added to this was the fact 

that adolescence is a challenging developmental phase for young people in their 

interaction with educators. Most vulnerable of the young persons in this stage are 

those at risk of developing emotional or mental health conditions (Johnson, Eva, 

Johnson & Walker 2011:9). Walton et al. (2016:1) found that the educators in their 

study lacked job satisfaction. 

 

In the following section I review empirical reports on approaches to render 

psychosocial care and support to children. 

 

3.2.2 Approaches to psychosocial support for children 

 

Healthy psychosocial development during childhood is a key determining factor to the 

future well-being of all individuals. Many individual and institutional efforts are made to 

provide psychosocial support to learners (Chitiyo et al. 2016:465; OSISA 2012:7). 

Chitiyo (2008:384) recommended a special curriculum for the orphaned and 

vulnerable children, with the emphasis on life and practical skills. He also 

recommended that the curriculum should address four areas of psychosocial support, 

namely 

 

 emotional; 

 social; 

 spiritual; and 

 physical well-being (Chitiyo 2008:384). 

 

Mattingly (2017:3) focused on lessons learned in the United Kingdom in respect of 

children or learners in need of psychosocial support. The report aimed to respond to 

two questions in particular, namely 
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 What has worked/hasn’t worked in promoting the wellbeing of children and 

young people by, for example, identifying risks and responses to stress, as 

well as how the impact of stress can be managed? 

 What were the essential components of psychosocial support and socio- 

emotional learning? 

 

Mattingly’s (2017:3) report referred to widespread recognition of the importance of 

providing psychosocial interventions to counter the impact of trauma on children and 

youth in order to enhance their wellbeing, as well as their mental health. The approach 

recommended a change from focusing on individual clinical analyses, to all-inclusive 

and broad preventative programmes that promoted resilience, and to the development 

of coping strategies to all of the affected learners. The report also noted the 

importance of psychosocial programmes that implemented a relevant, cohesive and 

multi-sectoral approach (Mattingly 2017:3). 

 

Some  preventative  psychosocial  approaches  were  found  to  be  beneficial  to  a 

community, with an influence on the learners. Several researchers, e.g. Jordans et 

al. (2010:2) emphasised the importance of 

 

 the normalisation of a child’s daily life and recreational activities; 

 social reconnection and social support mechanisms; 

 the utilisation of individualised resilience mechanisms; 

 the discouragement of child-family separation in line with the importance of 

caregivers; 

 a focus on the existing education and health care systems; 

 the reduction of social discrimination; and 

 youth participation. 

 

The Inter-Agency Standing Committee (2007:33) disseminated guidelines as a 

humanitarian response to conflict and crises affecting children and learners who were 

assimilated into psychosocial and mental health support programmes. These 

guidelines are reportedly grounded in human rights and equity, within a ‘do no harm’ 

framework aimed at expanding existing community-based resources. The Inter- 
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Agency Standing Committee (2007:33) acknowledged the importance of multiple 

layers in the implementation of psychosocial programmes through a complementary, 

integrated and multi-sectoral approach. Weare and Nind (2011:129) postulated that 

working within a multi-modal or whole-school approach could include such features as: 

 a transformed curriculum that included teaching skills, linked with academic 

learning; 

 an enriched school philosophy; 

 relevant teacher education, contact with parents, parent education; and 

 community involvement and coordinated work with external agencies. 

 

An intervention model for the provision of special care to children in areas affected 

by political violence was implemented in Burundi, Sudan, Sri Lanka, Indonesia and 

Nepal (Jordans et al. 2010:2). The model focused on the provision of mental health 

and psychosocial support at three levels of interventions. These were as follows: 

 

 First level: Signified interventions were targeted at the general population or 

community. The interventions aimed at promoting community resilience. 

 Second level: The implied interventions targeted a minor group at risk of 

mental health or mild problems like psychological distress. 

 Third level: This level included the treatment of sub-groups with severe mental 

health difficulties, for example specialised interventions to lessen acute 

psychological distress, the risk of suicide and other risky behaviour. 

 

Johnson et al. (2011:9) emphasised that educators needed to be aware of and 

knowledgeable about their critical role in helping distressed learners with serious 

emotional, behavioural and mental health problems. The early identification and 

treatment can lead to a significant difference in the lives of troubled young learners. 

It is therefore important within the context of my study on educators’ rendering 

psychosocial care and support to learners. The educators have to offer 

developmentally appropriate support to identified stressed learners in need of 

psychosocial care and support (Johnson et al. 2011:9). 

 

Psychosocial care could be provided to families and to children. A study explored the 

psychosocial care systems with the emphasis on the enrolment of children 
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(Nanninga, Jansen, Knorth & Reijneveld 2018:625). The researchers focused on 

problems identified upon s c h o o l  entry, t h e  care received, and outcomes 

achieved. The study evaluated problems of a psychosocial nature among children 

and adolescents upon enrolment in psychosocial care, compared to children not 

enrolled; as well as care outcomes after three and 12 months. Data were obtained 

on a cohort of children aged four to 18 years from one region. The type of care 

provided included mental healthcare for children with internalised problems; care for 

children with externalized issues (e.g., parenting and family) problems; and 

preventative child healthcare (Nanninga et al. 2018:625). The system of psychosocial 

care was purposeful regarding the problems across care types (Anderson & Lowen 

2010:780; Nanninga et al. 2018:625). 

 

Bojuwoye et al. (2014:1) studied learners’ experiences of learning support in selected 

Western Cape schools with the emphasis on the provision and utilisation of support 

services for improving learning. The study can be viewed as good practice due to 

results that affirm that the learners received and utilised various forms of long-term 

learning support from the schools, their educators and their peers. Sustained support 

assisted in meeting the learners’ academic, social and emotional needs by 

resolving identified barriers to learning. Ultimately, conducive learning environments 

are established to enhance the learners’ self-esteem with improved academic 

achievement. The provisioning of support services for teaching, learning and school 

management was an essential strategy to shape the schools’ capabilities to identify 

and address various learning barriers and to improve the learners’ academic 

performance, as well as their social and psychological well-being (Bojuwoye et al. 

2014:1& 2). 

 

Mampane (2014:6) implemented a resilience questionnaire to South African middle 

age adolescents residing in a township. The results indicated that to facilitate 

resiliency, it was important that the learners were able to identify and access adult 

support and to connect with competent people to source their guidance and advice. It 

was important that these young people had at least educators to talk to who would 

listen, and who could be a source of encouragement. Thus, social support that 

requires caring and supportive relationships to develop is a key feature of resiliency 

(Mampane 2014:6). This issue would be important in my study on the rendering of 
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psychosocial care and support to learners within a disadvantaged setting. 

 

The educators’ skills and strengths in nurturing positive relationships with learners 

were also found to be important in a Western Cape study (Walton et al. 2016:1). 

 

Educators had to foster their own personal well-being to eliminate challenges 

hindering positive educator-learner relationships. Reportedly participants indicated a 

number of factors that enabled them to cultivate healthy educator-learner 

relationships, namely being motivated, being approachable, communicating clearly 

and remaining flexible, investing time in learners, knowing learners and their contexts, 

encouraging and empowering learners, setting boundaries, being positive role-models, 

following-up with learners, and establishing trust (Walton et al. 2016:5). 

 

In addition to the above, Johnson et al. (2011:9) posit the following as important 

when educators approach learners. The ability to: 

 

 recognise and identify signs of troubled and at risk mental health states in 

learners; 

 create a positive learning climate; 

 provide relevant instruction and to initiate positive peer interaction; 

 demonstrate respect; and 

 facilitate  conditions  for  increased  self-efficiency  to  succeed  in  set  goals 

(Johnson et al. 2011:9). 

 

The next section discusses various essential components of effective psychosocial 

support. 

 

3.2.3 Essential components of psychosocial support and socio-emotional  

 learning 

 

The International Rescue Committee [IRC] (2004:4) developed a training guide for 

psychosocial programmes. Such programmes provide opportunities for educators for 

participation in structured, meaningful activities encompassing education, recreation 

and interaction with peers. The guide aimed to help prepare and motivate educators 
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inundated with challenges in the classrooms; to provide simple advice on basic 

awareness of the emotional needs and reactions of learners; and list strategies to 

support learners in the classroom (the IRC’s Psychosocial Teacher Training Guide 

2004:4). The guide included the following: 

 

 Educators were introduced to a variety of emotional responses of children in 

conflict situations in order to empower them for better understanding of the 

children so as to develop empathic responses. 

 Educators were engaged in reflection to enable them to recognise the 

importance of the educator-student relationship which could lead to the 

learners’ healing. 

 Concrete lessons and activities for classroom use in order to enhance 

healing and good classroom management. 

 Help for educators to recognise their own stress and how to address it. 

 

Kaufmann (2016:1) identified strategies and/or models shown to be effective in the 

provision of psychosocial support for children in emergency contexts at the micro-, 

meso- and macro levels of social systems (see section 2.3). The study summarised 

the present body of knowledge in the psychosocial support field. The author 

underlined the key areas that were documented as instrumental to elevate the mental 

well-being of children up to the age of 18, and which were applicable to humanitarian 

settings, emergencies and hardships (Kaufmann 2016:1). 

 

Jordans et al. (2010:2) referred to the model care- package that was designed to 

increase community awareness of children’s psychosocial and mental health 

problems; mobilise coping strategies and resources; increase social support 

systems; and reduce psychosocial distress and severe psychological difficulties 

among children. The care model allowed for several interventions that were 

organised within an interrelated and complementary care system to work at different 

co-dependent ecological levels (Jordans et al. 2010:2). 

 

Weare and Nind (2011:129) conducted systematic reviews on mental health in 

schools. They identified the characteristics of various interventions and programmes. 

The characteristics of more effective interventions included teaching skills to learners 
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which focus on mental health and are based on universal set approaches. To make an 

impact it was important to start early with younger children and continue with older 

ones, as well as to continue for long overlapping periods of time. 

 

 

Children experience different threats to their development and wellbeing, some of 

which could lead to lifelong impairments in learning, behaviour, as well as their 

physical and mental health. Traumatic experiences were shown to be aggravated by 

the loss of parents or other caretakers or where children were separated from them 

(Kaufmann 2016:1). The author established that the provision of a structured and 

protective environment for the children through child-friendly or safe spaces were 

frequently the first psychosocial support intervention needed. In addition to child-

friendly or safe spaces, the support of community workers was needed, as well as 

m a n y  play and recreation areas (Action for the Rights of Children [ARC] 2014:30; 

Kaufmann 2016:8). 

 

The ARC (2014:32 & 33) module provided practical guidelines to support 

organisations and key role-players to embark on psychosocial support to bring about 

positive change for children in difficult contexts. What is most important is the 

relevancy of the support provided. The guide stresses the significance to first establish 

what type of support is suitable for a specific context together with identified targets 

and applicable messages essential to the development of support strategies. Thus, the 

implementation of the support can bring about actual change in the fulfilment of the 

children’s rights. Short-term goal-oriented changes can be achieved as well as the 

redress of primary causes, making it an essential part of a rights-based approach. 

 

The resource pack offers information and materials to strengthen an individual’s 

capacity to deal with the causes of children’s vulnerabilities; to build effective child-

protection systems for use in emergencies, plus during long-term development; and to 

ensure that no activities compromise the children’s rights or safety (ARC 2014:30, 32 

& 33; Kaufmann 2016:1 & 8). 

 

Within the context of a sudden onset and chronic crises, as well as contexts of post-

crisis and state-run instability, the IRC’s (2012:2) healing classrooms approach was 
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designed to advance and reinforce the role that schools and the educators can play to 

facilitate resilience and the wellbeing of the learners. The approach has an inclusive 

nature to embrace all learners of diverse ethnicities as well as the disabled. It focuses 

on expanding and supporting the positive role that educators, parents, government 

officials and community members share to ensure that children and the youth can 

 

 recover; 

 grow and develop; 

 thrive in safe learning spaces; 

 be protected from harm; and 

 be instilled with skills, knowledge, voice and the capacity to protect themselves 

 (IRC 2012:2). 

 

The Inter-Agency Network for Education in Emergencies (2016:8) found that schools 

and learning spaces were natural networks for the delivery of social and emotional 

learning programmes, especially in disaster contexts. They considered social and 

emotional learning as fundamental to most programmes designed to support healing, 

social cohesion, and resilience. Programmes included peace education, conflict 

resolution, violence prevention, life skills and character building. Social and emotional 

learning competencies are the core of social cohesion before, during and after crises 

and conflict. The most effective evidence-based programmes are designed to 

empower children to have improved academic, social and emotional learning 

outcomes (Inter-Agency Network for Education in Emergencies 2016:8 & 9; The World 

Bank & International Rescue Committee 2013:1). 

 

In the Limpopo province Matlala et al. (2014:1) theorized a health facilitation model to 

address educators’ challenges in rendering psychosocial support to pregnant learners. 

The model was aimed at enabling educators to help pregnant learners benefit from 

attending school. 

 

Within the South African ‘child-friendly’ schools context, lessons were learnt about the 

use of the educators’ social capital as a resource for curriculum development 

(Modipane & Themane 2014:1). The researchers trained 22 educators in the 

programme. The study found that the educator participants were enthusiastic about 
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the implementation of the programme in Life Orientation (LO) classrooms. Two 

important aspects of the programme were that 

 

(i)  one-day workshops over weekends were insufficient; and 

 
(ii)  the educators’ social capital was critical for the effective implementation of 

curriculum development for psychosocial care and support (Modipane & 

Themane 2014:1). Important principles of the programme were inclusivity; 

learner- centeredness and democratic participation (Modipane & Themane 

2014:3). From these principles it seems that interventions should be rights-

based; health- promoting; should advance safety; be effective for the provision 

of teaching; should be gender-sensitive, and promote partnerships with 

communities. 

 

Setlhare-Kajee’s (2018:1) proposed using a participatory action learning and action 

research (PALAR) process to equip educators to support learners who experience 

psychosocial challenges. This could boost the personal and professional self-efficacy 

of educators working in under-resourced peri-urban contexts. Apart from boosting self-

efficacy, it could build the educators’ capacity to support learners who experience 

poverty-related psychosocial challenges. The educators were encouraged to 

collaboratively explore options for addressing identified challenges and to network for 

support from the available resources. They were also motivated to reflect on their 

personal and professional experiences, including the significance of relationships that 

were established. This led to the personal and professional growth of the individual 

participants that enhanced the capability to address contextual challenges while also 

understanding their own personal and professional realities (Setlhare-Kajee 2018:1; 

Setlhare, Wood & Meyer 2017:46). 

 

Social and emotional skills are essential tools to build resilience among children. 

Education programmes that integrate social and emotional learning played a vital role 

to develop protective factors in learners and diminish negative developmental and 

behavioural effects (Mattingly 2017:10). Education can offer learners a safe, stable 

environment and help restore a sense of normality, dignity and hope by providing 

structure and supportive activities along with social and emotional learning (Mattingly 
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2017:15). 

 

The United Nations International Children’s Emergency Fund [UNICEF] (2011:22) 

suggested that psychosocial programming needed to be redirected into three spheres.  

 

This would be helpful to evaluate how well psychosocial programmes affect the lives 

and experiences of children. These spheres were: 

 

 Important skills and knowledge, including knowing how to communicate; to 

make decisions; to use culturally appropriate coping mechanisms; to develop 

vocational skills; to manage conflict and to know where to obtain the relevant 

information (UNICEF 2011:21). 

 Emotional wellbeing, including feeling safe; trusting others; having self-worth; 

being hopeful for the future with realistic goals set; and not worrying about 

hunger or ill-health (UNICEF 2011:22). 

 Social wellbeing,  relating to feeling attached to caregivers; having solid 

relationships with peers; experiencing a sense of belonging to a community; 

participating in cultural activities and traditions; and participating in appropriate 

household responsibilities and livelihood support tasks (UNICEF 2011:23). 

 

It is important that educators implement the above-mentioned programmes on a long-

term basis to children in need.  

 

The following section focuses on the long-term support in schools and early childhood 

services. 

 

3.2.4 Long-term support in schools and early childhood services 

 

Anderson and Lowen (2010:782) emphasised the importance of schools as key 

settings for the delivery of health care to children. They referred to Australian school- 

based services which were conveniently located and operational during school hours. 

These services were reportedly used well by the scholars. The advantages of 

school-based programmes included that they are non-threatening, and easily 

accessible, t h e y  provided an environment where the learners knew and trusted 
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the staff members and where they were encouraged to participate in and attend. 

 

Children and adolescents spend most of their developmental years in school within a 

national, formalised education system. Certainly, progress has been made in Southern 

Africa to provide basic education for all children. Various long-term support 

interventions include making school attendance a possible and claimable right and the 

cornerstone of every child’s health and development. Additional interventions include 

the aim to achieve equity in access to education for all children prone to various forms 

of disadvantage and disparity (OSISA 2012:6). Instituting  free primary education; 

providing bursaries and school feeding programmes; and offering practical support in 

the form of school uniforms, books, stationery, toiletries for personal hygiene, and 

funds for transport, among others; are some of the psychosocial care and support 

efforts within the school context (OSISA 2012:7). 

 

Boothby and Melvin (2007:1) reported on different long-term approaches to school-

based psychosocial support. The report laid a foundation for subsequent 

research and programmes for learners affected by conflict. The two authors 

highlighted the following: 

 

 Keeping schools open and accessible are key factors to restore routine and a 

sense of normality even though providing adequate schooling and enabling 

children access to schooling could be difficult in conflict situations. 

 Classroom-based initiatives that provided support of a psychosocial nature, 

help to reduce the stigmatisation of mental health issues and could improve 

children’s self-esteem, self-efficacy, social behaviour and signs of post-

traumatic stress. 

 It is important to provide educators with knowledge and skills to help the 

learners in their classrooms come to terms with psychological trauma, if 

required. 

 Peer-to-peer dialogues in schools are successful, especially in the 

development of life skills (Boothy & Melvin 2007:1). 

 

The Ministry of Education in New Zealand was challenged by how to sustain the 

provision of long-term support to learners with problems (Dean 2011:95). A key 
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issue was the cost involved and the fact that there were insufficient information 

about the role of schools and educators to provide support for children, young people 

and their families. A train the trainer model in communities responded to post-

traumatic stress in children and the youth. Educators needed to provide relevant 

responses to trauma-related queries by the learners. This may be in difficult contexts 

like combined classes or new learners in multi-age or multi-grade levels; new school 

settings, limited teaching time where different schools shared learning and teaching 

sites, crowded classes; the changed personal schedules of the educators with an 

impact  on quality time with their families (Dean 2011:95). Dean (2011:96) pointed out 

that educators needed information about supporting families; and that they had to 

practice self-care and personal well-being. To ensure the long-term support of 

learners the educators needed  

 

 advice on how to handle learners; 

 tips on self-care and sleeping routines; 

 knowledge of classroom management; 

 consistent support from management; and 

 support to develop hopefulness in their lives. 

 

For long-term sustained support, Weare and Nind (2011:129) stated that whole-school 

interventions may be unsuccessful if not applied with precision, intensity and reliability. 

 

Bojuwoye et al. (2014:8) offered long-term support ideals regarding psychosocial 

support in schools. Among others, the following was important: 

 

 institutional actions, services and facilities; 

 the educators’ accessibility and actions that would meet the social and/or 

 emotional needs of the learners; and 

 counselling or psychological, medical and nutritional services. 

 

Setlhare and Wood (2019:1) also found that using participatory action learning and 

action research (PALAR) could enable educators to provide sustainable support at 

their local schools. The participants in their study were enabled to build personal and 

professional narratives that motivated them to attain positive change in rendering 
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learner support. 

 

The above-mentioned discourse discussed the support of learners. The following 

section focuses on the training of educators for their supportive role to learners in 

need. 

 
3.3 EDUCATOR TRAINING FOR PSYCHOSOCIAL SUPPORT 

 

3.3.1 The need for educators’ training for their pastoral role 

 

It is important to train of educators so that they may be competent to address the 

challenges in education (Ebersöhn et al. 2015:2; Hökkä & Eteläpelto 2014) in order that 

they may be able to overcome the obstacles to render psychosocial support to 

learners in need. 

 

In conflict and post-conflict settings, communities place a specific emphasis on the 

importance of education. Therefore, the schools need the support of educators (Burde, 

Guven, Kelcey, Lahmann & Al-Abbadi 2015:30; Gladwell & Tanner 2014:7,  8; Joynes 

2016:2). In order to achieve this, educators and staff members in the school 

communities also need support. A study conducted in Israel after the 2006 Lebanon 

war indicated that for educators to establish a safe environment that could improve the 

learners’ coping skills, educators had to be trained (Ahmed 2017:8). For example, they 

had to learn how to utilise structured sessions of role-playing with the learners. The 

sessions used imaginary characters in scenarios of conflict, and actors illustrated 

adequate mental health and psychosocial support. 

 

The aim of Ahmed (2017:1) was to answer the question, namely what measures were 

taken to support the wellbeing of educators and other education staff, and their ability 

to support children’s wellbeing? Educators needed to be caring about learners, 

especially those who are vulnerable (Noltemeyer & Bush 2013:479-480). Positive 

educator-learner relations in school communities stimulate the ability of learners to 

flourish in hostile situations. Therefore, the provision of support to educators is 

important (Ahmed 2017:2; Noltemeyer & Bush 2013:479 & 480). In order to support 

educators, they needed to be trained (Ahmed 2017:2). Some areas that were identified 
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as important to train educators were, namely learner-centred pedagogy; training to 

eliminate corporal punishment; the educational attainment of tolerance; and peace 

education in conflict and emergency settings (Burde et al. 2015:30). According to 

Ahmed (2017:7), educator support in the school environment needed to be in 

collaboration with community structures such as parent-teachers’ associations, and in 

accordance with school improvements plans. This was confirmed by the authors 

Thompson, Budden, Braga and Kapit (2014:5 & 8). 

 

In Namibia the Ministry of Education published a document entitled Education sector 

policy orphans and vulnerable children: Building a learning nation (Republic of Namibia 

2008). It was envisaged that this policy would offer a directive to the education sector. 

Schools, as learning sites and meeting places for disadvantaged learners and their 

educators are expected to be accessible, safe and conducive to learning. Schools 

should not stigmatise learners, nor provide financial barriers. The teaching services 

should be based on a culture of care and sensitivity. Educators as the providers of the 

service should act in loco parentis, namely in the place of the parent. This principle 

resonates with legal aspects regarding the role of educators in South Africa (Walton et 

al. 2016:1). To enable educators to act in loco parentis, the Ministry of Education had 

to ensure that the educators were sufficiently trained (Republic of Namibia 2008:1). 

According to the Code of Conduct for Teaching (Govender 2011:15; Republic of 

Namibia 2008:2; Walton et al. 2016:1), the objectives set for educators were that they 

needed the ability to institute a safe and ordered school environment devoted to 

sustained quality of learning and teaching. They should also establish a caring and 

nurturing environment for the learners that would enable them to grow into trustworthy 

and responsible citizens (Republic of Namibia 2008:2). 

 

The value and importance of educator training was indicated in a Zambian study. A 

diploma for the training of educators for psychosocial support was introduced in this 

country (Kaljee, Zhang, Langhaug, Munjile, Tembo, Menon, Stanton, Li & Malungo 

2017b). The diploma course for educators was introduced to empower them to help 

and support learners in need. It involved a15-month long-distance learning plan 

dedicated to developing educators’ knowledge and skills to improve the school 

environment, foster psychosocial support, and facilitate school-community 

relationships (Kaljee et al. 2017b:381). After introduction of positive changes were 
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measured regarding self-care, teaching resources, safety, social support and gender 

equity for the learners, positive outcomes were reported in respect of such issues as 

future orientation, respect, support, safety, sexual abuse and bullying (Kaljee et 

al.2017b:381). Both sets of outcomes support the view that educators and learners 

benefit when educators are trained in psychosocial skills and knowledge. 

 

A study explored the experiences of educators in Eswatini who supported learners who 

were living with or affected by HIV/AIDS (Nxumalo, Wojcick & Magowe 2015:29). By 

means of individual interviews and focus groups the authors investigated the extent to 

which the educators were aware of the rights of the children. Themes that emerged 

from the study included that educators needed support to enable them to address such 

issues as 

 

 sexual violence; 

 their role as caretaker in the best interests of the learners; 

 their responsibility as emotional caretakers and economic providers over and 

 above their normal roles as educators; and 

 their willingness to spend extra time to support the children with HIV/AIDS in    

the classroom (Nxumalo et al. 2015: 29 & 30). 

 

Research indicates that negative outcomes among orphaned and vulnerable children 

can be decreased through protective factors such as social support, as well as access 

to healthcare, education and psychosocial support (Kaljee et al. 2017a:93; Lee, 

Muriithi, Gilbert-Nandra, Kim, Schmitz, Odek, Mokaya, Galbraith & KAIS study group. 

2014:8). Many orphaned and vulnerable children do not attend school (Kaljee et al. 

2017b:382). This is related to food-insecurity; violence and sexual abuse; corporal 

punishment; the responsibility of having to care for sick relatives; teenage pregnancy 

and early marriage (Buguy, Ndugwa, & Kabiru 2013; Kaljee et al. 2017a:93; Kaljee et 

al. 2017b). In this regard, not enough attention has been paid to the role of the 

educator to render essential psychosocial support for orphaned and vulnerable 

children within the context of the school environment (Kaljee et al. 2017b:382). In order 

to cater for the above, a diploma programme for educators on psychosocial care, 

support, and protection (later called the Teachers’ Diploma Programme) was 

designed. After its implementation, an improvement was found in respect of the 
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educators’ and students’ psychosocial well-being, skills and performance; the school 

environment, and interpersonal relationships (Kaljee et al. 2017b:382). Another 

advantage of the training was that during the training educators could remain in their 

communities and in their teaching posts. Monthly community of practice meetings were 

held for the educators to review and to discuss the programme content. The 

assessment of the in-service trainee participants’ assignments was conducted by 

Zambian teachers’ colleges (Kaljee et al. 2017a:93). 

 

In South Africa, Ferreira and Ebersöhn (2011:63) explored the educators’ abilities to 

provide psychosocial support within the context of HIV/AIDS by means of asset- based 

intervention. The two researchers aimed at understanding the roles of educators in a 

community outside Port Elizabeth regarding HIV/AIDS and education. The study used 

the Norms and Standards for Educators document as basis (RSA 2000). This is a 

policy developed to help educators to work in different roles, especially regarding 

vulnerable learners. This study included nine field visits and 20 intervention sessions, 

lasting two to three hours. Post-intervention involved 12 research visits. The 

researchers found that educators did not view vulnerability as being correlated to 

children or HIV/AIDS alone (Ferreira & Ebersöhn 2011:63, 64). The educators were 

challenged to apply the guidelines outlined in the policy document cited above. This 

study indicated the importance of relevant educator training. 

 

According to Parret and Budge (2012:8 & 14), the educators’ responsiveness is 

especially necessary in schools featured as high risk. The schools and the educators 

stand as buffers to provide for child development where resources and services are 

limited. Factors identified to be high risk include where the parents are migrant 

workers; where deaths and bereavement are relevant; and in areas where violence and 

t h e  crime rates are high (Ebersöhn et al. 2015:2). In addition, many communities 

suffer because of abject poverty, as well as limited access to health and social 

development services. Trained educators are needed to address these challenges 

(Begeny & Martens 2006:262). Thus, educators need be equipped to work with hungry 

learners, and with bereaved learners. Educators need to be available for after-school 

care or homework sessions, and to create an environment conducive to learning and 

development (Ebersöhn et al. 2015:2). 
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Also, within the South African context, Bosch and Oswald (2010:64) revealed the need 

for caring school communities with adult mentorship by educators. Their study 

explained the young people’s need of support, discipline and guidance, as well as 

experiences of trust, love and care by competent educators, among others. Positive 

outcomes were expected if the school environments could be transformed from being 

places of discontent to being places of safety and growth. Cultures of care by the 

school communities and educators, in particular could possibly curtail anger, 

resentment and  

 

distrust in young learners. The support of learners with emotional or behavioural 

challenges in schools could be of prime importance (Bosch & Oswald 2010:64). 

 

Ebersöhn (2008:12) viewed an asset-based approach as important in the field of 

support to vulnerable learners. According to his view, educators need to be trained to 

identify their internal and external resources together with any personal barriers that 

may exist. Therefore, the training of educators is developed according to the following 

assumptions of an asset-based approach: 

 

 Educators’ strengths shape interventions. 

 Educators are in a favourable position to direct coping beliefs, choices and 

behaviours for resiliency. 

 Educators, learners and community members are inspired to reach and 

maintain successful states. 

 Interventions can develop the psychosocial support capacity among educators. 

 Interventions need to consider the protective as well as risk factors in the life-

 worlds of individuals (Ferreira & Ebersöhn 2011:64). 

 

A study by Potgieter-Groot et al. (2012:65) explored the training needs of educators. 

The educators involved in the study expressed a need for training and support to be 

able to address the emotional and behavioural barriers experienced by learners. The 

study indicated that the educators could not identify learners with learning challenges; 

they could not deal with learners’ diverse needs; nor could they understand the 

learners’ emotional and behavioural barriers to learning; o r  implement strategies and 

guidance to provide learner support with greater sensitivity. In addition, a lack of 
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appropriate facilities existed in government schools (Potgieter-Groot et al. 2012:65; 

Zwane & Malale 2018:1). 

 

A study by Setlhare and Wood (2019:12) in South Africa suggested that PALAR 

enabled the participating educators to develop a suitable framework for addressing 

t h e  psychosocial challenges experienced by the learners in their school. This 

approach could be implemented in contexts where poverty and insufficient resources 

caused the educators to despair and to lose the power to address poverty-related 

psychosocial difficulties. The PALAR process can develop leading role capacity in 

educators. 

 

However, educators who live and work in disadvantaged contexts also need additional 

assistance to overcome deeply-seated feelings of inefficacy and worthlessness. They 

need to take collective responsibility for networking within their contexts to support 

learners in partnership with others. This could improve individual professional 

development to collectively address the psychosocial challenges of their learners. 

 

Educators could receive pre-service or in-service training in the psychosocial support 

of learners. Dreyer (2017:9) argued for both pre-service and in-service teacher training 

in order to support learners with barriers to learning.  

 

The next section focuses on educator pre-service training. 

 

3.3.2 Educator pre-service training 

 

Several researchers investigated the factors that facilitated or constrained the delivery 

of effective educator training to promote psychological health and well-being in schools 

(Sheperd, Dewhirst, Pickett, Byrne, Speller, Grace, Almond, Hartwell & Roderick 

2013:1). The researchers viewed schools as favourable arenas for the promotion of 

health with educators as the key role-players to promote the children and young 

learners’ psychological health and well-being. To this end pre-service (as well as in-

service) training in health promotion was seen as essential. 

 

A study conducted by Kwatubana and Bosch (2019:1) provided insight into the pursuit 
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of excellence in preparation of student teachers for the teaching profession. The study 

used self-reported values on teaching practice and revealed that the student teachers 

felt good about teaching practice as being valuable and beneficial. The training helped 

them regarding identifying their own emotions, attitudes and experiences. This could 

support them in rendering psychosocial care and support to learners because it 

impacted on their ethical conduct in the field of psychosocial care and support. 

 

Regarding training, Riley (2013:112) postulated that the sustainability of pastoral care 

in education start with educator self-care even though the need to care for others may 

be regarded as a strong motivation to become an educator. Added to this, was the 

desire to make a social contribution and to work with children (Riley 2013:112; Watt, 

Richardson, Klusmann, Kunter, Beyer, Trautwein & Baumert 2012:14). 

 

From this it follows, that training should be part of pre-service educator training. 

 

The content of a course in educator training should focus on the following modules, 

according to Kaljee et al. (2017a:93; 2017b:383): 

 

 understanding the importance of the educators’ personal psychosocial 

wellbeing; 

 enhancing psychosocial support skills to improve the learners’ wellbeing; 

 creating a safe school environment; 

 strengthening positive school relationships between educators and learners, 

educators and educators, as well as the school and the community; 

 ensuring a child-centred approach with the involvement of the community 

stakeholders from all spheres of support. 

 

During 2016 and 2011, the Republic of Namibia (2008) proposed to offer the following 

with implications for both the pre- and in-service training of educators: 

 

 specific training for caregivers on early childhood development in respect of 

orphaned and vulnerable children, rendered in the local languages; 

 increased access to pre-primary education for vulnerable learners and 

increased psychosocial support for them by specialised staff (e.g. educational 
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psychologists), to provide counselling services at schools by –  t h e y  utilised 

regional school counsellors to train educators in counselling skills, thus 

allowing for the formation of a ring of support;  

 measures to protect orphaned and vulnerable children to counter 

stigmatisation, for example by means of a new national code of conduct for 

learners; 

 through funding, measures to ensure that all orphaned and vulnerable children 

of school-going age attend school; 

 measures to provide a feeding programme for orphaned and vulnerable 

children (Republic of Namibia 2008:8). 

 

The following discussion reviews educators’ in-service training for pastoral care. 

 

3.3.3 Educator in-service training 

 

The in-service training of educators on how to support the learners in their own contexts 

is important. For example, a range of training support interventions for educators in 

conflict-affected settings is meant to strengthen their ability to support the relevant 

learners. Educators also need to be trained to understand and practice participative 

education methods. 

 

The United Nations High Commissioner for Refugees [UNHCR] (2013) listed more 

examples of good practice to support educators: 

 

 Establish general and psychosocial crises plans for schools affected by 

violence. 

 Strengthen emergency education capabilities, and address protection issues in 

the curriculum. 

 Ensure the availability of a tangible plan to protect and promote the wellbeing of 

school personnel in times of emergencies. 

 Provide adequate managerial support to mitigate possible negative 

psychosocial results in crisis situations. 

 Provide systematic and integrated staff care at all levels of employment to 

maintain staff wellbeing and efficiency. 
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 Prepare the school personnel for various roles in an emergency context. 

 Ensure the dissemination of environmental and security information to 

educators and the support staff. 

 Ensure access to health care and psychosocial support for educators and 

other staff members. 

 Train specific staff members on peer support, stress management and basic 

first aid. 

 Identify and address potential work-related stressors. 

 Clearly define job descriptions, including where extra work is allocated to 

educators. 

 Confirm the clear roles and tasks of staff members. 

 Ensure clear communication in the delivery of education services. 

 Evaluate daily security contexts and other potential stressors (UNHCR 

2013:82). 

 

The in-service training of educators in Sierra Leone included, amongst others, 

knowledge of participative learning, responsible citizenship, plus health and safety 

measures (Sinclair 2013:34). Educators were taught how to teach cognitive skills 

applied to social issues like citizenship, peace, human rights and humanitarian 

attention. These learned skills are essential for analytic critical thinking, problem-

solving, reflection and deliberation on various types of information. Moreover, educators 

require training and support to help them identify and resourcefully manage the 

psychosocial needs of their learners and of themselves. Evidence showed that in times 

of crises both educators and learners were predisposed to the psychological effects of 

trauma, the loss of or separation from family members, and other demanding 

conditions. Participative training activities relate to intrapersonal and interpersonal 

interaction, emotional knowledge, coping, and empathy and the avoidance of 

stereotypes (Ahmed 2017:7; Sinclair 2013:35). 

 

Glaxo Smith Kline (2011) developed additional vocational training for early childhood 

care and development in Eswatini, which was relevant for both pre-service and in-

service teacher training programmes. The training of educators needed to be 

strengthened to ensure that the educators were trained in the following areas: guidance 

and counselling; health and reproductive health in particular; psychosocial support; life 
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skills, as well as HIV and AIDS and other sexually transmitted infections. In addition, 

classroom practices needed to be improved by means of appropriate teaching and 

learning resources that were evidence-based, gender- and age-fitting, and aimed at the 

learners’  

 

A programme in Eswatini, the Education for All (2004) initiative, aimed to build the 

capacity of educators. The capacity-building activities which were carried out in three 

primary schools included: 

 

 the training of school committees and managers on management and financial 

skills; 

 alerting educators on orphaned and vulnerable children’s issues and ways of 

supporting them; 

 training educators on all types of abuse and on basic skills in guidance and 

counselling, in collaboration with service providers; 

 providing opportunities for principals to consult with their peers and to share 

ideas on team-building; 

 resourcing school libraries and helping educators to source books; 

 expanding the infrastructure within the schools by providing them with desks 

and chairs, and by supplying basic amenities like water and ablution facilities 

(OSISA 2012:58). 

 

In a study in Lesotho educators were enabled to care and support vulnerable learners 

through the provision of funding and support by the Ministry of Education and Training 

[MOET] (2004:40) school subsidy programme. The educators were trained in how to 

practically support vulnerable learners and their households. The training raised the 

educators’ awareness of child protection and the learners’ rights. The aforementioned 

was done in collaboration with communities for child protection and support (OSISA 

2012:43). Also, in Lesotho, a life-skills training curriculum was developed and 

implemented for standards five, six and seven in primary school, up to Forms A, B and 

C in secondary school (MOET 2004). The curriculum aimed to build competencies in 

self-awareness, self-esteem, assertiveness, decision-making, responsibility, refusal 

skills and resistance to negative peer pressure, self-control, empathy, critical thinking 

and effective communication and negotiation skills (OSISA 2012:30). The same 
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curriculum was amended in 2009 when 4821 educators were trained to deliver the life 

skills curriculum, and 233 718 learners participated in the programme (OSISA 2012:30). 

The Ministry of Social Development in Lesotho (2014:18) indicated the standards of 

care and services. Two of these, of relevance to my study, are 

 

 Care service: education and training which sought to ensure that orphaned and 

vulnerable learners received educational, vocational and occupational 

opportunities. The Ministry of Social Development identified caregiving role-

players. These included community members and professionals, such as 

nurses, educators and play-child minders who were in regular contact with 

children in the community or paid visits to the children at home but did not 

reside with the children or the learners (Ministry of Social Development 

Lesotho 2014:22 & 38). 

 Care service: psychosocial support which were overarching and addressed a 

broad range of needs, including psychological and social skills and 

knowledge; as well as emotional, social and spiritual well-being. However, the 

challenges that were experienced included the fact that most of the service 

providers who worked with vulnerable children were themselves not in 

possession of suitable psychosocial skills. There was a lack of empirical 

evidence of the psychosocial needs of children and how those needs could be 

met. There were also research capacity limitations that prevented the 

sufficient provision of psychosocial support to vulnerable households by 

service providers (Ministry of Social Development Lesotho 2014:54). 

 

Zwane and Malale (2018:1) led an investigative study in Eswatini on the 

implementation of inclusive education in mainstream schools to address the diverse 

needs of learners. The findings showed that the in-service training received by 

educators was insufficient, and linked to training at pre-service at higher education 

level. 

 

In Theron’s (2009:231; 234; 237) qualitative study, 77 South African educators voiced 

their need for support to empower them regarding their caring role. The educators’ 

needs were related to health promotion; learner care; teaching and learning; their 

own wellness; relevant legislation and policies; as well as support from the DoE, 
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school management, colleagues and parents.  

 

According to Ferreira and Ebersöhn (2011:65), the pastoral tasks on different eco-

systemic levels for which educators need to be trained are the following, as presented 

in Table 3.1. 
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Table 3.1: Pastoral tasks related to the systems in which children function 

(Ferreira & Ebersöhn 2011:65) 

System Pastoral tasks 

 Individual level  Manage learners’ wellbeing 

 Support learners by counselling and career 

guidance 

 Respect learners’ constitutional rights by 

acknowledgement of their individuality and 

needs 

 Classroom, playground 

and school 

environments 

 Manage classes with authority, demonstrate 

compassion and fairness 

 Enhance gender equality 

 Strive to direct learners on values in 

accordance with basic human rights 

 Ensure learners’ safety 

 Participate in extramural activities 

 Parents/caregivers 

and societal level 

 Discuss learners’ behaviour and progress with 

their caregivers 

 Understand and address the social and educational 

challenges in a community 

 

Ebersöhn et al. (2015:1) recommended in-service teacher training. Schools that are 

characterised as high risk institutions need educators who are flexible enough to adapt 

to roles in addition to learning facilitation, such as psychosocial support and care. This 

requires relevant professional development. Due to a lack of relevant structured 

teacher professional development programmes, alternatives are essential to empower 

educators. Ebersöhn et al. (2015) described a nine-year partnership between higher 

education researchers and educators in high risk and high need schools located in 

three South African provinces. Participatory reflection in action was used to train 

educators in-service to adapt to their supplementary duties. 

 

The educators’ roles required responsive innovation from them in reaction to changed 

demands, as also emphasised by others (Valli & Buese 2007:519). 
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With regard to in-service training, Modipane and Themane (2014:7) stressed that on-

going professional development needs to be long-term and school-based, rather than 

based in in-service centres. Any innovation should be embedded in the curriculum of 

the schools; with support provided for a considerable length of time by service 

providers. The curriculum should be understood as something that educators actively 

implement with learners, in for example, L.O. rather than what the district offices 

instruct the educators to do. In this regard, educators’ self-efficacy is paramount. 

 

Potgieter-Groot et al. (2012:65-68) disseminated feedback from educator participants 

involved in an in-service training programme focused on interventions with learners 

with emotional and behavioural challenges, therefore in need of psychosocial support. 

The training provided gains in: 

 

 the educators’ perceptions of learners’ psychosocial support needs; 

 the learners’ behaviour; 

 the school environment; 

 the relationship between the school and the parents; and 

    the larger education system, due to the sharing of skills and knowledge in 

schools. 

 

Stroebel, Hay and Bloemhoff (2019:1, 3) indicated the necessity for reskilling L.O. 

teachers by in-service training to better enable them to offer psychosocial support. The 

study proposed equipping educators to be empowered with essential knowledge and 

skills, for example, to teach physical education proficiently. Diale, Pillay and Fritz 

(2014:83) also focused on the personal and professional development of L.O. 

educators in the Gauteng province. The researchers found that the in-service training 

of L.O. educators were hindered because it failed to address their personal 

experiences, their attitudes towards L.O., the L.O. curriculum delivery, and the 

complex roles they play in addressing the challenges in school affecting teaching and 

learning. 

 

Holtman, Martin and Mukuna (2018:1) examined the development of educator in-

service development programmes in the Western Cape of South Africa as a method to 

empower educators with learner-centred teaching strategies. The findings indicated 
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that when teaching impoverished learners, the educators were confronted with a 

range of classroom challenges which prevent successful learning. Holtman et al. 

(2018:11) found that the in-service development programmes were not effective in 

training educators to develop learner-centred practices because the training focused 

on curriculum delivery. This indicates the importance of relevant in-service training 

programmes. 

 

3.4 SUMMARY 

 

In chapter 3 I reviewed the psychosocial care and support of vulnerable learners. I 

reviewed literature on vulnerable children in Southern Africa and the challenges that 

the educators experience, approaches to the support of learners, and essential 

components of their psychosocial care and support. I also discussed the need for 

educator training. Finally, I focused on educators’ training at pre-service and in- 

service levels. 

 

The following chapter (chapter 4) explains the research methodology, namely the 

research design and data collection methods in order to answer the questions posed 

in Chapter 1. 
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CHAPTER FOUR 

RESEARCH DESIGN AND DATA COLLECTION 

 

4.1 INTRODUCTION 

 

In the previous chapters the background to the study was presented and the 

relevant literature reviewed.  

 

In Chapter four I explain the research design and methods employed to investigate 

the educators’ lived experiences in rendering psychosocial care and support to 

learners. A qualitative approach is used (see section 4.2). 

 

In this chapter the following topics are addressed, namely the aims; t h e  research 

design; research methods, ethical measures; sampling; data collection methods 

(naïve sketches, in-depth interviews; field notes); measures to ensure trustworthiness; 

and data analysis. 

 

In the following section the aims of the qualitative research study are explained. 

 

4.2 AIMS 

 

Any study aims to answer a problem statement (Hammarberg, Kirkman & De Lacey 

2016:498; Tully 2014:31). As noted in section 1.5 of Chapter 1, the aim of this study is 

to gain an in-depth understanding of educators’ lived experiences,  of  their 

community, citizenship and pastoral role, and the principles of uBuntu, with special 

reference to rendering psychosocial care and support to learners in a South African 

disadvantaged setting. In line with the observations of Doody and Bailey (2016:22), as 

well as of Kohn and Christiaens (2012:1), I strive to understand the complex 

phenomenon of learner care, and add to the knowledge base about educators 

rendering psychosocial care to learners. My hope is to eventually make a 

personal, social, institutional and/or organisational impact. It should be able to offer 

a voice to the participants in marginalised contexts (O’Neil & Koekemoer 2016:2). 
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The study uses a qualitative approach to reach its aims. Merriam and Tisdell 

(2016:16) believe that in qualitative research the aim is to understand phenomena 

from the perspective of those who are being studied. Sutton and Austin (2015:226) 

find qualitative research beneficial to the researcher to access the thoughts and 

feelings of the research participants - in this case, o f  t h e  educators rendering 

psychosocial care and support to learners. Thus, the research is qualitative, 

interpretive and naturalistic or contextual, is a situated activity involving the 

researcher as the key instrument of data collection. As a result this defines the 

methods and techniques which are most appropriate for collection and analysis of 

data. Qualitative research is motivated by intellectual interest in a phenomenon and 

has as its goal the extension of knowledge (Merriam & Tisdell 2016:16; Peter 

2015:2626; Sutton & Austin 2015:226). The aim of qualitative research is disciplined 

inquiry into peoples’ lives, experiences, behaviours and stories, as well as the 

meanings people assign to them (Tully 2014:31). In qualitative research the aim is 

not to generalise but to gain insight into a phenomenon. Henning (2004:41) shared 

this notion of an in-depth understanding of a situation and the meanings held by 

those involved. Lived experiences and deep beliefs or feelings can be determined 

by a qualitative research approach (Henning 2004:34). According to Barnham 

(2015:837), a qualitative research approach is a ‘softer’ method than a quantitative 

approach, aimed at providing deeper insight, and is subjective by nature. 

 

The next section explains the research design. 

 

4.3 RESEARCH DESIGN 

 

Creswell (2012:20) defines a research design as the specific procedures involved in 

the research process regarding data collection, data analysis and report writing. 

Okeke and Van Wyk (2015:165) regard a research design as a framework or plan of 

action of how one is going to conduct the research. 

 

The main function of a specific research design is to inform research procedures 

that would ensure the validity and reliability of the findings. According to Kalu 

and Bwalya (2017:43), to be fully able answer the posed research questions, the 

overall aim of the study should determine the choice of the design. It is crucial that the 
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research design is not only relevant to the research problem and aims, but of a 

good quality, in order to provide knowledge that can be applied in practice, in 

classroom education, as well as in policy formulation and implementation. The 

policy that is relevant in this study is the SIAS processes (see section 2.2.1.3). 

 

As noted, the study is aligned to a qualitative research approach. Niewenhuis 

(2007:51) views this paradigm as one that should bring forth new insight and 

understanding of the reality of, in this case, educators rendering psychosocial care 

and support to learners. 

 

My study uses an emergent design. According to Creswell (2012:47), this implies 

that the design is not fixed as there may be required changes as data appear during 

the data collection process – the design should be responsive to changing conditions 

of the study in progress (Creswell 2012:47; Merriam & Tisdell 2016:18). The 

research is exploratory or interrogative, and it happens directly on-site (Jost 

2016:1). In this instance the site is an underprivileged school. The design 

endeavours to search under the surface to gather insight into how educators 

address the needs of the learners in their everyday professional lives (Barnham 

2015:837; Creswell 2012:17; Jost 2016:1; Niewenhuis 2007:51). In this approach, 

theory is generated since explanations fit with the problem statement, aims and 

objectives to empower the educators to provide care and support to the learners. In 

other words, the study focuses on the educators’ experiences, where experience is 

seen as the direct observed knowledge of the world (Smith et al. 2012:368). The 

design should be able to answer questions of how, where, when, who and why, 

and thus generate new knowledge (Leung 2015:324 & 327). 

 

The chosen research design for this qualitative study is a phenomenological case 

study. A case study is “qualitative research that examines a bounded system (i.e., a 

case) over time in detail, employing multiple sources of data found in the setting” 

(McMillan & Schumacher 2014:1). Merriam and Tisdell (2016:38) said a case 

study’s most defining characteristic lies in delimiting the entity of the study as being 

the case. The case study design can be characterised by researcher exploration to 

deep understanding of a single entity or case within its real life context (Giorgi 1985:6; 

Merriam & Tisdell 2016:37; Okeke & Van Wyk 2015:175). Yin (2002:13) emphasises 
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that a case is contemporary, confined to a place, and time and the participants’ 

characteristics; an empirical inquiry or in-depth examination that investigates a case 

within its real-life context, in its natural setting, where t h e  boundaries between 

the phenomenon and the context are not evident (McMillan & Schumacher 2010:344; 

Pearson, Albon & Hubball 2015:1; Yin 2002:13; Yin 2014:16). McMillan and 

Schumacher (2010:345) refer to a collective, multiple or multisite case study’ 

restricted to a period of time with the physical presence of the researcher (Creswell 

2007:74; Leedy & Ormrod 2015:271; Tshuma & Mafa 2013:116-117). My study’s 

‘ case’ is situated in the education system in a disadvantaged school from 

primary grades R up to seven in foundation, intermediate to senior phases (grades 

123456-7). The demarcated single case study also focuses on an African primary 

school. 

 

As noted, the design is also phenomenological. Phenomenological research 

describes the meaning or essence of a lived experience (McMillan & Schumacher 

2014:3). Thus, in this study the essence of the educators’ experiences of 

providing psychosocial support to learners at one disadvantaged school forms the 

phenomenological case study (Leedy & Ormrod 2015:271). Okeke and Van Wyk 

(2015:175) confirm that a phenomenological research design examines social 

experiences through the descriptions shared by the persons involved. The 

experiences in the phenomenological design are called lived experiences. 

 

The next section explains the research methods, including the methods of data 

collection. 

 

4.4 RESEARCH METHODS 

 

In line with the study’s aims, the research methods will be used to investigate the 

daily lived experiences of educators in rendering psychosocial care and support to 

learners in a South African disadvantaged setting. 

 

In this section the following are explained as it will be implemented in this research: 

ethical measures; data collection methods; and methods to ensure trustworthiness. 
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4.4.1 Ethical measures 

 

Ethics is defined as principles of knowledge that deals with morality. It is the values 

that guide a person’s or group’s behaviour (Donald et al. 2014:20), for example that of 

the researcher when collecting data. In this regard, Mason (2002:202) refers to 

basic principles based on well-founded standards laid out in operations and 

protocols in government departments as well by professional associations. As 

researcher, my ethical responsibility means that I should 

 

 produce good quality research in order to advance knowledge; 

 apply for ethical clearance at Unisa to protect the research participants from 

exploitation and to respect their rights and interests (Mack, Woodsong, 

MacQueen, Guest & Namey 2005:8); 

 maintain and respect individual anonymity/autonomy; 

 respect the participants’ privacy and confidentiality (Grossoehme 2014:120); 

 ensure participants’  informed and non-coerced  consent and assent  to  be 

involved in the study; 

 ensure the integrity, transparency and accountability of the data collection; 

 minimise any risk to the participants; 

 obtain  the  Gauteng  DoE’s  approval   to  conduct  the  research 

(Grossoehme 2014:120; Mack et al. 2005:8; Mason 2002:202). 

 

Before commencing with the research, I will obtain ethical clearance at Unisa to 

show how I will protect and respect the rights and interests of the research 

participants (see Appendix A). I will also request permission from the Gauteng DoE 

to do the research (see Appendix B). The educators will also be asked for their 

written permission to participate in the research and for me to audio record the 

interviews (see Appendix C). 

 

The next section elucidates sampling. 

 

4.4.2 Sampling 

 

For this study, a disadvantaged primary school which is classified as quintile one to 
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three is purposefully selected as the research site. The school’s physical location is 

in an area which is underdeveloped with regard to resources, and is situated in a 

township. In addition, the school does not expect parents to pay school fees since 

they are mostly unemployed. Regarding the sampling of educators, purposeful 

sampling was used. This is defined as a “type of sampling that allows choosing small 

groups or individuals who are likely to be knowledgeable and informative about the 

phenomenon of interest” (McMillan & Schumacher 2014:5). This is confirmed by 

Brink (1993:37) who says that the sample selection is based on the ability of the 

participants to provide data relevant to the research question. In qualitative research, 

using a phenomenological research design, the sampled educators’ lived 

experiences should be rich in detail (Grossoehme 2014:117). In line with this, Patton 

(1990:169) asserted that purposeful sampling is the selection of information-rich 

cases for an in-depth study. He views the information- loaded cases as a resource 

to learn from, especially about issues fundamental to the purpose of the study. 

 

In this study the educators who are selected are those who have the most 

experience in rendering care and support to disadvantaged learners. Such educators 

are purposefully handpicked because their experiences are relevant to the study 

(Maree 2007:79). The educator participants for the study constitute all the educators 

in grades one to seven. These educators were knowledgeable about the issue and 

able to recall enough information and respond to the questions (Brink 1993:37; Maree 

2007:79). The ideal sample for the study would enable the development of 

theoretical ideas that will emerge in an iterative process between theory and data 

(Edwards & Holland 2013:6). Sampling stops when data saturation is reached. 

 

The following step explains the actual methods of data collection used in the study 

as informed by the research design. 

 

4.4.3 Data collection methods 

 

The following data collection methods were used in this study: naïve sketches, in- 

depth interviews and field notes. 
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4.4.3.1 Naïve sketches 

 

Naïve sketches are defined as brief essays written by the participants on a question 

with descriptive features given to them by the researcher (Moagi, Janse van 

Rensburg & Maritz 2013:360). In this study the educators were instructed to write at 

least one to two pages on the following topic: 

 

How I experience providing psychosocial care and support to disadvantaged primary 

school learners. 

 

They were instructed to focus on  

 

(i)  what works well;  

(ii) what does not work well; and  

(iii) what they need to do to help and support the learners with the task. 

 

Moagi (2014:132) views the use of drawings and naïve sketches in qualitative health 

research as relevant to examine personal experiences, attitudes and feelings. The 

sketches are considered useful instruments to obtain the narrated experiences and 

perceptions of the participants. Naïve sketches are focused on obtaining descriptive 

individual experiences with regard to the research phenomenon, taking into 

consideration the social and cultural context of the study. In addition, Ngidi 

(undated:26) points out that the researcher can gain an understanding of the factors 

that may influence activities in the context at the time - thus field notes are kept of 

observed activities to complement the sketches (Chabeli 1998:40; Moagi 2014:133; 

Ngidi undated:26). Naïve sketches allow an opportunity for follow-up discussions 

(in-depth interviews) on the research topic (Moagi 2014:134). 

 

4.4.3.2 In-depth interviews 

 

Hammarberg et al. (2016:499) listed several qualitative data gathering methods that 

are used with small group studies, one of which is in-depth interviews. The others are 

also useful as kinds of interviews or conversations. Of relevance to this study are 

the following: 
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 Discussions investigating beliefs, attitudes and concepts of normative 

 behaviour; 

 semi-structured interviews to seek views on the topic; 

 exploring information from key informants; and 

 in-depth interviews to understand an experience from a personal perspective. 

 

Mason (2002:62) states that interviews are interactional, exchanged dialogue 

between participants (in this case the researcher and the participants) in a face-to- 

face context. “In-depth interviews use open-response questions to obtain data on 

participants’ meanings,” according to McMillan and Schumacher ( 2014:381). 

Information- rich participants are utilised. The interviews have a thematic, topic-

centred approach (namely the educators’ experience in rendering psychosocial care 

and support to learners). The knowledge created is contextual - in this study the 

context is the disadvantaged school selected for the study. 

 

According to Edwards and Holland (2013:3), in-depth interviews are characterised 

by: 

 

 flexibility; 

 depth; 

 informality; 

 non-directedness; 

 open-endedness; and 

 a conversational tone. 

 

Henning (2004:37) emphasises that interviews offer the participants the opportunity 

to describe their experiences more effectively in their own words. In-depth 

interviews were conducted with the following individuals (i) t h e  SMT,  consisting of 

six members, (ii) t h e  SBST, i.e. the school-based support team in the school, 

namely eight members. The researcher asked the educators and the SMT and 

SBST members to tell her about their experiences of rendering psychosocial care 

and support to learners. An interview guide was used that lists the questions in a 

specific order. These are: 
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 Tell me about the psychosocial needs of the learners at your school. 

 What do you think are the reasons why the learners experience these needs? 

 How do you handle the psychosocial needs of the learners at your school? 

 What helps you to address the learners’ needs? 

 What are the main challenges you experience when you address the learners’ 

 needs? 

 How were you trained to address the learners’ needs? 

 What do you need to be better able to address the learners’ needs? 

 

Probing will be used to obtain depth in the answers given.  To this end, questions 

such as the following were used: 

 

 Can you give me examples? 

 Would you like to expand? 

 Do I understand you correctly? 

 How did you feel when that incident happened? 

 How did you handle the incident you spoke about? 

 

Grossoehme (2014:109) indicates that in qualitative research it is important to use 

transcriptions of individual interviews in order to understand the meaning of the 

experiences. Therefore the interviews will be audio recorded and transcribed verbatim. 

 

4.4.3.3 Field notes 

 

Field notes are defined as “Recordings of observations and reflections on them” 

(McMillan & Schumacher 2014:376). Phillippi and Lauderdale (2017:381) advocate 

that field notes are commended as a means of documenting important contextual 

information. Maharaj (2016:114) sees field notes as an integral part of 

documentation in qualitative research. Thus, when observing a culture, setting, or a 

social situation, the researcher uses field notes to remember and record the 

behaviours, activities and other details of the setting. 

 

Muswazi and Nhamo (2013:13) state that useful field notes describe the verbal 

portrayals of the participants, and also descriptions of the physical settings. To this 
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end, field notes need to be detailed and concrete, and the researcher is cautioned 

against vagueness and over-generalisations. Field notes include a version of 

events, how people behaved and reacted, what was said in conversation, where 

the participants were situated in relationship to one another; and, in this study, what 

appeared to be the roles of the educator participants in rendering psychosocial care 

and support (Mack et al. 2005:21). 

 

The Robert Wood Johnson Foundation (2008:1) advocated several important steps to 

consider when preparing field notes, namely 

 

 a regular time and place should be set aside to write the field notes, and they 

 should be written soon after the observation; 

 all the field notes should contain the date, time, location and details of the main 

participants; 

 the research questions should provide a guideline to determine what to record 

and how to record field notes. 

 

Field notes are subsequently read by the researcher to yield meaning and an 

understanding of the phenomenon studied (Robert Wood Johnson Foundation 2008:1). 

 

What follows is a discussion on trustworthiness. 

 

4.5 MEASURES TO ENSURE TRUSTWORTHINESS 

 

The reliability and validity of the study can be assumed to be its credibility and 

trustworthiness. The researcher needs to present others with a paper trail as 

evidence of the raw data that were collected. The participants would be required to 

discuss details of their work experiences – this needs a sufficient level of trust. The 

trustworthiness of this study depends solely on the research methods to generate 

data and its analysis, and is reflected in the degree of accuracy shown in the 

final analysis (Maree 2007:80; Mason 2002:188). 

 

Leung (2015:325) considers validity in qualitative research as the appropriateness of 

tools, processes, and data. Thus, the following questions are important: 
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 Is the methodology appropriate to answer the research question/s? 

 Is the research design relevant to the methodology? 

 Are sampling and data analysis appropriate? 

 Are the findings and conclusions valid for the sample and context? 

 

Mason  (2002:188)  also  emphasises  that  the  data  should  not  be  invented  nor 

misrepresented, or carelessly handled in its recording and analysis. 

 

The study is credible when its findings and contextual descriptions are recognised by 

the participants who shared their experiences (Hammarberg et al. 2016:500). 

 

McMillan and Schumacher (2014:330-332) list several strategies to ensure validity in 

qualitative research. The following are relevant: 

 

 Triangulation of methods. Oliver-Hoyo and Allen (2006:42) explain 

triangulation as using different data collection methods to ensure a more 

accurate and valid description of the findings regarding the phenomenon 

under study. In triangulation two or more data sources, methods and 

theoretical viewpoints a r e  held to validate the data. It is a validating 

technique where the researcher examines the merging of multiple and 

different sources of information to form common themes or categories 

(Brink 1993:37; Creswell & Miller 2000:124-130; Oliver-Hoyo & Allen 2006:42). 

In this study, the data would be obtained by means of different methods, 

namely naïve sketches, in-depth interviews and field notes. The main 

advantage of triangulation is to validate the research (Ismail 2013:1). The main 

goal of triangulation is to prevent or minimise the influence of the personal 

biases of the researchers (Brink 1993:37). 

 

 Member checking and participant review. Member checking is conducted by 

the researcher to validate the collected data with the participants (Birt, Scott, 

Cavers, Campbell & Walter 2016:1802). With this technique the collected 

data, interpretations, and conclusions are reviewed with the participants. It 

permits the participants the opportunity to explain their intents, spot 
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misinterpretations, as well as provide supplementary information if 

necessary (Birt et al. 2016:1802: Creswell & Miller 2000:127). Thus, during 

member checking the  

researcher takes the data and interpretations back to the participants for 

them to confirm their credibility (Seaman 2013:49). 

 Prolonged and persistent feedback. This allows time for data analysis and 

corroboration. 

 Mechanically recorded data. Interviews are audio recorded and transcribed 

verbatim. 

 Low inference descriptors.  Precise, detailed descriptions would be given 

and also quotes of experiences as recounted by the participants. 

 Multiple researchers. The supervisor of this study will check the data analysis 

and interpretation (McMillan & Schumacher 2014:330-332). 

 

The next section explains the analysis of the data after its collection. 

 

4.6 DATA ANALYSIS 

 

Data analysis of qualitative data requires an understanding of how to make sense 

of the text and images to form answers to the research questions (Creswell 

2012:236). It involves breaking up the raw data into manageable themes, patterns, 

trends and relationships. The analysis aims to understand various elements of the 

data through an inspection of the relationships between concepts or constructs to 

determine patterns or establish themes (Mouton 2001:108). 

 

In respect of this study, Streubert and Carpenter (2011:85) offer three main steps in 

the data analysis of the participants’ naïve sketches that followed a hermeneutic 

phenomenology. The steps are outlined below: 

 

(i) A naïve reading of the whole text to become familiar with it to be able to 

reflect and formulate thoughts about its meaning for further analysis. 

(ii) Structural analysis, which involves identifying patterns of meaningful 

association of the text - frequently denoted as interpretive reading. 

(iii) An interpretation of the whole text, involving reflection on the initial reading to 
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ensure a comprehensive understanding of the written accounts. 

 

 

The transcribed interview data would be analysed by following Tech’s method, 

described as follows (Poggenpoel 1998:343): 

 

(i) Read through all transcriptions to get a sense of the whole. Jot down ideas that 

come to mind. 

(ii) Start with the best or most interesting interview and think about what it is. 

Underline words or sentences that are meaningful in the context of the 

research. Write ideas in the margin of the transcription. 

(iii) Do the above for all the transcriptions. List all the topics that can be identified. 

(iv) Abbreviate the topics as codes and write the codes next to the relevant 

segments of text. For example, if educator challenges is a topic it may be 

coded as EC. One of the challenges may be lack of training – this may be 

coded as LT. 

(v) Find a descriptive word for a topic to form a category. The topics should 

correlate with the interview questions. Thus, examples of topics include the 

psychosocial needs of the learners; reasons why the learners have these 

needs; how educators handle the needs of the learners; what helps t h e  

educators to address the learners’ needs; what the main challenges are that 

the educators experience; what training they had. 

(vi) Under each of the above-mentioned topics (categories), identify sub- 

categories. 

(vii) Identify relationships between the categories and sub-categories, for example, 

cause and effect may be a relationship. 

 

In each category or sub-category the best two quotes would be selected when the data 

are presented in narrative form. 

 

4.7 SUMMARY 

 

In this chapter the researcher explained the research design and data collection 

methods. The research design is a phenomenological case study. The data 



104  

collection included naïve sketches, in-depth interviews at the research site 

(school), and field notes. Ethical principles were delineated and all the techniques 

used to ensure the validity of the qualitative data were also explained. Finally, data 

analysis was described. 

 

The next chapter (chapter 5), reports on the empirical findings of the study. 
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CHAPTER FIVE 

THE FINDINGS AND A DISCUSSION OF THE FINDINGS 

 

5.1 INTRODUCTION 

 

In the previous chapter, the research design and data collection were explained.  

 

In this chapter, the findings are presented and discussed in the light of the theoretical 

framework of the study. 

 

When the data were analysed, categories and sub-categories were identified, and 

codes were given to each of the sub-categories, as shown in Table 5.2. 

 

The findings and a discussion of the findings now follow. 

 

5.2 THE FINDINGS AND A DISCUSSION OF THE FINDINGS 

 

5.2.1 Biographical data of the participants 

 

The biographical data of the participants appear in Table 5.1. 

 

Table 5.1: The biographical data of the participants 

Participant Gender Interview and/or naïve sketch Current post level or 

role 

A F In-depth interview & naïve sketch Principal SMT 

B F In-depth interview & naïve sketch FP HOD 

C F In-depth interview & naïve sketch FP HOD 

D F In-depth interview & naïve sketch Intersen  HOD 

E M In-depth interview & naïve sketch Intersen  HOD 

F F In-depth interview & naïve sketch SBST coordinator 

G F In-depth interview Intersen SBST member 



106  

 

H F In-depth interview & naïve sketch SBST Chairperson 

I F In-depth interview & naïve sketch Foundation phase 

SBST member 

J F In-depth interview Deputy-Principal SMT 

K F In-depth interview Principal SMT 

L F In-depth interview Foundation phase 

HOD 

M F In-depth interview Foundation phase 

SBST 

N F In-depth interview & naïve sketch SBST Acting 

coordinator 

O F In-depth interview SBST Secretary 

 

Abbreviations: F = Female; M = Male; FP = Foundation phase; Intersen = 

Intermediate-senior phase; HoD = Head of Department; SMT = School management 

team; SBST = School-based support team 

 

According to Table 5.1, there were fifteen participants in the study (15). The 

participants were SMT and SBST members. The SBST members were from two 

phases in the selected primary school, namely the Foundation and Intermediate 

senior phases. They participated in in-depth interviews and wrote naïve sketches. The 

interviews were transcribed verbatim. The interviews and naïve sketches were 

analysed to identify categories and sub-categories to determine what the experiences 

of educators were with regard to the psychosocial support of the learners. These 

categories are explained in the next section. 

 

5.2.2 Experiences of the educators regarding the psychosocial support of the 

 learners 

 

From the transcripts of the interviews and the naïve sketches a number of categories, 

with their identified sub-categories were identified with regard to the psychosocial 

support of the learners. These appear in Table 5.2 with the codes that were used for 

data analysis. 
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Table 5.2 Categories and sub-categories regarding the psychosocial support of 

the learners 

 

Categories Sub-categories Codes 

1: Roles at school in 

terms of the 

psychosocial care and 

support of the learners 

To identify learners’ needs: interview 

learners; interview parents 
 

Referring to district officials 

 

 

Educator training and brainstorming 

how to address learners’ needs uBuntu 

and pastoral care 

RILN 

 

 

RD 

RETB 

 

RU  RPC 

2: The psychosocial 
needs of the learners at 
the school 

Physical needs which could cause 
psychological stress: Food; clothes; 
shelter/privacy; personal hygiene 
 
Emotional needs 
 
Cognitive needs which could cause 
psychological stress 
 
Needs in respect of teenage pregnancies  

PN 
 
 
 
EN  
 
CN 
 
 
TPN 

3: Possible reasons why 
the learners 
demonstrated the 
specific psychosocial 
needs 

Parental unemployment and poverty, 
e.g. hunger 
Constant parental relocation 
 
Lack of parental physical care for children 
 
Drinking problems of parents  
 
Emotional and physical 
abuse 
 
Child-headed families 
 

   Language problems  
 

Teenage pregnancies 
 
 
 
 
 

 RP 
 

 RPL     
   
 RLPC 

 
 RDP  
  
 REPA 

 
 RCF 

 
 RLP  
 
 RTP 
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4: How the psychosocial 
 needs of the learners  
 at the school were 

addressed 

Special treatment for learners, 
e.g. birthdays or year-end parties 

AST 

Providing safe shelters e.g. weekends ASS 

Addressing poverty: 
feeding schemes and vegetable gardens; 
requesting  sponsors  to  sponsor  school 
uniforms 

AP 

Addressing cognitive barriers that could 
cause psychological stress 

ACB 

 

Addressing  spiritual needs: liaising  with 
churches, e.g., the role of pastors 

 

ASN 

 

Brainstorming and liaising  with social 
workers etc. 

 

ABL 

5: What helped the 
educators when they 
addressed the learners’ 
needs 

Liaising with special committees or 
people: 
SBST committee, district officials, 
police, social workers ; nurses, e.g., 
reporting abuse to a social worker so 
that a learner is removed from the house 

HL 

6: The main challenges 
educators experienced 
when    they   address   
the learners needs 

Being  interrogated  by  authorities  
when reporting abuse, e.g., rape 

CIA 

 Lack of parental involvement, e.g., to 
report the breadwinner or to communicate 
with the school 

CLPI 

Lack of cooperation from the local 
government  councilors 

CLCC 

Lack of educator skills to address 
disciplinary  problems: use of corporal 
punishment 
 

   Child headed families 

CLES 
 
 
 
CCHF 

 

Large classes 
 
Lack of language skills 

CLC 
 
CLLS 
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7. How educators were 
trained to address the 
learners’ needs 

No training received 

Confusion about training received. 

Some training 

NT 

CT 

T 

8. What educators  needed 
 to be better able to 

address the learners’ 
needs 

Community involvement: reporting 

matters to educators 

NCI 

  

Community outreach projects, e.g., for 
planting vegetables 

NCO 

Increased support by the DoE and other 
staff members 

NSD 

Improved school infrastructure: e.g., safe 
play areas at school or better 
recreational facilities at school 

NSI 

 

 

5.2.3 Discussion of the experiences of the educators regarding the 

psychosocial   support of the learners  

 

5.2.3.1 Roles at school in terms of the psychosocial care and support of the learners 

 

The roles of the educators to address the learners’ needs were many-fold. The 

roles included that the educators had to identify learners with psychosocial needs 

by interviewing them, as well as their parents; and ascertaining which learners needed 

to be referred to the district officials for professional support. The educators also met 

with one another to brainstorm ideas and to train their colleagues. uBuntu and 

pastoral care were also included in the educators’ roles in terms of psychosocial care 

and support. 

 

 Interview with the identified learners and the parents 

 

To ascertain a learner’s psychosocial needs the educator needs to conduct an 

interview with the identified learner and with the parents. Thus, a learner needed 

to be prepared to interact socially with an educator in order to provide the 

necessary psychosocial care and support. This constitutes the micro-system of the 
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Bio-ecological Systems Theory (see section 2.3.2.1). It was noted: 

“Every time an educator encounters a challenge with the learners, 

they report them. So the first thing that I do is to look at the 

problem. What is the challenge and how can [the educator] best 

assist? At times first I give ideas to the educator so that she or he 

can interact with the learner or the parent. If the educator cannot 

handle the situation then she brings all the information that she 

collected and then I go through the information together with the 

educator. I take over and then I interact …I interview the learner 

and then we write the letter, if we needed [to interview] the 

parents”. [L, 9 November 2020] 

 

“Before you refer to the SBST, the educator will interview the 

learner. After the educator has interviewed the learner, we call the 

parents and also interview the parents.” [N, 9 November 2020] 

 

The educators and the SBST follow the SIAS process (screen, identify, assess 

and support) for learners in need of psychosocial care and support. Five participants 

referred to the SIAS framework which, according to the literature reviewed, 

complemented the CSTL conceptual framework (see Table 2.1, section 2.2.1.3). A 

participant stated that: 

 

“You first start by screening the learner … there is a tool for 

screening … When you talk of screening it doesn’t mean it is 

curricular- based only, everything, emotional, behaviour, how 

they [the learners] interact with one another. You identify those 

who are bullies … even indicate to them that what they are doing 

[is wrong].” [F, 30 June 2020] 

 

“Support must be given and to be consistent we need to follow 

SIAS policy. As educators we have empower one another. We 

must have a management plan at beginning of the term and 

handing over of evidence [learner support needs] at the end of 

each term. The screening of the learners helps a lot. Following 
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up on giving learner support is very important.” [F, Naïve sketch] 

The above indicates that the educators were aware of the SIAS policy. (See section 

2.2.1.3.) 

 

 Referring to the district officials 

 

If the educators believed that the support they could provide to the troubled learners 

was not enough and that the learners needed to be referred to district officials for 

intervention. The SBST coordinating educator (e.g., participant F) ensures that the 

educators complete the necessary forms. One such form is the SNA1 (Support 

Needs Assessment, Form 1). This form requires the details (such as the family 

background) of the learner who is in need of support. The educator also obtains 

the consent of the parents so that the child could be assessed by the district 

officials.  

 

“Screening, identification and assessment and support and then we 

have SNA1, and SNA2 and SNA3. SNA1 is at school level, where 

the teachers intervene by giving t h e  learner activities Then SNA2 

follows. It is the one i.e., a referral to the district when you need 

intervention from them if the learner does not improve SNA3 is the 

report from the district, after the intervention. They indicate the 

outcomes in SNA3.” [F, 30 June 2020] 

 

 Train educators and brainstorm on how to address the learners’ needs 

 

Due to the fact that the educators have to provide psychosocial care and support to all 

t h e  learners who are in need, their development or training is indispensable. One 

participant explained the steps taken by the educators and the SBST as part of their 

role to train the educators to provide psychosocial care and support to the 

learners.  

 

“Firstly at the beginning of the year, we conduct a workshop to 

train the teachers on how to deal with the psychosocial needs o f  

t h e  learners and how to identify them. Then… referred to SBST, 
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if the learner has a problem, the teacher identifies the learner. 

After identification, follows learner support. After the teacher has 

supported the learner, the teacher refers the learner to the 

SBST who will intervene and also support the learner.” [N, 9 

November 2020] 

 

The above-mentioned educator indicated that when the schools reopened in the first 

term they conduct a baseline, early identification by screening the learners in the 

classrooms, especially in grade R, grade one and grade six, thus following SIAS 

protocols. This is a workshop that serves as a work in progress in that it got informed 

by the cases of the identified learners who were referred though the screening tool 

utilised. The workshop is conducted by the SBST for the educators to prepare and 

support the educators to identify the learners in need of support, and how to provide 

the support. However, as will be indicated, the educators also mentioned a need for 

training (see section 5.2.3.7). This relates to Bronfenbrenner’s (1994) exo-system.  

Such workshops are processes at school level which may include the DoE but does 

not directly involve the learner (see section 2.3.2.3).  The educators met to brainstorm 

on how to address learners’ needs as accounted for by participant C in her role as 

HoD of the Foundation phase. She said: 

 

“We do meet as educators… to identify the learners who struggle. 

The educators interview each learner. It is not easy to know their 

needs. They…interviewed learners…to know their background, 

because it is not easy to teach the learner if you don’t know him 

or her …Some are orphans, or some have family … the 

educator does not know if those who are struggling [do so] 

because of their background.” [C, 24 June 2020] 

 

In support of the importance of collaboration between the educators and the SBST, 

some educators acknowledged the importance of team-work, liaising with other 

educators and sharing information on how to address the learners’ psychosocial 

needs and challenges. In her naïve sketch, one educator said: 

 

“The SBST of the institution must be effective to address the 
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challenges and to come up with strategies. We need team-work 

and to support each other. We must involve all the stakeholders” 

[F, Naïve sketch] 

 uBuntu and pastoral care 

 

uBuntu and pastoral care are also part of the educators’ roles at school. With 

reference to uBuntu, one participant ascertained that the learner’s needs for 

psychosocial care and support were related to financial difficulties at home. She 

shared the following information: 

 

“Knowing…always, you [the educator] accommodate…give them 

everything that you have but that doesn’t mean that you must 

always give. Then along the way you need to find out why they 

have problems. So you also involve the parents. You know, 

once I had a parent doing housework for me because I found 

out that there was a serious [financial] problem [at home]. When I 

interviewed the parent, the parent confirmed this. The parent 

requested I give her any kind of domestic job, even ironing, so 

that she may be able to provide for her kids. That’s when you 

also build the relationship with the parents and then at least 

somewhere, somehow you do have that, which is uBuntu” [J, 

8 October 2020] 

 

The educator demonstrated uBuntu as an act of human kindness attested to by 

Humanity’s team South Africa (undated). Agreeing to that statement Ross (2014) 

said that  uBuntu promoted support by means of interrelationships and mutual aid 

(see sections 1.9.4 & 2.2.5.1). According to Bronfenbrenner’s Bio-ecological 

Systems Theory this is an example of functioning within the second level of the 

bio-ecological system, namely the meso-system, in which the educator and the 

parent have contact. In the above example the educator (in the school setting) set 

up a meeting with the parent (in the family setting) about the psychosocial or 

scholastic issues of the learner. The educator’s interview with the parent presented 

social interaction between  

members of the learner’s family micro-system and his/her school micro-system 
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(Neal & Neal 2013:725) (see section 2.3.2.2). 

 

The above is also an example of pastoral care. Bradley and Butler (2017) indicated 

pastoral care as school-based intervention, incorporated into the guidance and 

counselling offered to learners. Schoeman (2015:121) observed that the educators’ 

pastoral care role in the schools could be interconnected to the academic curriculum 

for the holistic development of learners. Kyriacou (2015:430) also referred to the 

pastoral care role in schools (see section 2.2.2). Typical educator actions in the 

offering of pastoral care included direct help (such as providing an opportunity for a 

parent to improve the family’s finances), o r  mentoring and facilitating social events 

to enhance social interaction between learners. In this research, one educator 

organised a birthday party for a learner, and also took a learner to her home over a 

weekend. In addition, participant G was involved in a local orphanage as a board 

member, indicating her inclination towards pastoral care and uBuntu. 

 

5.2.3.2 Psychosocial needs of the learners at the school 

 

The psychosocial needs of the learners presented on various levels that included 

physical needs, which could cause psychological stress (e.g., the need for food, 

clothes, shelter/privacy and personal hygiene); emotional needs; cognitive needs, 

that could cause psychological stress; as well as needs related to teenage 

pregnancy. 

 

 Physical needs 

 

Regarding the physical care of the learners, the parents did not always use the 

social grant money to care for their children. This meant that they were disheveled, 

and their school books were dirty. For example: 

 

But [when you] look at the child … she is withdrawn … even 

during break, you will find someone standing there by herself or 

himself. When you ask, why are you not playing with the others, 

then the child would start to cry… Someone who is neglected, 

you will see the person by the nature of the books … the [lack of] 
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neatness when the child comes to school … it is as if they want 

to be loved and no one loves them, so they become 

withdrawn”. (F, 30 June 2020] 

 

“These children’s [parents] get a grant, [but] the parents can’t 

provide for their children as expected. The learners don’t have 

uniforms. In winter the learners do not have school jerseys … or 

even shoes. There is grant money,  b u t  the children are not fed, 

they go hungry.” [L, 9 November 2020] 

 

Similar observations were made by Motsa and Morojele (2017) in their study in 

Eswatini (previously Eswatini) of orphans and vulnerable learners. In South Africa the 

DBE was linked to the CSTL conceptual framework in its approach to understand and 

address the barriers to education, which included severe poverty and inadequate 

care-giving arrangements (DBE 2010b:5, 7) (see section 3.2.1). The CSTL policy 

framework (SADC 2015:5) found poverty to be the cause of vulnerability in most 

children. 

 

 Emotional needs 

 

Regarding the learners’ emotional needs, an educator emphasised how important it 

was to address the needs of learners holistically so that their emotional needs could 

also be addressed. She said: 

 

“I think the learners should be supported mentally, physically and 

emotionally. Why do I say so? It is because here at school we do 

have learners from an orphanage. So as we know, those learners, 

I think, need emotional support.” [G, 1 July 2020] 

 

Orphaned learners in particular are in need of psychosocial care and support due to 

their backgrounds. They presented with numerous problems in all spheres (mentally, 

physically and emotionally). The above-mentioned educator indicated that the only 

people who could satisfy these needs were all the educators at school, and not only 

the SBST members. The educators needed to provide psychosocial care and 
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support  

by giving the learners love, by personally attending to them and by reaching out to 

them. Such an approach would alleviate their distress.  

 

The educator elaborated: 

 

“They [orphans] have so many problems…that …need to be 

handled differently, and as a teacher I feel it is not only the 

work of the SBST to support the learners. I think since we 

have those learners from an orphanage, everybody needs to be 

involved. I think they need love, they need care. I have noticed 

that if you give these learners love, if you open up to them, 

even if the learner has barriers, I have noticed that if you give 

them love, and show that you want to know their background, 

show that you care, they start performing better because they 

received attention.” [G, 1 July 2020] 

 

Thus the educator showed pastoral care. Msila (2008) sees such care as maintained 

support with sensitivity and concern for the needs of others. This is also uBuntu, as 

identified by Kubow and Min (2016:1), as the “protection of orphans, mutuality and 

social welfare.” UNICEF (2011) postulated that for educators to respond to learners’ 

emotional needs a psychosocial programme needs to be developed to train them (see 

section 2.2.5.1 & 3.2.3). 

 

 Cognitive needs 

 

The learners at the selected school also exhibited cognitive needs which could 

cause psychological stress. Such learning barriers of a cognitive nature hinder the 

learner’s progress at school. According to one educator in the senior phase, most 

learners achieved low grades because they lacked the basic foundational skills. 

They struggled to read or to construct sentences and this led to poor learning and 

teaching interaction between the educators and the learners, causing psychological 

stress for the learners. The educator spoke about her dilemma of not being able 

to help individual learners amongst the other learners in the classroom, due to 
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curriculum stipulated timeframes that did not give her enough time for such 

individual interaction in large classes. This resulted in psychological distress for the 

affected learner/s.  

 

The educator said: 

 “The problem I think is about the learning … the learning 

problem due to the environment…. They [the learners] cannot 

read, or phrase the sentences. So, it means they have lost the 

basic literacy skills. So we [educators] struggle… They [the 

learners] struggle a lot because they are now at a higher grade 

[grade 7]. We need to revert to the lower levels with them and 

we don’t have enough time to do that because we have the 

ATPs [annual teaching plans] that we need to follow to cover the 

curriculum. So we encounter a lot of problems that finding out that 

some of the learners are just going to the next grade…without 

having achieved the outcomes of the previous grade.” [D, 25 June 

2020] 

 

Mahlo’s study (2017) revealed that those learners who experienced social problems 

could be at risk of psychological, social and academic challenges. Chitiyo et al. 

(2016) experienced challenges with orphaned kids who fell short of access to basic 

psychological provisions to enrich their wellbeing. The rigidity of school timetables 

that resulted in learning difficulties for learners with various problems were also 

referred to by other authors, such as Boler and Carroll ( 2003) (see section 3.2.1). 

In this regard, Neal and Neal (2015) referred to Bronfenbrenner’s (1999) exo-system 

where learners and educators directly experienced the effects of the policy design 

and its implementation (see section 2.3.2). The findings of this study are in line with 

the development of educational policies such as the ATPs (DBE curriculum delivery 

regulations). This indicates the relevance of what Bronfenbrenner and Morris (2006) 

refer to as meso-time,  na me ly  times of experiences (curriculum delivery 

schedules) across days and weeks (see section 2.3.1.1). At the same time, 

Schoeman (2015) brought to the attention the pastoral role of the educator in spite of 

the ATPs, the curriculum and the school administration (see section 2.2.2). 
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 Needs in respect of teenage pregnancy  

 

The psychosocial needs of the learners at school also included teenage pregnancy 

needs. This study revealed that teenage pregnancies needs faced by some of the 

young female learners at school clearly reflected their psychosocial needs which 

were coexistent with learning and teaching barriers. Education and resources were 

advocated as essentials to address the high level of ignorance that contributed to 

teenage pregnancies. One educator indicated that reproductive health and 

sexuality education awareness services for teenagers were important. She 

believed this needed to be provided by the Department of Health in clinics 

which could h e l p  t o  prevent early teenage pregnancies in various ways. The 

educator shared her observations and reflections in both the interview and her naïve 

sketch. She said: 

 

“I have discovered that some learners here are needy and are 

facing challenges, especially poverty. Some learners are being 

emotionally and physically abused. Some girls are facing teenage 

pregnancies at an early age. Those are the things that are 

affecting the learners’ performance here at school.” [B, 24 June 

2020] 

 

“The area that we are working in is regarded as one of the 

needy areas due to the high unemployment rate, teenage 

pregnancies and the lack of proper housing. I think what can be 

done is to provide the community with proper education and 

resources… There should be clinics nearby where they are taught 

about the disadvantages of early pregnancy and how it can be 

avoided.” [B, naïve sketch] 

 

The educators’ experiences of learners’ psychosocial needs like teenage pregnancy 

were viewed unemotionally by the educators in the study. It seemed nothing 

happened at school in this regard and the educators relied on the clinics, whereas 

educators are with these learners at school and in the classrooms and would be 

better able to help the learners. Preventative measures regarding teenage 
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pregnancies and psychosocial support or sex education as a life-skills approach at 

school are important. According to Ngabaza and Shefer (2019), schools in South 

Africa are entrusted with providing sexuality education through the Life Orientation 

curriculum as a means to counteract the high rates of unwanted teenage 

pregnancies. 

 

Kyriacou (2015) indicated that common educator actions offered as pastoral care 

included advice and direct help to the affected learner with psychosocial needs (see 

section 2.2.2). This was also relevant in respect of teenage pregnancies. Educators’ 

experiences of teaching pregnant learners were l imited (Matlala et al. 2014:1) 

since the educators were unable to efficiently support pregnant learners in their 

emotional and physical needs. They did not see it as their responsibility to support 

pregnant girls but as the task of outside organisations, such as health clinics. 

Thus, pregnant girls discontinued school with the subsequent poor cooperation 

between educators and parents. Other authors (Mattingly 2017) also expressed the 

view that pregnant teenagers needed psychosocial intervention to support their 

wellbeing. Jordan et al. (2010) postulated that preventative psychosocial 

approaches were  needed in  the current education and health care systems to 

benefit the schooling community and the learners (see section 3.2.1). 

 

In bio-ecological terms, the interactions between the school and the health care 

systems constitute Bronfenbrenner’s (1999) meso-system. This refers to interrelations 

between two or more systems in which the learner participates. Interactions 

between the learner or the school/educators and agents from other outside 

organisations are observed (see sections 2.3.2.1 and 2.3.2.2). This research clearly 

revealed a problem in this system with regard to how teenage pregnancies were 

handled. 

 

5.2.3.3 Possible reasons why the learners experience specific psychosocial needs 

 

The participants identified various problems as causes of learners’ psychological 

issues. Circumstances at home presented significant problems, such as the parents’ 

unemployment and poverty; t h e i r  constant relocation; t h e  lack of the parents’ 

care for their children, as well as  their drinking problems; emotional and physical 
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abuse; child-headed families; language problems; and teenage pregnancies. 

 

 The unemployment of the parents 

 

The unemployment of the parents as reason for their poverty, was often the cause of 

learners’ psychosocial needs. In poverty-stricken communities, the households 

cannot afford three meals per day. The educators discovered that the learners often 

came to school hungry and unkempt as a result of their parents’ not being able to 

cater for the learners’ basic needs. Su bsequ en t l y  t he  learners and their families 

had no means of a balanced lifestyle. One participant reflected on the 

unemployment and poverty of the parents as follows: 

 

“The high unemployment rate is the biggest challenge. The 

learners play in the streets without wearing masks [worn during 

Covid-19]. The children come to school with empty stomachs; 

and are untidy.” [B, naïve sketch] 

 

Another educator said: 

 

“It is a fact that our learners suffer many needs. They need school 

uniforms…they need food.  The parents are unemployed … that 

affects the learners. The parents can’t provide the learners with 

everything that they need.” [O, 10 November 2020] 

 

The CSTL Policy Framework, based on the Southern African Development 

Community (SADC 2015) indicated that children in poverty is a causal factor for 

the vulnerability of most children. Poverty is the cause of both direct and indirect 

barriers to education, presented as psychosocial needs. The immediate issues of 

poverty are school- related costs like school fees, uniforms and transport. In 

addition, poverty triggered many other obstacles to the development of teaching 

and learning. The effect impacted on the provision of all education, such as a lack 

of access to birth registration certificates, health care, water and sanitation, healthy 

food as well as quality learning facilities. It has been found that hunger and malnutrition 

are predominant causes of the psychosocial needs of learners in the SADC (2015:5) 
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region. 

 

The bio-ecological system identified the learners’ developmental stage in the 

chrono-system, which is the last layer in Bronfenbrenner’s (1999) system. Paquette 

and Ryan (2001) hypothesised that the time- frames in the context of the learner’s 

environment at school were affected by home circumstances over the learners’ life- 

courses. Thus, the dimensions of time, i.e., the learners’ age and grades, were 

related to the environment (see section 2.3.2.5). 

 

 Constant relocation 

 

Related to the above factor/s of unemployment and poverty, was the constant 

relocation of the parents, possibly in the search for employment. This was indicated as 

one cause of the significant psychosocial needs of some of the learners. The 

educators expressed their concern about the unstable life the learners were 

subjected to, which prevented regular teaching and learning in the classroom. The 

school and the educators could not confirm the continuous and regular attendance 

of the learners as the learners were often absent. This made it difficult to track their 

performances per term. Two educators recounted: 

 

“The other cause [of learners’ significant psychosocial needs] is 

[parental] relocation. The movement is too much. The one term 

they are here, the next they got a site there and were camping 

there. So, the school is far from there. Three months later they 

are back [at school].” [F, 30 June 2020] 

 

“Most of the learners are vulnerable. They are orphans … 

child-headed families. The parents are not available for their 

children. And again, sometimes they have relocated elsewhere. 

You ma y  find that a learner is in…a certain extension. Come the 

second term, they are no longer there. They have relocated. So in 

that way we disadvantage the child.” [A, 24 June 2020] 

 

The developmental effects of the constant relocation of the parents on the learner over 
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time, are theoretically placed in the Bronfenbrenner (1999) chrono-system, i.e., the 

last layer of the bio-ecological system, (see section 2.3.2.5). Kirollos et al. (2018:28) 

found that the wel l -known Syrian conflict, which caused dislocation (as opposed 

to relocation), caused psychological stress in children. 

 

 Lack of parental care for their children 

 

The lack of the parents’ care for their children was another reason why the learners 

demonstrated specific psychosocial needs. The findings revealed that in many cases 

the learners were not cared for by their parents because they were physically not 

living in the same homes. According to a participant, many parents did not 

originate from the local vicinity but came from other parts of South Africa, such as 

the Eastern Cape, looking for employment. They tended to stay in informal 

settlements in shacks while their children attended the nearest school. Due to the 

unavailability of jobs, these parents often returned back home to the Eastern Cape 

whilst their children were left alone to look after themselves and to attend school. 

Thus, many of the young learners were left without the physical presence of a parent. 

This led to an unhealthy lifestyle because there was no parent to mind them. Their 

unsupervised lifestyle sometimes led to the girls falling pregnant and having children 

at a young age. Thus, these young kids already acted as parents of learners in 

the foundation phase at the school. Young mothers often neglected their children in 

search of meaningful relationships with boyfriends. The grandparents were often far 

away and thus not available to render any support. The psychosocial needs of these 

learners emanated from hunger, among others i n some cases they tried to support 

themselves by doing home chores and cooking, with danger for their own safety. For 

example: 

 

“You see the society [parents] here…originate from the Eastern 

Cape. They came here to search for jobs….They don’t get jobs, 

thus they return back to the Eastern Cape and then the children 

are left behind. They stay in mkhukhu [shacks]. They lead an 

unhealthy lifestyle. The girls often fall pregnant. You see the 

parents here, maybe for foundation phase learners are 18 to 20 

years old …They also need care … but now they are parents. 
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The children are at home by themselves. The young mothers go 

to boyfriends, they drink liquor, and the children come to school 

hungry, dirty and… At times the children cook for themselves 

because there is no one at home, and they get burned.” [L, 9 

November 2020] 

 

The literature mentions many similar cases. When parents and caregivers display an 

inability to care for their children, it impacts on the children’s emotional well-being 

(Kaufmann 2016; Kirollos et al. 2018; Lekule 2014; Mattingly 2017:5; Nordviert 

2010:237; Odetoyinbo 2011:22). The educators in this study did not mention displaying 

pastoral care and uBuntu by getting involved in such cases as the above. They 

indicated their experiences on the identification of such learners who were without their 

parents’ physical care. At school the educators referred learners who were obviously 

hungry to the feeding scheme at the school. The educators attested to the fact that 

they were unable to address issues of the parents’ lack of physical care at home. They 

believed that social workers could be helpful to evaluate the circumstances at home. 

However, authors such as Shaper and Streatfield (2012), stressed the importance of 

pastoral casework by concerned educators who could provide care in response to the 

learners’ problems. Such care could be practical and protective; it could also be the 

care by of an organised, supportive environment through the arrangement of extra-

curricular activities and supportive systems (see section 2.2.2). Bronfenbrenner (1979) 

called this the meso-system because it refers to the interrelations between the home 

and the school (see section 2.3.2.2). With regard to the learners’ time-line and family 

circumstances (a lack of parental physical care for children) the chrono-system is also 

relevant since it focuses on the changed family set-up when the parents left their 

children behind in Gauteng when they returned to their places of origin in the Eastern 

Cape (see section 2.3.2.5). 

 

 The drinking problems of the parents 

 

The drinking problems of the parents were seen as one of the reasons why the 

learners demonstrated significant psychosocial needs. The educator, who served 

as the SBST chairperson, conveyed her views that, among others, alcohol abuse led 

to exposure to sexual acts. Another educator alleged that learners copied 
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unhealthy and toxic lifestyles of their parents by drinking liquor at a young age due to 

the fact that there was no personal private space when the parents indulged in 

drinking. For example: 

 

“The parents [mothers] are not working …they are so young … 

they depend on their boyfriends. So they drink too much and they 

don’t care …The other situation I noticed about the parents is that 

they do sexual deeds in front of these kids. They are unaware 

of it because most of the time they are drunk, intoxicated…” [H, 

30 September 2020] 

 

“The environment…the learners are exposed to steer them in 

wrong ways because their big brothers and their mothers are 

drinking alcohol … and they live in a small room.” [N, 9 November 

2020] 

 

Although the educators’ experiences revealed how aware they were of the drinking 

and related problems, they did not become involved, provide pastoral care or show 

uBuntu. In this way they did not address the learners’ needs. Best (2014) referred to 

these as psychosocial needs. Thus the educators did not reveal an ‘ethic of care’ 

(Skovdal & Campbell 2015) (see section 2.2.2).The educators were content to merely 

raise their concerns about their learners who were disadvantaged and in need of 

psychosocial care and support because of t h e i r  parents who were often 

intoxicated. 

 

A study by Raitasala, Holmila, Jääkeläimen and Santalahti (2019:913) indicated that 

both maternal and paternal alcohol abuse, irrespective of the severity, were a prelude 

to mental and behavioural disorders in children. The alcohol abuse of the parents 

contributed to their inability to provide safe environments for their children and to 

respond effectively to their children’s physical and emotional needs. The children 

consequently became vulnerable, and demonstrated cognitive-emotional and 

behavioural problems. In this study the parents’ alcohol abuse was also related to 

poverty and a lack of education. 
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According to Bronfenbrenner (1994:39), the scenario observed in the findings as per 

t h e  sub-category drinking problems, positioned the learners in the micro-system 

found to be nearest to the learners, and involved structures 

(family/parents/significant others) with direct contact to the affected learners. In this 

scenario the role-models (parents) constituted unhealthy personal relationships with 

the learners in a face-to-face setting which features taking liquor (see section 2.3.2.1). 

 

 Emotional and physical abuse 

 

Closely related to the drinking problems of the parents, is the emotional and physical 

abuse of the learners. The educators relayed that many of the learners became 

distraught for various reasons. For example, the educators noticed learners who were 

crying because they witnessed physical abuse in the form of physical fights at 

home, mostly related to drunk fathers who beat up the other family members. The 

learners saw their mothers’ being beaten, or in a fight with their fathers. One educator 

said: 

 

“The father is drunk, then he beats the family…those things are 

affecting our learners. Sometimes you will find that the learner 

is emotional or is crying. Then if you [educator] ask the learner 

what is the problem then the learner would tell… my mother or my 

father were fighting.” [B, 24 June 2020] 

 

The emotional and physical well-being of a learner add up to his/her sound 

psychological well-being. If learners are witnesses and also victims of emotional and 

physical abuse, such traumatic circumstances cause t h e  affected learners to 

function in a state of fear. Some learners in the same school were affected by 

the cases of a girl who was raped and killed; and by being witness to a woman 

who was set alight. In other examples, children were abused by their parents. For 

example, a boy was burned with an iron. Such traumatic experiences often cause the 

learners to act out in school. In this regard, two participants said: 

 

“Some of our learners, because of their background…are 

psychologically not okay…They present psychosocial needs. It was 
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reported that a girl of only four years old was found here in the 

school. She was raped and killed… My learners told me that 

it…happened here at the school. And, they poured petrol over a 

woman and set her alight. Just imagine learners as young as they 

are seeing all that… It is traumatising… some get raped…others 

get burnt. We had a learner here who was burnt by his mother 

with an iron.” [O, 10 November 2020] 

 

“Learners are exposed in wrong ways. Physical abuse affects the 

learners in the classroom. Like, a learner hitting other learners 

because there is always fighting at home.” [N, 9 November 2020] 

 

The above revealed the significant need for pastoral care and uBuntu in the school 

setting. Pastoral care by educators, according to Patel (2013), was the found to be 

interlinked between the school/educator/learner, the home setting and the social 

welfare departments (in the meso-system). According to Quan-Baffour (2017), 

t h e  educators’ pastoral care role is fulfilled when they exhibit uBuntu to provide 

psychosocial care and support in instances where learners experienced abuse (see 

section 2.2.5.2). In this regard, an educator said: 

 

“I teach them about abuse, sexual and physical. I encourage 

them to report any abuse they are encountering.” [C, Naïve 

sketch] 

 

Kaufmann (2016) stated that children in their life-courses get exposed to traumatic 

experiences (emotional and physical abuse) with the potential to cause lifelong 

disabilities in learning, as well as physical and mental health. Traumatic experiences 

are increased when there is the loss of a parent or other caregivers, or separation 

from parents (see section 3.2.3). 

 

 Child-headed families 

 

Another reason why learners presented specific psychosocial needs was because of 

child-headed families. According to one educator (in her naïve sketch), a learner 
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identified with problems was interviewed by the educator to investigate her family 

background. The educator found that the learner had assumed the role of being a 

parent. When she checked the learner’s biographical background to identify the legal 

biological parents, she determined that the learner was an orphan. Subsequently 

the educator emphatically reached out to comfort her. Thus she provided pastoral 

care and uBuntu. Even though pastoral care can be cumbersome, it is expected of 

the educator to be prepared to be care- giving and t o  support the learner’s 

development and welfare (Ogina 2010) (see section 2.2.5.1). The context of the 

educator’s pastoral care role was in the innermost layer of the bio-ecological system, 

namely the microsystem. 

 

In another example of a child-headed family an educator found that a Grade 7 

learner had assumed the position of head of the family in the absence of the 

parent, especially the mother. The learner became responsible for the other 

younger siblings who ranged from Grade R to Grade 7. The educator expressed her 

concern that the learner who was still herself a child needed to assume such 

responsibility at such a young age. For example: 

 

“I interviewed all the learners in order to know their backgrounds. 

We all know that some of the learners come from child- headed 

families, meaning they become parents. I asked them about their 

biological parents. Those who were orphans I tried to comfort and 

to give support.” [C, Naïve sketch] 

 

“I think what is causing this…the child is the one who…head the 

family, because the mother is not there, the mother is working 

somewhere. You will find that the learner is in grade 7 [for 

example] and the younger one perhaps in grade R. So that little 

child in grade 7 has to take care of the younger ones. It really asks 

a lot of the learner, because it cannot be expected from him/her to 

take care of the family at that young age.” [B, 24 June 2020] 

 

The learners’ significant psychosocial needs that arose from being in charge of 

child-headed families or orphans were revealed by Motsa and Morojele (2017). The 
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two authors conducted a study that explored the experiences of vulnerable children 

aged between 11-15 years in Eswatini (formerly Eswatini) (see section 3.2.3). The 

learners’ loss of parental support and supervision caused psychosocial needs for the 

affected child. In the above example, the educator gave pastoral care by 

investigating the learners’ circumstances, and to provide support where needed. 

 

 Language problems 

 

Another possible reason why the learners experienced specific psychosocial issues 

was related to the fact that many of the learners presented with language 

problems. This fact made it difficult for them to learn and achieve the set 

outcomes. Language barriers were exposed when the learners have to 

communicate with the educators in the classroom and their language (LOLT) was 

different from the language that was spoken at home. For example, at home the 

learner’s family may be Venda- speaking whereas at school the languages used in 

the classroom were Sesotho and isiZulu. This placed some learners at risk of not 

understanding what is being communicated in the classroom. Such learners were 

marginalized, and that posed a barrier to the learner which then caused 

psychosocial problems.  These learners’ needs could be misunderstood by the 

educators with the result that no appropriate psychosocial care and support could be 

offered. 

 

The above-mentioned language dilemma is related to the fact that South Africa has 

eleven official languages plus sign language, with each language used in the schools 

according to the demographics and the number of learners who use a specific 

language as their mother tongue, in addition to the available qualified educators who 

are able to speak the selected language. In relation to language problems an educator 

said: 

 

“Most of the learners at home are Venda’s. When they come to 

school, we use Sotho and Zulu only. That can also contribute to 

the learning problems they have” [F, 30 June 2020] 

 

The above confirms previous findings that when learners, as the number one 
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clients at school, speak a home language other than the official language(s) of the 

school, this may add to their psychosocial needs since these learners were 

socially and economically side-lined (SADC 2015:7). Bojuwoye et al. (2014:9) 

and Krishnan (2010) also reported on language barriers as causal to learning 

barriers due to miscommunication between the educators and the learners. In this 

regard, the educators’ pastoral role needs to be visible and integrated into the 

curriculum, according to Schoeman (2015:121) (see section 2.3.2.3). However, in 

this research no specific mention was made in this regard. The educators revealed 

that amongst other reasons, language problems could be causal to specific 

learners’ psychosocial needs without specifying an identified case. The link 

between language problems and learning barriers has been generalised to 

psychosocial needs. 

 

Such language problems are bio-ecologically set in the Bronfenbrenner’s (1979) 

exo-system. The school’s language policy has a bearing on the relationship between 

the learners and the educators, and this may contribute to the learners’ specific 

psychosocial needs. 

 

 Teenage pregnancies 

 

Teenage pregnancies was another reason why some of the learners experienced 

serious psychosocial needs. According to the educators in the interviews, teenage 

pregnancies at a young age often went hand in hand with factors that included 

poverty, as well as emotional and physical abuse. These circumstances were 

often closely related to parental unemployment. Often teenagers fall pregnant 

because of sexual abuse. The perpetrators (sometimes family members) were 

generally known to the intoxicated mother. However, o f t e n  the unemployed 

mother was reliant and financially dependent on the perpetrator as sole provider. 

For example: 

 

“The learners here are needy… and are faced with challenges, 

especially poverty. Some learners are being emotionally and 

physically abused. Some girls are facing teenage pregnancies 

at an early age.” [B, 24 June 2020] 
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“Since being in my profession I have experienced so many 

psychosocial challenges, but the one that makes my heart 

bleed is the sexual abuse of our learners. The sad part is that the 

abusers are often people known to them, i.e., fathers, uncles and 

older brothers. All of these things happen in the presence of 

their [the girls’] intoxicated mothers” [H, naïve sketch] 

 

This finding was in line with a SADC (2015:5) report which stated that girl-learners 

were more at risk than boys of not achieving their learning outcomes due to factors 

such as teenage pregnancy and sexual abuse. The accounts about the teenage 

pregnancies by the participants had an emotional effect on them, as reported by 

one educator, who experienced sadness due to the above-mentioned issue. 

According to Letseka (2012), the educator who demonstrated uBuntu embraced 

ethical standards with concern for the learner. The educator acknowledged that, as 

educators, they had a duty in their role of pastoral care to provide in the 

psychosocial needs of pregnant girls (see section 2.2.5.1 & 2.2.2). However, on a 

practical level nothing was being done to support such learners. Teenage pregnancy 

factors were cited by the educators as a significant reason for concern since they 

stated that this was the cause of widespread psychosocial needs in many South 

African school communities.  

 

The educators recommended that support and interventions to address teenage 

pregnancies could be in the form of support at clinics, driven by the Department of 

Health (school nurses). 

 

5.2.3.4 How the psychosocial needs of the learners were handled at the school  

 

The psychosocial needs of the learners at the school where the study was conducted 

were handled in various ways, which included special treatment for learners; 

providing safe shelters; addressing poverty by means of feeding schemes and 

vegetable gardens; requesting sponsors to sponsor school uniforms; addressing 

cognitive barriers and spiritual needs; as well as brainstorming and liaising with 

significant others such as social workers for support 
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 Special treatment for learners 

 

With regard to special treatment for learners one of the educators, in her interview, 

shared an example of pastoral care and Ubuntu of how she made her learners feel 

special: 

 

“The learners’ celebrations, like if they celebrate their birthdays … 

you know birthdays are a big thing. Some learners shall not 

celebrate it at home. So, I do make sure that when it is a learner’s 

birthday, I make that day … special. We celebrate the birthdays in 

class. Sometimes I buy cakes for them … or, towards the end 

of the year, we celebrate or [I host] the closing party whereby I 

give them gifts, just to make them feel that they are also 

special… because they really need that a lot.” [B, 24 June 2020] 

 

Mattingly (2017) alluded to the importance of providing psychosocial support to 

address the effect of trauma on children and the youth towards improved 

wellbeing. When special care was provided by educators this was meant to provide 

psychosocial support to learners and to facilitate their mental health (see section 

3.2.3). 

 

 Providing safe shelters 

 

One of the educators disclosed how she displayed pastoral care when she 

sometimes provided a safe shelter to learners over weekends to alleviate the 

everyday psychosocial distresses that they experience. She said: 

 

“We [the educators] show them [the learners] support. I 

sometimes take them home for a weekend just…maybe to 

relieve them from what they are going through. I might even 

spoil that learner for the weekend … just to take him or her 

away from the stress that he or she is facing every day.” [B, 24 

June 2020] 
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Thus the educator’s intervention illustrated the pastoral task at an individual level, 

located in the micro-system, where the learners’ well-being was addressed by the 

educator (Ferreira & Ebersöhn 2011:65) (see table 3.1 section 3.3.3). In the 

execution of her pastoral task on a one-to-one level the educator demonstrated 

uBuntu by her self-sacrifice, goodwill and care extended to the learner by providing a 

safe shelter. Kaufmann (2016:1) found that children’s traumatic experiences could 

lead to learning difficulties in their life course, traced in the chrono-system (see 

section 2.3.2.5). However, the aforementioned educator (B) recognised the need 

to provide a structured and protective environment that were child-friendly and safe 

as first psychosocial support intervention. 

 

 Addressing poverty 

 

The educators exhibited pastoral care by helping to address the poverty needs of 

the school learners in various ways. The participants utilised any resource they had 

to satisfy the learners’ basic needs, like the need for food. In this respect the 

educators usually brought food from their homes and shared this with the 

identified learners. The educators also sought food and clothes from stores in the 

area. The school’s feeding scheme was updated to supply food for the identified 

learners who came to school hungry. A cooking programme was organised by ladies 

who were contracted. They provided the hungry learners with porridge in the morning 

before classes started. One educator explained: 

 

“We used to come with food for those [learners] who do not 

have food at home … and we used to go to Checkers to ask for 

food and clothes because there are those who do not have clothes 

… The feeding scheme is playing its role because the mothers are 

cooking. They cook for our children. If you find that maybe they 

[the learners] don’t eat at home, but because we are cooking food 

here at school, they [the learners] will start by going to the 

kitchen and be served soft porridge.” [C, 24 June 2020] 

 

However, one educator [C] felt that more could be done to address the learners’ 
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needs. For example, it could be beneficial to get the school’s community of parents 

involved to alleviate poverty by starting vegetable gardens. She stated: 

 

“What we can do is to allow parents to plant vegetables in the 

school garden and sell them to the community. We can also help 

by organising sports games and sell some food as a 

community project. The money can be shared to members of the 

project and the profit can also be saved until December. The 

money can also be used for buying school clothes for the coming 

year.” [B, Naïve sketch] 

 

The importance of pastoral casework as means of promoting care and help to others 

was emphasised by authors such as Schoeman (2015) and Shaper and Streatfield 

(2012). Tapiwa and Lartey (2017) characterised uBuntu in pastoral care as whenever 

‘a person is a person through other people’ (see section 2.2.2). To this end, 

feeding schemes contributed. Addressing poverty over time, finds a place in the 

chrono-system (Christensen 2016:23). 

 

Poverty was addressed by identifying sponsors. The educators attested to the fact 

that they requested donations from various businesses for the basic needs that the 

learners had. These donations that came from companies as well as individuals, 

were distributed to the learners who were the most disadvantaged. Amongst others, 

they donated food, uniforms, sleepwear and feminine hygiene ware. For example: 

 

“We make sure … we try by all means to maybe reach out to the 

organisations and we ask for the donations…help those that are 

most needy.” [O, 10 November 2020] 

 

“Okay, so some of the donations we got from B, another business 

lady who is around the area and also A… they help us with very 

important stuff… sanitary stuff and also blankets and food parcels 

such as porridge. We really appreciate that.” [O, 10 November 

2020] 
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Msila (2008) indicated that such acts, when educators found people to offer donations 

to the learners in need of psychosocial care and support, were acts of uBuntu and 

pastoral care. The community of the business persons could not have known about the 

needs in respect of psychosocial care and support of learners if it was not for the 

educators who reached out to request help for thee learners. 

 

Such community involvement or outreach as explained above is placed in the macro-

system (Bronfenbrenner 1979:26; Bronfenbrenner 1994:40). It is a layer that 

emanated from a subculture or culture in the lower levels of the bio-ecological 

systems that constitute the schooling community (see section 2.3.2.4) for the 

improvement of the community. 

 

 Addressing the cognitive barriers 

 

Regarding addressing the cognitive barriers that could cause psychological stress, 

the coordinator of the SBST (F) attested to the fact that there was a system in place 

to address cognitive barriers. The learners with learning problems were assessed 

differently from others, and the parents were also involved to provide additional 

support at home. She explained: 

 

 “Learners with barriers are not assessed in the same way as 

others, because their intellect is not the same… You cannot give 

a child who is having a barrier [to learning] a paragraph to say the 

child must read. Instead you need to give the child a picture so 

that the child can formulate sentences based on the picture. It is … 

individual support…You conduct a one-on-one session to make 

the child feel comfortable. At times the child doesn’t feel 

comfortable to be assessed in front of other learners. Allow the 

learner a space to do assessment activities. If the child 

struggles… call the parent…sit down with the parent… provide 

feedback. The educator highlights areas that need support. The 

parent is informed on how to support the learner at home.” [F, 30 

June 2020] 
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Thus, the educator supported the learners by means of the SIAS process (DBE 2014) 

(see section 2.2.1.3) for learners in need of psychosocial care and support. 

However, the educators needed to be trained to be able to address the psychosocial 

needs, according to Education White Paper 6 (DoE 2001). This paper indicated that 

the education and training system needed to sustain education for all learners who 

needed to be supported at school by educators or the SBST. The paper highlighted 

the importance of educator training to build the educators’ capacity for them to be 

able to address all the learners’ needs of a psychosocial nature (see section 2.2.1.2). 

(The issue of educator training is addressed in section 5.2.3.7.) 

 

 Addressing spiritual needs 

 

During the interviews and through their naïve sketches, the participants shared the 

measures they took to address the learners’ psychosocial needs at a spiritual level. 

They invited spiritual leaders such as pastors who normally presented services at the 

school to address the emotional burdens of some of the learners. The educators 

managed and coordinated the process after they had identified the affected learners. 

Divine intervention and support came in the form of prayer and lay counselling 

conducted by these pastors. The pastors’ and churches’ support included the 

‘adoption’ of some of the learners for holistic support, physically, emotionally and 

spiritually. This also included the provision of school uniforms where they were most 

needed. Two participants said: 

 

 “The churches’… support…for these learners was possible 

because we have pastors here at our school. They preach and 

again we submit the names of those learners whom we have 

identified… learners’ with emotional problems. We submit their 

names to the pastors… they come and sit with those learners 

and they also pray to help these learners.” [C, 24 June 2020] 

 

“Some learners were ‘adopted’ by the churches. They buy 

uniforms for them … they do home visits.” [A, 24 June 2020] 

 

An educators’ pastoral role required of the educator to assume a devoted, ethical 
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and dutiful approach to others, i.e., learners, parents and colleagues. It was 

mandatory for educators to provide emotional and spiritual support to all. Through 

pastoral   care, the educators   supported the   learners   in   their   “discomfort,   hurt   

and apprehension” (Anonymous 2017:1). Educators’ community, citizenship and 

pastoral role (RSA 2000:15) required the educator to be trained so that they could 

be caring and principled when they responded to the learners’ spiritual needs (see 

section 2.2.1.5). 

 

 Brainstorming and liaising with social workers 

 

Liaising with social welfare departments to obtain the help of social workers 

supported the educators in helping the learners who present with psychosocial needs 

as identified at school. The learners’ cases were o f t e n  referred to the social 

workers. Progress was reported to the educators when the psychosocial problems 

of the learners were resolved. The educators who were case managers of the 

identified learners referred to the social workers also provided feedback on the cases 

to the educators. An educator explained: 

 

“We contact the members that we work hand in hand with. 

These include our social workers. They come and assist us in 

terms of making sure that we give the support to our learners, to 

our children that we are dealing with whenever, and also the 

communication between the teachers and us [the SBST]… to be 

able to address issues of learners in need psychosocial support.” 

[O, 11 November 2020] 

 

The social workers removed the learners from their homes when necessary in case 

of the severity of their cases and psychosocial needs. The possible placement by 

social workers would be with relatives, whereas placement with a foster family 

was not always encouraged. The educator expressed the view: 

 

“The social welfare, they do come, they do assist, even then 

you will find that out of ten [learners], you get only two [learners] 

to be assisted, only two [learners] that get to be placed and 
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you will find sometimes they assist us, because they don’t 

encourage most of the time to place the learner with a foster 

family, they would rather get a relative that can assist and do 

something for these learners, and you will find that even 

though they get to the relatives it is even worse than it was at 

the present.” [K, 8 October 2020] 

 

According to the CSTL conceptual framework, the DBE has been positioned as a 

main support agent within an ecological systems approach to have the individual 

and school-related barriers to learning addressed (DBE 2010b:17). In the findings of 

the research on which this thesis is based, the school served as the f i r s t  point to 

identify learners with psychosocial needs. The staff sometimes referred the cases 

to the social workers. In terms of the Bio-ecological Systems Theory the interaction 

between the school and social workers were theoretically found in the meso-system. 

 

5.2.3.5 What helped the educators in addressing the learners’ needs 

 

Liaising with special committees or people, such as the SBST committee, the 

district officials, i.e., DBST, t h e  police or social workers helped t h e  educators to 

address the learners’ needs. For example, participant M reported on the involvement 

of support structures at various levels. These support stakeholders were helpful to 

address the learners’ needs. The educator outlined the process to resolve the 

identified learner’s needs: the referral started with the educator who observed the 

learner and identified the problem. This educator would hold a conversation with the 

learner. Intervention at this level was by the educator. However, if the problem was 

complex, it was taken to the HOD as head of the department of that phase, to 

provide further guidance. The case could also be brought to the attention of the 

principal. Thereafter, the involvement of stakeholders like social workers, clinics and 

the police was sought depending on the intricacy of the problem. Participant M 

explained: 

 

“The teachers will find the problem, talk, intervene with the 

learners and then after that if it’s a big problem… the educator will 

approach the HOD, who would advise accordingly… Advance 



138  

cases are taken to the principal to make her aware that there is 

problem with certain learners at school. And after that…we 

involve social workers for the necessary support. If maybe it’s a 

rape case, we include the clinics and the police.”  

[M, 9 November 2020] 

 

Another participant explained how the district officials were involved: 

 

“The district sends someone to interview the learners, to assess 

the learners about the problems. The school will investigate the 

learning situation and the home background to find the problem. 

Where does the problem originate?  Is it maybe at the education 

base [school] or at home? So, then the district could compile 

their findings [on the learner] so that they can help the learner.” 

[D, 25 June 2020] 

 

The pastoral care of the educator is sought when the learner has been identified as 

per the SIAS process, with further referral to the DoE (DBE 2014). The district 

officials review the issue and determine the nature of problem via the SIAS 

assessment that followed on the screening and identification by the school educator 

(see section 2.2.1.3). Within the context of the Bio-ecological Systems Theory, the 

learner’s referral from the school to the district brings two individual micro-systems 

together (see section 2.3.2.2). 

 

Skovdal and Campbell (2015:178) encouraged the schools and the educators to apply 

more inclusive practices toward caring by promoting child-friendly and health-

promoting school cultures. They emphasised that the active engagement with school-

based welfare services was central to the schools being centres of support (see 

section 2.2.1.2). Jordans et al. (2010) also promoted the use of social support 

systems. In corroboration, the IRC (2012) sponsored healing classroom 

approaches to foster the resilience and wellbeing of the learners. The approach 

recommended that educators, government officials and community members liaised in 

order to protect the children (see section 3.2.3). 
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5.2.3.6 The main challenges the educators experienced in addressing the learners’  needs 

 

The main challenges educators experience when they address the learners’ 

needs include: being interrogated by the authorities when reporting abuse, e.g., 

rape; the lack of parental involvement, e.g., to report the breadwinner or to 

communicate with the school; the lack of cooperation from ward councilors; the lack of 

educator skills to address disciplinary problems, (e.g., using corporal punishment); 

child-headed families; large classes; and the lack of the language skills of the learners. 

 

 Being interrogated by the authorities 

 

The educators were challenged by the measures that are needed to be taken when 

cases of abuse are reported. As an example of the significant lack of socio-emotional 

support for learners, an educator confessed that she did not support female learners 

who reported rape because she could not face the interrogation that followed such 

reports. 

 

“Sometimes you find that in a serious case like the learner is 

being raped … by the brother or the father at home … it is 

painful because there is nothing you can do. We are afraid to 

raise such issues because of the law… If … the case happens to 

go to court, the questions that has been asked there at the court 

make us ...feel that if the learner has been abused at home, 

just leave it like that, because we think that the law has been 

unfair to us as educators … because they ask questions [such 

as]: How did you notice that the girl has been raped? … So 

sometimes you feel that … it is better to keep quiet” [B; 24 June 

2020] 

 

Similarly, participant G did not report the suspected alleged sexual abuse of a girl 

learner. The educator justified the response by saying: 

 

“We once had a court case, I remember, years back, there was 

a child, the teacher suspected that the child was sexually abused 
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and then there was a case, and that is when we realised that 

this is serious, because now the teacher was questioned, like 

she had to explain why she was saying the child is being 

sexually abused. I mean the child told the teacher what her 

brother is doing… to her. You know the law has changed. The 

law changed because now you have to know your story. If you 

are saying, if you suspect that the child is being abused, you need 

to know what you are talking about. So unfortunately for the 

teachers, they are scared to say whatever now, because nobody 

wants to go to court. I for one, don’t like going to court. But I 

don’t think I will turn a blind eye, if I see something like that…” [G, 

1 July 2020] 

 

The educator clearly turned a blind eye to save herself from being questioned. The 

above behavior is against the child- abuse reporting protocol as per the Children’s 

Act, Act 38 of 2005 (RSA 2006). This is a gross violation of the learners’ right 

to a safe and protective learning environment. This non-disclosure by the 

educator allows the perpetuation of the abuse. The educator was equally liable as 

potential accomplice to the abuse for not reporting the case as expected. Educators 

act in loco parentis and thus have a legal role to protect and care for the learners 

unde r  their supervision (Govender 2011:16) (see section 2.2.4). Participant I 

specifically named the legal role of the educator as acting in loco parentis when 

addressing the learners’ need for psychosocial care and support. She declared: 

 

“Sometimes when we come in the class, they come to you, 

and hug you…you will see tears in their eyes. Then you will 

start to ask: What is your problem? Maybe she will say…. You are 

a loco parentis… here at school … We are mothers and fathers, 

we have our different passions, yes, but then I am the parent of 

each and every child here in school, even if she is in grade 7. I 

am still her mother” [I, 30 September 2020] 

 

Educators have the professional duty to support and provide guidance for learners 

with psychosocial needs (DHET 2015). This requirement  is in stark contrast with 
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some of the educators who participated in this research who stated that it was better 

to keep quiet or turn a blind eye [participant G] in the alleged abuse of a learner. 

The SADC’s (2015:22) CSTL policy framework presented Issue 6 that noted the 

common practice of the poor enforcement of child protection laws. 

 

 Lack of parental involvement 

 

In cases of sexual or physical abuse, the educators were challenged by the lack of 

parental involvement, e.g., they did not cooperate with the school. The educator 

[B] revealed how they addressed the case of an alleged rape or molestation of the 

learner. The parent would be invited to school to discuss the discovery. However, 

the parent’s (e.g. the mother’s) response w o u l d  s o m e t i m e s  b e  to claim that 

it was a lie. Thus, the parent (mother) protected the perpetrator for various 

reasons, generally for financial reasons. It was difficult for educators to follow-up 

issues with uncooperative parents. The educators said: 

 

“As a school as soon as we discover that the child is being 

molested or raped we call the parent. Sadly they tend not to 

come or if they do come they claim the child is not telling the 

truth reason being that they are afraid to lose their 

spouses/boyfriends as they are the ones that put food on the 

table. Sadly the school does not have the power to take the 

matter further if the parent refuses to speak.” [H, naïve sketch] 

 

“Some parents they don’t want to disclose [sexual abuse}, 

especially if you find that the father or the step-father… is the 

one who abused *the learner…. The parent [mother] will deny 

everything that has been told because she is afraid that the … 

partner goes to jail. They will be left with nothing because the 

… person who abused the learner is the bread winner. So the 

mother will be afraid to report the case or to take the case further 

because you will find that maybe the mother is not working, 

so they are only depending on whatever the partner is bringing 

at home, so sometimes they don’t want to say anything or to 
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report the cases.” [B, 24 June 2020] 

 

“It was a 14 year-old who was raped by her stepfather and her 

mother was hiding all this. The parent hides…doesn’t disclose the 

child rape … maybe because of unemployment and because 

of love - blind love … I don’t know.” [I, 30 September 2020] 

 

It seems that in cases such as the above, the victims did not receive any further 

support by the school. The educators felt they could not pursue the matter further 

and merely viewed such cases with sadness. This was an example of a lack of 

pastoral care which left the victims unsupported. However, participant I, a member 

of SBST, indicated that she went on to support the learner in her court appearance. 

The case was not concluded since the alleged perpetrator did not appear in court. 

This raised concern with the educator who felt that the court appearance was a futile 

exercise and that the legal system failed the learner. 

 

 A lack of cooperation from local council members 

 

The educators indicated a lack of response when they contacted the local councilors 

to become involved in problematic cases. There was a need for the school to be 

supported by the local government member, namely the school’s ward councilor as 

stakeholder of the school community. It was a challenge for educators to liaise with 

the councilors even though they also belonged in the community and were parents. 

The educators expected them to assist in supporting the learners’ psychosocial 

needs which generally arose from the home in the community.  A lack of cooperation 

from the councilors was closely related to a lack of parental involvement in the same 

community. The educators expected the councilors as parents to support the school 

management, the teachers and the learners by addressing the psychosocial needs of 

the learners and by providing them with moral support. One educator articulated the 

challenge as follows: 

 

“Even the [local] government doesn’t support us because you 

sometimes write a letter and request the local government 

council member here…they must also be involved in the 
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education of the child. So we sometimes call the councilor to 

come and intervene or help…those who are unemployed to 

give them just to give them the jobs. You will find then it is not 

easy for us to reach the councilors. They don’t come to school 

because if you are a council member of this ward… visit the 

school and find out, what are the problems that the school 

faced. So I think even the councilors they have to play an 

important role in schools because it is their duty to monitor 

and to support the teachers and the principal of the school and to 

support the learners … because the councilors are also the 

parents.” [C, 24 June 2020] 

 

In the literature reviewed it was found that authors encouraged the increased 

community responsiveness in respect of the learners’ psychosocial and mental health 

problems (Jordans et al. 2010). Weare and Nind (2011) also supported such 

community involvement (see section 3.2.2 and 3.2.3). The interaction between the 

learner’s environment and the councilors at local governmental level are theoretically 

situated in the exo-system, according to the bio-ecological systems theory (see 

section 2.3.2.3). The educators were keen to initiate pastoral care that would link 

the school with the community at local government level. 

 

 Lack of educator skills to address disciplinary problems 

 

Many of the educators lacked the skills to address disciplinary problems, e.g., they 

resorted to using corporal punishment. One educator stated: 

 

“The stick has been abolished but sometimes there are those 

who use the stick to reinforce education. So, you are beating this 

child because maybe he didn’t do the homework…so take the 

stick” [C, 24 June 2020] 

 

Burde et al. (2015) stated that educators needed training to enable them to use 

alternative measures than corporal punishment to discipline learners while, at the 

same time, providing psychosocial care and support to the learners (see section 
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3.3.1). Using physical punishment was not only against the law but lacking in pastoral 

care for learners who were already experiencing psychosocial problems. 

 

 Child-headed families 

 

The educators attested to the fact that the child-headed families were a problem 

because there was no parent to take responsibility for the care of the children. This 

led to the identification of learners in the classroom who needed psychosocial care 

and support. These learners assumed the responsibility of taking care of younger 

siblings, such as cooking meals for them, doing their washing and being their 

caregiver. An educator said: 

 

“There was a child headed family … a grade seven was left 

with the siblings. She must cook after school … she must do the 

washing and at times they are even alone at night … no one is 

there … no elder is there.” [F, 30 June 2020] 

 

No educator referred to getting involved in such cases. This indicates a lack of 

pastoral care that could be related to the educators feeling overwhelmed with the 

number of learners who needed support, among other reasons. 

 

 Large classes 

 

Overcrowding in classes was cited by the educators as a challenge if they wanted 

to provide psychosocial care and support to learners. In the relevant school the 

class ratio was 1:50 or 1:55 for some educators. Some of the learners experienced 

barriers to learning and they needed to be accommodated by means of differentiated 

(adapted) teaching to suit their specific needs. Another challenge was the fact that 

the classrooms were jam-packed with desks that made it impossible for the educator 

to move about and make eye-to-eye contact with the learners who needed 

individual psychosocial ca re  a n d  sup po r t .  An educator described the situation: 

 

“Yes, with overcrowding…here at our school, one [educator] for 

50 to 55] learners]. It is too many for the teacher…for those 
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learners with special needs…. Educators differentiate in 

classes for learners in need of special attention. The children are 

so packed in classes that the teachers complained that they 

could not reach [learners]. Sometimes they can’t even move 

between the desks to check the learners when they are 

performing their activities.” [A, 24 June 2020] 

 

Mahlo (2017) and Nel et al. (2016) also observed and recorded empirical evidence of 

educators’ experiencing challenges in teaching learners with diverse needs in large or 

overcrowded classes. Potgieter-Groot et al. (2012) confirmed the challenges that t h e  

educators experienced in overcrowded classes in respect of learners who experienced 

emotional and behavioural barriers to learning (see section 3.2.1). 

 

 Lack of language skills 

 

Some learners spoke a different language at home from the one that was used at 

school. This caused a barrier to learning in the micro-system of the school that led to 

the learner experiencing emotional or social problems. For example, some learners 

could not perform some basic literacy skills like sentence construction, due to poor 

language skills. The school used isiZulu as medium of instruction. One educator who 

taught in isiZulu stated that the learner was only conversant in the language spoken 

at home, namely, Tsonga. The educator allegedly recommended that the parents 

change their home language to assist the struggling learner. However, this was 

impractical. The educator said: 

 

“A lack of language skills is a challenge because you give the 

learner a task…to construct a sentence…but the learner can’t 

even write. You then enquire: ‘What language are you speaking 

at home?’ ‘We are Shangaan [speaking Tsonga]’. But now I 

teach in Zulu. I say to the parents they also have to stop to speak 

their language because now here at school the child is 

struggling.” [F, 30 June 2020] 

 

Bojuwoye et al. (2014) reported that a lack of language skills led to the affected 
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learners being challenged with emotional disturbances (see section 3.2.1). 

 

5.2.3.7 How the educators were trained to address the learners’ needs 

 

Some educators indicated that they received no training to support the learners, 

others were confused about the training they received, while a third group indicated 

that they received some training (sometimes indirectly related to the psychosocial 

support of learners). 

 

 No training 

 

Most educators did not receive any training to capacitate them to provide 

psychosocial support in addressing the learners’ needs. In this way they were not 

equipped for their pastoral care role. The educators merely referred learners to the 

district office. The educators completed the forms which were sent to the district 

officials who responded to the referred cases by conducting assessments. One 

educator elaborated on this: 

 

“We are not trained to address the learners’ needs but we 

follow the policies like you fill in the form and do the reference, so 

that we take those referrals to the district office and that they 

come and assess. But as teachers, we have never been trained 

to deal with those things. It is only … we follow the policy of 

filling in the forms and then refer the child to the district. Then 

they [District officials] come and assess.” [A, 24 June 2020] 

 

Ebersöhn et al. (2015) indicated that educators needed training so that they may 

be  ab le  to  address the challenges in education. Valli and Buese (2007) observed 

that educator training was essential due to the continuous changes in the educators’ 

roles which required of them to be responsive to the learners’ needs (see section 

3.3.3). 
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 Confusion about the training received 

 

Other educators were confused about their training which left them uncertain. For 

example, participant E was of the opinion that educators needed refresher in-service 

training considering the current complex psychosocial care and support needs of 

their learners. The educator highlighted time-line gaps between when they were first 

trained to the current context. This caused differences in the learners’ psychosocial 

needs. Hence the educators felt that they did not fully understand their learners’ 

psychosocial needs. They were therefore unsure of their preference or inclination to 

the learners’ psychosocial care and support. They felt that their training was outdated; 

it could not match the learners’ needs in a technologically advanced world. This is 

how the educator expressed the issue: 

 

“We were trained because we know some of the basic things, but 

remember I was trained in 1994. There is a gap now. I think with 

regard to the curriculum we learn some new skills to top up what 

we learned in the past. But the community then was not like now. 

A lot of things happened … that is why I say we are not trained… 

just a taste when you look at the things that are happening now. 

We   need   training, we need … workshops…we need new ideas 

as our kids are living in a new world, a technology world. They 

are more advanced than us. They’ve got more questions that we 

fail to answer” [E, 29 June 2020] 

 

 

Stroebel et al. (2019) made a case for the re-skilling of L.O. educators by in-service 

training in order to be better able to address learners’ needs; also according to Diale 

et al. (2014) and Theron (2009:231; 234; 237) (see section 3.3.3). However, the 

quality of this training was important as in-service training could be inadequate if not 

done well (Zwane & Malale 2018:1). 

 

 Some training 

 

Participant O acknowledged the inclusion of a relevant module in her university 
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training as an educator. Reportedly, the module dealt with the pastoral care of learners 

in need of psychosocial care and support. Workshops were also acknowledged by the 

educator as in-service training. She clarified: 

 

“Yes, definitely I was trained because starting from when I was 

doing my course at varsity, we were trained about pastoral 

care, and as a teacher you are everything for the learner … you 

are a mother, you are an educator, you are a social worker…you 

are everything. So you work… in the classroom situation... When 

we were still doing our degree, we were taught about our 

pastoral role. In addition, the help from the district also empowers 

us. We get workshops in terms of how to deal with the 

psychosocial matters at some point. So, definitely we do get 

training in terms of how to deal with a learner.” [O, 10 November 

2020] 

 

According to Schoeman (2015:119), newly- qualified educators should be able to 

practice effective pastoral care. Kwatubana and Bosch (2019) indicated that pre- 

service training could support new educators in rendering psychosocial care and 

support to learners because it impacted on the educators’ ethical conduct in the field 

of pastoral care. This is in accordance with the principle of uBuntu (see section 

3.3.2). According to Riley (2013:112), sustained pastoral care in education should 

start with educator self-care. Kaljee et al. (2017) provided a content course in 

educator training that confirmed the importance of the educators’ improved personal 

psychosocial wellbeing. 

 

Participant I felt that a workshop equivalent to in-service training capacitated her on 

how to deal with learners’ psychosocial issues. The course was presented in the 

Eastern Cape in a counselling project. She said: 

 

“I was trained as a teachers’ liaising officer TLO. I attended a 

workshop…even attended the training… it was a week. Then it 

was just maybe one day, two days. Then I was also… part of 

the… counselling…dealing with the child… this was three 
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weeks… Even the SBST members attended. It was the part of 

the… project.” [I, 30 September 2020] 

 

In-service training has also been reported as necessary by other authors. In 

Eswatini (formerly Eswatini), Glaxo Smith Kline (2011) established supplementary 

vocational training in guidance and counselling; in health and reproductive health; in 

psychosocial support; and in life skills issues. Ferreira and Ebersöhn (2011) also 

emphasised the importance of training for pastoral tasks on different eco-systemic 

levels (see section 3.3.3). 

 

5.2.3.8  What the educators needed to be better able to address the learners’ needs 

 

The educators mentioned that the following would help them to address the 

learners’ needs: community involvement, such as reporting matters to the  

educators; community outreach projects, e.g., vegetable gardens or safe houses; 

increased support by DoE staff, e.g., to take the lead and provide training; and 

improved school infrastructure, safe play areas at school or better recreational 

facilities at school. 

 

 Community involvement 

 

The educators felt that community involvement was needed in reporting learners’ 

psychosocial needs to educators as the community (e.g., the parents) were with the 

learners after school hours. If the educators were alerted by the community they 

could be better able to handle the learners’ needs timeously and efficiently. One 

educator stated: 

 

“We need the community involvement in this matter. If the 

community, maybe the neighbours see those things, because we 

cannot see what is happening in the neighbourhood…they may 

come out and report such cases to us, then we take it from 

there and make sure everything is treated as confidential as 

possible.” [B, 24 June 2020] 
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With regard to community involvement, participant G was of the opinion that 

resources like homes and orphanages were basic to the educators’ ability to 

provide care and support to learners outside of the school. She said: 

 

“We need resources like those homes, and orphanages 

whereby at least a child when he or she comes back from 

school, goes to a safe place. [G, 1 July 2020] 

 

The educators also thought that the community could help to alleviate poverty. For 

example: 

 

“Maybe you can have a lot of community projects like maybe 

planting of vegetables, whereby the parents will be maybe they 

can cook themselves, planting the vegetables and at the end of 

the day they sell them, at least they will be having something 

at the end of the day.” [B, 24 June 2020] 

 

The literature also shows that in providing pastoral care to learners with psychosocial 

needs, t he  educators could use the community as a resource (Tapiwa & Lartey 

2017) (see section 2.2.5.1). For educators to be better able to provide pastoral 

care to the learners and live up to the principles of uBuntu, they needed the 

involvement of the community. Tapiwa and Lartey (2017) emphasised that uBuntu was 

a way of community involvement or outreach. According to Swart and Phasha 

(2011:243), uBuntu implied collective sharing and caring within the community context. 

 

 Increased support by DoE and other staff members 

 

In line with the previous findings, the educators indicated that they needed to be 

trained. This should be provided for by the DoE. The training of the educators 

would be beneficial to develop environments for all learners in need of psychosocial 

care and support. An educator stated that: 

 

“It’ll be better if all schools are inclusive and the training is 

done in such a way that every teacher is trained to be inclusive, 
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or for all to deal with these learners’ psychosocial needs” [K, 8 

October 2020] 

 

The educators also felt that working together with other departments could make 

psychosocial care and support much easier to provide. To better address the 

learners’ psychosocial needs the educators observed: 

 

“If our government can give each and every school, the school 

nurse, the priest, the police, the social worker and the social 

development…can work because all stakeholders will be 

involved.” [I, 30 September 2020] 

 

“Each school, can have a school nurse…policeman…a social 

worker, they can work so well with us…the educators.” [H, 30 

September 2020] 

 

The CSTL envisioned the participation of different sectors (inter-governmental), all of 

which had different roles to serve (SADC 2015:10). These sectors included: safety 

and protection (the police), social and welfare services (social workers), nutrition 

(feeding schemes), health (the Department of Health’s) and other complementary 

services (SADC 2015:11). 

 

 Improved school infrastructure 

 

The school infrastructure also needed to be improved to provide safe areas. 

Participant G was of the opinion that school resources were basic to educators’ 

ability to provide care and support to learners. She said: 

 

“We need resources like those homes, and orphanages 

whereby at least a child when he or she comes back from 

school, goes to a safe place…” [G, 1 July 2020] 

 

To add to the need for safe places for learners’ recreation the educator explained 

furthermore by saying: 
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“If we have the playing area, a safe area whereby the learners go 

and play…with security…to see that the learners are safe.” [B, 24 

June 2020] 

 

The CSTL conceptual framework policy goals strongly emphasised the need of 

the learners, educators, school support staff and officials of a safe education 

environment (see section 2.2.1). The educators indicated that the school could 

provide improved safe play areas or better recreational facilities. This would provide 

support to the educators to address the needs of the learners. 

 

5.3     SUMMARY 

 

In this chapter the findings of the empirical investigation were presented. In particular 

the focus was on: roles at school in terms of psychosocial care and support of 

t h e  learners; the psychosocial needs of the learners at the school; possible reasons 

why the learners experienced the specific psychosocial needs; how the psychosocial 

needs of the learners at the school were handled; what helped the educators when 

they addressed the learners’ needs; the main challenges the educators 

experienced when they addressed the learners’ needs; how the educators were 

trained to address the learners’ needs; and what the educators needed to be better 

able to address the learners’ needs. The findings were discussed and interpreted 

in the light of the theoretical and conceptual framework of the study. 

 

In the next chapter the conclusions, recommendations and limitations of the study 

are presented. 
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CHAPTER SIX 

CONCLUSIONS, RECOMMENDATIONS AND LIMITATIONS 

 

6.1 INTRODUCTION 

 

In this chapter (Chapter 6) the conclusions, recommendations and limitations of the 

research conducted are given. The conclusions aim to answer the main research 

question which was stated in Chapter 1 (section 1.4),  n a m e l y : What are the daily 

lived experiences of educators in providing psychosocial care and support to learners 

in a South African disadvantaged setting? Sub-questions were stated with the 

following objectives in mind regarding a disadvantaged, primary school setting: To: 

 

 create awareness of educators’ experiences of their community, citizenship 

and pastoral role in school; 

 raise insight into how uBuntu values are incorporated or not incorporated in 

rendering psychosocial care and support to learners; and 

 make recommendations f o r  t h e  sustainable implementation of offering 

psychosocial care and support to learners. 

 

The following sections are devoted to answer the main research question and to 

reach the above stated objectives. The conclusions and recommendations are based 

on the findings presented in Chapter 5. 

 

6.2 CONCLUSIONS 

 

The conclusions in this study are related to the identified categories and sub- 

categories of the findings that were developed from the data collected by means of 

interviews and naïve sketches. Thus, the conclusions are based on the empirical 

investigation and interpreted in the light of the literature reviewed. 

 

6.2.1  The role of the educators at school to address the psychosocial needs of 

the learners 

 

It can be concluded that the educators and the managing staff at the school were 
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aware of their responsibilities regarding the psychosocial needs of the learners. The 

educators, in collaboration with the SBST, conducted interviews with the learners 

with problems and their parents to learn more about the learners’ context and to  

ascertain the learners’ psychosocial needs (see section 5.2.3.1). Such interaction is 

located in the micro-system of the bio-ecological system. The educators and the 

SBST were aware that, for the efficient psychosocial care and support of learners 

with special needs, the educators needed to implement the SIAS protocol that 

involved the screening, identification, assessment and support of the identified 

learners, using the SNA forms (see section 2.2.1.3 and 5.2.3.1). 

 

The school and the SBST referred the identified learners’ cases to the district for 

intervention if the learners did not improve despite the school’s support efforts. 

The empirical findings showed that the SBST coordinated the SIAS process at the 

school utilising SNA 1 and 2 forms when referring the relevant learners to the 

district officials. The district officials, i.e. the DBST, on receipt of the SNA forms, 

reviewed the SNA forms from the school using the SNA 3 form to initiate an 

individual support plan for each identified learner with psychosocial needs that 

impacted on their performance (see section 5.2.3.1). 

 

The findings revealed an awareness of the SBST’s role to train other educators on 

the SIAS process to teach them how to address learners’ psychosocial needs that 

cause learning barriers. The most important role of the SBST was to train other 

educators to enable them to provide psychosocial care and support to learners 

(see section 5.2.3.1). 

 

From the findings it can be deduced that the educators regularly convened meetings to 

collaborate on means to address the learners’ needs. This involved collaborative 

work between the educators that was marked by brainstorming and liaising with one 

another on how to address learners’ psychosocial needs. 

 

Regarding uBuntu and pastoral care to the learners, the educators indicated that the 

learners’ difficulties were often related to poverty. Some educators extended a 

helping hand to the community. For example, an individual educator offered a 

mother a way to enhance her income by employing the mother as a domestic 
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worker, so that she could meet the family’s basic needs. Pastoral care was also 

shown in instances where an educator organised a birthday party for a poor learner 

or a weekend at the educator’s home. In another instance an educator became 

involved in a local orphanage where some of the learners stayed (see section 

5.2.3.1). 

 

6.2.2 The psychosocial needs of the learners at school 

 

The empirical investigation showed that the educators observed the psychosocial 

needs of the learners, and that included physical needs that led to psychological 

distress (e.g., the need for food, clothes, shelter/privacy and personal hygiene). 

The educators observed that often the learners had physical needs due to 

parental neglect. Such learners arrived at school looking unkempt, without shoes or 

uniforms. Even though the parents were awarded social grants, the money was used 

for other purposes (see section 5.2.3.2). 

 

The study revealed that learners had emotional needs which needed to be 

holistically addressed. This was particularly true of many of the orphaned learners. In 

such instances some of the educators tried to provide emotional support and to be 

available for such learners (see section 5.2.3.2). 

 

From the findings, it can be concluded that many of the learners demonstrated 

cognitive needs that could lead to psychological distress. According to the educators, 

many of the learners presented learning barriers that hampered their progress at 

school. These learners lacked basic learning skills in literacy, making it difficult for 

both learners and educators to reach the curriculum outcomes. The educators shared 

their predicament of being unable to intervene and support the learners with cognitive 

problems due to curriculum scheduled notional times (see section 5.2.3.2). This 

confirmed previous findings (see section 3.2.1) that learners with social problems 

were potentially at risk of cognitive learning barriers. 

 

The educators were also confronted with the needs of teenage young girls because of 

pregnancy. The interrelationship between poverty, unemployment, abuse and the lack 

of proper housing facilitated teenage pregnancies and caused learning problems. 
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The educators tended to observe this important matter at a distance rather than to 

become personally involved. Pregnant female learners were referred to clinics or 

the Department of Health. The communities were also expected to design 

preventative measures on the issue of teenage pregnancies (see section 5.2.3.2). 

 

6.2.3 Possible reasons why the learners presented the specific psychosocial 

 needs 

 

According to the educators the numerous causal factors of the learners’ psychosocial 

issues were mostly home-based. These factors included parental unemployment, 

which was related to poverty. The school communities and families were often 

destitute and as a result they could hardly afford daily meals. This was evidenced 

by the fact that the learners came to school hungry; the parents were unable to 

provide in the learners’ basic needs of food, school uniforms and essential hygiene 

products. This confirmed previous findings that poverty contributed to the vulnerability 

of many children. The parents of such children were not able to pay school fees, buy 

uniforms or pay for transport (see section 5.2.3.3). 

 

According to the educators, the constant relocation of the parents emerged as a 

main factor why the learners’ psychosocial needs were related to the unemployment 

of parents and poverty. The educators raised concerns that the learners’ irregular 

school attendance was often due to their families’ movement from place to place. 

The reason for their relocation emanated from the parents’ search for employment. 

Some of the parents came from other parts of South Africa to Gauteng for 

employment, for instance from the Eastern Cape. These parents brought along 

young kids and resided with them in informal dwellings (shacks), and enrolled the 

children enrolled in the nearest school. After some time had elapsed and job 

searches had failed, the parents returned back home. This necessarily affected the 

learners’ progress as they often missed school (see sections 2.3.2.5 and 5.2.3.3). 

 

Related to the above was the fact that as parents migrated looking for employment, 

t h e  children were sometimes left alone without parental care and supervision. 

Such children were left without an adult to guide them and look after them. They 

were therefore vulnerable and naïve and often made uninformed decisions. They 
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were prone to unhealthy lifestyles, unplanned teenage pregnancies and dangerous 

attempts to care for themselves. This was particularly true when grandparents were 

also absent, (i.e., the parents of young mothers) to provide some support. The 

educators who identified absent parents as the reason for the lack of physical care 

of learners, referred such cases to social workers to evaluate the situation at 

home. The educators felt that it was not their terrain. This pointed to poor pastoral 

care (see section 5.2.3.3). 

 

According to the educators, the drinking problem of the parents was another 

significant reason of the learners’ psychosocial needs. Once again, the educators 

were unmotivated to provide the psychosocial care and support to the identified 

learners that their pastoral role and uBuntu required. The educators were keen to 

reveal the alleged drinking habits of the parents but could not explain how they, as 

educators, fulfilled their pastoral role in the spirit of uBuntu (see sections 2.2.2 and 

5.2.3.3). 

 

The educators referred to the emotional and physical abuse of the learners in their 

classes. Such abuse was brought about by skirmishes between the parents at home, 

which were often witnessed by the learners. They also often experienced physical 

abuse. Incidents of learners who were traumatised by such experiences were 

reported to the educators when they inquired about the learners’ emotional states, 

(e.g., seeing them crying). In some other instances, emotional distress was caused 

by the loss of the parents or caregivers (see sections 3.2.3 and 5.2.3.3). This issue 

was related to that of child-headed families, which the educators also identified as 

another reason for the learners’ specific psychosocial needs. When educators 

became aware of the fact that learners were orphans, they displayed pastoral care 

and uBuntu by providing emotional support (see section 5.2.3.3). 

 

According to the educators, language problems were a possible reason for the 

learners’ specific psychosocial needs because misunderstanding could cause 

learning barriers between the educators and the learners in the teaching and 

learning context. The miscommunication between the educators and t h e  learners 

was at school where the language of learning and teaching (LOLT), i.e., Sesotho 

and isiZulu, was different from the learners’ home language, i.e., Venda. The 
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learners in this context were at risk of being marginalised with no understanding of 

the teaching content. As a result, psychosocial stress developed. This was enhanced 

when relevant psychosocial care and support was not forthcoming from the 

educators. A discord between LOLT and the home language added to the learners’ 

psychosocial needs due to miscommunication between the educators and the 

learners (see sections 2.3.2.3 and 5.2.3.3). 

 

Teenage pregnancies were cited as a reason for female learners’ psychosocial 

needs (also see section 6.2.2). The empirical investigation revealed that this issue 

had links to, among others, poverty, emotional and physical abuse, parental 

unemployment and sexual abuse. The perpetrators were often known by the 

parents (specifically the mothers) who were often unemployed and were therefore 

financially reliant on the perpetrators and therefore did not report them to the 

police (see section 5.2.3.3). Even though the educators were aware of their pastoral 

role in this regard, they often did not want to become involved in police investigations 

with regard to sexual abuse cases (see section 5.2.3.3). 

 

6.2.4 How were the psychosocial needs of the learners handled at school? 

 

The learners’ psychosocial needs were handled in many different ways. One educator 

provided special treatment for the learners that demonstrated a pastoral care role and 

uBuntu to make learners feel special. The educator organised birthday celebrations, 

birthday cakes and gifts for learners to compensate for the lack of celebrations at 

home and to make the learners feel special (see section 5.2.3.4). This was in 

accordance with the literature that acknowledged the need for psychosocial support 

to improve the children’s wellbeing. Special care provided by t h e  educators would 

enhance the learners’ mental health (see section 3.2.3). 

 

The educators sometimes provided a safe shelter, and this illustrated the pastoral 

care to lessen the learners’ psychosocial miseries (see section 5.2.3.4). Providing 

learners  

with child-friendly and safe place to support them physically and psychosocially 

were examples of pastoral care and uBuntu principles (see section 3.3.3). 
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Addressing poverty was another means of handling learners’ psychosocial needs. The 

educators used available resources to help the learners, for instance, by providing 

them with food or lunch boxes to share, seeking food parcels from shops, and 

accessing food from the school’s feeding scheme. The educators also 

recommended that the community became involved. They wanted the parents to 

start vegetable gardens at the school. These were examples of pastoral care and 

uBuntu (see sections 2.2.2 and 2.3.2.4). 

 

According to the educators, addressing cognitive barriers following the SIAS 

processes was essential to alleviate the psychological stress of the learners. 

Different assessment strategies were used to assess learners with learning difficulties. 

Some educators also tried to involve the parents for sustained support at home. 

The SBST’s key role was demonstrated by the educator in her role as SBST 

coordinator [F] for the support of learners with cognitive barriers (see section 

5.2.3.4). The support of learners with cognitive barriers is regulated by the SIAS 

process (see section 2.2.1.3). According to the Education White Paper 6, educator 

training is essential for educators to be able to address the learners’ psychosocial 

needs (see section 2.2.1.2). The findings showed that the educators were aware of the 

importance of addressing the learners’ spiritual needs. To this end, the educators 

invited pastors from the community to deal with the emotional and psychosocial 

issues of some of the learners. The pastors provided divine intervention and support 

by prayer as well as with lay counseling. In addition, the pastors and the church 

‘adopted’ some of  the learners and provided them with school uniforms (see section 

5.2.3.4). This illustrates the need for the educator’s community, citizenship and 

pastoral role (see section 2.2.1.5). 

 

The educators believed that brainstorming and liaising with social workers was an 

important way to address the learners’ psychosocial needs. Referrals were made to 

social workers who shared the progress reports of t h e  resolved psychosocial 

problems of the learners with the educators at school. Such links between the 

school and social workers functioned at the bio-ecological meso-system level (see 

section 2.3.2.2). 
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6.2.5  The main challenges experienced by t h e  educators i n  addressing 

the learners’ needs  

 

The educators experienced the following challenges in their attempt to address the 

learners’ needs and to provide pastoral care: daunting processes when reporting 

cases of child abuse; a lack of parental involvement; a lack of cooperation from 

t h e  local government’s council members when their support was needed; a lack of 

their own skills to address disciplinary problems; issues relating to child-headed 

families; overcrowded classrooms; and the lack of many learners’ understanding of 

the language used for teaching. 

 

The findings presented in section 5.2.3.6 show that the educators were challenged 

by processes or protocols when reporting cases of abuse, particularly when they 

were interrogated by the police or other authorities. This led to cases of alleged 

sexual abuse of female learners were not reported. This demonstrated a lack of 

responsibility to provide psychosocial care and support to such learners and was a 

clear violation of child abuse protocol for educators who are mandated to report 

abuse. The educators have to act in loco parentis at all times to protect and care for 

the learners (see section 5.2.3.6). This illustrated a severe and serious neglect of the 

educator’s community and pastoral role. 

 

The lack of parental involvement remained a challenge to educators, particularly in 

cases of sexual or physical abuse. In some instances the perpetrator was the 

financial provider of the family so that the mother, for example, would feel 

powerless to cooperate with the educator. It therefore became a complex matter for 

educators and seemed to lead to a situation where the educators did not take the 

matter further. The findings indicated that the educators tended to feel demotivated 

and that they lacked the capacity to address the learners’ plight. Since the educators 

did not fulfil their pastoral care role, this left the learners unsupported (see section 

5.2.3.6). In this research, only one educator supported a child in court. 

 

The findings also revealed that when the educators tried to involve the local councilors, 

there was a lack of response. This unavailability of the councilors is closely related 

to the lack of parental involvement in the community, as already referred to. The 
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educators needed the community councilors to support the SMT, the educators and 

the learners to address the psychosocial needs of the community members in the 

exo-system of the bio-ecological system (see sections 2.3.2.3, 3.2.2 and 3.2.3). 

 

It can be concluded that the educators struggled to render the required psychosocial 

care to their learners because they struggled with disciplinary problems in class. 

Some of the educators attested to the fact that they resorted to corporal punishment. 

This in itself is a violation of The Constitution of the Republic of South Africa and 

revealed a lack of pastoral care. It also showed that the educators needed training to 

enable them to use constructive methods to discipline learners, which can happen 

concurrently whilst providing psychosocial care and support (see sections 3.3.1 and 

5.2.3.6). 

 

The educators were also challenged by the fact that some of the learners in their 

classes did not  have parents at  home. Some of  the smal l  chi ldren were 

looked af ter by other children, e.g. older siblings, who were responsible for taking 

care of their younger siblings and for doing the chores at home (see section 5.2.3.6). 

The educators felt powerless to address these issues related to their pastoral role. 

 

Large or overcrowded classes were also found to be a challenge. This resulted in the 

fact that some learners with learning barriers could not be supported. The classrooms 

could not accommodate a big number of learners. The teacher could not move 

between the desks to render the required support (see section 5.2.3.6). 

 

A lack of understanding of the medium of instruction that could lead to emotional 

problems was also a challenge for the educators. The educators were unable to 

address this challenge, and expected from the parents to switch to the language of 

teaching at home (see section 5.2.3.6). 

 

6.2.6 How were the educators trained to address the learners’ needs? 

 

There were three groups of educators who reacted to the question with regard to their 

training. The first were the educators who never received training; second group 

consisted of those persons who were unsure about the training they received; and 
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the third was a group who received some training, even though it was not directly 

related to the psychosocial support of the learners. 

 

When the educators did not receive any training to provide psychosocial support 

for the learners’, the educators only identified the learners by following the 

prescribed policies to refer to the District making use of the SNA forms (see 

section 5.2.3.7). Numerous authors stated that educators needed to be trained for 

their pastoral role to address the challenges in education and to be able to respond 

to learners’ needs (see section 3.3.3). When t h e  educators were uncertain about 

the training they received, some admitted to the necessity of refresher courses 

(in-service training) to deal with the learners’ psychosocial needs and to be able to 

fulfil their pastoral role. The educators did not feel skilled to address the needs of the 

learners (see section 5.3.2.7). In a third group, one educator reported on some 

training during her studies in education at university, and another attended a workshop 

on ways to deal with learners’ psychosocial issues (see section 5.2.3.7). In general, 

most of the educators felt the need for relevant training. 

 

6.2.7 What the educators needed to be better able to address the learners’ 

needs 

 

From the findings presented in section 5.2.3.8, it is concluded that the educators in 

this study needed support from outside bodies to enable them to address the 

learners’ psychosocial needs. For example, they needed the involvement of the 

community to shed light on learners’ psychosocial needs. This involvement was 

seen as key to alerting the educators to the learners’ issues. Community involvement 

was also necessary to provide basic resources like homes and orphanages to 

enhance the educators’ ability to provide care and support to learners when they 

were not at school. Moreover, t h e  community involvement was helpful as a 

means to address poverty through community projects, like vegetable gardens. 

This was in line with the findings in the literature that indicated that the community 

could be used as a resource in providing pastoral care to learners and was 

integrated into the uBuntu principles (see section 2.2.5.1). 

 

The educators also indicated their need for increased support by the DoE and 
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other government departments to fulfil their responsibilities, such as the need to be 

trained. This would empower them to facilitate enabling environments for all learners 

in need of psychosocial care and support (see section 5.2.3.8). 

 

6.2.8 Main conclusions 

 

According to the above, the educators in the study attempted to fulfil the learners’ 

psychosocial needs. However, they were uncertain what to do since they lacked 

training. Even though the school SBST played a part to train educators in the SIAS 

processes, this proved inefficient because most of the educators could not respond to 

the learners’ most pressing needs. Thus, the training fell short with regards to their 

pastoral role and uBuntu. The educators tended to believe that the learners’ issues 

needed to be addressed by others, rather than by themselves. For example, if there 

was a language problem at school, it was the parent’s responsibility to attend to it. 

 

The educators in this study could not honour their pastoral role because they were 

overwhelmed by all the issues while trying to finish the curricula. Thus, a very 

serious learner issue such as teenage pregnancy was observed from a distance and 

lacked pastoral care. Instead, the educators preferred that such problems were 

addressed by outside bodies such as the Department of Health or clinics. The 

drinking problems of parents too, were identified by the educators as an issue, but 

once again the educators felt that whatever was happening at home was not their 

responsibility. Moreover, the educators avoided to report cases of sexual abuse as a 

way to evade undergoing interrogation when the cases were heard in court. To this 

end, the educators’ incompetence to honour their pastoral role and to incorporate the 

values of uBuntu were based on a lack of skills. They also did not know how to apply 

constructive disciplinary strategies, or handle large numbers of learners in a class 

while addressing individual learner’s needs. 

 

A final conclusion is that the educators failed to support the learners because of a lack 

of training on how to handle the complex needs of the learners. 
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6.3 RECOMMENDATIONS 

 

6.3.1 Recommendations for improved practice: An in-service training 

programme 

The conclusions presented in section 6.2, pointed to the need for educators’ in-

service training to enable them to fulfil their pastoral care role embedded in the 

uBuntu principles when providing psychosocial care and support to t h e  learners. 

Therefore, in-service training is recommended considering the findings of this study, 

as well as the conceptual and theoretical framework provided as reviewed in 

chapters 2 and 3. 

 

The aim of the in-service training is indicated in the DBE goals which are: The 

educators need to fulfil the learners’ psychosocial needs that include providing the 

schooling community (learners, educators, support staff and officials) with a safe and 

protective environment for teaching and learning. 

 

The purpose of the in-service training is related to the policies of the school where 

they need to be implemented by t h e  educators. The in-service training is mainly 

meant to inform and enable educators to provide pastoral care and support to at-risk 

learners and educators (peer support) (DBE 2017a:6). 

 

The objectives of the in-service training based on the study objectives are: To build 

a n  awareness in the educators of their pastoral role, which has uBuntu values, with 

regard to the psychosocial care and support of learners (see section 1.5.2). 

 

In order to be available to all, the training needs to be presented at the school, for 

example in the staffroom since this venue is accessible to all. The training could be 

given in sessions as decided by the staff members themselves. There are different 

possibilities, for example: three sessions, once a week for two hours; two sessions 

once every fortnight for three hours; or one full day session. However, there needs 

to be a steering committee that will ensure follow up support and regular 

brainstorming meetings. 

 
The following is presented as guidance of what an in-service training programme for 
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educators, the SBST and the SMT should include, but it should be adapted to the 

needs at the school. The programme focuses on three main themes. 

 

The educators’ in-service training programme to fulfil their pastoral role and 

incorporate the values of uBuntu in the classroom 

 

Training outcomes: The educators need to understand 

 the concepts of ‘pastoral role’ and ‘uBuntu’, as well as the policies related to the 

educators’ pastoral role and uBuntu; 

 the CSTL conceptual framework in relation to priority areas and the link with 

the educators pastoral role; 

 how to address serious issues with regard to their pastoral role and uBuntu. 

 

Theme 1: Conceptual framework and policies related to the educators’ pastoral 

role and uBuntu 

 

The concepts ‘pastoral role’ and ‘uBuntu’ need to be packed out, explained and 

discussed since they are important for the well-being of the learners. 

 

The following are policies related to the pastoral care of learners that can be used for 

training: 

 

 The Constitution of the Republic of South Africa stipulates that education is a 

basic right of all South Africans (see section 2.2.1.1). The Education White 

Paper 6 (2001) indicates that the education system should enable learners to 

participate in education and should meet the academic, social and emotional 

needs of all learners (see section 2.2.1.2) 

 

Activity: What are the implications of the Education White Paper 6 and the 

Constitution of the Republic of South Africa for you as an educator with 

regard to your pastoral role and uBuntu? 

 

 The Children’s Act of 2005 gives effect to the rights of children as contained in 

the Constitution of the Republic of South Africa, to setting out principles to 
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follow in the case of learners’ psychosocial needs that are related to their 

care and protection. Alongside the Act is the use of Form 22 to report child 

abuse in any form. Anyone (including educators) can fill in Form 22 because 

it is obligatory by law to report suspected abuse (see section 2.2.5.2). 

 

 

Activity: What are your responsibilities and role regarding (a) when you 

become aware of sexual or other abuse; and (b) the handling discipline in the 

classroom, (e.g., the use of corporal punishment)? 

 

 The Policy on screening, identification, assessment and support (SIAS:2014): 

The policy offers a framework for support measures to utilise with learners in 

need of psychosocial care and support (see section 2.2.1.3). 

 

Activity: What are the implications of the SIAS policy for you as an 

educator with regard to your pastoral role and uBuntu? 

 

 The Minimum Requirements for Teacher Education Qualifications (MRTEQ): 

The document indicates and expla ins the seven collective roles of 

educators, including to support learners in a disadvantaged setting. The 

MRTEQ outlines the educators’ community, citizenship and pastoral role 

made up of practical, foundational and reflexive competencies. The practical 

competencies relate to the educators' response to social and educational 

problems affecting learners (e.g., violence, drug abuse, poverty and child 

abuse). The educator needs to teach and/or counsel learners and 

demonstrate care and ethical conduct in order to protect the learners’ 

holistic development. Foundational competencies imply that the educator 

should understand the main community problems with an emphasis on 

issues of poverty and health. The reflexive competencies suggest that 

educators need to facilitate favourable interventions and support for learners 

with learning and psychosocial problems (see section 2.2.1.5). 

 

Activity: What are the implications of the MRTEQ policy for you as an 

educator with regard to your pastoral role and uBuntu? 
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 The School Nutrition Policy: The Policy informs the schools’ nutrition 

programme and recommends feeding learners in disadvantaged contexts in 

quintiles 1 to 3 for primary and secondary schools (quintile 1). 

 

 

Activity: How can you contribute to the learners’ nutrition programme? 

 

Theme 2: The CSTL conceptual framework in relation to priority areas and the 

link with the educators’ pastoral role 

 

The educators have to fulfil their pastoral role on the basis of the CSTL that identified 

several priority areas that are linked to certain action responses (SADC 2015:9). 

 

Regarding curriculum support, the educators should integrate their pastoral roles in all 

the subjects they teach. In consideration of safety and protection, the school should 

provide safe housing, and involve the police and social workers when necessary. In 

respect of the psychosocial support of learners, the educators need to be involved on 

a practical level but can also involve social and welfare workers,  religious leaders and 

others to address the spiritual, physical and emotional needs of the learners. 

Regarding water and sanitation (hygiene), the educators’ pastoral role relates to the 

councilors’ service delivery and the minimum standards for a public school’s 

infrastructure. This is also related to the learners’ health.  In this regard, t h e  

educators can involve school nurses and the Department of Health to address issues. 

The learners’ nutritional needs may be addressed by feeding schemes and vegetable 

gardens. This is particularly important for schools in areas that are poverty stricken. In 

these areas, material support and uBuntu are also shown by providing learners with 

clothes and school uniforms. To this end, the community can be involved by seeking 

donations and sponsors. In this way community outreach programmes as well as 

liaising with special committees or people can play a significant role. 

 

Context is important and educators who work in disadvantaged environments need to 

consider this milieu. Therefore the educators need to be able to describe the 

contexts of the learners they teach and what the implications are for their pastoral role. 
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Moreover, the context of each child is different. The context is the place where the 

learner is in continuous interaction with others. This includes the school with the 

educators and the home with the parents and the family. This is the micro-system of 

the bio-ecological system (see section 2.3.1.1). 

 

Activity:  

 

Explain the general context of the learners at your particular school. How can 

you use the resources at your disposal to address the learners’ needs? 

 

Think of one learner in your classroom who exhibits problematic behaviour: 

What is this learner’s context? How can you use the resources at your disposal 

to address this individual learner’s needs? 

 

Theme 3: The development of skills to address serious issues with regard to 

the educators’ pastoral role 

 

Interview skills: The educators need to be trained how to interview learners with 

psychosocial needs and their parents. During the interview the educator needs to 

be able to determine the needs of the learner and/or the parent /guardian regarding the 

child. 

 

Assessment skills and protocols: The educators should be able to conduct 

specialised assessments included in the SIAS. They therefore need to be skilled 

to screen, identify, assess and support (SIAS) learners, as well as to complete the 

SNA (support needs assessment) forms. The educators need to be aware that it is 

necessary to involve the SBST/SMT and to refer learners to the DBST/district officials 

in order to follow the SIAS protocol. In every school the SBST should brainstorm and 

share ideas with the other educators on how to address learners’ barriers together 

with the  sha r in g  o f  information. 

 

Skills related to learners’ sexuality: The educators should be empowered in how to 

deal with pregnancy and to support pregnant girls. The approach needs to facilitate 

communication between parents and educators to enable pregnant learners’ access 
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to pregnancy specific health care. The educators should work together with the 

parents, the learners, and the Department of Health to allow pregnant learners to 

continue their schooling. Moreover, pregnancy prevention measures  are needed. 

Sex education during the L.O. periods in collaboration with Department of Health 

needs to be promoted. 

Skills to address the various main issues identified by this research: In addition 

to the above, the educators need to brainstorm ways in their relevant contexts and 

with the resources at their disposal on how best to address: 

 

 parental unemployment and poverty; 

 the constant relocation of the parents: 

 the lack of parents’ care for their children: 

 the drinking problems of the parents; 

 the emotional and physical abuse of the learners; 

 interrogation skills of the educators; 

 issues related to child-headed families/orphans; 

 language problems in the classroom; 

 disciplinary problems in the classroom; 

 issues related to large classes; and 

 the lack of school infrastructure. 

 

The ongoing development of skills and peer support: The educators should be 

motivated to follow a participatory action learning approach so that the training of 

educators is ongoing and steered by a steering committee. The educators could 

work collaboratively as a group and network for support from available resources. This 

approach allows for personal and professional growth with regard to an educator’s 

pastoral role and the implementation of the principles of uBuntu. 

 

Activity: From the above list, select the issues that you feel are most important 

to you as an educator. Explain how you can address these issues to fulfil 

your pastoral role and exhibit the values of uBuntu. 
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6.3.2 Recommendations for further research 

 

The study focused on educators’ experiences of providing psychosocial care and 

support to learners with psychosocial needs. It is recommended that a further study 

be undertaken in order to gain insight into the learners’ experiences of how their 

psychosocial support needs are addressed (or not), by the educators at school. 

 

In addition to the above, it could also be useful to investigate the educators and 

learners in other contexts than the one used in this study to gain an understanding 

of how they experienced the issues raised in this study. Much may be learnt from 

schools that are successful in their attempts to address the psychosocial problems of 

learners. 

 

Another useful investigation would be a mixed-method study with staff and learners 

who could reveal further insight into the psychosocial problems that the learners 

experience and how they view their educators’ assistance. From the results, 

generalisations could be possible. 

 

6.4 CONTRIBUTIONS OF THE STUDY 

 

The most important contribution of the study is twofold: 

 

Firstly, the researcher determined that the educators were unable to fulfil their 

pastoral roles and implement the principles of uBuntu to address the 

psychosocial problems of the learners. In some instances the educators acted in 

disregard of formal policies, for example with regard to not reporting cases of sexual 

abuse, and by the use of corporal punishment. One of the reasons for this was a lack 

of appropriate training.  

 

Secondly, the researcher designed a programme that schools and others can 

implement or adapt for the practical in-service training of educators on how to 

address the psychosocial problems of the learners.  
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6.5 LIMITATIONS OF THE STUDY 

 

The empirical investigation was conducted during the Covid 19 lock-down period in 

2020. Thus, it was difficult to reach and interview the participants, or t o  make 

arrangements for writing the naïve sketches. Some participants were reluctant to 

partake and did not honour the interview appointments. Similarly, the time frames of 

t h e  appointments also hindered the collection of the data at the research site 

because the schools were not running with full staff. In some instances, when the 

researcher reached the school at the scheduled time, she found that the educators 

had already left, allegedly because of a suspected case of infection. The data 

collected were mainly from educators in the Foundation phase who were 

available because the foundation phase learners were not attending school due to 

lock-down regulations. 

 

Another limitation is that this was a qualitative study. A mixed-method study may 

reveal further insights from which generalisations are also possible. In this study the 

aim was not to generalise, but to gain an in-depth understanding of the phenomenon 

under investigation. 

 

6.6 SUMMARY OF THE STUDY 

 

The aim of this study was to explore and describe the lived experiences of educators 

of the psychosocial problems of the learners, when providing psychosocial care and 

support to the learners in line with their community, citizenship and pastoral role and 

on the basis of uBuntu principles. The study used Bronfenbrenner’s Bio-ecological 

Systems Theory of development as conceptual framework. 

 

The empirical investigation was conducted at a disadvantaged primary school in 

South Africa, using a phenomenological case study design. Purposeful sampling of 

educators was used so that information-rich participants with relevant experiences 

participated. These educators taught grades 1 to 7. All the ethical considerations 

were adhered to, for example all the participants signed participant consent forms 

after the aims of the study were clearly explained to them. The data were collected 

by means of naïve sketches written by 20 participants and in-depth interviews with 
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15 educators. The data were analysed was by means of Tech’s method. 

 

The empirical findings revealed that educators identified the learners’ psychosocial 

needs that included physical care needs, emotional and cognitive needs as well as 

needs in respect of teenage pregnancy. The findings showed that the educators 

believed the causal factors for the learners’ psychosocial needs were, namely 

parental unemployment, constant relocation, poverty, a lack of parental physical 

care for the children, drinking problems of t h e  parents, t h e  emotional and 

physical abuse of the learners, child-headed families and orphans, and language 

problems. The educators were challenged on how to handle the learners’ 

psychosocial needs to fulfil their pastoral role. It was clear that in-service training 

was required to empower the educators to be able to attend to the learners’ needs. 

To this end, the study designed a programme for the in-service training of 

educators. The aim of this programme was to empower educators on how to address 

the psychosocial needs of the learners in a practical way. 

 

Recommendations for further study were made. The limitations of the study were 

also highlighted. 
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UNISA COLLEGE OF EDUCATION ETHICS REVIEW COMMITTEE 

 

 

 

Date: 2020/03/11 

 

 

Dear Mrs. LV Mothamaha 

 

 

 

 
 

Researcher(s): Name: Mrs. LV Mothamaha 

E-mail address:Lomile.mothamaha@gmail.com Telephone:072 1742311 

 

Supervisor(s): Name: Prof S Schulze 

E-mail address: Salome.schulze@gmail.com Telephone:  0824472714 

 

 
 

Qualification: PhD Psychology of Education 

 
 

Thank you for the application for research ethics clearance by the UNISA College of Education 

Ethics Review Committee for the above mentioned research. Ethics approval is granted for the 

period 2020/03/11 to   2025/03/11. 

 

The low risk application was reviewed by the Ethics Review Committee on 2020/ 03/11 in 

compliance with the UNISA Policy on Research Ethics and the Standard Operating Procedure on 

Research Ethics Risk Assessment. 

 

The proposed research may now commence with the provisions that: 

1. The researcher(s) will ensure that the research project adheres to the values and principles 

expressed in the UNISA Policy on Research Ethics. 

Any adverse circumstance arising in the undertaking of the research project that is relevant to the 

ethicality of the study should be communicated in writing to the UNISA College of Education Ethics 

Review Committee
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Researcher(s) will conduct the study according to the methods and procedures set out in the 

approved application. 

3. Any changes that can affect the study-related risks for the research participants, 

particularly in terms of assurances made with regards to the   protection of participants' 

privacy and the confidentiality of the data, should be reported to the Committee in writing. 

4. The researcher will ensure that the research project adheres to any applicable 

national legislation, professional codes of conduct, institutional guidelines and scientific 

standards relevant to the specific field of study. Adherence to the following South  African   

legislation   is  important,  if  applicable:  Protection  of  Personal 

Information Act, no 4 of 2013; Children's act no 38 of 2005 and the National Health Act, no 61 

of 2003. 

5. Only de-identified research data may be used for secondary research purposes in 

future on condition that the research objectives are similar to those of the original research. 

Secondary use of identifiable human research data requires additional ethics clearance. 

6. No field work activities may continue after the expiry date 2025/ 03/ 11. 

Submission of a completed research ethics progress report will constitute an 

application for renewal of Ethics Research Committee approval. 

Note: 

The reference number 2020/ 03/ 11/6599176/ 02/ AM should be clearly indicated on all 

forms of communication with the intended research participants, as well as with the 

Committee. 

 

 

 

 

 

 

 

Prof  PM Sebate 

ACTI NG EXECUTIVE DEAN 

Sebatpm@unisa.ac.za 

 

 

 

 

 

 

 

 

 

 

 

 

Approved - decision template - updated 16 Feb 2017

mailto:Sebatpm@unisa.ac.za


199  

 

 

 

PERMISSION TO CONDUCT RESEARCH REQUEST LETTER 

 

           The Principal 

Encochoyini Primary School  

2520 Extension 1 

Pholapark 

Thokoza 1421 

08 September 2020  

 

Dear Madam, 

 

Request for permission to conduct research at Encochoyini Primary School: The lived 

experiences of educators who provide psychosocial care and support to disadvantaged 

learners in South-Africa. 

 

I, Lomile Mothamaha am doing research under supervision of Prof Salome Schulze, a 

Professor in the Department of Psychology of Education towards a PhD at the University of 

South Africa. We are inviting you and your staff members to participate in a study entitled “The 

lived experiences of educators who provide psychosocial care and support to 

disadvantaged learners in South-Africa.” It appears that many educators struggle to fulfil 

their community, citizen and pastoral role. The purpose of this study is therefore to explore 

and obtain an in-depth understanding of educators’ lived experiences in fulfilling their 

community, citizen and pastoral role with special reference to providing psychosocial care 

and support to disadvantaged learners. Participation is voluntary; I ensure participants’ 

anonymity and maintain confidentiality of all records pertaining to the research. 

Your school, Encochoyini, has been selected because it is classified as a quintile one 

primary school. The study will follow a qualitative research (single case study) design. The 
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data  

 

 

 collection instruments to be utilised in the study are: 

 Naïve sketches (one to two page essays) by willing educators 

 In-depth individual interviews with some SMT and the SBST members, and 

 Fieldwork notes which will be kept by me.  

 

The benefits of the study will be to: 

 create awareness of educators’ experiences in fulfilling their community, citizen 

 and pastoral role, 

 allow  educators’  understanding of uBuntu values when conducting their community, 

 citizen and pastoral role 

 promote  policy  implementation  and  sustainability  with  regard  to  providing 

 psychosocial care and support to disadvantaged learners 

 

There are no great risks involved. The research involves non-sensitive information and 

educators as non-vulnerable adult participants. The educators may find the time of the 

fieldwork inconvenient as the research sessions will be undertaken after school hours. There 

will be no reimbursement or any incentives for participation in the research. 

Feedback of findings will be given to participants and school. A presentation on the 

research will be done to relevant officials in the district where the research was conducted 

(which will include purpose, findings and recommendations of the research). An electronic 

copy will also be delivered to the Gauteng Department of Education (Education Research 

Unit). 

Yours sincerely 

 

 

 

Lomile Mothamaha (Researcher)  

Tel: 011 868-2994 

Cell: 072 174 2311 

E-mail:Lomile.mothamaha@gmail.com 

mailto:Lomile.mothamaha@gmail.com
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Participant consent form/return slip 

CONSENT TO PARTICIPATE IN THIS STUDY (Return slip) 

 

I,     (participant name), confirm that the person asking my consent to take 

part in this 

research  has  told  me  about  the  nature,  procedure,  potential  benefits  and  anticipated  

inconvenience  of participation. 

 

I have read (or had explained to me) and understood the study as explained in the information sheet. I have 

had sufficient opportunity to ask questions and am prepared to participate in the study. 

I understand that my participation is voluntary and that I am free to withdraw at any time without 

penalty (if applicable). 

 

I am aware that the findings of this study will be processed into a research report, journal publications 

and/or conference proceedings, but that my participation will be kept confidential unless otherwise 

specified. 

 

I agree to the recording of in-depth interviews. 

 

I have received a signed copy of the informed consent agreement. 

 

Participant Name & Surname (please print)    

 

 
  

Participant Signature Date 

 

Researcher’s Name & Surname (please print) Lomile Mothamaha 

 

 
  

Researcher’s signature Date 
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Naïve sketch 10 

 

Use the following script to write at least a page on the following topic: 

 

How I experience providing psychosocial care and support to disadvantaged primary school learners. 

In your response on providing psychosocial care and support, kindly focus on the following: 

i. What works well; 

ii. What does not work well; and 

ii. What do you need to help and support with the task. 

 

The area that we are working in is regarded as one of the needy areas due to 

unemployment rate, teenage pregnancies and lack of proper shelter. I think what can 

be done is to provide the community with proper education and resources and have a 

centre for adult education as some parents can’t help their children with their school 

work. Teenagers should have clinics whereby they are taught about the 

disadvantage of early pregnancy and how it can be avoided. The parks should have 

enough playing area with equipment so that learners can go and play and avoid obesity. 

 

Unemployment rate is the biggest challenge. Learners are playing in the street without 

masks as parents cannot afford to buy them. They live in shacks where there’s not 

enough space; this is one of the biggest challenge and also improve the rate of 

teenage pregnancies as there’s no privacy at home. Children come to school with 

empty stomach and untidy. 

 

What we can do is to allow parents to plant vegetables in the school and sell them to 

the community. We can also help by organizing sports games and sell some food 

(community project). The money can be shared to members of the project and the profit 

can also be saved until December the money can also be used for buying school 

clothes for the coming year. 
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APPENDIX F 

 

 

Example of an interview transcription 

 

Researcher: Good day. This is the second participant, participant B. You are 

scheduled for an interview. You have read the guide, your opinion is valued and feel 

free to express your views and feelings both positive and negative. Your responses 

are voluntary. You can withdraw during any stage of the interview. Your name will 

be treated in confidence, you remain anonymous, it would not appear in any 

research, be honest, all information will be used for research purposes only. With 

your permission the interview will be recorded. So the first question that I have is 

can you introduce yourself and explain your role here at school in terms of psycho- 

social care and support of learners? 

Educator: Hello, my name is…I am part of the SMT committee here at school. I am a 

foundation phase educator, HOD sorry. I have been here, only a year, that I have 

been part of the SMT. 

Researcher: How long is your experience in schooling? 

Educator: I am nearly 15 years’ experience in teaching. 

Researcher: In teaching, okay, thank you so much. The other question that clearly 

needed an explanation here is what is your role that is the no 1? What is your role in 

terms of psycho-social care and support? 

Educator: I have discovered that some learners here are needy…facing challenges 

especially poverty and some learners are being emotionally and physically abused. 

Some girls are facing the teenage pregnancies at an early age. I think those are the 

things that affecting the learners’ performance here at school. Some learners do 

come to school without food in the morning, so there is nothing that you can do when 

the learner is hungry. 

Researcher: Okay. Then our no 2. Tell me more about the psycho-social needs of 

the learners at your school? 

Educator: Like I have said, it is the teenage pregnancies…I think the unemployment 

it is too high here in our area, that is the main thing that is contributing to the 

learners’ performance and everything that the learner is encountering and the shelter 
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that they are living, it is not a proper shelter, because the area it is in an informal 

settlement area.  

So there is no privacy, because you will find that some learners and the parents or 

the family are living in a one room shack. So everything that is happening 

inside that room, there is no privacy between the parents, so the learners are 

exposed to everything that is happening... The father is drunk, then he will beat the 

family…those things are affecting our learners. 

Researcher: So ma’am if I hear you well, you mean that from home the learners are 

having those psycho-social issues that they carry them to school? 

Educator: Yes, ma’am. 

Researcher: That becomes clear in the school. Can you expand and give examples of 

what could you see especially in the class, when the learners are coming from that kind 

of background? 

Educator: Sometimes you will find that the learner is emotional or the learner is 

crying, then if you ask the learner what is the problem then the learner would tell the 

problem, that my mother or my father were fighting, or we slept without food, or my 

mother is not here, she is not staying with us. She is working somewhere, so they 

are staying with the sister, the one who is taking care of them, and sometimes you 

will find that the learners come to school untidy. So with torn clothes, torn shoes, 

sometimes they don’t have shoes. 

Researcher: Okay. Can we move to question 3? What do you think are the reasons 

why the learners have these needs? 

Educator: I think what is causing this, is the something; maybe the child is the one 

who, let me say the head of the family, because the mother is not there, the mother is 

working somewhere. So the learner, you will find that she is in grade 7 and the 

younger one is maybe in grade R. So that little girl or little boy in grade 7 has to take 

care of the younger ones. So it is really a lot on the learner, because the learner 

cannot take care of the family at that early age. So some other cases you will find 

that the mother and the father are not working, so they are struggling a lot. There is 

no food, sometimes they go to bed without food, or the mother or the father they are 

drinking a lot, so they don’t take care of the learners. 

Researcher: Okay. That would be the reason. The learners carry this burden from 

home and come to school with it and then you as the educator are supposed to help 
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with dealing with their situation. Then how, the question that comes again is, how do 

you handle the psycho-social needs of the learners at your school? 

Educator: It is really a lot on our shoulders because we have to provide everything; 

we have to make sure that the learners’ celebrations are done. The learners’ 

celebrations, like if they celebrate their birthdays. You know birthdays are a very big 

thing, because some learners, they shall not celebrate it at home, so I do make sure 

that when it is a learner’s birthday, I make that day to be special. We celebrate the 

birthdays in class, sometimes I buy cakes for them, or towards the end of the year, 

we do the celebration or the closing party whereby I…giving them gifts. Just to make 

them feel that they are also special, because they really need that a lot. 

Researcher: Okay. Maybe to go further and deeper into that one. How do you feel, 

how did you feel after handling that situation that is given by the learner. 

Educator: Sometimes it is very painful. You don’t know what to do at some point 

because these learners are encountering a lot of challenges in their lives. So 

sometimes even, I even feel that I could take the learner away from the parents but 

unfortunately I cannot do that. It is beyond my control. So these learners are 

encountering a lot of challenges, a lot of problems of which is too much for them to 

carry. 

Researcher: Okay. Thanks ma’am. What helps you, question 5? What helps you 

when you address the learner’s needs? 

Educator: Sometimes what we do refer the learners to SBST committee that we 

have at school and we also have the adopt a cop and social worker, so we will be 

supporting the learners and before we refer the learner to SBST, we intervene first, 

then after that we refer the learners to the SBST committee and it is not only the duty 

of the SBST, we also help as well to make sure that the learner get the necessary 

support that he or she needs. Sometimes you will that in a serious case like…the 

learner is raped…by the brother or the father at home. Sometimes it is too painful 

because there is nothing you can do, we are afraid to raise those issues because of 

the law that…the case happens to go to court. The questions that has been asked 

there at the court makes us, maybe sometimes to intervene more. So sometimes we 

just feel that if the learner has been abused at home, just leave it like that, because 

we think that the law has been unfair for us as educators… ask you the questions 

how did you notice that the girl is being raped, what is it that make you to say that? 
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So sometimes you think, sometimes it is better to keep quiet, but it is also painful to 

see the learner going through that. 

Researcher: So maybe giving examples, what helps you when you address the 

learners in, what makes you stronger perhaps maybe if you can reflect on that or any 

resource that might be there of help. 

Educator: I think it is better if we refer the learners to the social worker or the nurse, 

maybe the will be the one who can help that case … in our school whereby the 

learner was being abused at home. So the teacher has to be interrogated by the 

police and the magistrate and that made us to fear of reporting such cases again. I 

think it is best if the social workers and the nurses can take over, if we report a case, 

then it must be the responsibility of the social worker or the police or the nurses to 

take it from there. 

Researcher: Okay, but in the case when the learner is in the classroom, what would 

you do? 

Educator: We show them support, sometimes I do take them home for a weekend 

just to maybe to relieve them from what they are going through, I might even spoil 

that learner for the weekend. Just to take him or her away from the stress that she or 

he is facing daily. 

Researcher: Okay. 

Educator: So sometimes I take them away for a weekend. 

Researcher: Okay. Thanks. Then what are the main challenges that you experience 

when you address the learners’ needs? 

Educator: Some parents they don’t want to disclose, especially if you find that the 

father or let me say the father or the step father is the one who is abusing the 

learner, so the parents will deny everything that have been told because she is afraid 

that that parent or that, let me say the partner goes to jail, they will be left with 

nothing because the father, the person who is abusing the learner is the bread 

winner. So the mother will be afraid to report the case or to take the case further 

because you will find that maybe the mother is not working, so they are only 

depending on whatever the partner is bringing at home, so sometimes they don’t 

want to say anything or to report the cases. 

Researcher: So do I understand you well to say that when the abused kids the 

parents might be hindering your support or addressing the matter, therefore 
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compromising the child because of their own benefit, monetary benefits, they are 

given support by this same perpetrator? Can you explain again? 

Educator: Yes, ma’am, it is like that. The mother won’t say anything. She will let the 

learner to suffer and denies everything what the learner is telling her because she is 

afraid that that perpetrator or whoever goes to jail, so they won’t have anything to 

eat. So it is better to compromise the learner to be abused further without saying 

anything, and some other parents they might end up beating the learner telling that 

learner is not telling the truth. She is lying. Such things don’t happen in their home, 

there is nothing like that. 

Researcher: That is unfortunate and in this case the learner is still with you at school. 

How do you deal with the learner here at school, knowing this background that you 

have just given? 

Educator: What we do here at school, we call the social worker then we tell 

everything to the social worker so the social worker is the one who go to that place 

and maybe take the learner away and put the learner in a safe place, that is the only 

thing that we can do actually because we don’t have those powers to go and take 

the learner away from the parents, so only the social workers can do that. So what 

we do is support the social worker with everything that we found and make sure that 

that learner is been taken away from those parents and put in a safe place. 

Researcher: Okay, thank you so much. Then question 7. How were you trained to 

address the learners’ needs? 

Educator: Unfortunately I never received training, any training for that, I wasn’t 

trained. 

Researcher: But how did you manage up to so far. 

Educator: I think it is out of love of maybe, let me say it is a calling to be here, that is 

why I identify the learners that goes through abuse and make sure that I give them 

the support as much as I can. 

Researcher: Okay. Then what do you need to be better able to address the learners’ 

needs? 

Educator: I think I need the community involved in this matter. If the community, 

maybe the neighbours see those things, because we cannot see what is happening 

in the neighbourhood. So they may come out and report such cases to us, then we 

take it from there and make sure everything is treated as confidential as possible. 
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The other thing, the other stakeholders in the education department, maybe can also 

be involved and see what can be done to support the learner or to save the learner 

from the abuse that they are getting. I think the proper training can also be given to 

educators because as an educator you find that everything that you are a teacher, a 

doctor, a nurse, social worker, everything to the learner. So maybe if we can be 

given a proper training as to how to deal with such cases, maybe it would be a 

bonus. 

Researcher: Okay. Thank you so much. Then the last question. Is there anything you 

would like to add? 

Educator: I think if maybe you can have a lot of community projects like maybe 

planting of vegetables, whereby the parents will be maybe they can cook 

themselves, planting the vegetables and at the end of the day they sell them, at least 

they will be having something at the end of the day, and the other thing, maybe if we 

have the playing area, a safe playing area whereby the learners go and play and 

maybe there… security there to see that the learners there are safe and the other 

thing…these learners they sit at home, they don’t play, so maybe if they have a lot of 

playing parks, safe playing parks… build in the area swimming pools, learners 

should be trained on how to swim, because the learners maybe want to swim, you 

find that you are experiencing a lot of problems, our learners cannot swim and they 

want to pretend they know how to swim.  So we encounter a lot of problems. So I 

think if we have more sports coaching, I think maybe it would make our community 

a better one. 

Researcher: You mean recreational facilities? 

Educator: Yes. 

Researcher: Okay. That could help and supporting the learners. Thank you so 

much for your participation in this project. Your contribution is immensely valued. 


