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In line with the objectives of the study, participants in the focus group discussions (FGD1
and FGDZ2) and information sharing sessions (ISS1, 1ISS2, ISS3 and 1ISS4) were asked to
describe how learners left behind in CYHH were affected in terms of their emotional
functioning. The question posed to participants was:

How are learners left behind in CYHH affected in terms of their emotions? (Annexure
| and Annexure J). This would help answer research question 1. Which internalising
and externalising behaviours are associated with learners left in CYHH following

parental labour migration?

Varied responses were obtained from participants in Zimbabwe and South Africa.
However, most of the participants pointed at negative emotions as being associated with
such learners. These observations concur with the assertion by Wu and Zhang
(2017:117) that children left behind by migrating parents are less likely to be happy, have
lower self-assessment and are less likely to be satisfied. The internalising behaviours in
turn are reflected in the behaviour patterns of the learners. According to participant ZSH1
(educational psychologist)

It is of importance to explore issues to do with emotions of learners left behind in

CYHH as the emotions have a bearing on many other social aspects. It is because

of emotional challenges that learners in CYHH engage in socially deviant

behaviours.

Local pastor participant SASH2 in South Africa also suggested that,
The children left behind in CYHH are affected emotionally as they often miss their
parents and are sometimes overwhelmed by the responsibility of managing and
heading the household in the absence of the parents.
This reveals that the emotional instability of the learners left in CYHH could be attributed
to the absence of the parent and the extra responsibilities associated with heading the
household. This viewpoint is congruent with literature in which internalising and
externalising behaviours are said to overlap (Donald et al. 2014:392). This suggest that

emotions become the drivers of the behaviour of children left in CYHH.

225

© Central University of Technology, Free State



©.

Participants identified the following internalising behaviours as being associated with the
learners left behind in CYHH in the context of parental labour migration, psychosocial

distress, anxiety, depression, and being withdrawn.

5.7.1 Psychological distress

Participants in 1ISS4 indicated that learners in CYHH following parental migration just like
other children in CYHH arrangements are associated with psychological distress. The
psychological distress is closely associated with low parental quality and missing the
parents (Robila 2011:326). As noted stress has both biological and psychological effects
(Feldman 2017:477)
Participant ZSH2 ISS3 asserted that,
It is not easy to stay alone in a CYHH particularly if the child would have grown up
staying with the parent.
Participant SASH5 in South Africa closely link the psychological distress with girls
The girl child left in CYHH is more affected in my opinion, besides taking over
household duties it is more difficult to manage the house its quiet stressful. The
end result is the girl would be a potential bp (High blood pressure) patient.
This suggested that the children found it difficult to adjust to the new experience of
heading a household, which contributed to psychological distress. In that regard
according to ZSH1 ISS3, the learners ended up engaging in socially deviant behaviours
because of the psychological distress .Participants also concurred with what is noted in
the literature section in that in terms of gender, girls were much more affected in terms of
psychological distress than boys (Garza 2010:20) as they were expected to take care of
household duties. It was noted in this study that even in situations where the girl child is
younger in a CYHH arrangement they tend to take over household duties.

5.7.2 Anxiety and depression
Participants also noted anxiety as one of the emotions that tended to affect the children

left heading households following the migration of their parents for labour. Anxiety again
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was associated with the responsibility of managing the home and adjusting to the new
roles expected of them in the absence of their parents.
The children are suddenly thrown in the deep end and are made to manage the
home at a young age with no experience whatsoever, surely they will be very
anxious (participant SASH3 Education officer).
Participant SASH4 (SBST) also added
They (children in CYHH) worry over the next meal, over learning material, over the
extra duties expected of them and so on.
Teacher participant SASH5 also reporting in the session held in South Africa revealed
that,
There are so many things that the children worry about in the home and at school,
some learners in CYHH become so anxious that it is possible that they may
contemplate suicide as an option.
The pressure associated with living without parents for prolonged periods of time led to
lack of affection by the children. In that regard, learner participant SALR3 a paternal
orphan who had lived for close to three years following the migration of her mother said
the following;
My mother really does not care on what | eat, she always try to tell me that she is
doing the best when | know that she is not. She is enjoying herself. | saw her

pictures on Facebook.

Responding to the issue of anxiety among learners left in in CYHH, Zimbabwean

participants seem to underplay anxiety. Parent participant (ZSH2) shared,
| would not say the children are at all anxious. Children left behind when their
parents migrate in this area are better off than the other children in this area who
live in poverty and worry over the next meal.

The above view was also supported by NGO participant ZSH7 who remarked
In my opinion children whose parents migrated to countries like South Africa,
Botswana or are in the cities, they can’t be worried or anxious. Yes they may worry
a bit but jt’s not something we can talk about. In fact they are happier and more
satisfied with life as compared to other children in poverty
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In that regard, there were differences in terms of responses from participants in Zimbabwe
and South Africa. While participants in South Africa viewed children left behind as
anxious, participants in Zimbabwe saw the children as less anxious and more satisfied
with life. Learners in South Africa confirmed the idea that children left behind in CYHH
develop feelings of anxiety because of the pressure associated with their responsibility.
The pressure and anxiety also led to suicide ideation and depressive symptoms among
such children. The ideation of suicide was also affirmed among children left behind in
China and Sri Lanka in which the hyperactivity and depression triggered suicide ideation
(Fellmeth et al. 2018:2581; Knipe et al. 2019:11).

A similar view is also shared by Nazario cited by Lu (2014:1084) who asserted that
prolonged periods of separation often leads to the children lacking affection and emotion.
In the process learners ended up resenting the parents. The parental deficits such as the
failure on the parent to provide for all the needs of children (e.g. the parent of SALR3)
become magnified widening the gap between the parent and children left in the home.
Fellmeth (2018:2581), and Maclean et al. (2020:2) associate the development of anxiety
with the sense of abandonment that the children in CYHH develop. In other words, the
children left in CYHH worried over several issues and this affected their psychosocial
functioning. In that regard, participant SASH3 shared the following in an information

sharing session report back (ISS2),

5.7.3 Withdrawn

Learners in CYHH following the migration of their parents were also socially withdrawn
(SASH3 ISS1; SASH4 I1SS2 and SASH5 ISS3). Being socially withdrawn in turn affected
the teaching and learning process particularly when integrative approaches such as
cooperative learning were applied (Alexander and van Wyk 2014:690). Consequently, a
socially withdrawn learner would not benefit much in such learning spaces that
incorporate integrative approaches.

It needs to be noted however, that this emotional condition was largely noted from

participants in school X in South Africa. This suggested that there were noted differences
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in how learners in Zimbabwe and those in South Africa tend to be affected in terms of
their emotional functioning after parental labour migration. SASH3 ISS1 said
It is very common to have the children not associating with other learners and
because they lack the self-esteem (SASH3 ISS1).

Participant SALRS5 who was a learner also confessed to enjoying being withdrawn and
finding comfort in the television or the internet, she said
When | think of my mother | end up watching the television or watch videos on
YouTube to comfort myself my classmates think | am crazy but that is what | want,
| can watch the television from morning to evening | don’t care.
From these research findings, learners who were left in CYHH were also affected
emotionally by parental absence. It is in such circumstances that the children ran the risk
of being addicted to the internet or the television as was observed in China by Wang et
al. (2019:6).

However, the extent to which they were affected may not have been as grievous as was
noted in the literature section on the study on the mental health of children left behind
when parents migrate (Adhikari et al. 2014:783; Maclean et al. 2020:2).Findings from this
study by Adhikari et al. (2014:783) revealed that a high proportion of the children left
behind had health problems which include hyperactivity, emotional and peer problems. In
other words, the extent to which the children are affected by parental migration in Thailand
seem to be more grievous as compared to what was revealed by participants in both

Zimbabwe and South Africa.

The possible explanation of the difference may have been because in Zimbabwe and
South Africa parents often left children who were relatively older and according to Adhikari
et al. (2014:787) older children develop better support networks from their peers. This is
also consistent with the observation by Maclean (2020:2) who describe children
separated from their parents as having peer problems that include playing alone and not
having any close friend. All the learners involved in the current study were above the age
of 15 and hence they could be categorised as older children (cf. table 4.1). Besides age,
the African culture could also be considered as an important resource that helped to

mitigate the effects of parental absence on children left behind. The African culture valued
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togetherness and in that regard, it may have been easier to develop community systems
of support for children going through adverse conditions. Donald et al. (2014:188) argued
that such cultural practices act as protective resources and become pathways in fostering

resilience.

The findings drawn from literature, teacher and parent participants revealed that parental
labour migration had a bearing on the internalising behaviours of the learners left behind
in CYHH (cf.3.2.2; 5.7). Participants identified both positive and negative internalising
behaviours that in turn reflected on the educational outcomes of the learners left in CYHH
(cf. 3.9; 5.9).The findings also revealed that the internalising behaviours were also
contextual (cf.3.4.1.2). Similarities and differences were noted between learners left
behind in CYHH in the context of South Africa and those learners left behind in Zimbabwe.
The variance on the effects were also noted among learners of the two countries (cf. 3.2;
5.7).

In both countries, education and community stakeholders agreed that the learners
showed signs of anxiety and dissatisfaction with life which sometimes developed into lack
of affection and emotion (cf.5.7.2). Learner participants supported by teacher participants
in South Africa also revealed that some of the learners were withdrawn, had peer
problems and developed feelings of worthlessness and low self-esteem leading to suicide
ideation (cf.3.2.3; 5.2.7). Furthermore, the findings revealed that, some of the learners
left behind ended up developing feelings of resentment towards their parents as they felt
abandoned (2.4; 3.6; 5.5.4).Therefore, the research findings were consistent with past
research that showed that separating children from their parents caused significant
emotional harm (cf.3.2; 3.10)

In contrast, findings from Zimbabwean participants (learners, parents, teachers,
education psychologist) associated the learners with both positive and negative
internalising behaviours. Most of the learner participants in Zimbabwe expressed feelings
depicting that they were satisfied, less anxious and happier (cf.5.2; 5.3). Furthermore, the
findings from teacher participants, which were also reflected in literature, revealed that
the learners in Zimbabwe were less withdrawn and more influential among their peers
(cf.5.4.1.5).
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In exploring the reasons for negative internalising behaviours among learners left behind,
education and community stakeholders in South Africa (i.e. teachers, pastor, education
officer and SBST) attribute the negative emotions to feelings of abandonment (cf.2.4; 3.6;
5.5.4). This implies that some parents on migrating tended to neglect their children. There
are no clear communication lines resulting in the children feeling abandoned. Moreover,
as reflected in literature and findings from learner participants in South Africa, the
migrating parents were blamed for inadequate remittances resulting in the children doing
without adequate food, clothing and amenities such as electricity (cf.2.4.1; 5.5.2; 5.5.4.2).
This resulted in the children feeling abandoned and developing feelings of worthlessness,

low self-esteem and anxiousness.

Findings from stakeholder participants in Zimbabwe (learners, teachers, school
psychologist and school development committee member) attributed the positive
internalising behaviours such as being satisfied to improved communication lines
facilitated by smartphones, transport systems and remittances (2.4.1;3.7; 3.15; 3.16; 5.4).
Consequently, the contrast in findings in Zimbabwe and South Africa were attributed to
the ensuing relationship between the migrating parent and the left-behind children. While,
most of the migrating parents in Zimbabwe maintained contact with their children through
smartphones, remittances and return visits, migrating parents in South Africa were said
to neglect that responsibility (cf.5.10). The situation became even more acute in divorce
situations (cf.5.5.4; 5.9.3.2).Therefore, findings from this study were in tandem with past
research that revealed contexts as significant in terms of the emotional impacts of

parental absence and in the process of developing relevant support (cf. 2.3; 3.2.5; 5.10).

5.7.4 Vulnerability to emotional abuse

Key informants of this study such as the learner participants in both countries revealed
that learners in CYHH were at heightened risk of suffering emotionally due to pressure
associated with heading the home. The study revealed that learners in CYHH were
potential victims of stigma that may also translate to emotional abuse (cf.3.10; 5.6.1).
Such learners in CYHH in the context of parental labour migration tended to carry labels
in both Zimbabwe and South Africa (cf. 5.6.1). The learners were often labelled as

troublemakers both at school and in the community, affected them emotionally. Some of
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the labels that the learners carried were a direct result of their misbehaviour in the school
and in the community (cf.3.2.5; 3.10; 5.4.2.2). Consistent with literature findings, teacher
participants highlighted that learners in CYHH arrangements were also affected
emotionally and tended to develop high levels of anxiety (cf. 3.2.3; 3.2.4; 5.4.3.1 and
5.4.3.2).High levels of stress were said to have both biological and emotional effects
(cf.3.2.3;5.7.1).

5.8 Theme 5 Parental migration nurturing Vulnerability and abuse

Vulnerability refers to a state of high risk resulting from uncertain events (SADC 2011:4).
Certain events such as parental labour migration bring forth a degree of risk and
uncertainty for children left behind. It is in consideration of such risks and uncertainty that
this study advocated the exploration of a support framework that aims at improving the
welfare of children in vulnerable conditions. The research question that guided this
section was:

Research question: What are the perceptions of education and community stakeholders
on the psychosocial effects, educational outcomes and vulnerability of learners left behind
in CYHH? (cf.1.4.1.6).

To help answer the above research question participants in the focus group discussions
(FGD1 and FGD2) and Information sharing sessions (ISS1, 1SS2, ISS3 and 1SS4) were
asked to respond to the following question: In your opinion how vulnerable to abuse
are learners left behind in CYHH following parental labour migration? (Annexure |

and Annexure J).

5.8.1 Interpretations and discussion emerging from the question (FGD and ISS).

Participants in Zimbabwe and South Africa alluded to the susceptibility to abuse among
learners left behind in CYHH following parental labour migration in the focus group
discussions (FGD1 and FGD2) and information sharing sessions (ISS1, ISS2, ISS3 and
ISS4). Parental labour migration creates a state of uncertainty and exposes the children

left behind to risky situations. In the absence of the parents,
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Children left behind in CYHH occupy spaces that expose them to sexual, verbal
and physical abuse (participant ZSH1 in information sharing session ISS3).

Their situation is further compounded by being adolescents, a stage that involves a set
of biological, psychological and social transformations (Cortes 2011:5).This resonates
with findings from Makura and Shumba (2009:100) which reveal that girls are prime
victims of abuse both at home and in schools. Abuse is defined by the SADC (2011:4) as
an act of ill-treatment that harms or affect the dignity of an individual.

These forms of abuse were regarded as more prevalent in cases where the primary
caregiver was absent as was the case with learners left in CYHH following the migration
of their parents (Mullen and Fleming cited in Hage and Pillay (2017:307). In other words,
participants saw the need to explore the space occupied by learners in CYHH to mitigate

abuse among learners.

According to participant ZSH5 reporting for group 1SS3,
Stakeholders need to acknowledge that children left behind when parents migrate
are vulnerable. The children are exposed because the parents are not there to
protect and guide them.
The same view line was also shared by ZSH3 ISS4 who felt that their community exclude
children in CYHH in the context of parental labour migration in their surveys.
Usually when vulnerability assessment surveys are done, children from migrating
parents are excluded because they think only those who lack in terms of food
should be listed.
Therefore, the vulnerability assessment was based on the myopic view that vulnerability
was to do with food and other basic needs. On that basis, children from CYHH in the
context of parental labour migration were excluded from possible support because it was
assumed that their parents were well off and could provide for their children. It is from this
viewpoint that the researcher felt that the community tended to associate vulnerability
with lack. In other words, their definition of vulnerable children was only confined to those
children who lack in terms of basic needs such as orphans. The issue of concern may
have been that, acknowledging that left-behind children in CYHH were vulnerable, would

imply that they got on to the register of children who among other things benefited from
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food aid and health care. The education and community stakeholders (ZSH1 ISS3, ZSH2
ISS3, and ZSH5 I1SS3) noted that their community is not prepared to allow that. This is
because,
...their parents are alive and need to step up and take care of their children just
like everyone else (participant ZSH2).
However, as noted in the literature section vulnerability is not only confined to lack of
provisions but would also include children who are at risk of abuse which includes sexual,
physical and abandonment (Givaudan and Pick 2013:1085).

From the gathered responses in Zimbabwe and South Africa there was a general
acknowledgement that the learners are susceptible to the various forms of abuse,
physical, sexual and neglect (ISS1,1SS2,I1SS3,1SS4, FGD1,FGD2). The same findings
were revealed in the narrative interviews with the learners (ZLR1, ZLR3 and SALR). Such
findings agree with observations made in the literature section that children in CYHH
engage in unprotected sex with multiple partners especially under the influence of alcohol
or drugs (Lobi and Kheswa 2017:101). Children in rural areas are also considered at
increased risk of abuse than their urban counterparts (SADC 2015:4). As alluded to in
literature, children who were left behind when parents migrate are likely to suffer abuse,
neglect and exploitation (Givaudan and Pick 2013:1085).The children were also
associated with transactional relationships that may also expose them to the dangers of
sexually transmitted infections (Lobi and Kheswa 2017:102). In other words, leaving
children in CYHH exposed them to risky sexual behaviour that could expose them to the
danger posed by HIV and AIDS. The following forms of abuse were identified in the

discussions.

5.8.2 Sexual abuse

The information sharing sessions and narrative interviews yielded information that
suggest that children in CYHH, particularly the girl child, could be susceptible to sexual
abuse (ISS1, ISS3, and 1SS4). As noted in the literature section the absence of the
primary caregiver in this case due to labour migration exposed the children left behind to

abuse (Mullen and Fleming cited in Hage and Pillay 2017:307).
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Participant ZSH1 remarked,
Sexual abuse is a serious problem that as stakeholders we need to find ways to
protect children living in the absence of their parents. The children need us for
protection and most of the cases go unreported because the perpetrators are
either boyfriends or relatives.
A similar view was shared by participant SASH4 (SBST coordinator) who said the
following,
As a nation sexual abuse is a serious problem and the environment in which the
primary caregiver who is the parent is away increases the risk. The children in such
circumstances need to be empowered so that they are able to protect themselves
and be able to say no
Child sexual abuse is an issue of concern in Zimbabwe and South Africa with cases on
the rise. The University of Edinburgh and Childline Zimbabwe (2016:2) reported that
cases of sexual abuse are on the rise in the 13-17 age group. This necessitated the
exploration of a system of support for such children.
The narrative interviews and information sharing sessions suggested that the sexual
abuse of the children in CYHH could be in the form of date rape, intergenerational

relationships and child marriages.
5.8.2.1 Date rape

One of the ways in which children, particularly girls, are abused takes the form of date
rape. School heads in Zimbabwe also affirmed that girls are prime victims of abuse at
home and in schools (Makura and Shumba 2009:100). This type of rape is difficult to
detect and according to participant ZSH5 in Zimbabwe
This form of abuse is difficult to detect and only relies on the willingness of the
victim to report (ZSH5 (ISS3). This type of rape becomes prevalent on learners in
CYHH because they lack protection, they may not have someone to confide in.
(ZSH5 1SS3).
Date rape as a form of abuse was defined by participant SASH5 IN South Africa as;
This happens when a girl child is forced to have sexual intercourse with her

boyfriend possibly on a date and this is done after drugging the girl or giving her
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alcohol. The girl would find herself in a compromised situation that would make it
difficult to refuse the advances of the boyfriend. Her situation may be worsened by
drugs or alcohol laced drinks they are given.
In Zimbabwe participants also revealed that girls staying alone are easy targets
Some boys take advantage of the absence of the parent. If the girl tries to be clever
they can even drug-lace scones only to get what they want, all this shows the
importance of the parents as they are there to protect their children. (ZSH1).
Participant ZSH1 also added,
Remember these are young boys and girls and may not be able to resist peer
pressure. This implies that the girls in control of their situation that necessitates
empowerment for the protection of the girls (participant ZSH1).
Participant ZSH4 who is a police officer also confirmed the prevalence of date abuse and
said the following
At some of the Blesse’ sponsored parties young girls are taken advantage of after
unknowingly eating drug laced cookies, scones or drinking drug-laced drinks and

such cases are difficult to detect and may go unreported.

Participant ZSH7 representing a Non-Governmental organisation in Zimbabwe shared,
The problem with this type of rape is that it usually goes unreported. Some of the
cases only become known when our Organisation make follow ups to facilitate the
return to school of dropouts that girls who would have dropped out return to school.
This is when the girl would reveal that she was not really aware of what happened
(ZSH7 I1SS4).

The reason why the girls find it difficult to report may be due to ignorance or that they tend

to blame themselves for being in such circumstances (ZSH1, ZSH2 and ZSH5-ISS3).

It is very difficult for the girl to report such kind of rape as many questions would
need to be answered (participant ZSH7).
In South Africa as well participants revealed that victims of date rape tended to blame
themselves. Participant SASH2 revealed the following in information sharing session
(1ISS3);
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The sexually abused child would blame herself first for attending such

compromising gatherings, for drinking alcohol or for being in such a relationship in

the first place. In such circumstances the victim would not report it as rape.
Participant SASH3 also added,

The community is also not supportive, people usually blame the victim worse if the

circumstances involve parties or alcohol. /t’s no easy to tell people that | was raped

by my boyfriend at a party. As usual people would say you invited that on yourself.

The idea that the girls who are left in CYHH would fall victim to date rape was also
corroborated by the report given by ZLR3 who is a paternal orphan and her mother
migrated to South Africa shared her experience. She said
| joined this WhatsApp group that was called whyDo after getting the link from a
classmate. | was told we would share our teenage experiences. But when | was in
the group | realised that what was being discussed was not good but | enjoyed
listening to the stories. The group organise outings and parties and girls do not pay
anything. As for me | have since exited the group.
The researcher referred the concerned learner to the guidance and counselling teacher
for possible assistance. However, the Guidance and counselling teacher (ZSH3) confided
that the girl still needed help as she still continued to absent herself from school and she
thought the girl still went out for the parties and outings.
| have asked her class teacher to try and reach her so that we could help her. |
still don't trust her and | am afraid she may end up recruiting other young girls.
There are no signs that she has changed at all.

Participants in South Africa also highlighted date rape as a risk that girls who stay in the
absence of parents go through. Participant SASH3 an education officer in South Africa
expressed the following
Being adolescents and living in the absence of the parent is a bad combination.
This is a recipe of teenage pregnancy. The boys take advantage of parental
absence. Children run the risk of being abused even by their boyfriends.
This meant that the learners in CYHH exposed themselves by attending outings and

parties with strangers. It is in such gatherings that learners left in CYHH were exposed to

237

© Central University of Technology, Free State



©.

abuses such as date rape (ZSH3).The girls were lured by the offer as they were made to
contribute nothing. However, it was in such circumstances that they fall victim of abuse
(ZLR4 NI12).From such findings the behaviour of children left in CYHH overshadowed
the benefits that parental labour migration may bring forth (Lu 2014:1082). It was however
noted that the participants in Zimbabwe had more to say pertaining date rape as a form
of abuse as compared to participants in South Africa. Nevertheless, as adolescents, the
children also had a high inclination towards experimentation which ended up exposing
them to dangers associated with HIV and AIDS (Meda and Makura 2016:77).

5.8.2.2 Intergenerational relationships

Participants in the focus group discussions (FGD1 and FGD2) and information sharing
sessions (ISS1, ISS4) also revealed that some of the girl children in CYHH following the
migration of their parents got involved in intergenerational relationships. Intergenerational
relationships are defined as a situation in which young girl got sexually involved in a
relationship with a man whose age was five or more years older (participant ZSH7). This
situation was an underlying cause of vulnerability for children especially the girl child as
it was associated with early child marriages and teenage pregnancy (SADC 2015:5).
According to participant ZSH5 ISS3, cases of this type were on the rise due to the harsh
economic environment in Zimbabwe.

...most young girls get involved with older man such as kombi drivers or truck

drivers because of money (ZSH5:1SS3).
This implied that the young girls because of the need for a good life and because they
lacked in terms of resources, got into relationships with older men who included taxi, truck
and bus drivers. The result was that the children became destitute and circumstances
pushed them into problems. In that understanding, participant ZSH3 1SS4 said the

following,

The girls get into desperate situations and end up having relationships with much
older men to get money.
Teacher and police detail participants in South Africa also shared similar sentiments,
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You find very young girls having relationships with old man around 45 just to have
money for food (SASH1).

Participant SASH4 brought in a different perspective and blame the adult men,

| think it is not proper to blame the victim girl, the adults who are the man should

be blamed for preying on these young girls using food or money. We are tired of

people who blame the victimised girls when the adults responsible are there.
Therefore, community participants in Zimbabwe and South Africa agreed that the children
left heading households following parental labour migration were neglected. Neglect and
desperation then forced the girls to be involved with older men to get money. In such
processes, the young girls were abused and exposed themselves to sexually transmitted
infections (teacher participant ZSH3). Neglect, desperation combined with adolescence
becomes a risky combination that exposed the learners to dangers associated with HIV
and AIDS.

5.8.2.3 Child marriage and teenage pregnancy

Participants in the information sharing sessions ISS2, ISS3 and ISS4 (Teachers, learners,
education officer, police details, parent, NGO representative, SBST participants) also said
that children in CYHHs sometimes become victims of early child marriage and teenage
pregnancy. A child marriage was defined in the group ISS3 by Participant ZSH3 as,
...a marriage between a child who is a minor to an adult.
In the information sharing session, it was confirmed by participants that most of the cases
of teenage pregnancy were from children in broken homes or in CYHH (SASH3ISS1). A
case in point was cited in the information sharing session (1ISS4) by ZSH4 who was a
teacher in Zimbabwe,
At our school every year we have several girls dropping out of school after being
made pregnant and married. This year a form two girl about 14 years fell pregnant
and is now married. We see that every day but with no parents in the home our
children can do anything. As a community we should be doing something but many
of us just blame the migrating parents for failing to value the welfare of their

children.
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This case was also confirmed by the School Head who said,
Yes we have a form two girl who dropped out of school this year she was staying
with his brother and their mother is working in Botswana or South Africa | am not
sure. The girl am told now have a baby and as a school we referred the case to a
local NGO.

Participants in South Africa also revealed that teenage pregnancy was a problem in South
African schools
Teenage pregnancy is one serious problem that all schools are struggling with. We
have several of our learners dropping out of school because of pregnancy
The same view was shared by SASH6 the school principal
If the parents are not in the house the girl child is at risk of being impregnated. We
have several students dropping from school because they fell pregnant.
Cases of teenage pregnancy were also affirmed by the education stakeholders in the
focus group discussions and information sharing sessions (FGD1; FGD2; ISS1, 1SS2,
ISS3, and ISS4). Though she had no statistics to validate her claim, ZSH1 ISS1, said that
most of the girls who fell pregnant at school were those who did not reside with the primary
caregiver or stayed alone in a CYHH. In that regard, the children in CYHH could be

categorised as vulnerable and at risk of being abused.

As noted in the literature section, cases of learner dropouts were steadily rising among
secondary school learners. In 2017 up to 25.70% of the learners had dropped out of
secondary schools in Zimbabwe and of this total 8.13% had become pregnant and
10.32% were married (Annual Education Statistics Profile 2017:45). In this regard,
parental absence due to labour migration is considered a factor that contributes to such

statistics.

Therefore, participants agreed that parental labour migration fuelled teenage
pregnancies, which resulted in learner dropouts. Because there was no adult in the home,
the children in CYHHs engaged in premarital sex and ended up falling pregnant. The
reasons were in tandem with what was also revealed in literature section. According to

Lobi and Kheswa (2017:101) at adolescent stage, the brain will still be growing hence
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their decision-making; self-control may not have developed adequately to control their
desires and feelings. Participants also concurred with the observations of Bakker et al.
(2009:8) in South Africa that the absence of the mother in the home perpetuates abuse
on children left behind. In the same vein, parental absence through migration was also

considered a risk factor for school drop out in Zimbabwe and South Africa.

Findings from teacher, education officer, school psychologist and parent participants in
Zimbabwe and South Africa depicted left-behind learners as being at heightened risk of
sexual and physical abuse (3.3.3; 3.7; 3.10; 5.6.3; 5.10). This outcome was largely
attributed to parental absence for guidance, protection and supervision (cf. 2.7; 3.2; 5.6.2;
5.8). The risk of abuse was also confirmed in literature in where various forms including
having intergenerational relationships, date rape or sexual violence (cf. 3.8.2; 5.10;
5.8.1.2 and 5.8.1.3) were noted. The environment was also linked to child marriages as
the learners lacked protection and guidance (cf. 2.7; 2.10; 5.8.2; 5.9.3) vulnerable groups
in the absence of their parents. As was indicated in the literature section the girls who
remained in CYHH often fell victim to abuse by people that they knew which increased
the chance of such cases going unreported (cf.3.10).Such factors justified the exploration
of systems of support, protection and empowerment of such learners. To make the
support sustainable it was built on the assets available within the environment of the
affected learners (cf. 2.2; 2.3; 3.12; 3.14; 3.16; 5.10).

Furthermore participants (teachers, education officer, NGO representative and learners)
identified positive inherent attributes within the learners that, if optimised, could mitigate
against the perceived effects associated with parental absence through migration (cf.2.2;
5.3; 5.4 and 5.10). The identified assets include maturity, resilience and hardworking
(5.10). The inherent attributes augmented with social capital drawn from the learners’
environment would go a long way in the development of support, protection and
empowerment of learners in CYHH (cf. 2.2; 3.16; 5.10.2).

5.9 Theme 6: Parental migration and educational outcomes

241

© Central University of Technology, Free State



©.

In the three phases of data collection, i.e. focus group discussions (FGD1 and FGD?2),
narrative interviews, and information sharing sessions (ISS1, 1ISS2, ISS3 and ISS3 the
researcher also sought to explore how parental labour migration affects learners left
behind in CYHH in terms of educational outcomes. Three aspects were asked on and
they were used as measures of assessment. Participants reflected on how parental
labour migration effects grade progression, graduation rates as well as grade index
(Annexure H).

In the narrative interviews, learners were asked to describe their learning experiences,

outlining both positive and negative effects (Annexure H)

Similar questions were also posed for discussion in the focus group discussion (FGD1
and FGD2) and in the information sharing sessions (ISS1, ISS2, ISS3 and 1SS4) (see
Annexure | and Annexure J). The participants were asked to describe how learners were
affected in terms of educational outcomes following parental labour migration. Secondly,
they were to identify barriers to learning that were posed by parental labour migration on
the learners left in CYHH.

5.9.1 Interpretations and discussion emerging from questions

Participants revealed two opposing views pertaining to the effects of parental labour
migration on learners’ education. While participants mostly in Zimbabwe were of the view
that migration of parents, benefits the children in terms of educational outcomes,
participants in South Africa generally saw it as detrimental to the progress and

educational outcomes of children left behind.

Therefore, data collected in the narrative interviews (NI), focus group discussions (FGD1
and FGD2) and in the information sharing sessions revealed that the learning experiences
of learners in CYHH following the migration of their parents had both positive and negative

effects.

5.9.1.1 Positive effects
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The positive benefits were outlined by various participants in the three phases of data
collection i.e. in narrative interviews (NI), focus group discussions (FGD1 and FGD2) and
in the information sharing sessions (ISS1, ISS2, ISS3 and 1SS4). This line of thought was
represented in both Zimbabwe and South Africa. There was however, debate as to the
extent to which the positive effects relate to the negative effects. This viewpoint was also
supported by previous studies done by Antman (2012:1) who contends that parental
labour migration is a successful strategy to improve educational outcomes of learners left
in the home. Samet (2013:225) singles out technology transfer as significantly improving
educational outcomes for learners left behind in the context of parental labour migration.
SALR1 NI1, ZLR2 NI10, ZLR3 NI11, ZLR4 NI12 and ZLR5 NI13 were of the view that

parental migration has benefited them positively in terms of education.

According to Zimbabwean learner participant ZLR2 in an interview (NI10) as learners they
can only

...enjoy it (school) when school fees is paid, have uniforms and have books.

Learner participant ZLR4 also shared a similar view in an interview,
Money is everything here. These days money for bus levy is required and those
who have not paid went back home. So | think my parents did the right thing by
going to the city to work so that they are able to buy me school uniform and pay
school fees.
Participant ZLR2 also referred to difficult economic circumstances prevailing in the
country that made it difficult for parents within their community to raise money for school
fees. Participants ZLR2, ZLR4 and ZLR5 revealed that their situation is much better
because their parents migrated and as a result their school fees were paid on time and
they are progressing well with their education. Hence, learners in Zimbabwe saw the
migration of their parents as a positive development that affords them the opportunity to
attend school as their school fees is paid.
Similar sentiments were shared in the focus group discussion (FGD2) information sharing
sessions (ISS3 and ISS4) in Zimbabwe. According to ZSH6 ISS4 when parents migrated

for labour they were driven by the need to meet, the needs of their children and school

243

© Central University of Technology, Free State



©.

fees are one of their top priorities. This was consistent with the findings in South East
Asia in which the desire to secure a better future for the children left behind is noted as
the motivation for parental labour migration. School Development Committee Participant
ZSH2 who is also a parent expressed the following,
Being able to pay for school fees and caring for the family left behind is the reason
why parents migrate to cities or to other countries, everyone knows that rainfall
here is not reliable so you can’t rely on agriculture. Some parents are even
migrating to become makorokoza (artisanal miners) so | think migration benefits
the children a lot. You need to be aware of the harsh conditions in our area
As a result, when the parents migrate they often make an effort to pay their school fees
and meet the learning requirements of their children left behind. The working paper from
UNICEF (2020:2) also shares a similar view in that limited job opportunities in rural
communities and in some developing countries motivate parental labour migration.
Parents who migrate are expected to have increased income that is used on the education
of learners left behind (Davis and Brazil 2016:1). Following parental labour migration
participant ZSH6 argued that, (School)
Fees payment is actually easy for those parents who would have migrated to
foreign countries as they take advantage of the exchange rates. They just burn a
(sell on the black market) few US dollars or rand and pay school feesZSH6 1SS4
This meant that the migrating parents exchanged their foreign currency on the black
market where they obtained higher rates and paid their school fees obligations. This is
unlike a parent who resides in the country and due to drought cannot afford to pay the
required school fees and their children are affected in their learning (teacher participant
ZSHS).

Besides school fees, ZSH6 1SS4 andSASH5 ISS2 also said the parents who migrated for
labour would be in a better position to provide their children with the required learning
materials. According to education psychologist participant in Zimbabwe ZSH1
...one exercise book costs $3 bond and how can you afford the 20 or more needed
in the new curriculum when you are a villager.
Teacher participant ZSH8 also concurred that by comparison, children of parents who

were working elsewhere particularly outside the country provided their children with the
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required learning material that included writing books, pens, pencils and school uniforms.
However in some cases according to ZSH8,

The learners would sometimes get far more than they need some have laptops or
smartphones for their research (Teacher participant ZSH8)

In this regard, learners with parents who would have migrated were in a better position
to have better learning experiences and improved educational outcomes facilitated by
financial resources provided by the parents who would have migrated for labour. This
resonates with views expressed by Samet (2013:225) who averred that parental migration
is also beneficial in the source economies through technology transfers. In other words,
migration in this case afforded learners left behind access to information and

communication technologies useful to enhance their learning

Therefore, participants in Zimbabwe revealed more positive effects of parental migration
on learners’ educational outcomes. This resonates with findings made by Davis and Brazil
(2016:1) that in which parental labour migration results in increased income. This income
on the part of the parents facilitates investment in the learners’ education. The expected
outcome is increased student enrolment and grade progression (Davis and Brazil
2016:1).

5.9.1.2 Negative effects
However, other education and community stakeholders particularly in South Africa
(School X) held a different viewpoint. According to SASH4 ISS2 when parents leave their
children in CYHH, they often
...neglect their responsibility over their children and this affects their education as
they go without food and other learning resources.
Parental labour migration also results in,
...emotional distress which often leads to behaviour problems at school (ZSH1
ISS2).

This observation is also confirmed in literature, Lu (2014:1082) averred that the
psychological problems faced by learners left behind become manifest in school related

problems. The educational outcomes of such learners are affected in the negative as a
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result. She said in some cases the children are dependent on the meal that is provided
by the school, which may be inadequate (SASH4 1SS2). She went on to say, as a school,
they have since introduced a system in which they packed the leftovers and asked the
learners in CYHH to take these home (SASH4 1SS2). In those circumstances (SASH4
ISS2) said it would be difficult for the learners in CYHH to enjoy their learning.

5.9.2 Effects on grade index and grade progression

Participants in this study also noted that parental labour migration also affected the
learners left behind in CYHH in terms of grade index and progression (ISS3). This
resonates with findings from Meng and Yamauchi (2015:16) that parental absence
resulted in decreased school performance as measured by grade index. This finding,
however, does little justice to the potential that parental labour migration possesses in
terms of enhancing the learning outcomes of learners left behind. The learning resources
and technology transfer are factors that Samet (2013:225) argued should benefit learners
left in the home following parental labour migration. This infers other variables within the

arrangement neutralise the anticipated benefits.

SASH5 ISS3 reported that when learners had no adult supervision in the home, they
tended to neglect their schoolwork. This in turn affected the learners in terms of their
grades and grade progression. On being asked to explain how this happened by the
researcher, SASH5 ISS2 said that when a learner failed more than two learning areas
that learner did not progress to the next grade but asked to repeat the same grade.
Though not directly pointed out by participants the researcher on reflection assumed that
the reason why some of the learner participants involved in this study were older than
their average grade age could be attributed to repeating of grades after failing to reach
the benchmark to progress to the next grade. In this regard, parental labour migration

affect learners left behind in terms of grade index and grade progression.
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Participants in school Y in Zimbabwe also shared similar sentiments. ZSH8 ISS4 raised
concern over the way in which learners in CYHH following the migration of their parents
value their schoolwork. According to ZSH8 ISS4
Children left behind in CYHH often neglect their school work, they do not do their
homework and their school work often lags behind.

Similarly, in South Africa participant SASH4 who is a teacher expressed the following;
Closely assess the age of most of these children in CYHH at our school, most of
them are above 18 and should be at university but they are in grade 10. This is
because they are made to repeat grades as they do not take their school work
seriously.

This implies that grade progression among learners in CYHH was halted as they were

made to repeat grades. This observation is consistent with findings from the study by

Meng and Yamauchi 2015:16) in that left behind children are older for their grades due to

grade repetitions. Participant ZSH3 who is a guidance and counselling teacher in

Zimbabwe also agreed with the above view and added that,

The learners left behind lack seriousness with their school work even those with
potential. This is because they are not supervised at home.

Participant ZSH1 (Education Psychologist) also suggested,

It is very difficult to motivate children in Zimbabwe to be serious with their
schoolwork because they do not see value in the education as they see people

they consider educated such as teachers struggling in the country.

However, though parental labour migration affects the learners left behind in terms of
grade progression in South Africa and results in the learners lagging behind their age
mates in terms of grade progression, a different picture was obtained from participants in
Zimbabwe. In Zimbabwe most participants were in their age appropriate grades and on
being asked how grade progression among such learners is affected in Zimbabwe
participant ZSH8 shared that,

The idea that a student makes grade progression does not necessarily mean they

are doing well in terms of achievement. It is because the Zimbabwean education

system allows learners to progress with their grades irrespective of academic

performance.
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From the discussion with education and community stakeholders in Zimbabwe (ZSH3
ISS3 and ZSH6 1SS4) it emerged that left-behind learners in CYHH sometimes lacked
supervision in the home, which then affected their performance. ZSH3 ISS3 gave an
example of one learner whom he said had potential to do well in terms of academic
attainment as he had five aggregate points in his grade 7 ZIMSEC public examinations.
However, the boy is said to have started to misbehave and absent himself from school

and at the end of his Ordinary level examinations, he did not pass even a single subject.

Education stakeholders (teachers, school head/ Principal, and education officers) who
participated in this study revealed that left-behind learners in both Zimbabwe and South
Africa following the migration of their parents were perceived to be affected in terms of
their educational outcomes (cf.5.9). The findings resonate with past literature in that there
are both positive and negative effects of parental labour migration on left-behind children
in terms of grade progression, grade index and retention rates (cf.3.9;5.9). Participants in
South Africa (teachers, school principal, and education officer) revealed largely negative
effects of parental migration on the educational aspirations of children left in CYHH.
Conversely, Zimbabwean participants such as teachers, parents revealed positive effects
in terms of school enrolment and negative effects in terms of grade index and graduation
rates. Hence, while participants in South Africa revealed largely negative effects,
participants in Zimbabwe voiced both positive and negative effects in terms of educational
outcomes. The perceived effects were estimated in terms of grade progression, school
enrolment and grade index (cf.5.9.1; 5.9.2).

In terms of grade indexes, education stakeholder participants such as teachers, education
officer, school psychologists and learner participants in Zimbabwe and South Africa
concurred that parental absence through migration negatively affected grade indexes of
left behind children (cf.5.9.2.1). Accordingly, the impact on grade indexes among the left-
behind learners was assessed through the perceptions obtained from the teachers in
Zimbabwe and South Africa. This observation also echoed findings from past literature
in countries such as China, Nigeria, Ghana and the Philippines (cf.3.9.2) where learners
left behind in CYHH are perceived to be affected negatively in both Zimbabwe and South

Africa (cf.5.7; 5.9.2.1). Such leaners underperform in their schoolwork regardless of
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potential (cf.3.9.2; 5.7.1). In exploring the reasons for poor educational outcomes
estimated by grade indexes, teacher participants together with education psychologist
and education officers in Zimbabwe and South Africa respectively, blamed the emotional
impact of parental absence and the ensuing negative behaviour patterns (cf.2.10; 3.3;
3.3.1, 3.3.2; 5.6.3). Parent participants in Zimbabwe singled out the behaviour patterns
characterised by alcohol abuse as taking a toll on the grade indexes of learners in CYHH
arrangements. This is again attributed to parental absence for the purpose of guidance,
supervision and monitoring of the children (cf.5.6.2; 5.6.4). The learners were said to lack
support (physiological and emotional), misbehaved and lack guidance which resulted in
poor academic performance (cf.2.10; 3, 3; 5.7). The observation resonates with Maslow’s
hierarchy of needs which suggests that failure to meet lower level needs on the base of

the hierarchy affects the attainment of higher level needs.

Teacher, SBST and Education officer participants in South Africa revealed that parental
absence negatively affected the grade progression of children left behind in CYHH
(cf.5.9.2). This finding in South Africa was other researches which related parental
absence with slow grade progression (cf. 3.9.2; 5.9.2). The ensuing emotional effects and
the behaviour patterns associated with children left in CYHH as parents pursued labour
are said to affect grade progression of the children left behind (cf. 2.10.3; 3.2.3; 3.9.2;
5.6.2; 5.7.2). The above findings in South Africa were also augmented by observations
made from the learner participants of this study (cf. table 4.2). Using age as a factor
teacher participants in South Africa revealed that most of the learner participants involved
in this study were older to be in grade 10 and lagged behind by at least a grade and those

above 18 were actually expected to be doing tertiary education (cf.5.7.2).

In resonance with past literature, various factors were exposed by teacher participants in
South Africa as contributing to slow grade progression among left-behind learners (cf.
2.10; 3.2.3; 5.7.2). Some of the learners were made to repeat grades following poor
results (cf.3.9; 5.5.3; 5.9.2). Furthermore, findings from teachers, education officer and
SBST patrticipants in South Africa related the poor grade progression among left behind
children to misbehaviour which resulted in some of the learners dropping out of school

only to continue after an interval (cf.5.5.3). In that regard, some disparity was noted on
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the ages and grades of learners left behind in CYHH following parental labour migration
at the rural South African school used in this study.

Comparatively, findings from stakeholder participants in Zimbabwe (Teachers, parent,
NGO representative and Education psychologist) revealed normalcy in terms of grade
progression of learners left in CYHH following parental labour migration at the rural school
progressed well (cf.5.9). Teacher and parent participants in Zimbabwe revealed that there
was no marked effect in terms of grade progression of learners in CYHH and in fact such
learners were said to stand a better chance at steady progress supported by remittances
(cf.3.7; 3.9; 5.7.2). Even in the absence of the parents, learners left in CYHH had normal
grade progression. The sampled learner participants also portrayed normal grade
progression among the left-behind learners in Zimbabwe (cf. table 4.2). Therefore,
parental labour migration had no effect on the grade progression of left-behind learners
in Zimbabwe, but it negatively affected grade progression among learners left in South
Africa.

Stakeholder participants in Zimbabwe and South Africa (cf. table 4.2) attributed the
differences to how parental labour migration affected learners in the two countries.
Learners left in CYHH in Zimbabwe tended to benefit more particularly through
remittances from the arrangement as compared to those in South Africa (cf.3.7; 3.9; 5.9.2)
However, the difference could also be attributed to the differences in the education
systems of the two countries. While in South Africa progression with grades took into
consideration academic performance, in Zimbabwe it was not the case as learners could

progress with grades despite academic performance.

5.9.2.1 CYHH in relation to learner dropouts

Parental absence through migration appear to have contrasting effects in Zimbabwe and
South Africa as was revealed in the information sharing sessions (ISS1, 1ISS2, ISS3 and
ISS4). On one hand, participants in South Africa closely associated parental labour
migration with the increase in learner dropouts (SASH3 ISS2, SASH5 ISS2). In fact, they

viewed it as one of the major drivers of learner dropouts among learners in South Africa.
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On the other hand, participants in Zimbabwe were of the view that parental labour
migration increased the retention of learners left behind even in CYHH facilitated by
remittances. In other words, parental labour migration contributed to more years of
schooling for learners left behind in the home. However, other participants across the
divide argued that while parental migration did not directly result in learner dropouts, it
created an environment that nourished learner dropouts. The factors identified included
teenage pregnancy, drug abuse and alcoholism (SASH1 ISS1; SASH5 ISS2, ZSH2 ISS3
and ZSH4 ISS4)

Learner dropouts become a critical issue considering that up to 42 959 learners had
dropped out if school for the period 2013 to 2017 in Zimbabwe (Annual Education
Statistics profile 2018:46). Similarly, South Africa has a dropout rate of 44.6% (Annual
Education Statistics profile 2018:46) and in the Free State from which this study was
conducted has a dropout rate of 51.6% (Annual Education Statistics Profile 2018:46).This
confirms findings from Pescaru (2015:674) that following parental migration children were

the most affected particularly their education status. In that regard SASH3 ISS2 said,

Learners who stay in the absence of their parents have a higher chance of

dropping out of school than those learners who stay with their parents.
Participant SASH5 also concurred and said,

The reason why some of the learners get to be as old as 21 years while in grade

10 is that they might have dropped out of school at some point.
Though it was not established with certainty, two of the learners who were participants in
the initial stage of the study were also said to have dropped out of school (SALR7 and
SALRS8). The prevalence of learner dropouts is also confirmed in the literature section in
which the learner dropout rate is said to be higher among learners in various contexts of
adversity in South Africa (Weybright et al. 2017:1).

From the learners’ perspective it was revealed that sometimes they contemplate dropping
out of school because of frustrations associated with heading the house without the
parents. Participants such as SALR2, SALR6, and ZLR4 all hinted on dropping out of

school citing different reasons. Participant SALRS5 said,
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| sometimes think it is better if | stop coming to school and look for a job because

this is difficult.
Therefore, participant SLR5 was considering dropping out of school because of
challenges to do with heading the household. Bakker et al. (2009:10) explain that learners
in CYHH end up dropping out of school to take up parental roles. This implies that girls
left behind heading households end up dropping out of school to take up parental roles.
This finding is congruent with findings from similar studies by Mansuri in Pakistan (Cortes
2011:8) in which girls frequently dropped out before completing High school as compared
to boys. Accordingly, parental labour migration negatively affects learners left behind as
they drop out of school before completion of high school.

5.9.3 Gaps contributing to challenges

Following the identification of attributes that learners in CYHH should ideally have and
the challenges that they go through, community and education stakeholders in the
information sharing sessions were tasked to identify gaps that could be contributing to the
challenges (ISS1, ISS2, ISS3 and 1SS4). This activity was meant to explore means by
which the stakeholders could step in and support the learners in their coping strategies.
The objective was to close the gap through stakeholder support to enable learners in
CYHH to cope in the absence of their parents. The activity would also specify the domains
that need support in the learners. The following were the gaps that were identified in the
ISS1, 1ISS2, ISS3 and I1SS4.

5.9.3.1 Lack of adult control in the home

When parents migrate for labour and leave children in CYHH the home would be without
an adult control. According to ZSH4 1SS4, usually when the children were still young,
parents left them with a surrogate caregiver of one of the parents would make frequent
return visits. However, when the children grew older the parents opted to leave the
children alone usually because of disagreements with the caregiver (ZSH4 ISS4). The

result was that the children would be in the home without adult supervision. Their situation
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became dire because as adolescents they had a propensity to experimentation and easily
succumb to peer influences (Meda and Makura 2016:77).
Without an adult, the home would lack discipline and the children do what they
want which is dangerous and affects their learning (SASH2).
Participant ZSH2 in Zimbabwe echoed similar sentiments
The risky behaviours associated with children in CYHH is because of lack of
parental guidance and peers take the place of the parent
This corresponds to what participant SALR5 complained,
It is very difficult to control my brother, he know that | cannot do anything. He
comes and go as he wishes and there is nothing | can do about it.
Lack of control and discipline in the home may account for ZLR4 NI going out for parties
all night, putting her life at risk. The consequences of parental absence also affected the
process of instituting disciplinary measures in the school, According to ZSH5 who is a
school Head,
It is much easier to discipline a child with parental involvement but with children
living alone it’s a challenge. If | put pressure on them they can even bring a fake
parent hired from the village (ZSH5)
The effort to discipline learners in the school is affected by parental absence. More so,
the children can bring in people who are not their parents or relatives to stand in as

parents.

Accordingly, education and community stakeholders in Zimbabwe and South Africa
agreed on the essence of parental involvement in the affairs of learners for improved well-
being. Parental absence through migration expose some of the children to risky
behaviours as they yield to peer pressure (Meda and Makura 2016:77). It also becomes
difficult for the school to take up disciplinary measures in cases of misbehaviour by such
learners in CYHH. Parental absence is also associated with higher psychological distress
which affects the educational outcomes of the learner (Robila 2011:326).

Among the multiplicity of factors that contributed to learner dropouts, stakeholder
participants in Zimbabwe and South Africa (Teachers, education officer, education
psychologist, parent, SBST, G &C teacher cf. table 4.2), revealed that parental absence

through migration contributed to the statistics in the two countries (cf. 5.9.2.2). This finding

253

© Central University of Technology, Free State



©.

was also consistent with previous literature in which parental absence because of labour
migration was said to correlate with a higher probability of learners dropping out of schools
(cf.3.9.4;5.8; 5.9.2.2).

Furthermore, parent and teacher participants in Zimbabwe and South Africa related
parental labour migration with the creation of an environment that sometimes led to
teenage pregnancy, drug abuse, alcohol abuse and early child marriages (cf. 2.10; 3.3.2;
5.3.2; 5.6; 5.8). It was such learners who had a higher risk of dropping out of school.
Accordingly, findings from this study show that parental absence through migration is a
risk factor contributing to school dropouts in Zimbabwe and South Africa schools (cf.5.9).
From that understanding teacher and parent participants appreciated the value of
stepping in with a stakeholder based support to facilitate learner retention and improve
graduation rates in Zimbabwe and South African schools using available assets (cf.2.2;
2.3;5.9.2.2; 5.10).

5.10 Theme 7: Education and community Stakeholders’ role in assisting learners
in CYHH.
Research question: How can left-behind learners utilise the available internal and

external coping resources (assets) for their psychosocial functioning? (cf.1.4.6).

In the face of the outlined challenges facing learners heading households following the
migration of their parents, participants in the information sharing sessions (ISS1, ISS2,
ISS3 and ISS4) were tasked to proffer what they thought could be done to improve their
learning experiences. The proffered solutions varied from those in which the learners
would remain in the home and those that sought to remove the learners from the homes.
This followed a debate among participants, while other participants’ e.g.SASH1 and
SASH3 were of the view that the children need to be offered surrogate care other
participants e.g. SASH4 suggested the learners need to remain alone in the family
homes. Merits and demerits of each of the options were outlined.

The question posed to participants was (Annexure J)

In the face of the identified challenges facing learners in CYHH what do you suggest

could be done to improve their living and learning experiences?
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5.10.1 Surrogate care for CYHH

In response to this question participants in ISS1 were of the idea that the children should
be put under surrogate care. According to participant SASH1 in South Africa parents,
...need to be encouraged to leave their children with a responsible adult preferably
a relative.
The other participants such as SASH3 also concurred and suggested that
Some of the children that are left behind would be too young to manage a
household which explains the many challenges that this arrangement is posing in
our community.
ZSH2 also submitted,
There are so many relatives that could be willing to take the responsibility of taking
care of the children left behind at no extra cost.
Accordingly, participants considered taking advantage of Ubuntu so that members of the
extended family could step in to help children left behind (Muchanyarei 2020:58). The
plenary discussion following group discussions in ISS1 in South Africa identified the
following as the merits of such an arrangement. The children would feel safe and
protected with an adult in the home. The adult would assist in terms of regulating the
behaviour of the children in the home. The adult would take some of the load off the
children in terms of household chores. The adult would supervise the household ensuring
that the children would concentrate on their schoolwork.
Accordingly, participants in the group (ISS1) suggested that the best solution to the
challenges facing learners in CYHH is for the parents to be encouraged to look for a

surrogate caregiver.

5.10.2 Left-behind learners remain alone in CYHH

Participants in information sharing sessions (ISS2, ISS3 and ISS4) in South Africa and
Zimbabwe were more of the idea that the children left behind need to be supported and
empowered within their family home. The option was considered both safe and practical.
According to participant SASHA4,

Children left behind following parental labour migration needs just support but

otherwise they would be safer alone in the family home.
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ZSH2 also suggested the same idea,
The numbers of children left behind by migrating parents is too big to consider
foster care for such children.
The numbers of learners in CYHH following the migration of their parents was
overwhelming to consider foster care for them. ZSH1, ZSH4 and SASH3 also brought in
abuse as a hindering factor to give foster care to children left in CYHH. Chinyoka and
Ganga 2013 also confirm that extended families were already overburdened and may not
have been in a position to accommodate children with living parents. According to ZSH1,
When parents migrate leaving them with a surrogate caregiver the risk of the
children being abused is high.
SASH3 ISS3 also concurred and said most perpetrators of abuse were people known to
the children hence leaving children with another adult who was not the biological parent
exposed the children to abuse be it physical, sexual or verbal by the caregiver. In other
words, the participants in ISS2, ISS3 and 1ISS4 are of the opinion that leaving the children
with another adult relatives would bring in more harm than good to the left behind children.

5.11 Strengths/ assets and available support for left-behind learners in CYHH

Research question: How can left-behind learners utilise the available internal and

external coping resources (assets) for their psychosocial functioning? (cf.1.4.1.6)

In all the four information-sharing sessions, participants were tasked to make a list of what
they think are the strengths inherent and available for learners in CYHH following the
migration of their parents (ISS1, ISS2, ISS3, and ISS4). The participants in the
information sharing sessions were community stakeholders drawn from the environment
of the learners and the learners in CYHH (table 4.2). The objectives of the activity were

to:

i) identify the strengths that are inherent in learners left-behind learners in
CYHH.
i) discuss the available support for learners in CYHH in the context of parental

labour migration.
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iii) develop strategies to optimise on those strengths inherent and available for

improved learning and well-being.

This activity was in line with the asset-based model in which the strengths would represent
the best that the learners and their environment has to offer (Wilke 2006:4). This session
revealed that even though the learners in CYHH may have own strengths built from their
experiences there is still need to build on the strengths so that the children would have
improved learning experiences. It was also revealed that it is challenging to generalise
the strengths and weaknesses among the learners in CYHH, as they tend to be different.
The discussion follows the distinction made by Donald et al. (2014:187) of internal and
external assets that act as protective factors and also help in building resilience for left-
behind earners in CYHH.

5.12.1 Internal assets

Participants in Zimbabwe and South Africa identified several internal resources that have
potential to act as protective factors for learners in CYHH arrangements. The internal
resources identified include, maturity, a sense of responsibility, mental strength, effective
communication, sense of autonomy, goal driven and resilience. According to Donald et

al. (2014:187) internal assets are potential resources in building resilience.

5.12.1.1 Maturity and a sense of responsibility

In terms of age it was noted that most parents who migrate for labour tended to leave
children in CYHH who were relatively mature (SASH 3 1SS2, ZSH2 1SS3). Participant

ZSH2 in Zimbabwe shared the following in an information haring session (ISS3)

When the children are still young the parents often provide a caregiver or try by all
means to go with the children or one of the spouses remain in the home. This only
changes when the children grow older, the parents are more comfortable to leave

the children all alone in the home as they go to work.

Participant ZSH3 in Zimbabwe also added.
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On the basis that the learners have been staying alone for periods exceeding a
year indicates that they are mature and responsible. Some of the children are even

caring for younger siblings showing that they are mature and responsible.

The maturity of the learners left behind in CYHH was also noted in the current study in
which the youngest of the learners is 16 years and the oldest 21 years old. This affirms
statistics provided by Meintjes et al. (2009:1) that over half of children living in CHH are
14 years and above. It would appear that the parents deliberately left their children in
CYHH when they thought they had matured enough. Parental labour migration was
largely an option deliberately taken by the parents, they often took into consideration the

age of the children they leave in the homes (participantZSH2).

With regards to maturity teacher participant ZSH4 in Zimbabwe associated it with effective

communication,

When parents leave mature children in the home they expect them to be in a

position to say what they want and what they don’t want.

Maturity was also discussed as a virtue by South African participants. Education officer
participant SASH3 shared the following view,

If you look at many of these left-behind children you would notice that they are
mature hence they should be in a position to obtain national identity documents so
that they can have a degree of autonomy. Those who receive support grant they
can even access it directly because they have the identity document. They will also
be able to look after younger siblings.

However, participant SASH2 held a different view and said,

Many of the children living without parents are very much irresponsible, it is
dangerous to trust them with support grant it would all be used in drugs and alcohol

Therefore, participants in Zimbabwe and South Africa identified maturity as a strength.
However, while participants in Zimbabwe associated maturity with responsibility and

effective communication, those in South Africa doubted the capability of the learners in
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being responsible. They viewed the children as irresponsible because they lack parental

guidance and supervision.
5.12.1.2 Resilience

In the face of the challenges associated with coping in CYHH following the migration of
their parents, the children in CYHH may develop resilience (ZSH3 ISS4). Children with
resilience have an ability to shape their own environment and are not victimised by it
(Feldman 2017:404). Learner participant ZLR3 shared the following,

I now understand that things are tough out there and my parents had to go so that
they are able to give us what we need. Yes | need them here but that would not
help because we need money for food, school fees and clothes

Similarly, participant SALR 2 in South Africa shared the following,

Things were bad when my sister went to work in Bloem [Bloemfontein] as | relied
on her but we all need the little money that she sends me. She can only send very

little because she is paid very little

It is because of their resilience that the children continue to operate in the homes without
the parents. According to participant ZSHS3,

The learners find it difficult to cope in the initial years but with time, they develop

survival skills and can adopt.

In other words, it is the first few months that would be difficult but they learn to withstand
and overcome circumstances that place them at risk of psychological and physical harm
(Feldman 2017:404). Because of resilience the children also had an appreciation that the

parents migrate for their own good.

Parent and teacher participants in this study revealed that parents often left children who
were relatively mature when they migrated for labour (cf. 2.2, table 4.2; 5.2.1).This was
because labour migration was often a deliberate move on the part of the parent and hence
they also considered if the children left behind had the potential to cope. Maturity was

noted as a critical asset, as such learners with the requisite support and empowerment
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could stand on their own in CYHH settings in the face of perceived effects (cf. 2.2; 5.8.1;
5.8.2). This would also enable them to improve their living and learning experiences.

Because the learners who were left behind in CYHH in the context of parental labour
migration were often mature, there were certain capacities that could be developed
among such learners. It was considered feasible to foster resilience and responsibility
among such learners (cf.5.8.1). The following traits emerged from participants in

Zimbabwe and South Africa as being associated with maturity:
5.12.1.3 Responsible

Findings from teacher and parent participants in Zimbabwe revealed that because most
of the left behind children were more mature, responsibility was an accompanying virtue
(cf.5.2). The children also had potential to be autonomous. Furthermore, participants
revealed that as more responsible individuals they had the capacity to budget resources
and took care of siblings. However, teacher participants in South Africa presented an
opposing view as they regarded the children as irresponsible even if they were relatively
mature (cf. 3.3; 5.4; 5.4.4.2).

5.12.1.4 Effective communication skills

Participants in Zimbabwe and South Africa (teachers, education officer, school
psychologist and pastor) associated maturity with effective communication skills.
Learners in CYHH who were mature had the advantage of having good and effective

communication skills.
5.12.1.5 Access to identity documents

Teacher participants in South Africa submitted that the more mature left-behind learners
could obtain identity documents to enable them to access support grants directly
(cf.3.16.1; 5.4). Furthermore, findings from learner participants in South Africa revealed

that there was contestation over the ownership of child support grants. It appeared that
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some migrant mothers continued to receive child support grants while they were away
from the children. The result was that the children lived in poverty while the mothers
received child support grant (cf.3.16.1; 5.4.2). In consideration of the challenges faced by
the children, teacher and parent participants in South Africa suggested that some of the
children needed to get identity documents and access child support grant directly through
the office of the social welfare (cf. 3.2.1; 5.5.2 5.4.2)

5.12.1.6 Mental strength and learners’ aspirations

Parental labour migration is also viewed as inducing a positive effect on learners left
behind. On being asked for their aspirations most of the learner participants in Zimbabwe
and South Africa had positive aspirations. Participant SALR2 in South Africa aspired to
be an accountant, participant SALR3 said wants to be a soldier. Similarly, participants in
Zimbabwe identified careers that would compel them to move from their area. Learner
participant ZLR2 said he wants to be a truck driver, while learner participant ZLR3 wants
to be an airhostess. The idea that the learners’ participants do hold aspirations was
regarded in this study as an asset. This is congruent to the assertion by Samet (2013:228)
who argued that migration stimulates domestic education. The argument by Samet
(2013:228) is that children left behind are motivated to pursue higher education to

migrate.

The learners were also noted to have the mental strength to be in position to cope (ISS1).
According to SASH3 in information sharing session (ISS1), learners in CYHH following
the migration of their parents do have the mental strength. She noted that the children go
through many challenges both in the home and at school but they keep on. To education
officer participant SASH3, this was a demonstration of a mental strength on the part of
the learners. Just like all humans they have the desire to self-actualise (Carl Rogers and
Maslow) but as noted by Griggs (2017:349) their circumstances stand as barriers to that
goal. This is because most people do not live according to their inner most feelings but
are hindered by relevant people in their lives who place conditions of worth (Hergenhahn
and Henley 2014:557). It is such conditions of worth that this study believes affect the
self-concept of learners in CYHH in the context of parental labour migration.
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Participants in Zimbabwe and South Africa agreed that learners left behind following
parental labour migration had inherent assets useful for their support; protection and
empowerment (cf. 2.2; 5.10). The inherent strengths emanated from the virtues they
developed prior to parental labour migration and those developed after the migration of
their parents (cf.5.3.2; 5.4; 5.5; 5.10).These attributes and virtues were within the learners
left behind in CYHH in the context of parental labour migration (cf.2.2; 5.10.1; 5.10.2).
What emerged as essential was the full optimisation of such assets through education
and community stakeholders drawn from their environment (cf.5.10). The inherent assets
were particularly important in the coping strategies of such learners against perceived
effects.

5.12 External resources from the community

Teacher, parent, learners and community stakeholder participants in Zimbabwe and
South Africa also emphasised the significance of social support from the community
stakeholders. In that regard the stakeholders would constitute the local external assets
and when utilised they would go a long way in assisting learners in CYHH to cope.
According to Donald et al. (2014:187) the external resources include social support
networks and cultural protective resources. Participants in South Africa valued the
experience, knowledge and skills that the external resources bring forth. SBST participant
in South Africa (SASH4) shared,

Our community has the advantage of having skilled and experienced personnel
that can step up and assist children who live in child headed households. What we
only need to do as a school is to coordinate the activities maybe through working

with the social welfare officer.

Participants in Zimbabwe also added resources, knowledge and time as key contributions

expected from community stakeholders. Teacher participant ZSH6 remarked,

There are very important people we can use as a school to help improve the
welfare of children in child headed households. We have several NGO'’s that have

resources and qualified personnel with degrees to help children. Even in our
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ministry we have psychologists who have all the knowledge to help children

affected by parental absence. We just need to come together.
Participant ZSH7 (NGO representative) shared the following,

If we look closely there is a lot of manpower some even trained to assist children
in adverse conditions we have the police, social welfare and several NGO’s
working in this area what we only need is coordination and the welfare of our

children will definitely improve.
Similarly, in South Africa participant SASH2 (church pastor) expressed the following,

We as pastors we have a lot of concern for our children and there are also other
organisations that can work with the schools to help our children but | think we are
not being utilised effectively. The teachers think they can deal with all the problems
on their own which is wrong, some of us were called by God to help, use us to help

our future leaders.

Accordingly, the Zimbabwean and South African community were noted as having
important external resources that when utilised could form the base for building support
and resilience for learners left in CYHH (Donald et al. 2014:187). Following parental
labour migration, the environment of the learners left behind became significant in terms
of support, protection and empowerment. According to Bronfenbrenner, all development
reflect the influence of several environmental systems (Santrock 2008:30). Borrowing
from the person centred approach stakeholders from the environment are expected to
give unconditional positive regard meaning they are respected and loved for what they
are truly (Carl Rogers in Hergenhahn and Henley 2014:557). It is such circumstances
without conditions of worth that can go a long way in ensuing that learners in CYHH are

protected and empowered for improved well-being.

From the migrating parents, the learners were expected to get resources and ICT
technology. From the school there was support from the curriculum, teachers and
classmates. According to Donald et al. (2014:108) support could be built from external
resources that include social support networks from extended family, neighbours, and

peers. In an African context the concept of Ubuntu also made the support feasible and
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sustainable (Muchanyarei 2020:58). Therefore, communities in which the children in
CYHH reside were noted to be having community members who were trained and were
capable of offering support (ISS1, ISS2, ISS3, and ISS4).

This view is congruent with Bronfenbrenner’s ecological model (1979) that views the
school as a salient domain for children in which children spend more time (Wen and Lin
2012:122; Hampden-Thompson and Galindo 2017:248). The community and education
stakeholders who informed this study include teachers, school head, SBST, School
development Association, School Governing Board, Schools Psychological Services
among others (cf. table 4.2). They were identified as capital on the basis that in their
different ways they could be a source of support for learners in CYHH in the context of
parental labour migration. The capital was considered more valuable because it was
made up of both individuals and institutions that directly interact with learners in CYHH.

The identified social capital in Zimbabwe and South Africa are tabulated in Table 5.1.

5.1 Table Depicting Social Capital Available for Learners in CYHH

Zimbabwe School Y South Africa School X
Trained Teachers/ Head Trained Teachers / Principal
Guidance and counselling trained staff School based support team (SBST), DBST
Church, NGOs Pastoral team
Police (Community Liaison Office) Adopt a cop police
Schools psychological services Schools psychologist; Social welfare officer
School development committee School governing board (SGB)
Peers, peer clubs, associations, neighbours Peers, neighbours
Relatives/ Extended family Relatives / extended family
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Findings from this study revealed that learners left in CYHH following the migration of
their parents could also tape into the support offered through their learning institutions.
The school, as part of the microsystem, was considered important in the sense that it has
trained personnel who in this case are teachers and the school administration. The school
support was also considered important because it is institutionalised. From the school the
following assets emerged; teachers, guidance and counselling tutors, school
administration, school rules or learner code of conduct, extra-curricular clubs and the
school curriculum including the teaching of guidance and counselling in Zimbabwe and

life skills orientation in South Africa

This study revealed that such assets within the school can be utilised in terms of firstly,
providing support for the learners in CYHH, secondly, empowering the learners left in
CYHH with knowledge and skills to cope with challenges associated with parental
absence through migration and thirdly to capacitate the learners left in CYHH with life
skills that would facilitate psychosocial functioning in the face of perceived effects of
parental labour migration (cf. 2.2; 5.12.4)

Therefore, the school as an institution was found to be essential in the coping strategies
of learners in adverse learning situations. The school had extra responsibilities besides
the impartation of academic knowledge and skills. The school was also expected to be a

centre for protection, support and empowerment of learners in adverse conditions.

5.13.1 Family relations and culture

Participants in Zimbabwe and South Africa information sharing sessions ISS1 and ISS3
laid emphasis on the significant role that relatives play in the lives of children in different
adverse conditions. Pastor participant SASH2 had this to say about family relations built
on the African culture,

Children in Africa are usually introduced to a host of relatives from the mother and
father’s side and these relatives are very important in our culture when things are
difficult. The child belong to the whole family, you would find grandparents, aunts

or other relatives standing in when the parents die.
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Similar sentiments were also echoed in in Zimbabwe by parent participant ZSH2,

The child could be a son/ daughter, tete, [aunt] mainini [aunt], niece depending on
relations (ZSH2 ISS3).

This implies that a child would have a network of relatives that could be an important
resource in terms of coping. The child in CYHH had cousins, uncles, aunts, nieces and
grandparents available for support (ISS3). The child assumed different titles depending

on the relations.
According to NGO participant ZSH7,

This wide network of relatives from the father’'s and from the mother’s side are
important players in terms of improving the welfare of children left in CYHH

following parental labour migration.
What participant ZSH7 considered as a threat to attaining this is that

Some migrating parents isolate their children from their relatives, some also

become pompous and look down upon their less to do relatives.
Parent participant in Zimbabwe ZSH2 agreed with the observation and went on to say,

...we just watch and see and cannot just step in to help when not asked to (ZSH2
ISS3).

This implies that the relatives tend to just watch and may not assist or reprimand the
children in CYHH even in cases of misbehaviour. The relatives may be willing to be of
assistance but they felt it would be improper to just step in and give unsolicited help. The
role of the family and family relations in giving fundamental skills, behaviours and values
essential in terms of developing social relationships is disrupted by the migratory process
thereby (Muchanyarei 2020:58).

5.13.2 Financial resources through remittances
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Parents, teachers and learner participants in Zimbabwe and South Africa agreed that
learners left behind have access to financial resources from migrating parents through
remittances. However, learner and teacher participants raised concerns over the

adequacy of such resources.
Education psychologist participant in Zimbabwe ZSH1 argued that,

Most of the learners left behind in CYHH had access to basic resources from the
migrating parents, they receive money, food and clothing from their parents
(ZSH1).

Several participants in Zimbabwe concurred that the learners left behind following
parental labour migration did not have resources supplied by the parents who would have
migrated for labour (ZSH1, ZSH2, ZSH3, and ZSH5).According to ZSH3 (ISS3),

...some of the children have more resources than they need.

In other words, the availability of resources could also be noted as a positive assert that
could be used in terms of developing a psychosocial support to improve the learning
experiences of learners in CYHH. The participants were asked to identify the resources
that the children in CYHH had which could be considered important for their upkeep. The
list generated by education and community stakeholders in ISS3 and 1SS4 had the
following items, Money, Smart phone, Fashionable clothing, Laptop, Music gadgets,

Books and Food.

Some of the learners in CYHH also confirmed that they owned some of the stated
resources, particularly a smart phone, which in different ways could be utilised and
improve the coping strategies of the learners (ZLR1, ZLR2, ZLR3, ZLR4 and ZLR5. In
terms of money, ZSH3 ISS3 said,

some of the learners have parents working in other foreign countries and they
send to their children money that has more value some cases some teachers end

up borrowing money from some of the students in CYHH (ZSH3:1SS3).
However, some of the participants particularly in South Africa were noted to be neglected
and lack in terms of resources (SALR4). Participant SASH2 shared the following,
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...hot all parents take care of their children when they migrate.

She said as a school they had facilitated that one such learner be accommodated at the
hostel facility and the second girl was being taken care of by one staff member of the
school. In other words, the school had to step in because of neglect by the parents.

In this regard, the availability of resources such as money was an asset that could be
capitalised on particularly in Zimbabwe but could also be a gap that may hinder the coping

of learners in CYHH following parental migration to some extent in South Africa.

5.13.2.1 Community resources

The current study also noted that the community of learners left behind in CYHH also had
important assets that could be utilised to improve their welfare. The school, which is at
the centre of such social capital, was expected to develop working synergies with the
other organisations within their community to facilitate referrals of cases. This would
ensure that the learner get access to support from other institutions outside the school.
Some of the identified community players that could be utilised are institutional while
others are individuals. The identified assets which would constitute the social capital
included police, the church, Local leadership (e.g. councillors, village heads, local chiefs),

neighbours, relatives, friends, NGOs and government departments.

Accordingly, these individuals and institutions from the community housing learners left
behind in CYHH are considered significant in terms of providing protection and support
for learners left behind in CYHH following the migration of their parents.

5.13.3 Smart phone, ICT tool and the social media

The advent of the smart phone and social media platforms was also noted by participants
in the information sharing sessions as having transformed the living arrangement of
learners left behind in CYHH following parental labour migration (ISS1, ISS2, ISS3 and
ISS4). This change was also noted in the literature section and was discussed as
disembodied care (Baldassar et al. 2016:134). In such cases, family interaction is no
longer dependent on geographic proximity but is facilitated through ICT tools. ). Samet

(2013:225) discusses this as technology transfer. This implies that the migrating parents
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transfer technology to families left behind for ease of communication and learning
purposes. The participants in all the information-sharing sessions agreed that the
Smartphone and the social media WhatsApp are the most used gadget and platform
respectively by learners in CYHH (ISS1, ISS2, ISS3 and ISS4). This viewpoint is also
supported in literature, Parrenas (2005:318) posits that there are even aspects of

overcompensation as the migrating mothers would try to nurture their children from afar.

Several of the learners in CYHH confirmed in the narrative interviews that they have
Smartphone and they interact with their parents through the WhatsApp platform (SALRS3,
SALR5, SALR6, ZLR1 ZLR2 ZLR3 and ZLR5. Learner participant ZLR5 confirmed that

always she would get the latest version of Smartphone from her father. The Smartphone

This is an important asset, through the phone the parent is reminded often of his
or her responsibilities. The parent is also updated on the needs of the children left
behind (Participant ZSH5).

Participant ZSH3 also shared a similar view and said,

Long back before the cell phone the migrating parent would just go and no-one
knew his whereabouts it was called kumazivandadzoka (unknown) but now the
parent can monitor activities in the home by making a call or on WhatsApp (social

media application).

This meant that before the advent of the cellular phone migrating parents would just go
and tell their own story when and if they returned. However, with the advent of the smart
phone the parents and children are updated allowing the parent to monitor activities of
children left behind.

Besides communicating their needs, the Smartphone was also considered a means
through which the migrating parent could check on the children left behind in the home.
Through this, the parent could also give emotional support to the children left in the home
(ZSH1 ISS3). In that regard, the parent was constantly up to date with regards to the
affairs of the children left alone in CYHH in the home. This observation to some extent

agrees with the views expressed by Baldassar et al. (2016:133) that strong relationships
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are not only dependent on face-to-face interactions or geographic proximity, but modern

ICT tools can facilitate.

Figure 5.3 below illustrate the external resources that are available for left-behind learners
in Zimbabwe and South Africa. These resources are clustered in the various institutions

in their environment.

SOCIAL
WELFARE
OFFICER,
SCHOOLS

PSYCHOLOGIST

CLASSMATES,
TEACHERS,
PRINCIPAL/

HEAD. SDC/SGB

PEERS,
NEIGHBOURS
EXTENDED
FAMILY

learner
in CYHH

Figure 5.6 Own diagram illustrating external resources for support

Figure 5.3 outlines the relationship between learners left in CYHH and the social capital.
The social capital constituted part of the assets that were significant in the coping
strategies of learners left in CYHH. Participants in Zimbabwe and South Africa valued the
role that the social capital is in terms of coping, protection and empowerment of learners

left in CYHH following parental labour migration.

5.13.4 Legislative and policy support frameworks
Participants in the information sharing sessions (ISS2 and ISS3) also noted the
significance of children’s rights and the legal instruments in both Zimbabwe and South

Africa as assets for the protection of learners left behind in CYHH in the context of
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parental labour migration. As depicted in the literature section of this study, in both
Zimbabwe and South Africa, children’s rights are enshrined in the constitution, making it
easier to come up with support structures for learners left behind in CYHH following
parental labour migration. Section 28(1) (b) of the South African Constitution recognises
that every child has a right to family care or appropriate alternative care when removed
from the family environment (South Africa constitution 1996). Similarly, in Zimbabwe
children affected by family separation find protection through the Child protection and
Adoption Act (Act number 22 of 1971 as amended through Act 9 1997).However, what
the researcher noted was participants both in Zimbabwe and South Africa were not well
versed with the provisions of the legal instruments and frameworks. In the ensuing
discussion, sensitisation on the issue was considered important so that the legal
frameworks could be assets in terms of protecting and supporting children in vulnerable

situations.

As noted in the literature section both South Africa and Zimbabwe are also signatories to
the Convention on the Rights of the Child (CRC) 1989. The Convention on the Rights of
the Child contains a set of rights that comprise the minimum standards that countries
must ensure for every child within their countries. Hence, the instrument protects and
provides for assistance to children in different circumstances including those living in
CYHH following the migration of their parents. In that regard, the instrument is regarded

as an asset.

The African Charter on the Rights and Welfare of the Child (ACRWC) is another
instrument that this study considers instrumental in terms of protecting leaners in CYHH
following the migration of their parents. Article 25(1) of the ACRWC also points out that
any child who is permanently of temporarily deprived of his family environment for any
reason is entitled to special protection and assistance. This assistance could be from the

government or from the community.

Learners also find protection through the South African Children Act 38 of 2005, which
recognises a child headed household as an independent family form. This legal

recognition of this family form gives is also considered as a positive step in terms of

271

© Central University of Technology, Free State



©.

rendering support to the children in CYHH. Similarly, in Zimbabwe child protection and
adoption Act number 22 of 1971 as amended through Act 9 of 1997 is also a policy that

can assist children in adverse living conditions.

From South Africa and Zimbabwe, this study also revealed several legislative and policy
instruments that this study considers essential in terms of protecting and supporting
children in adverse conditions such as being in CYHH following parental labour migration
cf.3.13; 5.12). The goal was to create the necessary learning milieu for learners heading

households following parental labour migration. The identified instruments are:

6.6.1.1 United Nations Convention on the Rights of Children (UNCRC)

6.6.1.2 The African Charter on the Rights and Welfare of the Child (ACRWC)
sets out the rights of children

6.6.1.3  South Africa Children ACT 38 (2005): This Act sets out parameters
for the protection of children from all forms of abuse, neglect and
exploitation.

6.6.1.4 Convention on the Rights of Children (CRC)

6.6.1.5 White paper 6 2013

6.6.1.6  Child Justice Act number 75 of 2008

6.6.1.7 Sexual offences and related matters Act number 32 of 2007

6.6.1.8 Child protection and adoption Act (Act 22 of 1971 as amended
through act 9 of 1997) Zimbabwe

6.6.1.9 The constitution of Zimbabwe

6.6.1.10 The constitution of South Africa

The instruments were considered important in the context of the vulnerability of learners
left behind in CYHH following the migration of their parents (cf.3.13; 5.8). Learners left
behind in CYHH were considered in the current study as a particularly vulnerable group.
In view of that, the instruments were considered important in terms of protecting such
learners in the face of perceived effects. The frameworks set up parameters for the
protection of children from all forms of abuse, neglect or exploitation. They were also

important assets in terms of allowing the setting up of support systems in both Zimbabwe
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and South Africa (cf.2.2; 5.12). What this study revealed was that education and
community stakeholders were generally unaware of the provisions of such legislative
instruments (cf.5.12). Consequently, they were not being fully utilised in the protection

and empowerment of learners in adverse learning situations.

5.13.5 School based support
From the school setup, participants in Zimbabwe and South Africa identified important

external resources and networks that were important in terms of building support for
learners affected by parental labour migration. The resources were embedded in the
curriculum and also found in extra curriculum activities. There were however, differences
in terms of names and the structure of the different office bearers in the two countries but

the researcher noted several similarities with regards to the basic structure.
5.13.5.1 The School Based Support Team

The SBST was also considered an important asset in terms of providing support for
learners in CYHH in the context of parental labour migration (participant SASH4).
According to the White paper 6 (2013:6) the SBST is made up of teachers and their major
responsibility is to provide support for learners who face barriers to learning based on
social, behavioural, language or economic factors. The SBST were considered important
as they were empowered to handle learner welfare issues within the schools and could
also make referrals to the District Based Support Team (DBST).

5.13.5.2 Senior Teachers’ students’ affairs

In the case of Zimbabwean schools, there is also the office of the senior master and senior
woman that looks at the welfare of learners (ZSH5). This department has the senior
master who is in charge of male learners’ welfare and the senior woman who is in charge
of female learners’ welfare. Participants in ISS3 and ISS4 agreed that this department is
an essential asset, which could be utilised to improve the welfare of learners in CYHH
following parental labour migration.ZSH8 ISS4 asserted that both boys and girls going

through challenges were ideally supposed to confide in the senior master or senior
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woman and get assistance. However, according to ZSH5 the office of the senior teachers
was often overwhelmed with administration work and learner welfare issues that tended

to affect their effectiveness.
5.13.5.3 School rules and learner code of conduct

The two schools had set of rules that were noticed by the researcher on the noticeboards.
The codes of conduct carry different names in the two countries. In Zimbabwe it is referred
as school rules while in South Africa it is called the learner code of conduct (LCC). It is
the responsibility of the teachers and school administration to enforce the school rules or
the code of conduct to ensure a conducive learning environment. Participant SASH3 ISS2
said the rules could be counted as an important asset for regulating the behaviour of
learners from homes that lack adult supervision. She went on to say that,

More often learners who lack supervision in the home would bring their rowdy behaviours
to school and the code of conduct could be an instrument for control (SASH3 ISS2).

The code of conduct also regularises the behaviour of learners coming from various
backgrounds. Therefore, both the Zimbabwean and the South Africa education systems
have systems and frameworks in place that help regulate the behaviour of learners.

5.13.5.4 Life Skills orientation and guidance and counselling lessons in the curriculum

Participants in the information sharing sessions also noted the significance of the school
curriculum as a tool which could be utilised in enhancing the coping strategies of learners
in CYHH following the migration of their parents (ISS2). This strength is also
complimented by the availability of trained staff in these departments (SASH4:1SS2). As
noted in the literature section in both Zimbabwe and South Africa secondary education
the courses are timetabled, have a syllabus and have trained personnel to teach them. It
is also through both the formal and informal curriculum that it would be possible to educate
the whole child (Kochhar-Brayant & Heishman 2010:8; Darling-Hammond & Cook-Harvey
2018:1) can be realised. In this regard, education would not only respond to the cognitive

needs of the learner but would also respond to the emotional, physical and social needs
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of the learner. The exit competencies expected of such learners is a learner who can
manage social life, emotional life and is able to cope in the face of adversity.

In South Africa Life orientation, which is one of the basic learning areas of the general
education curriculum, aims to equip learners for meaningful living in the changing society
(Donald et al. 2010:27). Consequently, it intends to develop a more balanced,
independent and creative learner who would be in a position to utilise own talents to reach
their fullest potential (physically, intellectually, emotionally and socially). In this regard,
this learning area was considered important as an asset in terms of empowering learners

in CYHH in the context of parental labour migration. According to participant SASH4,

Through the teaching of life skills we are contributing positively in improving lives

of learners going through life’s challenges.
She went on to say that the

...the learning area integrates learners going through different life challenges and

coming from different backgrounds.

Teacher participant SASH3 concurred with the above observation but called on the

educators to,

...give the learning area the importance that it deserves and introduce more

engaging teaching methods, that way the learners would take it seriously.

Accordingly, the life orientation course was viewed as an important asset that was
contributing to improved learning experiences for learners in CYHH arrangements. What
was needed was for the educators to take teaching of the course seriously and improve
on their pedagogy. The course was considered important in terms of support and

empowerment for learners heading households among other adverse conditions.

The Zimbabwean curriculum also has a course in the curriculum called Guidance and
counselling which stakeholder participants viewed as important (ZSH1, ZSH3, ZSH5,
ZSH7 and ZSHB8). The teaching of guidance and counselling was also considered a

strength within the Zimbabwean education system that could potentially be utilised to
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improve the learning experiences of learners in CYHH following the migration of their

parents. According to guidance and counselling teacher participant ZSH3,

This learning area is very important considering that a lot of students have so many
social, behavioural and emotional challenges that affect their learning and with

such challenges no serious learning happens.
Teacher participant ZSH8 however, raised concern on how it is deployed and timetabled,

Teachers only teach G&C to have adequate teaching loads, even the way in which
it is timetabled teachers and students don’t take it seriously. Most of the lessons

come in the afternoon when we are tired (participant ZSH8)

Teaching of guidance and counselling in the curriculum is important considering the
socio-emotional challenges that learners go through in Zimbabwe. As noted in the
literature section the rational of the learning area according to the Guidance and
Counselling syllabus 2015-2022 (2015:1) is to empower the learners with essential skills
that enable them to survive in a changing socio-economic environment comprising the
family, local, national and global communities. However, concern was raised on the

capacity of the teachers to teach the course and timetabling of the subject.

The education curricula of Zimbabwe and South Africa have the learning areas that
support and empower learners going through adverse learning situations. The two
countries have the necessary tools within their curricula that could be utilised to improve
learning experiences of learners in CYHH following parental labour migration. However,
education and community stakeholders in both countries Zimbabwe and South Africa
raised concern on the way in which the learning areas are taught. Participant ZSH3

(teacher in Zimbabwe) shared the following,

Yes G&C is there on the timetable and teachers are expected to teach it but most
of the teachers are not trained to teach it, | am a maths teacher but they asked me
to take some classes for G&C of which | am not qualified. It is just a way of making

up my teaching load.
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Therefore, in Zimbabwe, concern was on the capacity of the teacher, as most of the
teachers of guidance and counselling were not trained for the area (ZSH3). Comparatively
participants in South Africa, saw life skills training as extra work, participant SASH3

expressed the following,

...already we have a lot of teaching to do on the main subjects and it is difficult to
get enough time for life skills as it needs lesson delivery methods that are more

engaging and this takes time.

Hence, in Zimbabwe and South Africa teacher participants saw value in the teaching of
guidance and counselling and life skills orientation, but they raised concern on the

delivery methods which makes it less effective.
5.13.5.5 Co-curricular clubs

It was revealed from the information sharing sessions that the Zimbabwean school
curricular also accommodated some co-curricular clubs that had the potential to be
utilised for the development of the learners in CYHH (ISS1, ISS3 and 1SS4). In the case
of School X in South Africa, it was noted that even though it was permissible to establish
such clubs, there was no such club in existence at the school (SASH5 1SS2). Teacher
participant SASH5 said,

It is permissible to establish co-curricular clubs but our major constraint is time. |
actually helped form a scripture union club at my previous school and we helped
to mould learners in Christian values and the behaviour of our learners improved.
| will seriously consider setting a similar club here. In the meantime the school
allows the local pastor here to have sessions with some learners and teach the

children good morals.
Guidance and counselling teacher participant ZSH3 in Zimbabwe also concurred saying,

[co-curricular] ...clubs go a long way in assisting learners in various contexts of adversity
and vulnerability. The learners learn to be responsible and learn leadership skills. The
idea that the clubs are less formalised and learners retain authority goes a long way in

empowering the learners.
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In the case of South Africa according to SASHS5, the school often permitted her to meet

with learners after lessons and share Christian values with the learners.

Some of the community stakeholders were also noted to have partnerships with some
schools to capacitate learners through trainings and awareness campaigns (ZSH5). The
local police had a running programme in the school called the junior call programme.
Under the junior call programme, they utilised the time for co-curricular activities in the
school. They also worked with students who were interested in the work of the police. The
objective of the programme was to develop a responsible and law abiding student (ZSH4
ISS3).

Table 5.2 below shows the clubs affiliated to nongovernmental organisations that had

running programmes in the school Y in Zimbabwe.

Table 5.2 Co-curricular clubs

Co-curricular clubs represented in school Y in Zimbabwe

Scripture Union Scouts
Junior call Interact club
Youth Alive All about Love Trust

5.14  Areas in need of capacity development for learners in CYHH

Following the identification of strengths and assets for learners in CYHH, participants in
the information sharing sessions (ISS1, ISS2, ISS3, and 1SS4) were tasked to make a list
of areas that they think learners in CYHH in the context of parental labour migration need
support and capacity building. The capacity development would be for the purpose of
improving their psychosocial functioning and enhancing their coping strategies. SASH3

ISS2 and ZSH6 ISS4 emphasised the significance of the capacity development in
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consideration of the idea that parents would continue to be absent from the lives of their
children. The children therefore needed to be capacitated to cope and function in their
absence. The learners in CYHH also needed to be protected and empowered to stand in
the face of life’s adverse conditions (SASH3 ISS2).

5.14.1 Management of emotions

Participants in Zimbabwe and South Africa identified the management of emotions as a
significant virtue that left-behind learners need to develop in order to have improved well-
being. Participant SASH3 (education officer) in South Africa shared the following in an
information sharing session (ISS2),
Learners in CYHH in the context of parental migration just like other children
heading households need to be able to control their emotions. Situations in their
lives as heads of households take a toll on their emotions and in that regard the
need to be able to control their emotions if they do not want to fall into depression.
Participant ZSH1 (Education psychologist) in Zimbabwe shared a similar view,
You see if the [left-behind] children are able to manage their emotions they would
accept their situation enabling them to cope.
Therefore, empowering left-behind children with skills to manage emotions was
considered an important priority area by participants in Zimbabwe and South Africa. In a
similar Chinese study being separated from parents is associated with heightened
emotional problems that include emotional distress and trauma (Mengtong and Ling 2016;
Maclean et al. 2020:2) hence showing the need to capacitate left-behind learners with

such a skill.

5.14.2 Self-esteem

Participants in Zimbabwe and South Africa also saw the need to enhance the self-esteem
or self-concept of learners left in CYHH following parental labour migration. Participants
SASH3; SASH4 and SASHG6 in South Africa and participants ZSH2 and ZSH3 called upon
education stakeholders to device ways of capacitating learners in CYHH with skills to

develop their self-esteem. Self-concept in terms of personality encompass both positive
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and negative self-evaluation (Feldman 2017:454). Participant ZSH1 also concurred
saying learners in CYHH
...have lowered self-esteem leading to compromised assertiveness thereby
exposing them to abusive situations.
For the learners in CYHH to be able to cope and demonstrate their assertiveness they
needed to be capacitated in terms of their self-esteem. The idea that some of the learners
in CYHH fall victim to abuse may not be attributed to lack of protection but the learners
tended to lack the self-esteem and in turn have compromised assertiveness (ZSH1). A
study by Maclean et al. (2020:2) also affirmed that children separated from their parents
run the risk of being bullied or be bullies. The problem with low self-esteem is that it may

breed future failure as it takes a cycle of self-destruction (Feldman 2014:454).

5.14.3. Management of resources

Participants in the two countries also agreed that the area of resource management was
also critical if learners in CYHH were to be better heads of households in the absence of
their parents (participants SASH2; SASH3, ZSH1). The resources that may need
managing included money, and food parcels remitted by the parents. Parent participant
ZSH2 said,

Children left behind need real training in managing the money they receive from their
parents, some of them get a lot of money but it’s all wasted on parties and beer

Consequently, participants especially in Zimbabwe saw the need to capacitate left-behind

learners with skills to budget resources so that they would not get into poverty.
5.14.4 Decision making skills

Education and community Stakeholders in ISS3 and ISS4 also agreed that learners in
CYHH following parental labour migration also needed to develop their decision-making
skills. This was considered important in view of the idea that learners in CYHH

...often have poor decision-making skills which in turn affect them (SASH1).
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The poor decision-making skills was also said to contribute to the learners yielding to
peer pressure (participant ZSH6).

5.14.5 Life skills training

Learners in CYHH following parental labour migration were also said to be in need of life
skills training for them to cope with the many hurdles they face in the absence of their
parents (ZSH1 ISS3). The life skills training was also said to go a long way in terms of
protecting the learners from challenges such as abuse (ZSH6 ISS4). Life skills training
was also considered significant in terms of capacitating the learners with housekeeping
skills which participants agreed was lacking (1ISS4). Life skills training was also
considered important in terms of relationship management and peer pressure (SASH3
ISS2). According to SASH3 ISS3 learners in CYHH succumb to peer pressure because,

they lack life skills training and lack confidence.
5.14.6 Self-discipline skills

Self-discipline was also considered an important area that learners in CYHH needed to
be empowered. Self-discipline (ISS1 and ISS3). According to ZSH3 ISS3 misbehaviour
was a topical issue hence something had to be done about it. In that regard participants
agreed to include self-discipline as a topic of discussion in the capacity development

workshop.

5.14.7 Children’s Rights and privileges

Participants also agreed that learners in CYHH needed to be capacitated on their rights
and privileges as children (ISS2, ISS3 and 1SS4). The education on rights was considered
important in view of the abuse cases that learners in CYHH sometimes went through.
According to participant SASH3,

The children need to know how they can protect themselves using the laws of the country.
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She went on to suggest that parents were likely to continue to be separated from their
children hence it was important to empower the children to protect themselves.

The SADC policy framework, (SADC 2015:22) the challenges had to do with poor
enforcement of child protection laws in Southern Africa. It would be difficult to enforce the

protection laws when the children were not aware of the provisions of the law.

5.15 Overview of capacity development session for learners in CYHH in the context of
parental labour migration

Following the identification of the domains in need of support, education and community
stakeholders in Zimbabwe requested that there was need for capacity development
sessions for learners in CYHH. The sessions were meant to empower learners in CYHH
with the requisite skills to cope in the absence of their parents (annexure P). An invitation
was sent to various stakeholders in the community and to specialists who were to make
presentations on various topics. The education stakeholders were involved in the
planning of the sessions in terms of the content and the date. The capacity development
session had the following objectives, to:

a) empower students to cope socially in the face of adverse situations such as

parental absence and

b) develop a self-disciplined learner who can manage emaotions.

Participants were involved in the planning and were also presenters in the training
workshop. Community and education stakeholders were involved in identifying areas that
needed capacitation and were also the presenters. The planning was done a week before
the training workshop. The researcher and the Guidance and counselling teachers at the
school were tasked to come up with the programme and send out invitations to the
session. The capacity development session was open to all form three learners and

learners in CYHHSs. The goal was to empower learners in adverse learning conditions.

5.15.1 Session participants
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A total of 63 participants attended the capacity development session. The session ran for
one day only from 0900 hours to 1600 hours (annexure P). The guidance and counselling
teacher at the school acted as the moderator. The workshop ran under the theme:
Developing an emotionally and socially competent learner in the face of life’s adverse
conditions.
Therefore parental labour migration was identified as an adverse condition that faced
learners left behind in CYHH following parental labour migration.
The workshop had the following objectives of:

a) empowering students to cope socially in the face of adverse situations such as

parental absence and

b) developing a self-disciplined learner who can manage emotions.
The objectives were drawn to address the social and emotional challenges identified in
the focus group discussions (FGD1; FGD2) information sharing sessions (ISS1, 1SS2,
ISS3 and ISS4). In coming up with the objectives reference was also made to information
gathered as gap areas that needed attention in the information sharing sessions (c.f. 5.9).
However, in terms of implementation, the capacity development session was held at
school Y in Zimbabwe. While the researcher wanted to have a similar session with
learners at school X in South Africa there were challenges that made it impossible to have
the session. In that regard the researcher encouraged education stakeholders to organise
a similar session through the SBST at a date that was convenient.
A participatory approach was also used in the planning and presentations. Participants
were involved in the identification of the topics for the capacity development workshop
and were co presenters in the workshop. Positive evaluations were obtained from the

participants and they said they look forward to meetings of a similar nature (ZSH5).

5.16 Summary

In line with the objectives of this study, which are to explore a psychosocial support
framework to enhance coping and improve learning experiences of learners in CYHH in
the context of parental labour migration, this chapter gave an outline and discussion of

the research results as gathered from the participants. This data collected is made from
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the observations made by both the researcher and the participants, the narrative
interviews, Focus group discussions and information sharing sessions. This process of
data collection followed the participatory approach in which participants took an active
role in planning, mapping, presentations, monitoring and analysis. The process that was
followed ensured that the psychosocial support framework to be developed in the next
chapter was informed and built on the strengths of the participants who are also part of
the stakeholders.
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CHAPTER 6
SUMMARY OF THE STUDY, CONCLUSION, RECOMMENDATIONS AND
PROPOSED SUPPORT FRAMEWORK

6.1 Introduction

This chapter outlines a summary of the study, conclusion and recommendations for the
study. The objective of the study was to explore a stakeholder informed and based
psychosocial support framework for left-behind learners in CYHH. The aim is to support,
protect and empower left-behind learners in CYHH for constructive learning. The
empirical study followed a literature review and a discussion of the research question and
objectives. To expound on this study’s aim, comparative insights were drawn from rural
research sites from two countries, namely Zimbabwe and South Africa. This closing
chapter brings forth conclusions drawn from the findings and proffers recommendations
for the learners left behind in CYHH. Following that, the chapter integrates the research
findings, literature from similar studies, the theoretical framework and the comparative
insights gained to explore a psychosocial support framework. The adoption and
implementation of the framework facilitates that learners in CYHH bring to school requisite
social and emotional competencies for improved well-being and learning outcomes.
Therefore, the framework aims at developing the requisite learning milieu for left-behind
learners left in CYHH in Zimbabwe and South Africa.

6.2 Summary of the study

The study was guided by research questions, which ultimately informed the process of
constructing a psychosocial support framework for learners in CYHH in the context of
parental labour migration. The research question identified at the beginning of the study
was (c.f. 1.4.1): How can education and community stakeholders psychosocially
support left-behind learners in CYHH for constructive learning?

The presenter will discuss brief summaries of the five chapters of the study.
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6.2.1 Chapter 1

This chapter presented the background to the study in which the research problem was
contextualised. The chapter also discussed the rationale of the study, gave the statement
of the research and outlined the research questions. The general aims and objectives of
this study were also outlined. This was followed by a general outline of the research
methodology and a synopsis of the study,

6.2.2 Chapter 2

This chapter presented the theoretical and conceptual framework underpinning the study.
The study followed an eclectic approach hence reference was made to three theories, the
asset-based approach, Urie Bronfenbrenner’s ecological model and positive psychology.
The Asset-based approach drawn from the ideas of Kretzmann and McKnight (1993)
focus on empowering communities through the utilisation of local assets available to them
(Blickem et al. 2018:6). What is available in the community is denoted as the ecology of
the left-behind learners, in line with Bronfenbrenner’s ecological model. Bronfenbrenner’s
ecological model values a person’s surroundings such as the school, church, peer group,
neighbourhood, culture and government that have a bearing on the development of the
child (Peppler 2017:2). Ideas from positive psychology (Seligman et al. 2009) formed the
basis of empowering left-behind learners with positive emotions for improved well-being.
The chapter also outlined some of the factors contributing to the creation of child and

youth headed households in Zimbabwe and South Africa.

6.2.3 Chapter 3

This chapter reviewed related literature with regards to the psychosocial challenges
associated with learners in CYHH. The effects were explored in terms of internalising and
outside behaviours. The chapter also explored existing pathways and initiatives for the
support of learners in CYHH in the context of parental labour migration. Support was
explored in the context of the family and the community. Literature reveal that left behind
learners are usually negatively affected in terms of their emotional functioning and
behaviour patterns (Fellmeth et al. 2018; Maclean 2020).

6.2.4 Chapter 4
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This chapter discussed the research methodology. The purpose of this empirical study
was outlined which justified the choice of research paradigm and the research design.
This study collected qualitative data as it sought to gather the subjective experiences and
perceptions of left-behind learners in CYHH. Phenomenology was also considered for
this study because it allows the description of subjective experiences of participants
(Springer 2010:403). The population and sample of the study were also identified as left-
behind learners, education and community stakeholders drawn from two secondary
schools in Zimbabwe and South Africa. Data was collected through personal interviews
with left-behind learners, focus group discussions, information sharing sessions,
gualitative observations and open ended questionnaires. Ethical considerations such as
privacy and informed consent were followed in data collection. Real names were also
avoided in data analysis as codes were used. Data analysis followed the thematic

approach and was guided by research questions.

6.2.5 Chapter 5

This chapter presented and analysed data collected in this study that sought to explore
psychosocial support for left-behind learners in CYHH. The data collected included
perceptions of the participants (teachers, education officers, learners, and community
stakeholders) on left-behind learners. The left-behind learners shared their living
experiences in separation which formed the basis for the needed support. Participants
(learners, education and community stakeholders) were the key informants of the
proposed psychosocial support helped in the identification of local assets that were
utilised in building support.

6.3 Justification of a stakeholder driven psychosocial support framework

Findings from participants in Zimbabwe and South Africa involved in this study revealed
the significant role that education and community stakeholders play in terms of improving
the welfare of learners left behind in CYHH following the migration of their parents (cf.2.2;
2.3; 3.16; 5.7). This finding was also consistent with literature in which the community and

environment of learners has the needed social capital that if utilised the well-being of left-
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behind learners would improve (cf.2.2; 3.16;5.12) A stakeholder-based support
framework was meant to protect, empower and support learners in CYHH arrangements
to improve their living and learning experiences (cf.5.12.4). Teachers, education officer,
school heads and parent participants in the two countries revealed that a stakeholder
driven psychosocial support approach was more appropriate after drawing a comparison
with other approaches such as providing surrogate care or foster care (cf.5.10).

The under mentioned factors were noted as the justification for the provision of
psychosocial support for learners in CYHH following the migration of their parents (cf.3

6.3.1 Overwhelming numbers of learners in CYHH

This study revealed that the numbers of learners being left in CYHH following parental
labour migration was continuously increasing, thereby making it difficult to consider foster
care or the provision of surrogate care. This was also affirmed through literature in which
there was actually a low percentage of double orphans living in CYHH suggesting that
they were absorbed into existing households (cf.2.9; 3.9) This suggests that foster care
and surrogate care under the existing circumstances was an overwhelming options for
caring for learners left behind in CYHH in the context of parental labour migration. In that,
regard participants in this study proffered a stakeholder driven support for such learners
in their existing living arrangement, that is, in CYHH (cf.5.7).This kind of support was also
considered significant in view of the current trends in globalisation in which people
particularly adults could take up life opportunities anywhere in the world which in turn

disrupt family life.
6.3.2 CYHH arrangement considered a temporary move

The current study also revealed that in Zimbabwe and South Africa, when parents migrate
for labour leaving their children behind as a temporary move (cf.1.4; 5.7.). In that regard
participants considered providing support and empowering the children to cope in their
existing arrangements as a better option (cf.5.7; 5.10.2). The learner participants in this
study also alluded to the idea that the migrating parents sometimes make return visits or
when their situation allow may ask their children to move with them (cf.5.4.1.1). It is in

consideration of such arrangements that the research participants suggested that
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supporting and empowering the learners to cope within their existing living arrangements

may be a better option (cf.5.7).
6.3.3. Safe option

In view of the vulnerability of learners left behind in CYHH, the current study considered
supporting and empowering the learners while they remain in CYHH as the best option
(cf.3.10; 5.7). Learners left behind in CYHH were identified as a particularly vulnerable
group (cf.3.11; 5.5). This study also revealed that while the arrangement nourish abuse,
bringing in an adult in the family home may increase the risk of abuse on the minors left
in the family home following the migration of their parents (cf.3.11; 5.5).The learners in
CYHH were said to be susceptible to physical, verbal and sexual abuse and this risk
increases if they have an adult tasked to care for them (cf.5.5.2). In other words,
community and education stakeholders considered such children as safe when they were
empowered but were better off remaining in CYHH. What was important and essential
was the empowerment of such learners and utilising assets to optimise on their potential.

The assets for support are drawn from the learners themselves and their environment.
6.4 Conclusions (drawn from findings)
The following conclusions were made from this study:

6.4.1 Conclusion 1: Learners left behind as heads of households following parental labour
migration did not have the requisite competencies to cope in the absence of their parents.

In that regard, they need support in terms of their emotional and social behaviour.

6.4.2 Conclusion 2: Learners left in CYHH following parental labour migration were
affected in terms of their psychological and social functioning that in turn affect their
educational outcomes (cf.3.2; 3.9;5.5; 5.6.; 5.7.; 5.9.). The learners were associated with
largely negative behaviour patterns and are affected emotionally by parental absence
(cf.3.2;3.35.6.; 5.7).

6.4.3 Conclusion 3: Learners in CYHH were also a particularly vulnerable group and
parental labour migration enabled abuse for the learners in CYHH. The home

environment also caused challenges such as premarital sex and teenage pregnancy,
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which often results in learner dropouts (cf.3.10; 5.9). Therefore, children left behind in
CYHH became susceptible to physical abuse, emotional abuse, neglect, teenage

pregnancy and learner dropouts (cf.3.10; 5.8; 5.9).

6.4.4 Conclusion 4: Learners in CYHH following parental labour migration had positive
attributes for building support (cf.3.6; 5.5.; 5.10). These assets could be utilised for
support against perceived effects. These inherent assets augmented with resources from
the environment could go a long way in improving the well-being and learning experiences
of such learners (cf.5.10.2). Of significance, from the environment there was social capital
composed of education and community stakeholders drawn from the environment of

affected learners (cf. table 4.2).This process would facilitate sustainable support.

6.4.5 Conclusion 5: A psychosocial support framework utilising inherent and ecological
resources was superior in dealing with psychosocial challenges associated with learners
left in CYHH following parental labour migration (cf.2.2; 2.3; 3.14; 5.10).This support
would enable learners in CYHH to develop requisite social and emotional competencies
such as resilience, high self-esteem, and self-awareness to fare favourably with the
education system of Zimbabwe and South Africa (cf.2.4; 2.5; 5.15).

6.5 Recommendations

Left-behind learners go through role adjustments and several challenges that affect the
functioning in and out of the school. As noted in this study the learners left in CYHH were
associated with negative behaviour patterns and are a vulnerable group. It is because of
such experiences that learners left behind in CYHH would find it difficult to bring to school
the necessary competencies to fare favourably in the education system of both Zimbabwe

and South Africa. This study recommends the following:
6.5.1 Adoption and implementation of the framework in Zimbabwe and South Africa
The study recommends the adoption of a psychosocial support framework to improve the

learning experiences of learners in CYHH following the migration of their parents. The
framework influences both policy and practise to facilitate improved well-being of learners
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in adverse conditions such as being left in CYHH following parental labour migration. The
overall goal is to empower, protect and support such learners so that they improve their
coping and bring to school necessary competencies to improve on their learning

experiences.

6.5.2 Utilisation and optimisation of learners’ inherent assets

The learners in CYHH have inherent assets that should be utilised and optimised to
improve their psychosocial functioning in the absence of their parents following labour
migration (cf.5.8.0). This study recommends the optimisation on the capacities and
resources available for learners in CYHH for improved learning experiences. The assets
that this study noted include maturity, autonomy, decision making skills and social skills.
Such skills need to be optimised through the involvement of education and community

stakeholders in and out of the school environment.

6.5.3 Utilisation of external resources from environmental

The school and the community as part of the environment is an important resource that
should be utilised in providing support, empowerment and protection to the learners left
behind in CYHH in the face of perceived effects. Policy statutes for child protection should
be utilised in protecting learners disadvantaged by parental migration. The study
recommends that education stakeholders should tap into the environment for the

necessary social capital for support and empowerment.

6.5.4 System of referrals and synergies

To compliment the role of the school, this study recommends the establishment and
development of referral systems between the school and community stakeholders outside
the education system. The network of referrals is considered to go a long way in
addressing some of the challenges that the school as a system has no capacity to
address. This close network could be facilitated by social clubs representing outside
support organisations. These social clubs would help develop and propagate the goals of

the main organisation.
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6.5.5 Facilitating positive education in schools

Besides the traditional roles of schools in imparting traditional skills and competencies
the school needs to facilitate positive education (cf.2.3).The goal is to have learners with
improved well-being, self-disciplined and content learners in the face of adverse
conditions. In that regard, education stakeholders need to facilitate positive education in
schools so that learners from schools have more prosocial exit skills and are also more
content and happier. Therefore, education needs to move away from the traditional
position of only imparting skills and competencies to producing a happy, content and self-

disciplined learner. This in turn would facilitate improved educational outcomes.

6.5.6 Enhance the curriculum to facilitate positive development of learners

The school curriculum should be enhanced to facilitate the development of a whole
learner (cf.2.15.3). Holistic education in this case recognises effort to cultivate a whole
human being attending to intellectual, psychological, emotional, interpersonal, moral and
spirited potentials (cf.3.17.2). In other words, the Guidance and Counselling and Life skills
course should also teach virtue and African values to promote prosocial behaviour among
learners (cf.5.12). Therefore, through the teaching of Guidance and Counselling in
Zimbabwe schools and Life skills Orientation in South Africa, the goal should be to
develop the whole learner to be able to cope with challenges such as parental absence.

Within the other learning areas, crosscutting issues need to refer to the emotional
competence of learners. Educational outcomes of learners in CYHH following parental
labour migration is determined by the inputs and the physical, social and psychosocial

support.

6.5.7 Fostering resilience among learners in CYHH
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Through the utilisation of community resources, this study recommends the fostering of
resilience among learners left behind in CYHH in the context of parental migration and
other learners in adverse conditions. (cf.2.3.5; figure 5.1; 5.5.1; 5.10) Resilience in this
case implies the ability among children to overcome high risk circumstances (cf.5.10).
This becomes important considering that negative cycles of contextual disadvantage are
said to generate and maintain further disadvantage resulting in the children being in a

cycle of disadvantages (cf. 5.5.10).

This process of fostering resilience utilises the available assets from the learners
themselves and from their environment (cf.2.2; 2.3; 5.10). The noted strengths include
maturity, their communicative skills and the sense of autonomy (cf. 2.2; 3.12; 5.10.2).
Accordingly, the school, neighbourhood, peers and other community stakeholders who
constitute the microsystem should facilitate the development of resilience among learners
in CYHH (cf. 2.3.1; 2.7; 5.10). Education psychologist participant in Zimbabwe
emphasised the need to positively reinforce the process of developing resilience (cf.5.10).
The expected outcome is of children with high social skills, openness and control of their
environment (cf.3.10; 3.15).

6.5.8 The basis for support for learners in CYHH following parental labour migration

In consideration of the following factors to do with learners left behind in CYHH following
parental labour migration, this study considers it prudent to have the children stay alone
in CYHH settings. What is considered essential is to provide support for the learners,
improved well-being and optimised strengths for improved educational outcomes. Firstly,
the growing numbers of such learners in CYHH in the context of globalisation and other
socio-economic factors (cf.2.9; 5.10), secondly, the vulnerability and victimisation of such
learners in the context of increased cases of abuse among children in the world cf.310;
5.8) and thirdly, parental labour migration often seen as a temporary arrangement
(cf.5.10).

6.5.9 Proactive awareness
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This study recommends that in the face of the social and emotional challenges facing left
behind learners in CYHH, the school and its community stakeholders should take an
active role in raising awareness on issues such as drug and alcohol abuse, premarital

sex, abuse on social media and HIV and AIDS.

6.5.10 Learner centred and Asset-based counselling

This study further recommends the provision of learner centred counselling that considers
the strengths/assets of the affected learner. The goal of such counselling is to build on
the strengths to facilitate coping and improved well-being of learners left in CYHH in the
context of parental labour migration. The counsellors are also to be drawn from the
environment of the learner rather than people who are new and may not identify with the
learner. In this regard, the members of the environment need to be capacitated to provide
Asset-based counselling services. Those to be considered and capacitated to provide
learners centred counselling include, the teachers, peers, relatives and Community

members

6.6 Development of a psychosocial support framework

Using data collected from this study, augmented by data from the conceptual framework
and reviewed literature, this study proffers a psychosocial framework. The proposed
framework is meant to enhance coping, support, protection and empowerment of learners
left behind in CYHH following parental labour migration. This framework is meant to
address issues to do with both policy and practice and has an overall objective of
improving the well-being, learning experiences and coping mechanisms of learners left
behind in CYHH following the migration for labour by their parents. This is meant to
facilitate that learners who are left heading households following parental labour migration
be equipped with the requisite competencies to improve their well-being and educational

experiences.

6.6.1 Rationale of the psychosocial support framework

As parents migrate for labour leaving their children behind in CYHH occupying the family

homes there are several challenges that ensue. Such challenges are referred as
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contextual disadvantages (Donald et al. 2014:186) and they act as barriers in terms of
scholastic, emotional and social functioning of learners particularly without a strong
support networks such as those in CYHH. As noted in the preceding chapter learners
who head households following parental labour migration go through a plethora of social,
emotional and psychological challenges that necessitate the setting up of support
systems to improve their learning experiences. The goal is to facilitate well-being among
learners in CYHH. Well-being is defined to include physical safety, mental resilience,
ability to maintain social relations and developing the capacity to learn (cf.5.3). In other
words, in the face of adverse conditions, learners in CYHH are affected in terms of their
physical safety, social relations and educational outcomes. In that regard there is need
for an intervention framework to turn the negatives into positive outcomes. The
understanding is wellness can be fostered among learners through a system of support

protection and empowerment.

This study attributes lack of support structures to the learners engaging in socially deviant
activities such as intergenerational relationships, drug abuse, alcohol abuse, premarital
sex among other vices (c.f.3.10 5.4.2). The challenges associated with heading a
household take a toll on the emotional and social stability of the children (cf.3.2; 5.4.2).
This may result in the children degenerating into emotional challenges such as
depression, being withdrawn or even contemplating suicide (c.f.3.2.3; 5.7.2). In that
regard, a psychosocial support framework would go a long in addressing contextual
disadvantages that learners left behind in CYHH in and out of the school environment.
The framework facilitates support, protection and empowerment of learners in CYHH

following parental labour migration.

Learners left in CYHH would not bring to school the necessary social, behavioural and
emotional competences to fare favourably in the education system of Zimbabwe and
South Africa (cf.3.3; 3.3.5; 5.4). The challenges noted in the collected data are in the
home and school environment and they inhibit the educational outcomes (cf.5.6).In that
regard, the proposed support framework would go a long way in achieving the
Sustainable Development Goal number 4 on education that calls for equal access and

inclusive education opportunity for all. Learners in CYHH are said to be disengaged from
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learning due to the psychosocial challenges that they go through following parental labour
migration.

It is also in view of the idea that parents will continue to be absent in the lives of their
children that a support framework is deemed necessary to go a long way in addressing
the challenges and capacitate the children left behind to cope. Statistics from the two
countries Zimbabwe and South Africa indicate that a huge portion of the children/youth
live in CYHH arrangements and parental labour migration is contributing significantly to
the statistics (Statistics South Africa 2013:8). As noted in the study such learners end up
engaging in risky coping strategies such as intergenerational sex (cf.5.5.1.3), drug and
alcohol abuse (cf.5.5). Some of the risky behaviours expose the young learners to HIV
AIDS virus posing a threat to their lives. In this regard, it is considered prudent to support
such learners with a psychosocial support framework to improve both their living and

learning experience.

6.6.2 Psychosocial support framework for learners in CYHH for sustainable learning and
improved well-being.

Figure 6.1 below outlines the psychosocial support framework developed for the purpose

of improving the wellbeing of left behind learners in CYHH.
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SUPPORT STRUCTURE
CONCEPTUALISATION

* support protection and empowerment composed in context of home and school as the learners remain within CYHH

arrangements
* learners in CYHH participate in designing support, protection and empowerment (SPE) programmes.

« support premised on the understanding educational attainment is a function of social, physical and emotional inputs.

« ensure legal recognition of CYHH and protection of learners in CYHH through policy reform advocacy
« identification of implimentation partners and the development of a working document to SPE learners in CYHH.

7

<

EXPLORATION OF
EXISTING
PSYCHOSCOCIAL
CHALLENGES FOR CYHH

+ develop a system for vulnerability assesment through school and community stakeholders.

+ risk mapping assess the extent to which learners are at risk for sexual abuse, physical abuse, emotional abuse,
neglect

+ explore how learners in CYHH are affected in terms of educational outcomes eg grade progression, drop outs,
« explore the emotional challenges- eg depressive symptoms, stigma
« assess the behavioural challenges eg socially deviant behaviour, drug and alcohol abuse,

4

ASSET MAPPING FOR
PSYCHOSOCIAL
SUPPORT

« develop Support, protection and empowerment based on inherent assets and community resources

« identification of inherent assets through stakeholders e.g. maturity, resilience

+ ecological assets /social capital eg teachers, social welfare officer, school administration, SBST, G&C Teacher

+ legal support instruments & frameworks eg Schools code of conduct, constitution, education Acts, conventions etc
*ICT tools for support - whatsapp, Facebook, Skype

N N 4

<

OPTIMISATION AND
DEVELOPMENT OF
ASSETS

« optimisation of inherent assets through teacher trainings workshops in positive psychology and emotional intelligence

« harnessing micro level support from peers, teachers, church, neighbours and extended family

« full utilisation of ecological assets for empowerment and protection of learners in CYHH through a system of referrals

and setting working synegies between school and other stakeholders in community.,
* policy support through line ministries and departments

N

<

EMPOWERMENT OF
LEARNERS IN CYHH

« through curruiculum and co curriculum updates with the goal of educating the whole child

« Capacity building through positive education. integrating Asset-based counselling and positive psychology in schoo
and teacher training,

« curriculum based support - G&C course, Life skills orientation, infusing emotional intelligence training in curriculum

« implimenting classroom based interventions training wellness and raising awareness in schools through the
curriculum and cocurricular activities.

» awareness raising and capacity development through cocurricular clubs involving stakeholders and school.

* balance between academic education and social and emotional learning through curriculum and cocurriculum
activities

-/

\

EXIT SKILLS &
COMPETENCIES

« learners with positive regard/ congruency, self esteem, self aware, assertive, resilient

« learners with positive behaviour outcomes (prosocial) and emotionally intelligent

» improved educational outcomes for learners in CYHH measured by grade progression, grade index
« improved wellness, pro social behaviour and happy learner

» monitoring and evaluation is on the basis of the exit skills and competencies

—
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Figure 6.1 support framework for learners in CYHH in the context of parental labour

migration

6.7 Action plan and implementation mechanism

Table 6.1 Framework action plan and implementation mechanism

consultative meeting/s)

Facilitate legal recognition of CYHH through policy
reform advocacy.

Develop a working document for SPE of learners
in CYHH

ACTIVITY OBJECTIVES AND ACTION PLAN OUTCOME INDICATOR
Support Support, Protection and Empowerment (SPE) | Ownership of the support
structure composed in context of school framework.

conceptualisati | Participatory  approach in designing and | Development of a working
on implementation of support (stakeholder | document for SPE of

learners in CYHH.
Accessibility to identification
documents and child support

Psychosocial
assessment
for learners in
CYHH

Identification of psychosocial challenges through
information sharing sessions and stakeholder
workshop.

Develop a system of coping, vulnerability and risk
assessment involving education and community
stakeholders.

Expose gaps in support

Learner profile register.
Proffered  support and
empowerment respond to
specific behavioural,
educational and emotional
needs and gaps for learners
in CYHH

Asset mapping

Exploration of learners’ inherent assets and social

Sustainable support through

teachers, church, neighbours and extended family
through networking

Full  utilisation of ecological assets for
empowerment and protection of learners in CYHH
through a system of referrals and setting working
synergies between school and community
stakeholders.

for PSS capital through stakeholders’ information sharing | assets.
workshops. Learner support that is
Identification of legal support frameworks and | contextual and is culturally
conventions for support of learners in CYHH. specific.
Explore cultural and religious and assets for
support.
Optimisation Optimisation of inherent assets through teacher | Teachers capacitated to
and training workshops in positive psychology and | implement positive
Development | emotional intelligence. psychology and emotional
of assets Harnessing micro level support from peers, |intelligence training  for

learners for the development
of a whole student.

Working synergies between
school and community
stakeholders.
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Advocate for full utilisation of existing legal
frameworks and conventions for the support and
protection of children in adverse conditions.
Development and utilisation of communication
technology and social media to facilitate parental
support (e.g. support blog sites, WhatsApp,
Facebook)

Protection,
Support  and
Empowerment
using assets
and social
capital

Curriculum reform with the goal of educating whole
child.

Curriculum embeds emotional intelligence and
positive psychology as crosscutting issues in all
learning areas.

Implementing Asset-based counselling in schools
for learners in CYHH.

Setting of co-curriculum clubs in association with
implementing partners (e.g. police, social welfare,
religious groups)

Educating the whole learner
Learner who is self-aware
self-disciplined, high self-
esteem.

Improved well-being and
happy learner.
Improved
outcome

educational

evaluation

evaluation. The monitoring and evaluation is on the
basis of the identified objectives and exit skills.
Monitoring through quarterly reviews measured by
exit competencies of the learners in CYHH.

Implementatio | Collaboration between school implementation | Ownership of support
n Modalities partners with community stakeholders. framework

Working synergies and networking between school

and stakeholders.

Budget for trainings, workshops and awareness

raising programmes from line ministries and

implementing partners.

Policy support from line ministries.
Monitoring and | Participatory approach in  monitoring and | Learners with  prosocial

behaviours e.g. self-esteem
self-disciplined, happier,
self-aware, resilient

6.8 Components of the framework

The proposed support framework has various components that would address the various

domains to do with the psychosocial functioning of the learners left behind heading

households following the migration of their parents.

6.8.1 Legal recognition and support for CYHH

The first step in giving support to learners in CYHH following parental labour migration is

to recognise the existence of such households. It is through recognising the existence of

such households that the necessary support could be given to such learners. The South
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African legal system recognises the existence of such households. This recognition is
important in consideration of the idea that some of the parents on migrating for labour
tend to be neglectful (c.f.3.10; 3.13; 5.3.3.1). The result is that children in CYHH become
vulnerable but are ignored in the support systems probably because the parents are
nominally available (cf.3.10; 5.9.3). However, this recognition needs to move from the
paper to becoming practical to benefit affected learners against the perceived effects.
This could be done through facilitating access to legal documents such as birth certificate
and support grants. As noted in the discussion some parents migrate for labour and
continue to receive child support grants while neglecting the children (cf.3.16.1; 5.4).
Therefore, the learner in CYHH who has a birth certificate or national identification card
gets access to support grants or child maintenance. To facilitate this there is need for
linkages between policy makers, school, department of social welfare and the learner.

Access to such support would ensure that the learners meet their physiological concerns.

6.8.2 Protection of learners in CYHH

The proposed framework also needs to have in place, modalities for the protection of the
learners left in CYHH in the context of parental migration against perceived effects.
Protection in this context entails putting in place policies and systems that ensure that all
learners are free from harm. Harm in this sense include both physical and emotional harm.
As noted in the study, parental labour migration exposes children left behind to both
physical and emotional harm (cf. 3.2; 3.9; 3.10; 5.5; 5.6). Parental labour migration is also
said to create an environment that enables abuse on learners left behind in CYHH
(cf.3.10; 5.6.). In view of that, the proposed framework need to address issues to do with
the protection of learners left in CYHH following parental labour migration. Proposed
protection mechanisms include enactment of policy, utilising community resource capital
and draw on the available child protection and support instruments. A system of referrals

should be in place in the different schools.

Through both the curriculum and co-curricular activities, virtues such as assertiveness
need to be developed to ensure that the learners are in a position to protect themselves.

Involving community stakeholders such as the police, social welfare offices is also the
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other means by which the protection of such learners can be enhanced. Such
organisations which play a significant role in the protection of learners need to set up
junior programmes in schools. The junior programmes could be in the form of clubs and
be part of the extra curriculum activities in the school. The junior clubs would promote
their organisational goal and values among learners. Such networks would also facilitate
a closer system for referrals and in the process the learners are empowered.

6.8.3 Empowerment of learners in CYHH

Learners left in CYHH following parental labour migration need to be capacitated through
the proposed framework. Empowerment is considered important as it enhances the
coping mechanisms of such learners and also help improve their living and learning
experiences. The empowerment process is to be facilitated through the school but
supported by community stakeholders drawn from the environment of the left-behind
learners. Empowerment in the school set up is facilitated through both the curriculum and
extra-curriculum activities and programmes. This is meant to ensure sustainability of the
capacity development.

This study opines that in order to develop the learner there is need to capacitate the
teacher first. The process of equipping the teacher could be doth through developing
refresher courses and capacity development workshops for practising teachers. Teacher
training in colleges could also be improved by enhancing the graduate attributes of would
be teachers to also include components drawn from positive psychology. Positive
psychology needs to be one of the graduate attributes expected of learners who go
through teacher training at teacher training colleges. Teachers would thus be equipped
with positive psychology which they would use in their teaching. The course in psychology
in teacher training colleges should include positive psychology in the hope of moulding
graduates who can apply positive education in teaching and learning

6.8.4 Referrals and synergies development

In order to facilitate a comprehensive response to the needs of learners in CYHH in the
context of parental labour migration there is need to develop a system of referrals. This

suggests that the schools need to have synergies with those organisations outside the
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school that provides complimentary services such as NGOs, Police, and Social welfare
among others. The synergies would facilitate protection and empowerment of learners in
CYHH. Such collaborations would also go a long way in the process of protection and

empowerment of learners in vulnerable situations.

6.9 Domains of the support framework

For the support framework to be effective in addressing the challenges facing learners in
CYHH it needs to respond to the various domains of the learners. The proposed
framework in terms of education, intends to educate the whole child (cf.3.17). This implies
that it addresses the cognitive, physical, social, emotional and educational needs of the
children left behind in CYHH following parental labour migration. Participants in this study
agreed that there are several domains that are critical and needed to facilitate improved
learning experiences for learners in CYHH (c.f.3.17; 5.9). It is such domains that would
facilitate improved well-being for learners left behind in CYHH following parental labour
migration. Well-being includes components such as physical safety, mental resilience,
ability to maintain social relations and developing the capacity to learn (cf. 5.4.2).

6.9.1 Social behaviour

Learners in CYHH following parental labour migration were noted to be associated with
socially deviant behaviours (c.f. 3.3.3; 5.4; 5.5.1.3). This social behaviour is attributed to
several factors, but the current study proposes that with the necessary support there can
be an improvement in terms of the social behaviour of learners in CYHH in the context of
parental labour migration. In that regard, the proposed framework, responds to the social
needs of the learners with the goal of shifting the learners from being socially deviant
(c.f.5.4) to socially responsible learners. The proposed support is also meant to optimise
on the potential that is inherent and available in the environment of the learners in CYHH.
In other words, the support utilises the inherent assets and social capital from the

environment of the learners in CYHH (c.f. 2.1.1; 2.2).
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6.9.2 Physiological domain

Learners in CYHH following the migration of their parents were noted as having
physiological challenges that affect their learning experiences, social behaviour and
educational outcomes (c.f.2.10; 3.2.3; 3.3.1; 3.3.3 5.5.2). In that regard, the proposed
framework is expected to respond to such physiological challenges. The proposed
framework is meant to optimise potential among the learners in CYHH in terms of sourcing
and managing resources for their upkeep. This is done with the objective of enhancing
their coping and improve their learning experiences. The learners would need enabling
documents to access support such as the birth certificate and national identification card.
This would enable them to access child support from the government. As noted in this
study, some parents access child support yet they do not stay with their children, as they
would have migrated to urban areas for labour (c.f.5.5.4). In that regard, the proposed
framework addresses the physiological needs of the children left behind which include
food, health care and electricity among others regarded as the basic human needs

according to Maslow hierarchy of needs (cf. 3.4; 5.5.2).

6.9.3 Emotional well-being

Following the migration of parents for labour, learners left heading households are
affected emotionally (c.f.3.23; 3.2.4; 3.2.5; 5.7). In response to the challenges, the
proposed framework responds to the emotional needs of learners in CYHH by providing
psychological support to enhance their coping and improve their learning experiences.
This is done on the understanding that the emotional status of the children tends to
influence and affect the other domains such as the social behaviour of the learners in and
out of the school (c.f. 5.4.3).

6.9.4 Educational attainment

Parental labour migration tends to affect the educational outcomes of learners left behind
in CYHH (c.f.3.9 5.5.3). The learners in CYHH following parental labour migration are said
not to bring to school the requisite social and emotional competences for positive
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educational outcomes. (c.f.3,10;5.5.3; 5.4 and 5.3).1t is also noted from literature and the
current study that these learners left behind in CYHH may fail to reach their full potential
proving that parental migration may pose a barrier in terms of educational outcomes for
those learners left behind in CYHH (c.f. 3.9; 5.5.3). Thus, the proposed framework is
meant to support the learners in CYHH so that they utilise the available assets for

improved educational outcomes.

6.9.5 Protection of learners in CYHH

This study revealed that learners in CYHH following labour migration of the parents are a
particularly vulnerable group (c.f.3.10; 5.5). The learners were noted to be susceptible to
physical, sexual and emotional abuse (c.f.3.3.3; 3.10; 5.5.1, 5.5.2). The vulnerability of
such learners was attributed to several factors such as lack of protection, peer pressure
(c.f. 5.5.4). Accordingly, the proposed framework is meant to facilitate protection and
capacitate the learners in CYHH to protect themselves from the various forms of abuse.
It is assumed that when the learners are protected they stand a better chance of having

improved learning experiences that could translate to improved learning outcomes.

6.9.6 Empowerment of learners in CYHH

The psychosocial support framework is also to be a platform for empowerment for the
learners in CYHH in the context of parental labour migration. This study has proved that
such learners have social and emotional challenges that pose as barriers in terms of their
educational outcomes (cf.3.2; 3.3; 3.3.3; 5.4; 5.6.3). In the face of such challenges, the
proposed framework is meant to facilitate capacity development of the learners. Support
in this case is built on social networks that include neighbours, peers, family friends, the
religious community and the school (cf.2.2; 2.3; 5.13) the learners are to be developed in
terms of management of emotions and being self-disciplined. To facilitate the
empowerment of the learner the first port of call needs to be the teacher. As noted, the
empowerment is to be done through both the curriculum and extra-curriculum activities,

therefore, the teacher has to be developed first.

6.10 Inputs for improved well-being of learners in CYHH
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The well-being of learners left behind in CYHH following the migration of their parents is
considered in this study as a function of inputs. Well-being is defined to include physical
safety, mental resilience, ability to maintain social relations and developing the capacity
to learn (Mattingly 2017:1). Thus, a learner with improved well-being is developed as a
‘whole’. Attention would have been given to the social, emotional and cognitive aspects
for the learner’s development. This means that learners left behind heading households
following the migration of their parents have requisite inputs to function within the
education system in both Zimbabwe and South Africa. It is through such inputs that
Zimbabwe and South Africa would stand a chance to accomplish the SGB goal number
4 on inclusive and quality education for all learners. In an ideal situation, the inputs have
a bearing on the outputs. The inputs that are considered significant for the attainment of
positive education include; provision of learning material, self-disciplined learners,
emotionally intelligent learners (self-aware, self-esteem),protect learners from abuse
creation of a safe learning environment, support from the teachers and community
stakeholders (cf.2.4; 2.5;5.4.2; 5.6.1).
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physiological
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food, fees,
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cognitive ability communication
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support from
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Figure 6.2 Inputs for improved well-being for learners in CYHH (Own diagram).

6.11 Sustainability of the support framework

To ensure sustainability of the framework, firstly, it is developed in the context of the
school and is coordinated from the education sector. The study considers the significance
of education in the intervention as it provides the stability; structure and routine that the
children needs to cope with adverse conditions (Mattingly 2017:8).The school and
community stakeholders constitute part of the learner’s ecology from which the learners
draw the skills, knowledge and support essential in coping when learners are left behind
in CYHH arrangements. From the school as a system there are also several structures
and individuals whom this study considers as important external resources in terms of
making the psychosocial support framework sustainable. These include; teachers, school
administration, guidance and counselling teachers, SBST, peers, discipline committee,
school rules, learners’ curriculum and prefect body. These provide social support

networks for learners affected by parental labour migration (cf. fig 2.2; table 5.1).
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Besides the support drawn from the immediate environment of learners left in CYHH in
the school, there are also resources that could be tapped from the home. This kind of
support would also ensure the sustainability of the support framework. From the home
what were considered from the study as external assets from which learners in CYHH
could draw support include; neighbours, local police, church, social welfare office,
traditional leaders (c.f.5.8.2). The African cultural philosophy of Ubuntu and other cultural
and religious beliefs also constitute an important domain that may provide protective
resources (cf.5.3; 5.13.1).

Secondly, the framework is built on the inherent strengths of the learners in CYHH
following the migration of their parents. As noted in the previous chapter, learners left
behind have inherent strengths that when optimised, would enable learners to cope better
in the absence of their parents (cf.2.2.1; 2.2.2; 5.11). Thirdly, the framework also utilises
capacities that the environment of the affected learners has to offer to improve the
learning experiences of learners in CYHH against perceived effects. This is done on the
consideration that the children are part of their environment and contexts differ in terms
of how they impact on the children. The learners also need to cope in their different

contexts implying that the context is significant.

6.11 Implementation modalities

The successful implementation of the proposed framework is dependent on several
factors as follows:

a) Implementing partners need to be drawn from the left-behind learners and their
community and education stakeholders to facilitate ownership of the framework.
Participatory approach should be implemented in terms of planning, resource
mobilisation, capacity development and evaluation of the framework.

b) There is need for support from the line ministries in terms of curriculum reforms
and expansion of crosscutting issues in the curriculum. The support from the line
ministries in both South Africa and Zimbabwe becomes important, as they are also

the major structural players in terms of setting out policy issues to facilitate the
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needed support, protection and empowerment of learners in CYHH following
parental labour migration. The ministries are also expected to mobilise both human
and financial resources for capacity development trainings that are essential in
implementing the support framework.

The schools affected by labour migration, among other adverse conditions that
pose barriers to constructive learning, are also important implementing partners.
The schools, through the teachers, facilitate the development of working synergies
between the school and community stakeholders from the environment of the
learners. The teachers are also expected to impart the necessary knowledge and
skills to learners in adverse conditions to improve their well-being. Teachers of
various learning areas are also expected to infuse components of positive
psychology such as emotional intelligence, self-discipline, self-awareness and
self-esteem as crosscutting issues in the different leaning areas.

The teachers together with the SBST or Guidance and Counselling team are also
expected to facilitate the development of co-curricular clubs that work hand in
glove with parent organisations from community stakeholders.

SBST and the Guidance and Counselling team, in each of the schools in South
Africa and Zimbabwe, are expected to spearhead the implementation of the
support framework at school level. The team of implementing partners in the
school is to facilitate the optimisation of learner assets so that learners affected by
parental labour migration have the requisite social and emotional competencies
for improved learning. They are also responsible for setting up of support platforms
utilising ICT tools to promote the requisite exit skills.

Co-curriculum clubs are to be forums for learning prosocial behaviour and other
requisite exit skills among the learners left in CYHH following parental labour
migration. This would ensure that education in schools aims at educating the whole
learner. The clubs would also move from just being learning forums to also become
support groups. Learners in CYHH need a forum to share their experiences and
challenges with their counterparts so that they build each other and come up with

own solutions to their own problems.
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6.13 Psychosocial support framework outcome indicators and exit skills

Following the application of the psychosocial support framework for learners in CYHH the
researcher expects outcomes marked by an improvement in the psychosocial functioning
or well-being of such learners. The improvement is to be noted in the home and school.
The outcomes should entail, empowered learners, with more control, who can manage
their emotions, are happy and ultimately have improved educational outcomes. This
follows the understanding that positive emotions are closely linked to positive educational
outcomes (Seligman et al. 2009:293). In other words, the support framework is expected
to address the challenges noted in the data collected in the study (cf.3.2, 3.3; 3.4; 3.9;
5.5.;5.6.;5.7; 5.8.). Itis also assumed that with the necessary support, learners in CYHH
would bring to school, requisite social and emotional competencies that allow them to fare
favourably within the school system. The exit skills would depict learners who are

empowered, with improved wellness and are able to cope with adverse conditions.

6.13.1 Empowered learners

Empowerment entails that the learners left behind in CYHH following the migration of their
parents are capacitated to deal with their situation. Among other attributes, empowerment
targets the development of resilience, self-awareness, self-confidence and self-discipline
among such learners. Such attributes assist learners in CYHH arrangements to cope and
have improved learning experiences in the absence of their parents through labour
migration. The empowerment also acts as a buffer against the perceived challenges
associated with parental absence through labour migration on learners left behind in
CYHH (cf. 3.2; 3.9; 5.5.; 5.6.; 5.7.; 5.8.). To make the empowerment more sustainable
consideration is made of assets inherent in the learners’ environment (cf.2.2.1; 2.2.2).
The psychosocial empowerment seeks to optimise on both the inherent and
environmental assets to ensure that the learners in CYHH would have improved learning
experiences. The critical aspects would be both skills and knowledge that would facilitate
coping in the absence of parents in the home and at school.
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6.13.2 Improved Control

The psychosocial support framework evaluated on the basis of improved control of
learners in CYHH in terms of their social and emotional life. The learners left in CYHH
tend to lose control and become influenced by peers; a situation said to result in the
learners being associated with social deviance, delinquency, drug and alcohol abuse (c.f.
3.3; 5.5.4). With improved control over emotions, the learners are expected to overcome
emotional challenges noted in the study such as depression, anxiety, distress or
withdrawal (c.f.3.2; 5.7.3).

6.13.3 Emotional intelligence

Psychosocial support for learners is also assessed through learners with emotional
intelligence. This entails an ability to manage emotions. Emotional intelligence is a critical
skill that positive psychology consider essential for both children and adults more so, in
adverse conditions (c.f.2.3). With emotional intelligence, the learners would be in a better
position to cope with the challenges associated with heading households following
parental labour migration. In particular, self-discipline which is part of emotional
intelligence, is described as twice as good a predictor of high school grades as IQ
(Duckworth and Seligman cited in Seligman et al. 2009:297).The measure is of a learner
who is self-aware, self-disciplined and with high self-esteem. Such exit skills mitigate
against the negative behaviour patterns associated with learners in CYHH arrangements
(cf.5.6). The development of emotional intelligence among the learners would also draw
the support of community and education stakeholders drawn from the environment of left-

behind learners.

6.13.4 Improved educational outcomes for learners

Learners who would have received psychosocial support are also measured by improved
educational outcomes. As noted in the literature section, and from collected data, learners
left behind in CYHH following parental labour migration tend to be affected negatively in
terms of educational outcomes (c.f.3.9; 5.5.3). Thus, through the psychosocial support
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learners in CYHH are expected to improve in terms of school enrolment, grade
progression, years of schooling, pace of schooling, graduation rates and index of grades
in specific subjects (c.f.3.9.1, 3.9.2; 3.9.3).

6.13.5 Positive education in schools

Through the incorporation of positive psychology in the curriculum schools are expected
to facilitate positive education in the schools (cf.2.5; 5.2.4) Positive education is when the
education system produces learners with high self-esteem, happy, confident and
generally content (Seligman et al. 2009:293). A learner who is more content and happy
is also expected to have improved educational outcomes measured by grade index and
grade progression. Parental labour migration brings with its negative emotions such as
anxiety, depression and sadness and these emotions affect the social behaviour and
educational outcomes of such learners left in CYHH (cf.3.2; 5.4.3). This necessitates the
infusion of positive education in the school system to facilitate an improved self-concept,
contentment and happiness among learners left behind in CYHH following the migration
of their parents for labour. Thus, besides the traditional skills the well-being of the learner
is also prioritised in the teaching and learning process. The exit skills of learners in this
case are geared towards competence among the learners to deal with own situations

through the utilisation of available resources.

On a continuum, the proposed support framework for learners is expected to facilitate
character development. This kind of a learner has capacity to manage emotions and is
content and happier. From such virtues, the learner is expected to have improved
educational outcomes. Figure 6.3 below depicts the development process of positive
education and how it influences the exit competencies of learners who would have gone

through such a school environment.
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Improved educational outcomes

learner able to cope with life adverse conditions

—

A more content and happy learner with high self-esteem

learner with high positive regard and is self-aware

self disciplined learner developed in school through curriculum and extra curriculum support

Learner in CYHH supported from the environment and inherent strenghts optimised

Figure 6.3 own diagram depicting positive education and expected outcomes

6.13.6 Protected learners in CYHH

With the psychosocial support, the expected outcome is to have learners who are
protected and are safe. This study indicates that children heading households in the
absence of their parents run the risk of maltreatment and victimisation (c.f.3.2.5; 3.4; 3.10;
5.5). Three forms of abuse were revealed to significantly affect learners left in CYHH in
the context of parental labour migration (c.f.3.10; 5.5.1). These are physical, emotional
and sexual abuse. Abuse becomes prevalent due to, among other reasons, lack of
protection of the learners in CYHH as the parents would be away (c.f. 2.3.10; 2.10; 5.5.1).
Protection of the learners is therefore, facilitated through increased awareness, legal
protection and empowerment. Thus, the expected outcome is of an empowered learner

who operates in a safe environment protected from all forms of abuse (cf.3.10).

6.14 Limitations of the study

While due effort was put in the planning and organisation of the study, there were
shortcomings that were encountered. The following were some of the limitations of this
study:
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1. The study used a case of two schools: one in Zimbabwe and the other one in
South Africa. This suggests that some of the findings were contextual and may not
be generalised to other contexts.

2. Language barrier was a limitation with learners in South Africa. This followed an
indication by some of the learners that they were more comfortable in using
Sesotho language. This in turn affected the smooth flow and naturalisation of

conversation as an interpreter was used.

3. Due to other compelling commitments, some community and education
stakeholders earmarked for this study in both Zimbabwe and South Africa failed to
avail themselves for particular sessions in data gathering. To circumvent the
challenge the researcher had to adopt open ended questionnaires to elicit the
opinion of such stakeholders who could not participate in the FGD and Information

sharing sessions.

6.15 Recommendations for further study

This study recommends further studies into other barriers to constructive learning for all
learners in the school and family set up. In an effort to address abuse among learners
this study recommends a further exploration and redress of environments that nurture
abuse on learners in and out of the education sector. This would facilitate a proactive
intervention to curb physical, emotional and sexual abuse among learners. This would
also ensure that learners in different contexts bring the necessary competencies to fare
well within the education system as measured by their exit skills and educational

outcomes.

313

© Central University of Technology, Free State



©.

REFERENCES

Adhikari, R., Jampaklay A., Chamrstrithirong, A., Richter, K., Pattaravanich, U. &
Vapattanawong, P. 2014. The impact of parental migration on the mental
health of children left behind. Journal of immigrant minority health 16:781-
789.

Agere, L.M. & Tanga, P.T. 2017. A critical examination of the nexus between
psychosocial challenges and resilience of child headed households: A
case of Zola, Soweto. Child Abuse Research in South Africa 18(2):59-67.

Alexander, G. & van WYK, M. M. 2014. Does Cooperative Learning as a Teaching
Approach Enhances Teaching and Learning in Integrated Culturally
Diverse School Settings? An Exploratory Study. Mediterranean Journal
of Social Sciences 5(2): 689-698.

Antman, F.M. 2012. Gender, Educational Attainment, and the impact of parental migration
on children left behind. Journal of Population Economics 25:1187-1214.

Apatinga, G. A., Kyeremeh, E.K. & Arku, G. 2020. Feminization of migration: The
implications for left behind children in Ghana. Migration and Development
1-18.

Arlini, S. M., Yeoh, B. S. A, Yen, K. C.& Graham, E. 2019. Parental migration and the
educational enrolment of left behind children. Evidence from rural
Ponorogo, Indonesia. Asian Population Studies 15(2) 190-208.

Bai, Y., Zhang, L., Liu, C, Shi, Y., Mo, D & Rozelle, S. 2016. Effect of parental migration
on the academic performance of left behind children in North-Western
China. Peking University (http://reap.fsi.stanford.edu.)Retrieved on 14
April 2017.

Bakker, C. Elings-Pels, M. & Reis. M. 2009. The impact of Migration on children in the
Caribbean. UNICEF Paper No 4.

Baldassar, L; Kilkey, M, Merla, L. & Wilding, R. 2014.Transnational Families. In: Judith
Treas, Jacqueline Scott, Martin Richards, the Wiley-Blackwell
Companion to the Sociology of Families, Wiley-Blackwell 155-175.

Baldassar, L., Nedelcu, M., Merla, L., & Wilding, R. 2016. ICT based co-presence in
transnational families and communities: Challenging the premise of face
to face proximity in sustaining relationships. Global Networks, 16(2) 133-
144,

Bannett, R., Hosegood, V., Newell, M., & McGrath, N.2015. Understanding family
migration in rural South Africa: Exploring children’s inclusion in the
destination household of migrant parents. Population and Space. 21 4:
310-321.

Baxter P. & Jack S.2008. Qualitative Case Study Methodology: Study Design and
implementation for Novice Researchers. The Qualitative Report 13(4)
544-559.

Bitzer, E. M. 2017. Research Education at the Central University of Technology
Bloemfontein: Central University of Technology, Free State.

Blickem, C., Dawson, S., Kirk, S., Vassilev |., Mathieson, A., Harrison, R., Bower, P., &
Lamb, .J. 2018. What is Asset-Based Community Development and How
Might It Improve the Health of People with Long-Term Conditions? A

314

© Central University of Technology, Free State


http://reap.fsi.stanford.edu/

©.

Realist Synthesis. SAGE
(https://journals.sagepub.com/doi/10.1177/2158244018787223)
Retrieved on 12 July 2020.

Bonthuys. E. 2010. Legal capacity and Family status in Child Headed Households:
Challenges to legal paradigms and concepts. International journal of law
in context. 6 (01):45-62.

Botezat, A., & Pfeilffer, S. 2019. The impact of parental labour migration on left behind
children’s educational and psychosocial outcomes: Evidence from
Romania. Population, Space and place. E 227

Bronfenbrenner, U. 1994. Ecological models of human development. International
Encyclopaedia of Education, vol.3 2" edition. Oxford: Elsevier.

Bronfenbrenner, U. 2008. Ecology of human development. Cambridge MA: Harvard
University Press.

Carver C.S. & Scheier M.F. 2012. Perspectives on Personality. 7" Ed. Boston: Pearson

Cebotari, V. & Mazzucato, V. 2016.Educational performance of children of migrant
parents in Ghana, Nigeria and Angola. Journal of ethnic and migration
studies. 42(5): 834-856.

Cebotari, V., Mazzucato, V. & Appiah, E. 2017. A longitudinal analysis of well-being of
Ghanaian children in transnational families. Child Development 0 (0) 1-
33

Cebotari, V., Siegel, M. & Mazzucato V.2016. Migration and the education of the children
who stay behind in Moldova and Georgia. International Journal of
educational development 56:96-107.

Children Act 38.2005. South African Government (https//www.gov.za.childrens-act)
Retrieved on 15 July 2017,

Chinyoka, K. & Ganga, E.2013.Latchkey Children in Zimbabwe: The Plight of Children in
the Absence of Their Parents. New Voices in Psychology. 9 (1&2): 75-
89.

Christensen, J. 2016. A critical reflection of Bronfenbrenner's development ecology
model. Problems of education in the 21st Century 69: 22-28

Coe, C. 2012. Growing up and Going abroad: How Ghanaian children imagine
transnational migration. Journal of ethnic and migration studies 38(6):
913-931.

Cohen, L. Manion, L. & Morrison, K. 2011.Research Methods in Education.7ed. New
York: Routledge

Cortes, P. 2011. Adolescents’ rights, gender and migration challenges for policy makers
Boston: Boston University.

Cortes, P. 2015. The feminization of international migration and its effects on the children
left behind: Evidence from the Philippines. World development 65:62-78

Craig, G.J.1999. Human Development. 8" Ed. New Jersey: Prentice Hall.

Crawford, M. 2020. Ecological systems theory: Exploring the development of the
theoretical framework as conceived by Bronfenbrenner. Journal of public
health issues and practices 4 (2):170.

Creswell, J. W.2012. Educational Research planning, conducting, and evaluating
quantitative and qualitative research. 4" ed. Boston: Pearson

315

© Central University of Technology, Free State


https://journals.sagepub.com/doi/10.1177/2158244018787223

©.

Creswell J.W. 2018. Research design: Qualitative, Quantitative and Mixed Methods
Approaches. 5™ ed. Los Angeles: SAGE.

Creswell, J.W. 2007. Research Design: Qualitative, Quantitative and Mixed Methods
approaches.3" ed. Los Angeles: SAGE.

Creswell, J.W. and Creswell, J.D.2018. Research Design. Qualitative, Quantitative and
mixed methods approaches. London: Sage Edge.

Crush, J. 2002. The global raiders: National Globalisation and the South African brain
drain. Journal of international affairs 56:147-172.

Curzon, L.B. 2003. Teaching in Further Education: An Outline of principles of practice 6"
ed. London: Continuum.

Darling-Hammond, L. & Cook-Harvey, C. 2018.Educating the whole child: Improving the
school climate to support student success. Palo Alto: Learning Policy
Institute.

Davis, J. & Brazil, N. 2016.Disentangling fathers’ absence from the household
remittances in international migration: The case of educational attainment
in Guatemala. International Journal of educational development 50: 1-11.

Denzin, N. K, & Lincoln, Y.S. (Ed). 2011. The SAGE Handbook of Qualitative Research,
Los Angeles: SAGE.

deVos, A.S., Strydon, H. Fouche, C.B. & Delport, C.S.L.2012. Research at grassroots for
the social sciences and human services professions 4tedition.Pretoria:
Van Schaik publishers.

Donald, D., Lazarus, S. & Moolla, N. 2014. Educational Psychology in Social Context,
Ecosystemic applications in Southern Africa 5" ed. Cape Town: Oxford
University Press.

Donald, D., Lazarus, S. & Lolwana, P. 2010. Educational Psychology in social context:
Ecosystem applications in Southern Africa. Cape Town: Oxford
.University Press.

Dreby, J. 2015. US immigration policy and family separation: the consequences of
children’s well-being, social Science and Medicine 132:2455-251

Ebersohn, L. & Eloff, I. 2003. Life skills and Assets. Pretoria: Van Shaik Publishers.

Elliott, S. & Davis, J. M. 2018. Challenging taken-for-granted ideas in early childhood
education: A critique of Bronfenbrenner’s ecological systems theory in
the age of post-humanism. International handbooks on education
(https://doi.org/10.1007/978-3-319-51949-4-60-2) Retrieved on 22
December 2019).

Era, J. 2016. Psychological development of left-behind-children in the Philippines, migrant
mother transnational families and Filipino culture. (Unpublished PhD
thesis) The Chicago school of professional psychology, Chicago.

Feldman, R.S. 2017. Understanding Psychology. 12" Ed. New York McGraw Hill
Education.

Fellmeth, G., Clarke, K., Zhao, C. & Buster, L.2018. Health impacts of parental migration
on left-behind children and adolescents: a systematic review and meta-
analysis. The Lancet 392(10164) 2567-2582.

316

© Central University of Technology, Free State



©.

Fillipa, M.F., Cronje E.M & Ferns. 2014. Left behind: A Qualitative study of adolescents
affected by migration (http:www.scielo.edu.za/scielo.org).Retrieved on
23 July 2015.

Fleisch, B., Shindler, J. & Perry, H. 2012. Who is out of school? Evidence from Statistics
South Africa community survey. International journal of educational
development 32:529-536.

Fraenkel, J.R., & Wallen, N.E. 2011. How to design and Evaluate research in education.
New York: McGraw-Hill.

Garza, R.D. 2010. Migration, Development and children left behind. A multidimensional
approach. UNICEF, Advocacy and knowledge management. New York:
Division of policy and practice.

Gasparetti, F. 2011. Relying on Teranga: Senegalese Migrants to Italy and their children
left behind. (http://www.cairn.info/article.php?id-article=AUTR) Retrieved
on 16 July 2016.

Giannelli, G.C. & Mangiavacchi, L.2010. Children schooling and parental migration:
Empirical Evidence of left behind Generation in Albania.
(http://hdl.handle.net/10419/36862) Retrieved on 24 January 2017.

Giddens, A. 2006. Sociology. 5" ed. Cambridge: Polity Press.

Givaudan, M. & Pick, S. 2013. Children left behind: How to mitigate the effects and
facilitate emotional and psychosocial development. Child Abuse and
Neglect 37:1080-1090.

Glasgow Centre for Population Health. 2012. Asset-based approaches for health
improvement: redressing the balance. Briefing paper 10 Concept series.
Glasgow: Glasgow centre for population health.

Graham, E. & Jordan, L.P.2011.Migrant Parents and the Psychological Well Being of Left
behind Children in South East Asia. Journal of Marriage and the Family
73(4):763-787.

Griggs, R.A. 2017. Psychology. A concise introduction.5"ed. New York: Worth
Publishers.

Gross, R. 2019. Psychology of mind and Behaviour. 7t"ed. London: Hodder Education

Gumbwe, V., Gumbwe, P. & Mago, S. 2015. Child headed households and educational
problems in urban Zimbabwe: The case of Dikwindi Primary school in
Masvingo urban. Journal of Sociology and Anthropology 6(2): 293-301.

Gutkin, T.B. 2012. Ecological Psychology: Replacing the Medical Model Paradigm for
School-Based Psychological and Psychoeducational Services. Journal of
Educational and Psychological Consultation 22(1-2): 1-20.

Gwaradzimba, E. & Shumba, A. 2010. The nature, extent and impact of brain drain in
Zimbabwe and South Africa. Acta Academia. 42 (1): 209-241.

Hage, L. & Pillay, J. 2017. Gendered experiences of African male learners in Child and
Youth headed households: Implications for the role of psychologists.

South Africa Journal of Psychology.
(https://doi.org/10.1177%2F0081246316685073)  retrieved on 22
September 2019.

317

© Central University of Technology, Free State


http://www.cairn.info/article.php?id-article=AUTR
http://hdl.handle.net/10419/36862
https://doi.org/10.1177%2F0081246316685073

©.

Hall, K. 2017. Children’s spatial mobility and household transitions: A study of child
mobility and care arrangements in the context of maternal migration.
(Unpublished PHD thesis) University of Witwatersrand, Johannesburg.

Hall, K., Meintjes, H. & Sambu, W. 2014. Demography of South Africa’s Children. Child
Gauge.
(https://ic:/users/user/documents/childguage2014_childcount_demogra
phy.pdf). Retrieved on 06 June 2017.

Hall, K. & Posel, D. 2019. Fragmenting the family? The complexity of household migration
strategies in post-apartheid South Africa. Journal of Development and
migration 10 (2): 2-20.

Hall, K. & Sambu, W.2017. Demography of South Africa. South Africa child Gauge
(file:///F:/Child_Gauge 2017Demography of South Africa’s children.p
df) Retrieved on 18 march 2018.

Hampden-Thompson, G. & Galindo, C. 2017. School-family relationships, school
satisfaction and the academic achievement of young people. Educational
Review 69(2) 248-265.

Harding, J. 2013.Qualitative Data Analysis from Start to Finish. Los Angeles: SAGE.

Hays, D.G. & Singh, A.A.2012. Qualitative inquiry in clinical and educational settings. New
York: The Guilford Press.

Hergenhahn, B.R. & Henley, T.B. 2014.An Introduction to the History of Psychology.
7"ed. New York: Wadsworth

Hills, P. & Argyle, M. 2001. The oxford happiness questionnaire: a compact scale for the
measurement of psychological well-being. Personality and individual
differences 33 (202): 1073-1082.
https://www.lhome.ust.hk/-albertpark/papers/migration-child well-being

Hoang, L.A., Yeoh, B.S.A. & Wattie, A.M. 2012. Transnational migration and the politics
of care in the South East Asian family. Geoforum 43:733-740.

Hu, H., Lu, S. & Huang, C. 2014. The psychological and behavioural outcomes of migrant
and left-behind children in China. Children and Youth service review
46:1-10.

Ibebuike, J., Van Belkum, T. & Maja, T.2014. Child headed households: identification of
the households and the reasons for their formation in resource poor
communities in Soshanguve. South Africa. Journal of integrative
humanism.2026 (6286):37-64

Ibhakewanlan, J. 2014. A constructivist search for knowledge and truth. International
journal of philosophy and theology 2 (1): 59-73.

Imenda, S. 2014. Is there a conceptual difference between theoretical and conceptual
frameworks? Journal for social science 38(2):185-195

International Organisation of Migration (IOM). 2020. Health of families left behind.
(https://www.iom.int/health-familiesleft behind) Retrieved on 20 July
2020.

Jordan, L.P. & Graham, E. 2012. Resilience and well-being among children of migrating
parents in South East Asia. Child development Volume 83(5): 1672-1688.

318

© Central University of Technology, Free State


file:///F:/Child_Gauge_2017Demography_of_South_Africa's_children.pdf
file:///F:/Child_Gauge_2017Demography_of_South_Africa's_children.pdf
http://www.ihome.ust.hk/-albertpark/papers/migration-child%20well-being

Q...

Kandel, W., & Kao, G. 2001.The impact of Temporary labour migration on Mexican
children’s educational aspirations and performance. International
migration rev. 35:2049-2054

Kaplan, D. & Hoppli, T. 2017: The South African brain drain: An empirical assessment.

Development Southern Africa
(http://dx.d0i.org/10.1080/0376835X.2017.1351870) Retrieved on 27
July 2017.

Kim, Y.J. 2010. The gendered desire to become cosmopolitan: South Korea’s women’s
motivations for migration to the UK. Women Studies International forum
33:433-442.

Knipe, D., Lambert, H., Gunnel, D. & Gunnel, D. 2019. Are left behind families of migrant
families at increased risk of attempted suicide? A cohort study of 178
000+ individuals in  Sri  Lanka. BMC psychiatry (25)
(https://doi.org/10/11.86/s/2888018-2000-8) retrieved on 16 June 2020.

Kochhar-Bryant, C.A. & Heishman 2010. Effective collaboration for educating the whole
child: Thousand Oaks: Corwin Press.

Kretzmann, J.P. & McKnight, J. L. 1993. Building Communities from the inside out: A path
toward finding and mobilising a communities assets IL: Institute of policy
research

Kufakurinani, U., Pasura, D., & McGregor, J. 2014. Transnational parenting and the
emergence of diaspora orphans in Zimbabwe. African Diaspora 7.
(20140): 114-138.

Lam, T. & Yeoh, B.S. 2019. Parental migration and the disruption of everyday life:
reactions of left behind children in South East Asia. Journal of ethnic and
migration studies 45(16) 3085-3104.

Lee, M. 2011. Migration and children's welfare in china: the schooling and health of
children left behind. The Journal of Developing Areas 44(2): 165-182.

Lepheana, A. M. 2015. A psychosocial support framework for sustainable learning for
learners in chid headed households. (Unpublished PHD thesis).
University of the Free State

Le Roux-Kamp, A.2013. Child Headed households in South Africa: the legal and ethical
implications when children are the primary caregivers in a therapeutic
relationship. (https://www.researchgate.net/publication/235941788).
Retrieved on 22 February 2019.

Li, L., Wang, L. & Nie J .2017. Effect of Parental migration on the academic performance
of left behind middle school students in rural China. China and the world
economy. 25(2): 45-59.

Liu, Y., Li, X, Chen, L. & Qu, Z. 2015. Perceived positive teacher-student relationship as
a protective factor for Chinese left behind children’s emotional and
behavioural adjustment. International Journal of Psychology 50(5): 354-
362.

Liu, Z., Yu. L. & Zheng. X. 2017. No Longer Left Behind: The Impact of Return Migrant
Parents on Children’s Performance. ADBI Working Paper 716. Tokyo:
Asian Development Bank Institute.

Lobi, T. & Kheswa J. 2017. Exploring challenges of adolescent females in Child-Headed
Households in South Africa. Journal of human Ecology 58(1.2): 98-107.

319

© Central University of Technology, Free State


http://dx.doi.org/10.1080/0376835X.2017.1351870
https://doi.org/10/11.86/s/2888018-2000-8
https://www.researchgate.net/publication/235941788

©.

Lopez-Ekra, Aghazarm, C., Kotter, H. & Mollard, B. 2011. The impact of remittances on
gender roles and opportunities for children in recipient families.
International Organization of Migration, Gender and Development 19 (1)

69-80.
Lu, Y. & Treiman D. J.2011.Migration, remittances on children’s educational stratification
among blacks in Apartheid and post-

ApartheidSouthAfrica.Socialforces.89 (4) 1119-1143.

Maclean, S. A., Ogyeman, P. O., Walther, J., Senger, E.K., Baranowski, K.A, & Katz, C.L.
2020. Characterization of the mental health of immigrant children
separated from their mothers at the US-Mexico border. Psychiatry
Research. (https://doi.org/10.1016/|.psychres2019,112555) retrieved on
13 July 2020.

Mantula, F. & Saloojee, H. 2016. Child Sexual Abuse in Zimbabwe. Journal of Child
Sexual Abuse 25(8): 866-880.

Mapesela, M., Hlalele D & Alexander G. 2012. Overcoming Adversity: A Holistic response
to creating sustainable human ecologies. Journal of Human Ecology 38l
(2): 91-103.

Marteleto, L.J., Cavanagh, S.E., Prickett, K.C., Clark S. 2016. Instability in parent-child
co residence and adolescent development in urban South Africa. Studies
in Family Planning 47 (1):19-38.

Mathie, A. & Cunningham, G. 2003. From clients to citizens: Asset-based community
development as a strategy for community driven development.
Development in Practice 13 (5):474-486.

Mattingly, J. 2017.Approaches to providing psycho social support for children teachers
and other school staff and social emotional learning for children in
protracted conflict situations. Education Development Trust. K4D
Knowledge Evidence and learning for Development.

Maxwell J.A.2012. Qualitative Research design. An Interactive Approach
(https://lwww.researchgate.net/publication/43220402) retrieved on 22
June 2018.

Mazzucato, V., Cebotari, V., Veale, A., White, A., Grassi, M. & Vivet J. 2015. International
parental migration and the psychosocial wee-being of children in Ghana,
Nigeria and Angola. Social science and medicine 132:215-224

McLeigh, J.D. 2013. Protecting Children in the context of international migration. Child
Abuse and Neglect 37:1056-1068.

McMillan, J.H. & Schumacher, S. 2006. Research in Education. A conceptual
introduction. New York: Collins College Publishers.

Meda, L & Makura A.H. 2016. Adolescent Girls perceptions about HIV and AIDS related
Risky Behaviours: Are we closer to combating the pandemic among
South Africa’s youth? Commonwealth, Youth and Development 14(2):71-
80.

Meinck, F., Cluver, L. D., Boyes, M. E. & Ndhlovu, L.D. 2015. Risk and protective factors
for physical and emotional abuse victimisation amongst vulnerable
children in South Africa. Child Abuse Review. 24(3) 182-197

320

© Central University of Technology, Free State


https://doi.org/10.1016/j.psychres2019,112555
https://www.researchgate.net/publication/43220402

©.

Meintjes, H., Hall K., Marera, D. & Boulle, A.2009. Child-headed households in South
Africa: A statistical brief. Cape Town: Children’s Institute, University of
Cape Town.

Meng, X. & Yamauchi, C. 2015. Children of Migrants: The impact of parental migration
on their children. Education and health outcomes. Bon: Institute for Study
of Labour.

Mengtong, C. & Ling, C. K. 2016. Parental absence, child victimization and psychological
well-being in rural China. Child abuse and Neglect 59: 45-54.

Merla, L. 2012.Salvadoran migrants in Australia: an analysis of transnational families’
capability to Care across borders. International Migration, Vol. online 29

Mertens, D.M.2015. Research and Evaluation in Education and Psychology 4t ed. Los
Angeles: SAGE.

Miller, R. 2008. Effective collaboration for educating the whole child.
(https://books.google.co.zw) retrieved on 12 August 2017.

Ministry of Education Sports Arts and Culture (2009) Handbook for school development
committees. Harare: Government of Zimbabwe.

Mokoene, Z.K. & Khunou, G. 2019. Parental absence: Intergenerational tensions and
contestations of social grant in South Africa. Critical Social Policy39 (4)
525-540.

MoPSE .2019. Zimbabwe Annual Education Statistics Profile 2017. Harare: Ministry of
Primary and Secondary Education.

Moshiri, L.2011.Impact of labour migration on children left behind. Dushanbe. UNICEF.

Muchanyarei, B.2020. An Ubuntu definition of the family in migration and child care
issues: The case of Zimbabwe. African Journal of social work 10 (1) 58-
62.

Munyoka, E. 2020. Causes of Irregular Migration of People from Zimbabwe to South
Africa in the Post-Mugabe Regime. African Research Journal of
Education and Social Sciences, 7(3):34-45.

Muridzo, N.G. & Malianga, E. 2015. Child sexual abuse in Zimbabwe: prevention
strategies for social workers. African Journal of Social Work (5)2 41-64.

Muyambo, B. & Ranga, D. 2020. Socio- Economic impacts of labour migration from
Zimbabwe to South Africa. An investigation based on Rural Bikita.
Migration and Development 9 (2): 274-290.

Mwamwenda, T.S. 2013. Educational psychology: an African perspective. Cape Town
Heinemann.

Ndlovu E, Tigere R. 2018. Economic migration and the socio-economic impacts on the
emigrant's family: A case of Ward 8, Gweru Rural district, Zimbabwe.
Jamba 10(1):414.

Nel, H. 2018. A comparison between the Asset-oriented and Needs-based community
development approaches in terms of systems changes. Practice,
30(1)33-52.

Nguyen, C, V. 2016. Does parental migration really benefit children left behind?
Comparative evidence from Ethiopia, India, Peru and Vietnam. Social
Science and Medicine 153:230-239.

321

© Central University of Technology, Free State


https://books.google.co.zw/

Q...

Ngconjana, U., Kwizera, A.S. & Umjesi, I. 2017. Livelihoods in Child Headed Households:
A case study of orphans and vulnerable children (OVC), in East London,
South Africa. Gender and Behaviour 15 (1) 8160-8180.

Njwambe A, Cocks M. & Vetter S. 2019. Ekhayeni: Rural-Urban Migration, Belonging
and Landscapes of Home in South Africa. Journal of Southern African
Studies 45 :( 2): 413-431.

Nyawaranda, V. 2014. Qualitative and Quantitative Paradigms: Intimate lovers or distant
cousins? Zimbabwe Journal of Education Research 169-177.

O’Connor, E. & McCartney, K. 2007. Examining teacher and child relationships and
achievement as part of an ecological model on development. American
Educational Research Journal 44(2): 340 —369.

Owusu, B. 2015. Living daily with parental migration: Experiences of Children Left-behind
by migrated parents.

Onwuegbuzie, A.J. & Leech, N.L. 2006. Linking research methods to mixed methods data
analysis procedures 1. The qualitative Report 11(3), 474-498.

Papalia, D.E., Olds. W.S. & Feldman R.2010. Human Development 12" ed. New York:
McGraw-Hill.

Park, A., Lee, L. & de Brauw, A. 2010.Parental Migration and Child Well Being in
Developing Countries with Some New Evidence in China.

Parks, S., & Novielli, K.D. 2000. A practical guide to caring for caregivers. American
Family Physician 15.2215-2219.

Parrenas, R. 2005. Long distance intimacy: class gender and intergenerational relations
between mothers and children in Filipino transnational families. Global
Networks 5(4):317-336.

Peppler, K. 2017. Ecological Systems Theory. The Sage Encyclopaedia of Out-of-School
learning. Thousand Oaks: SAGE Publications

Phan, H.P. and Ngu, B.H.2017. Positive Psychology: The Use of the Framework of
Achievement Bests to Facilitate Personal Flourishing, Quality of Life and
Quality of Working Life, Ana Alice Vilas Boas, Intech Open,
(https://www.intechopen.com/books/quality-of-life-and-quality-of-
working-life/positive-psychology-the-use-of-the-framework-of-
achievement-bests-to-facilitate-personal-flourishing) Retrieved on 11
June 2020.

Perry, K.J. & Price, J.M. 2018. Concurrent child history and contextual predictors of
children’s internalising and externalising behaviour problems in foster
care. Children and Youth Service Review 84: 125-136.

Pescaru, M. 2015. Consequences of Parents’ migration on Child rearing and Education.
Social and behavioural sciences 180:674-181.

Pillay, J., 2016. ‘Problematizing child-headed households: The need for children’s
participation in early childhood interventions. South African Journal of
Childhood Education 6(1), a359.

Posel, D. & Casale D. 2003. What has been happening to internal labour migration in
South Africa, 1993-1999. South Africa Journal of Economics 71(3):455-
479.

322

© Central University of Technology, Free State


https://www.intechopen.com/books/quality-of-life-and-quality-of-working-life/positive-psychology-the-use-of-the-framework-of-achievement-bests-to-facilitate-personal-flourishing
https://www.intechopen.com/books/quality-of-life-and-quality-of-working-life/positive-psychology-the-use-of-the-framework-of-achievement-bests-to-facilitate-personal-flourishing
https://www.intechopen.com/books/quality-of-life-and-quality-of-working-life/positive-psychology-the-use-of-the-framework-of-achievement-bests-to-facilitate-personal-flourishing

Q...

Pratt, G., Johnston, C. & Banta, V. 2017. Filipino migrant stories and trauma in the
transnational field. Emotion Space and Society 24 (1): 1-10.

Pretorius, E. & Nel, H. 2012. Reflection on the problem based approach and the asset-
based approach to community development. The social work practitioner-
Researcher 24(2): 1-21.

Qureshi, M.S. & Ahmad, A. 2014. Effects of father absence on children’s academic
performance. Journal of Educational, Health and community psychology
3 (1):1-5.

Robila, M.2011. Parental migration and children’s outcomes in Romania. Journal of child
and family studies. 20:326-333.

Ryan, H. 2008. Exploring the asset-based approach with a learner affected by disability

and HIV and AIDS. Unpublished thesis, Stellenbosch University.

SADC. 2015. SADC Policy Framework on care and Support for Teaching and Learning.
Care and support for teaching and learning.

SADC. 2011. Regional Conceptual framework for psychosocial support for orphans and
other vulnerable children.

Samet, K. 2013. Circular Migration between the North and the South: Effects on the
Source Southern Economies. Procedia Social and Behavioural sciences
93:225-242

Santrock, J.W .2010. Children 11t ed. New York: McGraw-Hill.

Sarandrea, L. V. 2020.Struggles of children left behind by migration at the time of COVID-
19. (https://www/unicef.org/kyrgyzstan/stories/st) Retrieved on 21 July
2020.

Scarneci-Domnisoru, F. 2013. Narrative Techniques of interviewing. Bulletin on the
Transylvania University of Brasov, series vii Social science law. 6(55)1:
20-28

Seepamore, B.K. 2016. Distance Parenting- Implications for Social work practice Social
Work/ MaatskaplikeWerk 52 (4): 571-588.

Seligman, M. E. P. 2003. Positive psychology: Fundamental assumptions [Editorial]. The
Psychologist, 16(3), 126-127.

Seligman, M.E.P., Ernst, R.M., Gillham, J., Reivich, K. & Linkins, M (2009) Positive
education: positive psychology and classroom interventions. Oxford
Review of Education 35 (3): 293-311

Setlhare, R., Wood, L. & Meyer, L. 2016. Collaborated Understandings of Context-
Specific Psychosocial Challenges Facing South African School Learners:
A Participatory Approach. Educational Research for Social Change, 5(2),
18-34.

Shanks, G. & Bekmamedova, N. 2018. Research Methods (Second Edition)
(https://www.researchgate.net/publication/323515278 Case_study res
earch_in_information_systems/) retrieved on 14 July 2020.

Shaw, A. 2008.UN: Child abuse worsening in Zimbabwe. Harare: Associated Press

Silver, A. & Alexis, 2010.FamiliesAcross Borders: The Effects of Migration on Family
Members Remaining at Home Chapel Hill: University of North Carolina.

323

© Central University of Technology, Free State


https://www/unicef.org/kyrgyzstan/stories/st
https://www.researchgate.net/publication/323515278_Case_study_research_in_information_systems/
https://www.researchgate.net/publication/323515278_Case_study_research_in_information_systems/

©.

Snowman, R., McCown, R. & Biehler R. 2013.Psychology Applied to Teaching. Belmont:
Wadesworth.

South African Constitution. Constitution of the Republic of South Africa no. 108 of 1996
.1996. http://lwww.gov.za/sites/www.gov.za/files/images/al10896.pdf
[Accessed on 15 June 2017].

Springer, K.2010.Educational Research. A Contextual approach, John Wiley & Sons, Inc.
Danvers

Stapleton, C.2015. The migrant Network effect: An empirical analysis of rural-to-urban
migration in South Africa (Unpublished Dissertation), University of Cape
Town, Cape Town

Statistics South Africa. 2013. Social Profile of South Africa, 2002-2012. Pretoria: Statistics
South Africa.

Statistics South Africa. 2018. Vulne