LIVED EXPERIENCES OF ORPHANED LEARNERS AND SCHOOL LEVEL
STRATEGIES FOR THEIR INCLUSION AT SELECTED PUBLIC SECONDARY

SCHOOLS IN OMUSATI REGION, NAMIBIA

A RESEARCH DISSERTATION SUBMITTED IN
FULFILMENT OF THE REQUIREMENTS FOR THE DEGREE OF
DOCTOR OF PHILOSOPHYINCLUSIVE EDUCATION)
OF
THE UNIVERSITY OF NAMIBIA
BY

PETRINA NANDJILA MWETULUNDILA

9402624

SEPTEMBER 2019

Main supervisar Dr Cynthy KaliinashoHaihambo-Y a Otto

Co-superviso: Dr Anthony Bown



Table of Contents

ACKNOWLEDGEMENTS.....ootiiiiiieieee e eecietee e e e e X
DEDICATION ...ttt e e e e e e e e e s st e e e e e e e e e e e e e e s s s s e nnne s Xii
DECLARATIONS . ...ttt et e e e e e e e st e e e e e e e e e e e e e e e e e e e aaans Xiii
LIST OF TABLES..... . ceeeti ettt et a e e e e e e e e e e e e e e Xiv
LIST OF FIGURES......coiiiiiiiii e XV
LIST OF ABBREVIATIONS/ACRONYMS.........cutiiiiiiiiiiiiieiiieesiiiieeeeeeeeeeeens XVi
AB ST RACT ...t erer e e e e e e ananr et ittt e e e e e e e e e e e e e e e aaes XiX
CHAPTER L.ttt a2ttt 1
INTRODUGCTION ......cuiiiiiiitiiiiisisisiseaesse e saesss st ss s s s sanas st s s 1.
1.1 Orientation Of the StUAY.........cceeiiiiii e 38
1.2 Satement of the problem...............c e 24
1.2.1 Rationale for the StUdY...........coooreeiiiiiiic e 27
1.3 Objectives of the Study...........ccoeoiiiiiiiiiee e 30
1.4 Significance of the study...............ooiiiiiiiii e 30
1.5 Limitations Of the STUAY.........ueeeiiiiiiiiiiii e 31
1.6 Delimitations of the Study.............oouuiiiiiiii e, 33
1.7 Structure of the dissertatiQn................cvviiiieeciiiiiiiiee e 34
1.8 Definition Of terMS/CONCEPLS.....cciiiieeeeeeiii i 35
IS IO Y U 01 0 1= U/ PP 35
CHAPTER 2.ttt nanms st nees 37
LITERATURE REVIEW AND THEORETICAL FRAMEWORK..........coccvuiuiurrieiecieeemssciennnnd 37
2.1 INErOTUCTION. ...t et e e e e e e e e e e e e e e e e e e e e e e e e s s nmmne s 37
2.2 Movement towards inclusivity: EFA and inclusive education................ 38
2.3 Movement towards inclusivity: The Millennium Development Goals
(MDIGS) ..ttt ettt ettt ettt e et e e e e e e e e e e e e e ammmr e e e e e e e e e e e e e e e e e e e e mnne e e e e e e e aanns 40
2.4 Movement towards inclusivity: The Sustainable Development Goals (8DGS)
2.4.1 The MDGS versus the SDGS........coooeiiiiiiiiiieeen e 42
2.5 Studies on the OVC in stBaharan Africa...........uuveveiiiiiinii e 43
2.5. 1 Barriers to OVC schooling in s@aharan Africa.............cccvvvviiiiiieennnns 47
2. 6 Studies on the OVC and young adults in Namibia.................cccccccee. 51
2.6.1 OVC data for Omusati RegION...........ccovviiiiiiiieeee e 53
2.6.2 Limited donor funding support for the Omusati Region...................... 54
2.7 Research focus for the OVC in Namibia..............uueiiiiiiccmeeiiiiiiinn, 56

2.7.1 Barriers to schooling for the educationally marginalised in Namibia. 57
2.7.1.1Schools as centres of INCIUSION............coooiiiiiiiiieeee e 59



2.7.2 Mitigation for OVC educational challenges in Namihia....................... 62
2.7.2.1ldentification by schools of orphaned children with additional challé¥ges

2.7.2.2The effect of the lived experiences on schoaling.............cccceevvvieeenes 64
2.7.2.3Impact of orphan hood vulnerability on teaching &atning................ 66
2.7.2.4Strategies to include orphaned learners.........coooeeeeeivieeeeicieiieeeeee 67
2.7.3 Legal and regulatory framework on the education of the.OVC.......... 68
2.7.3.1Legal and regulatory framewodn OVC: International level............... 69
2.7.3.1.1 The United Nations Convention on the Rights of the Chil€JCR..70
2.7.3.2Legal and Policy Framework on OVC: Namibia.............cccuvvvvevieeenes 71
2.7.3.2.1 The EdUCALION ACL.......ccuuiiiiiiiiiiiiieeeiiiiiiiieeeee e ree e e e e e s seeeeeeeeeeeeaeens 72
2.7.3. 2.2 National Plan of Action for Education for AlL.............ccccvvvivieennnns 73
2.7.3.2.3 The..Chi.l.dtr.ends..ACt ... 73
2.7.3.2.4 The Child Care and Protection ACL..........cccccccvvveivieeeeeeeeeiennennnnnn A4
2.7.3.2.5 The National HIV Policy for the Education Sectat........................ 75
2.7.3.2.6 The National OVC POlICY..........oooiiiiiiiiiireen e 77
2.7.3.2.7 The National Plan of Action for OVC (26B810).............ccccceeeeennnn.. 78
2.7.3.2.8 The Education Sector Policy for OMC..........oovvvviviiiiiimeeeeeeeeeeiinns 78
2.7.3.2.9 The Sector Policy for the Prevention and Management of Learner
e (=To 4 F=T g oY PP 81
2.7.3.2.10The Education Sector Policy for Inclusive Education.................. 82
2.7.4 Essential facilitating factors..........ccccuvviviiiiiiieeeiiee e 86
2.7.4.1JHOME BaCKgroUNd...........cooviiiiiiiiiiicmme e 88
2.7.4.1.1 Head of RBehold...........ooevmeei e 89
2.7.4.1.2 Succession planning and inhertanCe..........cccccoviiieee 90
R B =T T [ S PPUOPUPRUPR 91
2.7 8.4 AQE....ooeeeee e 91
2.7 4.5EAUCALION.......coi i e e e e e e enes 93
2.7.4.5.1 School barriers to the education of OVC...........cooviiiiiiiiienneieiieeee. 94
2.7.4.5.1.1 School levies and feeS............ovvveeiiiiiimmree e 95
2.7.4.5.1.2 NOrSUPPOITIVE €AUCALOLS.......ccoiiiiiiiiiiiie e eeiii bt 96
2.7.4.5.1.3 Emphasis on academic performance.........cc.cccoeeeveeeeeeereinnnnnnnn. 96
2.7.4.5.1.4 Inadequate attention to vulnerable children....................cccee. 97
2.7.4.5.2 Implementation of universal schoglin Namibia........................... 97
2.7.4.6. Child partiCipatiQn..........cccevuiiieiiiiieeme e eeeer e 100
2.7.4.7 Information and documentation..........cccoevvveeeeeeeeeiccieieie e e 102
2.7.4.8Psychosocial support (PSS).......cccuvuuuiiuuiiiiireeeeiiiiiinnes e e e e e eeeaes 103
2.7.4.9Stigma and diSCrimINAtION............coeviiiiiiiiiire e eeeeees 104



2.7.4.10 FOOd and NUEMTION. ... ee e 105

2.7.4.10.1 The Namibian School Feeding Programme...................cceeeunn. 106
P2 0 30t N R o 1 (=T o 1o ) o SRR 107
2.7.4.12 Shelter and Carf........cccceeeeiiiii e 108
2.7 AL3 HEAIN ... s 109
2.7.4.13.1 Access to health SErviCeS...........uuuuuieiiiiiceeeeie s 109
2.7.4.14 Economic Strengthening..............uuuveuiiicccreeeeieiiiiiere e e e e e eeeneanans 111
2.8 The prevailing OVC deprivation in Namibia................ccoovvveeeeeeeeee, 112
2.8.1 HOME ViSItS....uuiiiiiii e e eiieeeeeeeeeee ettt et n 113
2.8.2 Delays of the grant approval proCess............ceeiiiiieceeeevvvneeniieeeeenn 114
2.8.3 Monitoring the welfare grants.................uiiicccreeeeeiiiceeee e 114
2. 8. 4 Chomds dnd plates f safety..........ccceeeeiieiiieeciiiiiiiieeeeeee, 115
2.8.5 CouNnSelliNg SEIVICES........ccoiiiiieeeeeeeee e 116
2.8.6 School Development fee eXemplions............cccceeeeeivieeeevevveeenieeeeenn. 117
2.8.7 Overlapping child care fUNQUS.............ccoeeeiiiiiiiiiiccce 117
2.8.8 Interagency collaboration..................uueiiccmeeeeiiie e erees 118
2.9 Towards a Conceptual Model for inclusion, care and support in Namibid
2.9.1 Conceptual Model for Inclusion, Care and Support..............ceeeieee 119
2.10 Theoretical frameWOrK...........cccuuuuiiiiiiieeeriieiviee e eeenree e 125
2.10.1 The Bieecological systems theory...........ceeeiiiiiiiiecceeccciee e, 126
2.10.1.1 The MICIO SYSIEIML.....cciiiiiiiieiieieeee e 131
2.10.1.2 ThE MESOSYSIEIM......coviiiiiiiiiiee e e e et e e e e e e e e e aeeer e e e e e e e aaeaaeas 132
2.10.1.3The EXOSYSIEIM......ccciiiiiiiiieiieemmme e e 132
2.10.1.4 The MACIOSYSIEIML......ceiiiiiiiiiieiee e eeee et e e mmne e 132
2.10.1.5 The ChroNOSYSIEIM........uuuuiiiei i ceeecee e eeeen e 133
2.10.2 The social SuUpport thEOLY............oeviviuiiiiiiieeeeere e eeeeaaaans 133
2.10.2.1 Circles of SUPPOIT (COS)....uuuuummrimiiiiiiiiiiieeeiiieiieeeee et e e e 135
2.10.2.2 SEHNEIP GIrOUPS.....evvieiiiiiiiee e e eees e e e e e e e 137
2.10.2.3 Formal SUPPOIt SYSIEIML......cccuuiiii et 137
2.10.3 Symbolic interactionism theory............ooooiiiiiiiiieeee e 138
2.10.4 Philosophical thoughts on educational inclusian............................ 139

2.10.4.1 Humphreyo6s phi.l.os.o.p.hy..0omM0

2.10.4.2 The Young Founda.t.i.o.n.a.s.Hbl

P2 5 R S U1 ] 0= Y P 143
CHAPTER 3.ttt ettt ettt enma ettt s sttt et sanas s e s ss et et et esees s asesese 144
METHODOLOGY ...oviiiiiiviieiie ettt sttt benes st s e s snans sttt s e 144
G700 R [ 11 o To [ ox 1 o o 1RSSR 144

ncl u:

i st



70 N o =T o0 ¢ =T 0 To] (oo VAR 145
A OF- 1T I (1 [0 A PRSP 146
3.3 Data colle@bn teChNIQUES..........ouuuiieiiiiie e 147
3.3.1 INAIVIAUAI INTEIVIEWS......evviiiiiiiiiiiiie et 147
3.3.2 Document ANAIYSIS......ccooiiiiiiiiiiieeee e 148
3.3.3 ODSEIVALIONS. ....uuiiiiiiiiiiiiiiii ettt e e e e 148
3.3.4 PROMOVOICE ......ccoi it ee et r e e e e e e e e e e an 148
3.4 POPUIBLION. ... e 149
3.4.1 Rationale for the study region...............uuuuiiiiiccceeeeee e 149
3.4.1.10mMusati REQION..........uuuuiiiiie it eeeee e e e e e e 150
3.5 SAMPIB .. 152
3.5.1 Sampling ProCeAULES...........cooiiiiiiiiiiieeee e 152
3.5.1.10rphaned learner respondentS..........ccccceeeiieeeccceriiiieee e 154
3.5.1.2 Caregiver reSPONUENLS. .........uuuuuiiiiiiiiieeeiririreeeeeeeeeee e e e e e e s aeereeeeeeeas 154
3.5.1.3Educator reSPONAENtS..........cccoeviiiiiiiiiieiee e 154
3.6 Development of Research INStruments...........cccceeeeeivievevvveiiceeeeeenn. 154
3.6.1 INTEIVIEW QUILES.......uuiiiiiiiiiiiiiieet ettt e e 155
3.6.1.10p haned | e-atructueed istérviesy guide.......................... 156
3.6.1.2Car e gi v-strududed imterview guide.............ooeevvvvviviieemeeenne. 156
3.6. 1. 3 E dsirecauredimesview GUIEBEML..........ooeevvrriiiiccceennnn. 157
3.6.1.4 Document review and Observation guide tools..............covvvvvieeee.. 157
3.7 Data Collection ProCeULES.........ccoeeeeiiieiiiceeee e een e 157
3.7.1 Training of the orphaned learners for the pivoioe methodology........ 158
3.8 Research EthiCS.........ccooiiiiiiiiiiiieeee e 159
.9 POt STUAY.....cciiieeeeeeee e e 161
3.9.1 TeStiNQ/Aaldity .......ccoeriiiiiiiii e 161
3.9.2 Testing reliability...........ccoouiiiiiiiee e 162
3.9.3 Testing acceptability...........coouuiiiiiiiiie e 162
3.9.4 Historical context of the pilot study schaal.................coooiiieees 162
3.9.5 PIlot fINAINGS....coeeiiiie e 165
3.9.5.1interview tool fiINdiNgS........coviiiiiiii e 165
3.9.5.2Participant FINAINGS ........ccooiiiiiiiiiiiiieeeib e 166
3.9.5.2.1 Orphaned..l.ear.ne.r.s.b..f.i.nlby
3.9.5.2.2 School respondents: School management.............c.cccoeeeeeennnn. 167

3.9.5.2.3 School respondents: Educators serving on the school.baoard....168
3.9.5.3 Discussions of pilot study findiNgs..............uveiiiiiiicemeeiiiiee e 168

iv

ngs



3.9.5.3.1 Overlapping OVC care fUNCON..........cceeiiiiiiii e, 171

3.10 Main study data COlleCtion............cccoeviiiiiiiieeei e 172
3.10.1 Study site context: SC1 (SChOOLL)......ccovvviiuiiiiiiiiiieeeiiiiee e 173
3.10.1.1 Sampling process at SCL.........ccovvviiivuiiireeeeeeeeiiiis e eeeenens 173
3.10.2 Study site context: SC2 (SChOO0L.2)...........ovvvvviiiiiiiieeiee e 175
3.10.2.Sampling ProCess at SC2.........ceuviiiiiiiiiiiieeeeeieeeee e 175
3.10.3 Sampling procedure at SC2..........cceiiiiiiiieeeceeeiiieee e eeeeeeea 176
3.10.4 Characteristics of reSpoNdents..........cccceeveiiiiieccceiiiicisee e 177
3.10.5 INLEIVIEWING PrOCESS. . .evieiiiiiiiiieieaeeeeeiaateeee e e e e e e e e e e e e e e aasnnee e e 180
3.10.6 TranSCriPtiON PrOCESS .. .ccieeeeeeeeeiiieeeetiienneeeeeeeeeeeeeaeeessaa s ammmreeeesenen 180
3.10.7 Photo taking process and photo selection..............ccceeeevveeeeeeeenennn. 181
3.11 Data ANalySIS PrOCESSES.....ccceeeieiiieieieeiimee e e e 181
I 5 N I N 3 PSP 182
3.11.2 Assigning Primary DOCUMENIS...........cccovviiiiiiiiieeee e 183
3.11.3 Defining QUOLALIONS ...ttt eee bbb 183
3.11.4 Codes and coding of data...............uuuvuiiiiicceeeeeiee e 183
3.11.5 WritiNg COMMENTS.....ccoviiiiiiiiiiiie e e et e e e e e e e e e eeenr e e e e e e e e eaaes 184
3.11.6 Reading data iNn & NEW WALY............uurrrrrereeiiaaerirrrreeeeeeeeeeeeeeeeeesememees 185
3.11.7 NetWOrK ANAIYSIS.......uuuieiiiiiiiee e eeen e e e e e 186
G T 2 S U1 0] 4= Y P 186
CHAPTER 4.....oooiieeeeee ettt 187
PRESENTATION OF FININGS........coeuiuitiuiteteeeieteinmneseseseissesssesesese et nnssesesesssesesesesesssanns 187
2 g [ 0 o 3 Tox 1 o U 187
4.2 StUAY fINAINGS....ueeiiiei et 187
4.2.1 Findings from Note books and Photographs.............ccceeeevieeeinnnnnn. 188
4.2.1.1 Information from the note DOOKS..............uvveiiiiiicceeeceee e 188
4.2.1.2Information from the photographs............ccccooeiiiiiieeee i, 188
4.2.1.3Description of selected photographs...........ccooooviiiccciiiiii e, 189
4.2.1.4 Observational and interview study findings...........cccccoeevvviccceenenn. 201
4.2.1. 4.1 Inability to access Statponsored supportto OVC..........cccceee.... 202
4.2.1.4.2 Policy interpretations by differentvgonment ministries................. 202
4.2.1.4.3 Need for social investment to replace donor funding................. 202
4.2.1.4.4 llikdiscipline and erratic school attendance by learners.............. 203
4.2.1.4.5 The influence of mesgstemic settings on educational outcome03
4.2.1.4.6 Overwhelmqg roles of the Life Skills educators...................c..o.... 206
4.2.1.4.7 Learner dreput and grade repetitian................evvvveenmiccreeeeennnnnnns 206
4.2.1.4.8 Grade 10 results as a determiner for school placement............ 207



4.2.1.4.9 Food insecurity among orphaned learners..............ccceeveeeeennn. 208

4.2.1.4.9.1 Orgoing drought situation in thEOUNtrY............coeeeeiiiieiiiiieeen. 208
4.2.1.4.9.2 Inability for orphaned learners to cultivathangtfields............. 210
4.2.1.4.9.3 Food shortages among learners at the.flats..................cccee. 211
4.2.1.4.9.4 Time and opportunity to Study...........cceeeviriiiiiceniie e, 212
4.2.1.4.10 The Namibia School feeding programme at SC2 School......... 213
4.2.1.4.11 Hostel placement.............ccoooiiiiiiieeei e 215
4.2.1.4.12 Fund raiSing aCtiVItIES ........uuuiiiiiiie e ceeecieee e eeeeee e 216
4.2.1.4.13 SCROOI tOULS.....coiieeeeeiieeeeeeeeteeee e 216
4.2.1.4.14 Interaction with local community..........cccoeeeeiiiiiieeei e 217
4.2.1.4.15 Collaboration with MGECW regional offices............cccccceeiinee. 217
4.2.1.4.16 Implementation of Univerdadlucation and OVC related policies217
4.2.1.4.17 Lack of a Head of School at SC2............cccociviimemniiiiiiiiiinee, 218
4.2.1.4.18 Life Skills educators and Social welfare policies...................... 218
4.2.1.4.19 Reduced additional tasks for educatars.............cceeeeeeeeeeennnn. 219
4.2.1.4.20 Alleged teacher incompetence and commitment to teaching..219
4.2.2 Findings from the ATLAS.ti analySes...........ccccoeevvviiiieeeei e, 220
4.2.2.10rphaned [ arners. .........coooiiiiiiiiieee e 220
4.2.2.1.1 Career aspiratiQnS..........cccovviiiiiiiimemeeeeeeeeeeeeeeeeeei e eernnaaaes 223
4.2.2.1.2 Differential Treatment...........coooiiiiiiiimmmniiiiiiiieeeeeee e 224
4.2.2.1.3 DOCUMENTALIQN. .......ceiiiiieeeieiiiiiemme e et s s 225
4.2.2.14 Emotional upheavals..........cccccoeeeeiiiiiieeeii e 229
4.2.2.1.5 FOOU INSECUNLY.......cceeiiiiieeieiiiiiiemme et emme s 232
4.2.2.1.6 Grade repetitiOn..........cooeeiiiiiiiiiicce e 233
4.2.2.1.7 Lived experiences of the orphaned learners.............ccccvvveeeee. 234
4. 2.2.1.7.1 Caregiver6s per c.e.p.t.i..2s6s
4.2.2.1. 7.2 Educ ddxmerencés olvthe®lss.....0.n....238 e
4. 2.2.1.8 Orphaned..l.ear.ner.s.b..nee2f8
4.2.2.1.9 The state of the rental flats..............oooviiiicccii e 242
4.2.2.1.10 Alleged teacher incompetence and attitude..................ccceeeennn. 243
4.2.2.1.11 Time and opportunity t0 StUdY..........cuuvveririiiiimiie e 245
4.2.2.1.12 Youth headed househald............cccoooiiiiieeciiiiiii e, 246
A O (=10 | VL= £ S PP PPPPPPPPP 248
4.2.2.2.1 DOCUMENTALIQN. ......cciiiiiiiiiiiiiiiiemme ettt e 250
4.2.2.22 FOOA INSECUIEY....cvvuiie it e e eeeee e e e eeeer e e e e e 251
4.2.2.2.3 Household economic situation..............ccccvvvvimemnniiiiiiiiiiiieeeeeee. 253
4.2.2.2.4 Need fOr @SSISTANCE. ........uuuriiiiiiiiii et e 254

on

\Y

1

[



4.2.2.2.5 Standards fOr OV EC SEIVICES. ... ..uveeeeeee e eeaen 254

4.2.2.2.6 SUCCESSION PlANNING .. .ccoiiieeeeeeieeeeieeeeee e enme e e 256
G =0 [N o= (0] = SRS 258
4.2.2.3.1 Factors affecting enrolment and completion of orphaned learne2§9
4.2.2.3.2 Identification of orphaned children with challenges.................... 261
4.2.2.3.3 The burden diie Life Skills teachers..............oouvviiiiiiicccieeeiiinnnns 262
4.2.2.3.4 Motivation to support the orphaned learners..................cceceeee 263
4.2.2.3.5 The impact of orphan hood on schooling................ovvvveennee. 265
4.2.2.3.6 Procedures to communicate poliCies...........ccccuvvvmiieemnniiininnnnnee. 266
4.2.2.3.7 School strategies for inCluSION..........cccoiviiiii i ccceccecee e, 268
4.2.2.3.8 Standards for the OVC service delivery.........ccccoeeeeeivieeeiceeenennn. 270
4.2.2.3.9 Teacher training for iNCIUSION............ooooiiiiiiiiieee e 272
4.2.2.3.10 Individuals and organisations visiting orphaned learners......... 273
4.2.2.3.11 Educator sb..s.ug.ge.s.t.i.onad’4t o
4.2.2.4ANetwork Analysis: lived experiees of orphaned learners................ 277
T IS U [ 0] 1 =V Y/ PP 278
CHAPTER 5.ttt ettt 279
DISCUSSIONS OF RESULS/FINDINGS. .......coviiriiiririienesienmeesesees e senassssssssnns 279
5.1 INErOTUCTION. ...ttt et e e e e e e e e e e e e e e e e e e e e e e e e e e s s nmnes 279
5.2 What are the lived experiences of orphaned learners?....................cc. 280
5.2.1 Differential treatment of OLS..........coooviiiiiiiiiiice e 282
5.2.2 Inability to benefit from state sponsored SUppOrt.........cccceeeeiiiiecennnens 283
5.2.3 Lack of information and documentations.................ccceeeiicceeeeeeennnnnnns 285
5.2.4 Structural misunderstandings in ministerial policy guidelines........... 286
5.2.4.1Age of orphaned leaers in the study..............ceooviiiiiiieee 287
5.2.5 Household economic SituatiQnS...........cc.uvvvviiiiimmmniiiiiiiiieeeeeeeeee e 287
5.2.6 Needed aSSIStANCE. ........uuuuiiiiie et eeeee e 290
5.2.7 Standards for OVC service delivery........ccoooovviiiiiiieeeii e 292
5.2.8 Succession planning and inheritance...........cccccciiccc e 294
5.2.9 Emotional upheavals.............ccoooiiiiiiieece e 296
5.2.10 Educat o-disciplingpamong @ghdnéddearnecsf.....298 |
5.3 How do these lived experiences of OLs affect their school experienc86®
5.3.1 Stigma and DiSCIHIMALION..........cceeiiiiiiieeeeeeieeme e e e e e eeeneeaeee 300
5.3.2 Head of houSENOId.........coooiiiiiiii e 302
5.3.3 Donor funding support for OVC in Namibia...........ccccceviiiiiiecnnnnnnnn. 303
5.3.4 Mesosystemic units of home and schaal...........ccooooeeiiiviceeeeeennn. 306
5. 3.4.1 Lack of infrastructure at SC2 Schaal................uuuviiccciieiiiiiiiinnnnns 307

Vii

or |



5.3.4.2 Hostel Facility at SCl...........ccooiiiiiiiiiieeee e 308

5.3.4.3Registered homes and places of safety..........ccccevvvvivieeee e, 309
5.3.5 Time and opportunity t0 StUAY..........eueiiiiiiiiiiiieeeieeeeeeeee e 310
5.3.6 FOOO INSECUNTY.....vvviiiiiiii i e e e e e e e eeeecce s s e e e e e e e e e e e e eree e e e e e e e e eeeeeeennnnnns 311
5.3.6.1Inability to cultivatemahanguields...............ccccoevvviiiieeee e 312
5.3.6.2Inability to sUpply OWN fOOAS........covviiiiiiiiiiiiiiie e 313
5.3.6.3Changes of climate and Gender...........cccceevviieeieeeciiiiiiiie e, 315
5.3.7 Perceived Htiscipline among orphaned learners.............cccccevvvvieeen.. 316
5.3.7.1Learners as causes of their owRdIBCIPIINE..........ccoooviiiiiiiiiiiiiccnee. 317
5372Educators as contri but.outr.s...t.o..31arner
5.3.8 School dropout and grade repetitian...........cccoeveeeeeceeciicicieee e, 318
5.3.8.1LEArNEI PrEONAIYC......cevrrrrrrreiiiiies e eeerrrrrr e e e e e e e e e e eneea e e e e e e eeeeees 319
5.3.8.2Alleged incompetence and lack of commitment to teaching........... 320
5.3.8.3Lack of a substantive head at SC2.............ccvvvvvivieeeriiiiiiiiiieeeeee, 322
5.3.8.4Grade 10 placements in SChQQIS..............coooiiiimmmn e 322
5.4 How do schools identify orphaned learners with additional challenge824
5.4.1 Varying methods of identifying orphaned learners by schools......... 324
5.4.2 Unique role of Life Skills educatars..............cccuvvvimrimmmiiiiiiiiiiiiiieeeee. 325
5.5 What do schoolgerceive as the impacts of orphan hood vulnerability on the
SChOOING OF OLS?.. .ttt e e e e e e e e e 327
5.5.1 Perceived deficient home care for orphapadhers.............ccccccccoeeeee 327
5.5.2 Perceived unsatisfactory school care for orphaned learners........... 329
5.6 What strategies do schools use to include orphaned learners?.......... 330
5.6.1 School feeding programme at SC2..........ccvvviiiiiieiciieeeeeeee e 331
5.6.2 Free hostel facility placement at SClL............ccccoeeiiiiicceevviiceeeeee. 333
5.6.3 FUNAIaiSING EVENLS......coiiiiiiiiieeieie e 335
5.6.4 Subsidised SChOOI tOUrS.......ccooiviieeeiiiieeeeeee e 335
5.6.5 Motivation for educators to work with orphaned learners................. 335
5.7 What strategies could schools use to better include OLs inteh®ca.....336
5.7.1 Improved interactions with the local community.............cccccceveeenneee. 337
5.7.2 Improved interagency collaboration with the Ministry of Gender Equality
aNd Child WeIfAre..........ueueiiieee e eeeee e e e e e e e e e eeeaeeees 337
5.8 Awareness of existing policies regarding the OVC............ccooeeviiiieees 339
5.8.1 Lack of awareness of national policies...........cccccceeviiiieeereceeviiiine, 340
5.8.2 Lack of awareness of the Standards of OVC service dehyery

(<T0 [UTox= 1] 3PP 345
5.8.3 Process of disseminating national policies to schools..................... 345
5.8.4 Improved national policy implementation for all educatars.............. 346

viii



5.8.5 Lessening the burden placed on Life Skills educators..................... 348
5.8.6 Reducing additional tasks fOlUBALOrS.............ccceeeeviiiiiiieeen e, 350

5.9 Conclusion from the conceptual model for inclusion, care and support for the
(OLs) 351

5.10 SUMIMBIY....cciiiiiiiiiiiiiiiii i ernns e e e e e e e e e e e e e e eanene s 352
CHAPTER Bu..oo ettt bbbttt 353
RECOMMENDATIONS ANDCONCLUSIONS........coouiiiiiiieiriniienmseisie et ssesennees 353
0 R [ 10T U Tod 1 o] o PRSP 353
6.2 OVEIVIEW.....ciiiiiieie e et ceeee e ettt ee e bbbttt e et e e e e e e e s eenre e 353
6.3 FUIhEr reSEarChL........cooviiieiieii e e e e 366
6.4 ReCOMMENAALIONS........cceeiiieiieeeiitieeee et s 366
6.4.1 Recommendations for POICY.........cccoeviiiiiiiiiicceeiicce e 367
6.4.2 Recommendations for PractiCe.............uuvviiiiiiieemieieiieeeeeeee e 371
6.5 SUMIMIAIY.....eiiie ettt eee ettt et et emnnee 376
REFERENGCES.......cuitiuititititeteseiseessesesesesesesssesese s st sanssesesesesesesesesesesesessannsesesesesesesesesesesens 377
APPENDICES . .....cuititiiitititeteteseiesessesese s se s s st s s ens s s s s s s s s s senes s ns s esesens 394
Appendix 1 Definition of Terms/CoNnCepPLS......ccceevviieeeeiiiiiieeeiiiie e, 394
INTERVIEW GUIDES.......cocviiiiieiiieicisiieeieie et snnse e sannse s 400
Appendix 2 Interview Guide for Orphaned learners...........ccccooocvrieenneene.. 400
Appendix 3: Interview Guide for Caregivers...........cccvvvveeeeeeeeenvvveeneneenee... 402
Appendix 4: Interview Guide for Schoqls..............cccoovvviiieeee e, 408
Appendix 5 Scope of Work for PhD study............cccccvviiiiimemiiiiiiiiee 416
TIMENNE/WOIK PIaN......ccieie e 419
RESEARCH CONSENT.......ouititiiiiiiirieietieetste ettt snnss ettt amansesesesens 421

Appendix 6 Letter of request for Permission to the Permanent Secretary421

Appendix 7 Letter of Permission from the Permanent Secretary..............426
Appendix 8 Letter of Consend Regional DIreCtor..............ccovvvvivviiieenneeen.. 427
Appendix 9 Letter of Consent to the Principals...............cooovviccciiiiie e, 430
Appendix 10 Orphaned learner CONSENL............cccovviiimemiieieeeeniiiieeeeeeens 436
Appendix 11 Caregiver CONSENL............iiiiiiiiiiiiei e 439
Appendix 12 School CONSENL.........coiiiiiiiiiie e e 442
Appendix 13 Map of Omusati SChoQls............cccoecviiiiieenec e 446
Appendix 14 Interview TranSCHRLS.........uiiiiiiiiiiiiceeeiee e ee e e e e e 447



ACKNOWLEDGEMENTS

| acknowledge the hand of tdmighty God upon my life; all glory and honour be
untoHim, for He has never failed me. God has alwdygcted people into my life that
have been ohelp to me, particularly during my exitelife, and in my quest for an
edua@tion. He guided me through this study, and provided me with the resources |
needed to collect data from a far situated Omusati reg®a selsponsored stlent

during the latter years of nstudy.

An ol d Os hi Waaparaulaandyaky e a i p elyorgmindsane to state
my indebtedness to many more people that my life hasawssed with. | thank my
academic supervisors, Dr Cynthy Kaliinasho HaihambeOtta and Dr Anthony
Brown for their guidance, and the entire Faculty of Education and theeGenPost

Graduate Studies at the University of Namibia.

Il remain grateful to the Ministry of Vet
year study grant from 20:2014, which helped to commence my PhD studies at the
University of Namibia.l would like to extendmy gratitude to the Ministry of
Education, particularly the then Permanent Secretary Mr Alfred llukena, Ministry of
Gender Equality and Child Welfare, then Acting Regional Director of Education in
Omusati RegionMrs. Loide ShatiwaRegonal Education Officers, School Principals,
educators and esteemed learners of David Sheehama, St. Charles Luanga, as well as
Onawa Secondary Schoals the Omusati Region, Namibia. | am indebtedhe

caregivers of the orphaned learners that partiaipatehis study, who opened their

homesteads and their hearts to welcome me into their dire situations.



Furthermore would also like to express my deepest appreciation to Riikka Hilta
HasheeleOchs for traslating the questionnairestna Kashingha Mwanyangapo for
editing the Table of @Gntents. My sincergyratitude also goe$o Linea Inga

Hamukwayaof Lexicon Consultindor the painstaking editing work of the manuscript.

Special thanks tall my Mwetulundila siblingsand our children, my extended fanil

who unswervingly stood by mecouldadaidtMybel i ev
friends,viz.: my Aussie Christine Brough (Bruffyjnate you are the real deandto

Canadian Dr. Monica Rui€asaresAussie Emeritus Professor Jonathan Anderson

( my Ma st eMam SupesvisaatHindess Unjiwho read througland provided

much needed inputs into my proposal and manustsplythank you

| thank my Namibian family and friendllelago GloriaShilongoh, Linda Shilongo

Shiimbi, Leilah NailonggNaiwerk)Elaga Jugina Anuwa Nani Shivoldilambeleleni

Ashipalaand Oga JohAipumbuNauta who stood by mia andjikiti manner

| forever remain thankful to my Ghanaian mother and tegudreexcellene, Madam
Lydia Osei and her three childréMaame, PY and Nanany Ghanaian friendnd
confidante Andrew Akwasi Asibey, who encouraged me to finish this studhen |
hadcontemplated giving up. All of younow form part of my clourful international

family.

I am mostgrateful for each one of thepeople, for each onaf themuniquely added

a colourful yarronto my life. |, indeed am, because of others!

Xi



DEDICATION

This dissertation is dedicated to my daughter, Florence Abeng@Afriyie; my late
parents, Annatolia Nanghali Mengela and Josef Amutenya Ashipata late
grandparent¢Natalia Nambundu Kahondje and Severina Mwelihala);thadest of

my materna(Aakwamandjila andpaternal AakwanambumbBdamilies

| also dediate this dissertation to all the Namibi@mphaned and Vulnerable Children
(OVC), especially the esteemed orphaned learners of the Onawa, David Sheehama,
and St. Charles Luanga Secondary Schools in the Omusati Réwgoncaregivers

andeducatorsywho cantribute to this study.

Xii



DECLARATIONS

I, Petrina Nandjila Mwetulundila, hereby declare that this study is a true reflection of
my own research, and that this work, or part thereof has not been submitted for a degree

in any other institution dfigher education.

No part of this dissertation may be reproduced, stored in any retrieval system, or
transmitted in any form, or bgnymeans (e.g. electronic, mechanical, photocopying,
recording or otherwise) without the prior permission of the authhdheoUniversity

of Namibia in that behalf.

I, Petrina Nandjila Mwetulundila, grasmthe University of Namibia the right to
reproduce this dissertation in whole or in part, in any manner or format, which the
University of Namibia may deem fit, for any gen or institution requiring it for study

and research, providing that The University of Namibia shall waive this right if the
whole dissertation has been or is being published in a manner satisfactory to the

University.

////////////////////

Xiii



LIST OF TABLES

Table 1: The numbers of children who lost one or both parents before the 2011

Table 2 Numbers of young adults who lost one or both parents before the 2011

L0127 1S U TP PPPTR 53
Table 3: Strategies and selected outcomes relevant to this.study.................. 85
Table 4 Standards for OVC service delivery in Namibia............ccccooeiivieeennnnns 87
Table 5: Theoretical considerations withateld research questians................ 119
Table 6: Key concepts for school inclusion and suppart..............cccccvveeeenrnne 120
Table 7: Outcome of the sampling ProCess.........ccceviveiiiiiicceciiiiee e, 177
Table 8: Characteristics of respondents..............ccoovvivieeeiiiiee e 178
Table 9: Description of selected photographs from Camera.l..................... 190
Table 10: Description of selected photographs from Camera.2.................... 192
Table 11: Description of selected photographs from Camera.3.................... 194
Table 12 Description of selected photographs from Camera4..................... 196
Table 13: Description of selected photographs from Camera.s.................... 199
Table 14 Characteristics of orphaned learners..........cccceeevveviieeeiiiieieeeeeeenenn. 220
Table 15: Orphaned | ear ner.s.f0..C.0.d.e23
Table 16:Characteristics Of Caregivers............oooovvviiiiiimeee e e 248

as

Gel

Table 17: Caregiverso6 Co.de.s..as..geerated

Table 18: Characteristics Of @dUCALOLS...........euvvuvemiiiireeeeeiiiere e 258
Tablel Educatorsé Codes .a.s...g.en.e.r.a.t. .50
Table 20: Research Sujuestions and themes..............cooovvviiieeee e, 279

Xiv

by

AT



LIST OF FIGURES

Figure 1: Percentages of orphans in-Saharan African countries.................... 20
Figure 2 NamibianationalSentinel Survey report for 2014..............cccevvvvvvieeen. 20
Figure 3: The political map of Namibia showing international boundaries and

(=10 (o] 0 IS ST P O PP PP PP PPPPP 23

Figure 4: Conceptual btlel of inclusion for orphaned learners in Namihia.....125

Figure 5: Bronfenbr.enn.eur.0.s..e.co0.l..0.0128 a |

Figure 6: Conceptual framework...............oooviiiiiiiee e 134
Figure 7: Levels of COS engagement...........ccuvviiiiiiiieemieiiiiieeeeee e 136
Figure 8: SC2 Orphaned | ear ne.r.s..1.1/6
Figure 9: Flats where learners from SC2 lodge.............oovvvvrviieemeeeeeiieeeiiinnns 204
Figure 10: Kitchen facilities at the flats...............iiiiiiicce e 205
Figure 11: Ablution facilities at the flatS............ooooiiiiiiicce e 205
Figure 12 A mahangu field with a poor harvest..........ccccocviiiiieec, 209
Figure 13 Vegetable gardening..........cccceeeiiieiiiiceeciiiiiie e eeeee e 210
Figurel4Food storage area at a.n..o.r.p.h.ahled
Figure 15: Learners at the flats StUAYING........ccoooriiiiiiiiiccc e 213
Figure 16: The open kitchen for the feeding at SC2.........cccccviiiiiiieciinnnnnn. 213
Figure 17: Volunteer at the KitChen................ooiice e, 214
Figure 18: The fortified maize porridge served to learners................cccceeee... 214
Figure 19: Hostel facility at SC...........uuuiiiiiiiiiiiieeeiiiieeeeeeee e 215
Figure 20: Dining Hall at SC1 Schaal.............oooiiiiiiee e 216
Figure 21: Teacher at SC2 allegedly not teaching class..............cccoovveeeennnne 219
Figure 22: Educators at SC2 allegedly leaving before closing.time............. 220
Figure 23: Network diagram of the livedperiences of orphaned learners.....277

XV

a

Mo

6dr

| ea



LIST OF ABBREVIATIONS/ACRONYMS

AEC - Annual Education Census

AFHS - Adolescent Friendly Health Services

AIDS - Acquired Immune Deficiency Syndrome
AU - African Union

BETD -Bas ¢ Education Teacher s Dipl oma
CAA - Catholic AIDS Action

COSs - Circles of Support

CPGS - Centre for Post Graduate Studies

CRC - Convention on the Rights of the Child
DAPP - Development AID from People to People
DHS - Demographic and Health Survey

DMT - Dirk Mudge Trust

ECD - Early Childhood Development

EDF - Education Development Fund

EFA - Education for All

EMC - educationally marginalised children

EMIS - EducationManagement Information System

FAWENA - The Forum for Women Educationalists in Namibia

FBOs - Faith Based Organisations

FENSI - Friends of Education in Namibia Special Initiative
HIV - Human immunodeficiency Virus

IE - Inclusive Education

lHIEP - International Institute of Educational Planning
IOL - Institute of Open Learning

XVi



IUM - The International University of Management

JSC - Junior Secondary Certificate

MAWF - Ministry of Agriculture, Water and Forestry
MDGs - Millennium Development Goal

MET - Ministry of Environment and Tourism
MFMC - My Future is My Choice

MGECW - Ministry of Gender Equality and Child Welfare

MHAI - Ministry of Home Affairs and Immigration

MHERI -Ministry of Higher Education, Research and Innovation
MoE - Ministry of Education (Arts and Culture)

MOHSS - Ministry of Health and Social Services

MPESW - Ministry of Poverty Eradication and Social Welfare
MYSNS - Ministry of Youth, Sports and National Service

NAMCOL - Namibia College of Open Learning

NAPPA - NamibiaPlanned Parenthood Association

NCHE - National Council for Higher Education

NPCS - The National Planning Commission Secretariat

NRCS - Namibia Red Cross Society

NSA - Namibia Statistics Agency

NSFP - Namibia School Feeding Programme

NSSCO - Namibia Senior Secondary Certificate Ordinary level examinations
OECD - Organisation for Economic CGOperation and Development
OLs - Orphaned Learners

ovC - Orphaned and other vulnerable children

PDs - Primary Documents (in ATLAS.ti)

XVii



PGSC - PostGraduate Studies Committee

PPPs - Public Private Partnerships

RAISON - Research and Information Services of Namibia
SADC - Southern African Development Community
SBS - Southern Business School

SDGs - Sustainable Development Goals

SOS - Save our Souls

TCE - Total Control of the Epidemic

UDL - Universal Design for Learning

UN - The United Nations

UNAM - The University of Namibia

UNESCO - The United Nations Scientific and Cultural Organisation

UNGASS - The United Nations General Assembly Special $assn HIV/AIDS

UNICEF -The United Nations Childrends Fund
UPE - Universal Primary Education

UREC - UNAM Research and Ethics Committee

USE - Universal Secondary Education

WCEFA - World Conference on Education for All

WFP - World Food Programme

WoH - Window of Hope

WVP - World Voices Positive

Xviii



ABSTRACT

From the premise that education enables people to live with dignity, this study
investigated, in messystemic settings (home and school), the lived experiences of
orphaned learners (OLs) from two selected public secondary schools in the Outapi
Constitueng, Omusati Region, Namibia. Additionally, the study investigated the
implementation of the 2013 Sector Policy on Inclusive Education in a rural setting,
inquiring the strategies that schools employed to include OLs, and to further address
barriers that hidered access to education. Orphaned learners in Namibia, as part of
the educationally marginalised, are at risk of exclusion from education, and they are
exposed to discriminatory education settings, despite the policies and various attempts

for inclusiveeducation (IE practices.

To better understand concepts and variables of the study, the researcher employed a
phenomenological case study approach. The study did not only set out to observe and
hear the voices and see visuals of the OLs, but also t@ergair caregivers and

educators to obtain their perceptions on IE. Furthermore, the study sought to gauge the
understanding of caregivers and educators on the basic legal frameworks in place to

promote inclusive practices in Namibia.

The researcher dall these investigations in a bid to unravel how the lived experiences
affected the orphaned | earnersodé schoolir
model of inclusion, care and supptot OLs in Namibia. This conceptual model, in

the form of a provdmial brick house, facilitates the development of a holistic approach

for the care and support, psychosocial wellbeing, and optimal learning opportunities

for orphaned and other vulnerable learners. Data was collected from eight orphaned
learners, seven aagivers, and six educators through multiple strategies, and analysed

using ATLAS. ti.

The study foundhat OLs faced many social challengexluding the inability to

access state sponsored welfare grants intended for OVCs in Namibia, either because
the OLs were oveiage (above 18 years), or they lacked required documents to apply

for the grants, resulting in a compromise on their wellbeing. In accordance with
Humphrey (2008)06s philosophy on inclusiwv

XiX



schools, but wernot fully socially accepted, nor allowed the opportunity to participate
in activities that enabled them to achieve their goals through receiving holistic

education.

The study further revealed that a majority of the OLs lived in conditions that were
chaacterised by absolute poverty, food insecurity because of climate change,
differential treatment, and they often endured verbal, physical, emotional, and
psychological abuse at the hands of their caregivers, relatives, fellow learners and
educators. Moreger, some schoslthat the OLs attended dot have hostel facilities,
leaving them with no option but to rent in informal locatioearby or lodge with
strangersto attend school thereby posing a negative effect on their academic
performances, increasi their financial burdens, as well agposing them tpotential

risks andvarious exploitations.

The study concluded that in the absence of educational, material and psychosocial
support for OLs, the envisaged equitable inclusion of orphieaedersas part of the
educationally marginalisedin Namibian schools remains a pipedreaAlso,

Nami bi ads 2013 Sector Policy on | E, w h
accommodating learning environments, has not been applied effectively in some
schools, atleast not in the ones that participated in this study this end, the
researcher supports the call that inclusive education in Namibia should clearly define

the agenda to provide and facilitate quality education for all learners, irrespective of

their characteristics or backgrounds.
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CHAPTER 1

INTRODUCTION
This study investigated the lived experiences of orphaned learners from two public
secondary schd®in the Outapi Constituency tfie Omusati Region, Namibia. The
study further analysed the strategies employed by the public schools to address barriers
to inclusion of orphaned children, and to create a conducive, inclusive learning
environmers for orphaned learner3his introductoy chapter presents, in detail, the
orientation of the study, statement of the problem, rationale for the study, research
questions, significance of the study, limitations and delimitations of the study,
definition of terms used in the study, structurehefdissertation and finally a summary

of thechapter.

Historically, the ideals of education as a human rights entittement had been advanced
by the United Nations declarations since 1948. These were further consolidated into
the international conventionshtough stipulations of the education for all (EFA)
movement of the 1990s. The ideas of education were further reiterated through the
Millennium Development Goals (MDGSs), which were in place from 2000 until 2014,

replaced by the Sustainable Development &@@DGs) from 2015.

Equity in education has two dimensions, namely: fairness and inclusion, which are
closely intertwined; the Orgasation for Economic Cqaeration and Development
(OECD) (2008) reiterated that a fair and inclusive system to the adeantdg
education for all is one of the most powerful levers to make society more equitable.
Scholars found that when it came to inclusion, many learners in OECD countries

struggled with reading (OECD, 2008). As such, they risked leaving school without



attaning the basic skills for work and life in the 21st century, although differences

existed between countries (OECD, 2008).

The Millennium Development Goals (MDGs) advanced inclusive education (IE)
through an array of approaches, because the diverse andl guicational needs of

| earners could not be addressed through
(2008) policy brief is of the notion that improvement in educational equity could be
achieved through three key policy domains, namely: the desigtuaftion systems,

practices both in and out of school, and resourcing.

The MDGs were replaced by the 17 Sustainable Development Goals (SDGs) with
effect from 2015 to 2030. The SDGs were a follow on, and expansion on the
aspirations of the MDGs in aare sustainable manner. Each State was expected to
translate all those internationally agreed tenets into national agendas. Consequently,
the Republic of Namibia continuously aligned its own education policy in congruence

to the global goals for the prowas of equitable and quality education for all.

The Republic of Namibia had made constitutional provision for free education dating
back to the dawn of independence in 1990, on the backdrop of the ideals of democracy,
equality, equity, and justigdipinge & Likando, 2018 This provision was laid out in
Article 20 of the Constitution; however, universal education, which abolished
contributions to the school development fund (SDF), only saw the light of day in 2014

for primary, and 2016 for secondary pka, respectively (lipinge & Likando, 2013).



This implementation of universal education became passiith the ratification of
the Eucation Sector Policy for Inclusive Education in 2013. As a signatory to the
United Nations declarations, the RepuladfdNamibia responded, within its means, to
devise and implement the 2013 Education Sector Policy for Inclusive Education. Prior
to that,there has been the OVC Policy (2010), howevetimhaned and Vulnerable
Children(OVC) experienced challenges to edtion, such as the inability to receive
exemptions for school development fund (SDF), examinations, and hostel fees. These
challenges contributed to Namibia not achieving equity in education. The affected
learners, who were educationally marginalisaddren (EMC) at times dropped out
of school completely. The 2013 Education Sector Policy on Inclusive Education is
aimed at ensuring that the education system becomes inclusive and responsive to the
needs of all children described as such, who include:

A children of farmworkers;

A children in remote areas as defined in the Policy Options for the Educationally
Marginalised Children;
O0streetd children;
children in squatter, resettlement and refugee camps;

children with disabilities and impairments;

Do 3» Do Do

childrenwhoare onsi de-agdddover the current
they within or outside the education system);

children of families living in extreme poverty;

children who head households;

child labourers;

children with learning difficulties;

o o Do Do D>

Orphaned an¥ulnerable Children

ed



the girkchild;
the learnetparent;
children with extreme health conditions or chronic illnesses;

children with emotional and behavioural challenges; and

To o o Do D>

children who are gifted/talented.

In this study,the studentresearchewas conerned withOrphaned and Vulnerable
Children (OVC), and orphaned learnef®Ls), in particular.In the Namibian
education system, as in other countries, legislation and policy had been developed to
support equity, social justice, and democratic participafar the educationally
marginalised children and their families. However, despite thisdmsmriminatory,
inclusive policy, and the legislative environment in existence, some educationally
marginalised children and their families continue to experiexctugionary and
discriminatory educational settings, and they struggle to access quality education.
These challenges are happening despite the Namibian education sector being awash
with laws,includingthe HIV Policy, OVC Policy and the Sector Policy faclusive
Education. The aimof these laws is teealise that the OVCand other educationally
marginalisedin the country were provided with quality and an equitable education, so
the situation on the ground remained dire for the educatiomaliginalised children

(EMC).

The laws passed in Namibia include, among others, the Education Act, the National
OVC Policy, the National HIV Policy for the Education Sector, the National Policy on
Orphaned and Vulnerable Childrethe National Plan of Amin for Orphaned and

Vulnerable Childrenthe Education Sector Policy for OVC, and the Education Sector



Policy for Inclusive Education. The details of what the various policies and Acts

entailed are briefly discussed as follows:

While the Education Act, ét 16 of 2001 stipulates how schools are supposed to be
administered in the Republic of Namibia (GRN, 2001), the National Curriculum for
Basic Education serves as the official policy for teaching, learning, and assessment,
which sets out standards and dyafor education (MoE, 2008a) he Ministry of
Education, Arts and Culturéecided to revise thEducation ActNo 16 of 2001 to

bring it into line with the latest developments and current needbeotountry's
education systertStaff Reporter, 2016 herefore, theamendments aim to meet the
many challenges facing the education sector in order to ensure inclusive and equal

access to teaching and learning in Namibia.

On the one handhe National HIV Policy for the Education Sector formalised the
rights and responsibilities for all educators and service providers who are either
directly or indirectly involved in the education secamoutHIV/AIDS (GRN, 2003).

The policy further provides guidelines to ensure that all role players in the education
sector ae fully informed about HIV: the way it is transmitted, its impact, and how to

live positively with the virus (GRN, 2003).

Then again the National Policy on OVCdeveloped by the Ministry of Gender
Equality and Child Welfare (MGECW)provides for the stregthening of the capacity
of children and young people to meet their own needs (MGECW, 2004). Furthermore,
the Policy also regards the keeping the OVC in school to strengthen their capacity to

meet their own needs (MGECW, 2004). Additionady\ational Pan of Action for



Orphaned and Vulnerable Childré20062010) identified concrete actions to support
the goals of the National Policy ddrphaned and Vulnerable Childrém Namibia

(MGECW, 2007).

According to the Education Sector Policy on OVC, orphamet ather vulnerable
children are vulnerable to exclusion, and they need special protection (MoE, 2008b).
The Policy further directed schools to provide an accessible, safe, and conducive
learning environment free of stigma and financial barriers (MoE,200Q8s alsothis

Policy that forms the framework for discussions in this dissertation.

In 2013 the Ministry of Educationleveloped &ducation Sector Policy for Inclusive
Education, which envisioned all children to learn and participate fully withen
mainstream of schools, and to create an accommodating and {eantrexd learning

environment (MoE, 2013).

In Namibia, the OVC continue to experience challenges to access equitable and quality
education. Equity (fairness and inclusivity) is an aspieat has been neglected in the
Namibian discourse to quality education for Blbodley (2007) in the South African
context, addresses theequity debate in schooling generally by showing how
inequalities are reproduced through pedagdgys clear thatthe government of
Namibia in coming up with policy directives directs schools to act accordingly, even
though the government has not provided the resources needed for implementation of
policies, such as the OVC and Inclusive Education poligie©ECD (2008) echoes,

equity in education can only be achieved through the design of the education systems,

practices, and resourcing for education. Some of these challenges to equity in



education in Namibia include the inability of the educationally marginalsedleiet
their schoolrelated needs, such as the payments for examinations, hostel fees, and

school uniform.

The study sought to investigate the living conditions of orphaned learners, and the
degree to which they were included in schools and/or the education system. The
primary focus of the study was to explore the lived experiences of orphaned learners
in mesesystemic settings (home and school), and to examine strategies that schools
employ to respond to the acrimonious effectgith the aim to ensure that support
enables learners from an orphaned context to experience equal opportunities as their

nonrorphanedgeersto also succeed in life.

The researcher employed a phenomenological case study to investigate the meso
systemic settings of home and school through the narratives of the orphaned learners,
caregivers, and educataiBatton, 2015)The researchaalso gauged the caregivers
and educatorsd understanding of the basi
to promote inclusive education in the Republic of Namibia. This process was
embarked ono unravel the intersections of lived experiences aathlag processes

of orphaned learners. Thygmalwas to conceptualise a framework that would enable
the development of a holistic approach to the care and support, psychosocial wellbeing,
and optimal learning opportunities for orphaned learners, as wethas vulnerable

children in Namibia.



1.1 Orientation of the study

The Republic of Nami bia prides itself
international solidarity/community. Education in Namibia was also an extension of
international upbringinghence, from the inception of this study, it is imperative to
highlight major international treaties that provided the legal and fundamental
frameworks for the provision of free education in Namibia and beyond, since most

education policies root their origg in international conventions and treaties.

Setting the agenda was the 1948 United Nations Universal Declaration of Human
Rights, adopted by the UN General Assembly. Article 26 of this declaration outlines
the commitment and pledges of member statethirealisation of free education as
part of human rights (United Nations Educational, Scientific and Cultural

Organisation, UNESCO, 2005)

According to Breilling (2015), worldwide inclusion was a great aspect of interest in
the field of developing edwation policies; consequently, nowadays, everyone,

regardless of their physical, learning, or other disability, social status, or gender,

should have equal access to education. It is against this background that the Republic

of Namibia embarked on develogithe Sector Policy for Inclusive Education in 2013.

Breilling (2015) further notes that the movement towards the inclusion of all into all

areas of society started in the 1970s in the developed world. Since then, governments

all over the world took orhe challenge of developing inclusive education practices

(Breilling, 2015). Despite the idea of inclusion being implemented in the developed
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world, there are examples from the African continent that show the popularisation of

free schooling at various pées.

For instance, lipinge and Likando (2013) assert that although the conceptualisation of
universal primary education was a global initiative, the origin and popularity of the
provision of universal education in some African countries could historizaltyaced

back to the political aspirations of those independent countries. For example, when
Kenya expanded equitable access to secondary and tertiary education in the early
1970s, a presidential decree was issued, abolishing tuition fees in all pwoictsdis
where school fees prevented a large proportion of children population from attending
schools. Even though their intentions were well meant, presidential decrees were seen
as problematic, because they were issued without prior consultation witantelev

bodies and structures in government (lipinge & Likando, 2013).

Similarly, universal primary education in Tanzania was closely linked to the ideology
of socialism, which called for seféliance in economic development. That political
ideology intendedo use education as an instrument of attainiregsocialisngoal;

hence, a series of declarations were issued in order to achieve universal primary

education in that country (lipinge & Likando, 2013).

In Zimbabwe, primary education was made free in a wider context of a socialist
philosophy, which, as a result, expanded enrolment (lipinge & Likando, 2013). The
authors allude to the fact that a critical look at all the examples of African states,

howeverndicated that all those positive educational efforts of free schooling focused



on the question of accessibility, resulting in serious underlying challenges to the

provision of quality education (lipinge & Likando, 2013).

Nevertheless, education is a hamright as pronounced in the Universal Declaration

of Human Rights in 1948 (UNESCO, 2005). It was further espoused on in Article 28

of the Convention on the Rights of the Child (CRC) in 1989, and advanced by the 1990
Education for All (EFA) movement (Udtd Nati ons Chil drends

2006).

The 1990s EFA movement represented an international commitment to ensure that
everyone receives quality basic education. This commitment was based on a human
rights perspective, and on the generally held behet education was central to
individual wellbeing and national developmendnjted Nations, 20000JNESCO,
2005; Miles & Singal, 2008).
Education for all intents and purposes, could be argued as enabling people to live with
dignity, develop their full cagrities, to participate fully in development, and to
improve the quality of their lives (UNESCO, 2005). In addition, inclusive education
has a role to play in promoting the ideals of peace, freedom, and social justice (United
Nations, 2000; UNESCO, 2005;ids & Singal, 2008). According to UNESCO
(2005)
Inclusion is a process of addressing and responding to the diversity of needs of
all learners through increasing participation in learning, cultures and
communities, and reducing exclusion within and frasmaation. It involves
changes and modifications in content, approaches, structures and strategies,

with a common vision which covers all children of the appropriate age range
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and a conviction that it is the responsibility of the regular system to edlicate a

children (p13).

Accordingly, inclusive education (IE) aims to achieve educational equity by promoting
democratic principles, and a set of values and beliefs relating to equality and social
justice to ensure that all children can participate in the teaching and leamtegges
(UNESCO, 2005). In order to achieve this, efforts needed to be put in place to ensure
that all learners receive a holistic and inclusive education, preparing them up for a

quality life (UNESCO, 2005).

The 1994 Salamanca Framework for Action adeaithe fundamental principle of an
inclusive school in relation to the international goal of achieving education for all
(Peters, 2004). An ideal inclusive school is where all children learn together, wherever

possible, regardless of any difficulties dgifefences they might have (Peters, 2004).

As argued by Milesand Singal (2008), a largely parallel, international debate
developed about the need for inclusive education, where many conflicting positions
existed. For instance, since Salamanca in 1994t t er m &éi ncl usi ve
multiple meanings across countries of the globe. In some contexts, it was no longer
associated with disability or special needs, but rather with school attendance or

behaviour (Miles & Singal, 2008).

According to the NeviZealand Ministry of Education (2014), inclusive education (IE)
is the process where equal education opportunities are provided to all learners. Even

though the main idea of inclusion in education was part of different education practices

11
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worldwide, the dénitions of inclusive education varied from the physical integration
of students with disabilities to rearranging classrooms, curricula, and teaching methods

(New Zealand Ministry of Education, 2014).

As earlier stated by lipinge and Likando (201B)re werepractices of inclusive
educationin sub Saharan Africassuch as in Kenya, Tanzania and Zimbab@leser

to the Namibian case, since 1994, when democracy was established in South Africa,
there was a radical overhaul of government policy from anttegidrframework to

providing services to all South Africans on an equitable basis (Dalton, Mckenzie &
Kahonde, 2012). As it has been practiced elsewhere, the provision of education for
learners with disabilities has been part of that process, and thepi®eesit of an
inclusive education system could be trac
the Constitution of the Republic of South Africa (Dalton, Mckenzie & Kahonde,

2012).

Contemporary conceptualisationa btaftBEenbd:
education and/or learning needs, rather than their disability or medical diagnosis (New
Zeal and Ministry of Educati on, 2014) . C
educational needs, the New Zealand Ministry of Education (2014) cautiortetl tha

was important to recognise that learners with additional support needs were not a
homogenous group needing 6a one size fit:s

long andshorttermeducation needs.

Also, it was significant to note that even thre African continent, learners coming

from different ethnic and social backgrounds, or living in urban or rural areas would

12



be having varying educational needs requiring different interventionsfdt his
reason thaNaidoo and Muthukrishna (2016)gae that more data was needed from
diverse contexts that could illuminate the structural forces and mechanisms that
mediated the welbeing of groups or different categories of children in varied

ecological contexts, including isolated rural contexts.

According to UNESCO (1994, 2005), the most effective means of combating
discriminatory attitudes, building an inclusive society, and achieving education for all

is through reform - through the revision and restructuring of the philosophies,
pedagogiesand airricula changedE could, therefore, be achieved through policies,
planning, institutional structures, capacity, partnerships, and coordination to achieve

the rights to education for all children. This provision could happen t he | ear n
locality, in regular provision alongside peers, or within accessible, safe, secure, and

child-friendly learning environments.

UNICEF (2009) describes chifdiendly environments as inclusive, healthy, and
protective for all children. Such environments are effectile ehildren and involved

with their families and their communities. For instance, in such environments,
diversity is acknowledged and responded to, and every effort is made to reduce barriers

to participation and learning (UNESCO, 1994, 2005).

As such,Miles and Singal (20083jtate that the responses tcdountry inclusive
educational practices were determined by developmental needs, and of the concept of
contextual interpretations of inclusive education philosophies. For instance, the New

Zealand Minigry of Education in 2014 stated that in New Zealand, IE is experienced
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when all learners amgresent, participating, engagiagd learning, such processes are
influenced by the school leadership, the school policies and practices, and the school

culture.

In the contexts of most African countries, there have been attempts to adhere to the
suggestions that were made at international farah as the UN General Assembly,
wholesale (as is). Therefore, in many African countries IE needed to be looked at from
a systemic lens, and the nature of educational provision (Naidoo & Muthukrishna,
2016), at least in policy papers. As a result, its implementation ought to look at
deconstructing the notion of ecologies in IE to a system that provides a social and just

eduation to all educationally marginalised childr@&MC).

According to Dalton, Mckenzie and Kahonde (2012), in South Africa, despite the
development ofWhite Paper 6a policy for inclusive education (IE) to respond to
exclusionary practices, the lackteficher skills to adapt the curriculum is one of the
pertinent issues that hinder the effective implementation of inclusive education
policies; teachers lack the skills to create a holistic learning environment in and around

schools in order to meet a rangf learning needs.

Similarly, Mahlo (2017) reiterates that inclusive pedagogy was still a mystery to many
teachers because they were not certain what an inclusive peddgndg includen

the South African context. Mahlo (2017) furthreportsthat ina study on the state of
inclusive pedagogy in South Africa, it was found that the way inclusion was
understood still had an overemphasis on discourses captured in special needs and

disability framesas opposed to holistic inclusivitiaying attention tdhe special
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needs lens will result in long term exclusion of many educationally marginalised

learners.

For instance, the educational constructions were still encapsulated within the remnants
of the deficit model of offering education (Mahlo, 2017). Tlsisah instance where
some commentators in education prefer to define learners, particularly poor ones, by
their weaknesses rather than their strengths. In addition to this, Mahlo (2017) explains
the differences inherited from the South African apartheid¢athn system prior to
1994.Hence, Mahlo (2017) purports that there was a need for a move from special

needs lens to a widened definition of inclusion in education.

This misunderstanding of inclusion by South African teachers led to the introduction
of a framework called Universal Design for Learning (UDL) in that country. UDL
aimed at empowering South African teachers with the necessary skills to cater for the

diverse needs of learners (Dalton, Mckenzie & Kahonde, 2012).

UDL is a framework that conceptualises and addresses the need for a more flexible
curriculum, designed to lower the barriers, and to enable learners with widely varying
needs to be included in theakrning process (Dalton et al., 201@)jhereeducation
systems reform learning environments and enable pedagogies lead to positive
responses to learner diversi§onsequentlyindividual differences would no longer

be problems to be fixed, but are seen @gportunities for enriching learning

(UNESCO, 1994, 2005).
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In order, formost ofAfrican countries to accomplish the feat of quality and equitable
education, there ought to be deliberate willingnesadwefrom the rigid boundaries

of education provisin, especially for orphaned learners, not only for them to access
education, but to also thrive in schools, and to gain an education that will make them
resourceful citizens, who are able to sustain themselves and their faididso &

Muthukrishna, 20).

This study used inclusive education in the new context of creating enabling
environments for all children, which is believed to be the basis of the Namibian
education system, where the Ministry of Education and stakeholders developed a

Sector Policydr Inclusive Education in 2013.

The vision for this Sector Policy on |
fully within the mainstream of schools and to create a learning environment which is
accommodating and learrere nt r e d ( MitrBugh ti@sQaliy) thie Ministry

of Education recognised that all children need educational support, which should be
an integral part of schools. This national Policy was driven by various national legal
instruments and international Conventions and ad$oas espoused later in Section

2.7.5.

The Policyon IE has eight strategies, each with specific outcomes (MoE, 2013). This

study taps largely one o f t he eight strategi es, name

educational sMop 23t serviceso, (
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Thus, inclusion as used in trggidyrelates to all groups (of children) who are regarded
by the sector policy asducationally marginalised. AccordiggMiles and Singal
(2008)state thaexcluded children arseenas being vulnerable to exclusidrecause

of their circumstances, contexts, abilityinability, disease and poverty.

This meansthat inclusive schools ought to be able to recognize and respond to the
diverse needs of their learners, accommodating both different styles and rates of
learring, and ensuring quality education to all through appropriate curricula,

organisational arrangements, teaching strategies, resource use, and forming

partnerships with their communities (Peters, 2004).

Consequently, there should be a continuum of supgut services to match the
continuum of special needs encountered in every school (MoE, 2013). Orphaned, and
other vulnerable and educationally marginalised children have special needs arising
from their living circumstances, and schools should be-platied to recognise such
needs, and to develop strategies to effectively meet them. This study sought to find out
the effectiveness of the implementation of inclusive education in the context of a rural

region in the Republic of Namibia.

Before Namibia gairntindependencdike South Africa priorto 1994, education was
provided along racial lines, and it was used as a means of oppression for the majority
of the black people by the minority white apartheid regifgartheid education
system) This situation rsulted in historical racial inequalities. At that time, history
instilled an expectation that the best placement for children presenting diverse learning

skills was in special schools (Brown & Haihambo, 2017). It was this notion, the
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authors argued, whiclvas based on the Medical Model to diversity (Brown &
Haihambo, 2017)jke the deficit model earlier alluded to by Mahlo (2plihatlead

to exclusionary practices in education.

After Namibiahadgained its independence, the new government of the Repmibl
Namibia worked to redress the historical imbalances by unifying the then eleven (11)
educatiorauthoritiesinto onenational education systethat would be responsive to

the aspirations and needs of all the Namibian pebyldeveloping four goals ia

strategic document commonly known as TadgaEducation for All (MoE, 1993

The World Conference on Education for All (WCEFA) held in 1990 in Jomtien,
Thailand, served as a land mark conference on education, which bolstered the right to
education fomll. The conference took place at a time which marked significant steps

for education in the Republic of Namibia. Education at independence was in principle
provided for in Article 20 of the Namibian Constitution (Ministry of Information and
Broadcastingg 007) . At that time, it was stated
required that all children be at schools from the age of seven (7), and to remain there

until they completed Grade 10, or reached the age of 16 (MoE, 2008a).

However, even the Minist of Education policymakensnderstand thalthough the
Constitution and other policies assured an effective basis for inclusive education, there
were many restrictions to the implementation of inclusive education (Ministry of
Education, 2008). For ingtae, the reality on the ground, was that, universal primary
education (UPE) could only be implemented with effect from the 2014 academic year,

there being a delay of over two decades (lipinge & Likando, 2013).
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The right to education in Namibia, as expiinby Zimba and Nuujomidalomo

(2002) and UNICEF (2009) essentially means that all barriers to education, such as
payment of the SDF, examinations and hostel fees, are removed for all children to
access education unhindered. However, as Zimba and Nuijaieo (2002)
observed, the impact of the Human Immunodeficiency Virus (HIV) and the Acquired
Immune Deficiency Syndrome (AIDS) created the need by some children of additional
care and protection. HIV and AIDS further placed barriers to such childrengssacc
education in ways that were not anticipated, or they were too complex to understand

the full scale of its impact.

Additionally, Universal Secondary Education (USE) was only implemented with
effect from the 2016 academyear (lipinge & Likando, 2013)Given that school
development funds (SDF) used to jeopardise the educational chances of OVC,
including orphaned learners, the introduction of Ufight make life much better in

that respect.

Consequently, as many societies, particularly in sub Sahairéza Acontinuedto
stagger under the impact of the HIV pandemic, the burden carried by children became
more obvious (UNICEF, 2009). This was specifically in the Southern African
countries, with a huge HIV burden (Miller, Gruskin, Subramanian, Rajaraman, &
Heymann, 2006), as shown in the diagranfrigure 1below. This diagram depicts
figures recorded during the peak period of the HIV pandemic and its aftermath in

Southern Africa.
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Figure 1: Percentages of orphans in sulsaharanAfrican countries

(Adapted from Smart2005

Although thediagramabove does not specifically include Namibia, it is known that

the countryés HIV rates are in |line with
other fellow SADC countries (UNICEF, 2009). For instance, the surveillance report

of the 2014 national HN\and AIDS Sentinel Survey in Namibishownin Figure 2

below, indicates that the overall national HIV prevalence among pregnant women

receiving antenatal care (ANC) was 16.9% (MoHSS, 2015).

Voo o sanmway

Figure 2 Namibia national Sentinel Suvey report for 2014

(Adapted from MoHSS, 2015
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Additionally, the MoHSS (2015) report also shothst site level HIV prevalence
varied considerably between sitels is significant to note that the overall HIV
prevalence of 16.9% in 2014 represergight decline from 18.2% in 2012 (MoHSS,

2015).

Nevertheless, the Ministers of Education and Health of the Eastern and Southern
Africa subregion, meeting in eSwatini, in 2013, in a bid to mitigate reproductive
health rights challenges, including HIVffecting subSharan Africa, decided to
implement comprehensive sexuality education in the teacher and health education
curricula.

Not surprisingly,judging from the high HIV infection rate®lamibia is home to a
significant number of orphaned childréand youtts), as indicatd in the adapted
Table 1 below the information presented @nly showing theeight most affected
regions in the count)y The Table depics that single orphaned childremutweigh

double orphaned children.

Region One Parentdeceased Two Parentsdeceased
Ohangwena 20,400 4,208
Omusati 18,794 3,826
Kavango East and West | 14,185 3,205
Oshikoto 12,193 2,384
Oshana 11,197 2,278
Khomas 9,473 1,748
Zambezi 5,511 1,372
Namibia 111,710 22,833
Urban 80,113 16,635
Rural 31,59 76,198

Adapted from RAISON2014)
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According to the 2011 Natioh&opulation and Housing Censustotal of 134,543
children lost either one or both parents equivalent to 14.8% of all children in the
country (RAISON, 2014). Of the total number of orphaned children, 83% lost one
parent, and 17% lost both parents. The highest numbers of orphanedrchitere

found in the Ohangwena Region (4,208), Omusati Region (3,826), as well as Kavango
East and West Regions (3,205). In these regiandjn the Zambezi, Oshana, and
Oshikoto Regions, more than 15% of all children were orphaned children (RAISON,
2014). These regions are shown in Table/Htile Figure 3 gives the political map of

Namibia to provide the geographic linkage to the study.
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(Courtesy of google Maps

The 2011 data from Omusati Region National Population and Housing Census showed
that around 3% of the households in Omus&egion had a child unddr5 years of

age without one of the parents. The proportion of orphaned children under the same
age who had lost both parents was four (4) per cent (Namibia Statistics Agency, NSA,
2014). According to the N&(2014), this implieshatfour out of every 25 households,
there was a child without parents, thus relying on extended family or relatives for
survival. It could also be observed that there was neither a significant difference
between urban and rural areas, nor between toesties (NSA, 2014).

In most caserphan hoodesulted from various madrdo micro-systemic factors,

including poverty, and possibly high HIV infections.

The Namibian OVC data warehouse established in 2009 corroborated the findings of
an increasedumber of orphaned children in the Omusati Region. This data warehouse
also showed that the grardvweragefor the region was low (MGECW, 2009a). This
data was gathered from 3 sources of data sets, namely:

() the estimations of the 2006Namibian Demophic Health Survey (DHS),

(if) the number of orphaned children benefiting from the MGECW social grant in the
region, andiii) the number of orphaned children counted by the Ministry of Education

during their annual enrolment surveys in the region.

Given the evidence, the proposition of this study was to investigatedisivity in

education of thigmerging target group of educationally marginalised chil@drére
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orphaned children at selected public schools in the Omusati Region. The researcher,
specifically targeted orphaned learners, while being mindful of not socially

constructing children into separate groupings.

1.2 Statement of the problem

Orphaned learners in Namibia, as partef ¢ducationally marginalizedre at risk of

exclusion fran educationas theyare exposed to discriminatory education settings,
despite policies and various attempts for inclusive education (IE) practices.

UNESCO (2005) defines education as a platform which enables all people to live with
dignity, particigate lly in developmentgevelop their full capacitieandimprove the

quality of their lives. Inclusive education (IE) was introduced as a vehicle to achieve
Educationfor All (EFA). Therefore, UNESCO (2005, 200&urther defines IE as a
processohddr essing and responding to | earner
by increasing |l earnersdé participation 1in

from education.

In line with global trends towards EFA in 1990, which framed education thribnegh

4 rights imperativegquality, equity, democracy and social justiamibia embraced
Inclusive Education. Howeveigr orphaned learners to reap the benefits of education,
UNICEF (2009) states that theirs had to be more than their mere presectoecdt.s
Accordingly, Humphrey (2008) opines that they need to be present, to participate, be
accepted, and be given opportunities to achieve within the framework of the reality of

their lives.
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Despite the introduct i on laaforthe Bdecatwoandh t r y O ¢

Training Sector Improvement Programme (ETSIP) 2R0%0, the Planning for a
Learning Nationit did not do justice to IE (Evans, 2007). ETSIP in its entirety did not
prioritise IE, although there was acceptance in it that there veeucational
inequalities in the country (Bws, 2007)Despite the glaring omission of IE in ETSIP,
both the Ministry of Educat i Orphaned add 0 8
Vulnerable Childrenand the 2013 Education Sector Policy for Inclusivedation
proposed solutions to inclusive education. For instance, both policies stated that it was
expected of all schools countrywide to have the capacity to identify and support
learners, who for one reason or another, manifested educational or psyialiegds

that were not being adequately or fully met (MoE, 2008a; MoE, 2013). Shortly
afterwards, the Namibian government introduced universal schooling in a bid to

promote inclusivity.

Inclusive Educationrepresented an additional agenda for educatiaiatm, which

E «

was about childrenbés right to participat

accept such children (Mitchell, De Lange & Thuy, 2008; UNICEF, 2009). However,
to be able to achieve that level of inclusive education, commitment wase®, as
well as responsibility and initiative on the part of all parties involved (Mitchell et al,
2008; Humphrey, 2008)t is the lack of commitment, initiative, and absence of
resources that seemed to hinder the implementation of IE and universalirsgin

Namibia.

It has been observed by many in the education sector and communitieptizated

children, as part of the educationally marginalised in Namibia, regularly miss out on
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their education, because their presence at schools is not madeghdanough. For
instance, children unable to pay theahool development funds omnable to buy

school uniformare sent home to secure these before they could return to school again.

This study was therefore interested in the lived experiences bamed learners,

which are the everyday experiences that were real and having an effect to those
experiencing thentor a complete investigation of the lives of orphaned learners, it

was imperative to examine the perceptions of the caregivers to whomptiened

| earnerso6 soci al |l ives are interconnecte
understanding of inclusion could make a difference between the implementation of

exclusion and inclusion practices in schools.

There was little acknowledgement tie needs of learners identified as such?
Additionally, various policies were developed to support learning and development for
all children; however, much remained to be learnt about the realities and daily living
experiences of orphaned learnévore sg there was a need to explore approaches to
effective and impactful inclusion in educational settings for this cohort of learners in

Namibian schools (lipinge & Likando, 2013).

Education sector policies in the Republic of Namibia increasingly encousagedIs

to maximise | earnersd academic attainment
practicalities (lipinge & Likando, 2013).
teacher participants in the Khomas Region of Namibia, participants ragstigd that

inclusive education should be implemented in Namibia; however, they all believed

that the country was not yet completely prepared for inclusive education. Breilling
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(2015) further questions whether the debate shoendainif every school in th
country should be prepared to cater for all learners, or if the whole education system

should assure education for all.

Therefore, exclusive education would happen on many levels in Namibia sometimes
out of ignorance, despite policy positions to progrintlusion. Thus, adequate support

for orphaned learners could only be found in inclusive school environments,
implementing incluve education practices. Anecdotally conceptual model for the
inclusion and support of orphaned learners was developédgwitdance from the
theoretical framework and philosophical approaches on inclusion, as well as the

essential facilitating factors in this study.

Thestudy focused on orphaned learners, their schools and homes with the qualitative
lenses. This was in a dito yield an irdepth understanding of th@ L sliGed
experiences, and understandimigthe ecesystemic factors that contribute to these

realities, and how their schools included them.

1.2.1 Rationale for thestudy

The study was motivated in part by previ
subject area, as well as the incessant media reports on the plight of OVCs in Namibia.
For instance, it was reported that by 2004 Namibia was grappling with some 120,000
OVCs, but the situation was expected to worsen (Tjaronda, 2004). One report indicated
that Namibian children do not still get the treatment they deserve, and the prospect of
them leading a prosperous life when they reach adulthood by 2030 was grim
(Dentihger , 2005). The report revealed that

threat' of HIV and AIDS, food insecurity and the weakening capacity of social and
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economic services. Therefore, too many children did not have the nurturing

environment essefati for human development (Dentlinger, 2005).

Ingwafa (2008) reports that the plight of OVC in Namibia was not an isolated issue
but a national reality that required converted efforts from all Earntwolved.
According to the2008 documentEducation Seor Policy on OVC, the Ministry of
Gender Equality and Child Welfare had registered 142 Ofpihaned and Vulnerable
Childrensince 2004, and this number kept increasing (MoE, 2008). Projections are
that by 2021, Namibia would have approximately 250 00@C@¥ider the age of 15
(MoE, 2008). The situation, therefore, cannot be taken lighByapirical,
phenomenological studies are thus needed to identify the living experiences of OVC

and plan for their future.

Although manyNamibian studiesstated belovaddessed the plight and needs of the
OVCs, no study particularly focused on the living conditions of orphaned learners
(OLs), and the impacts @fphan hooan their learning and schooling. Scholars such

as Zimba& NuujomaKalomo (2002)and Nischke, lhemba &lekundi (2002) Yates

and Hailonga (2006perceived the messystemic settings of home and school as
separate units that did not-eaist to facilitate or impede schooling and learning
processes for the OVC. However, as the Young Found@iat4) and othesocial
theoristscautioned young people acquire the skills and experience they need through
a variety of influences: family, friends and peers, their community, clubs, and the
school . These avenues are all i mifhenr t ant
should be paid more attention at the expense of others to avoid creating social

deprivation.
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This study focused on orphaned learners (OLs), and their schools and homes to yield

an indepth understanding of their lived experiences. This happenedgthithe
examination of the messystemic factors that produced these realities, amdtheir

schools included them. Thmlicies developed in Namibianclude the Ministry of
Educationdés 2013 Education Sector Policy
Sector Policy foOrphaned and Vulnerable Childrghe 2004 National OVC Policy,

as well as 2003National HIV Policy.

All the education sectorgticies in Namibia increasingly carried one overall message,
which was to encourage schools to maxi mi
fell short on the implementation practicalities. This inability to carry matters through

is similarly reported byBrown and Haihambo (2017), who argue that Namibia is
defined by features of its commitment to human rights and democracy, although it is

more in theory than in practice.

Evans (2007) states that schools in Namibia function on policy guidelines contained
in the 2001 Education ActThis research explored how well schools implemented
government policy guidelines, particularly the Sector Policies on OVC and IE by
concentrating on orphaned learners as a vulnerable and educationally marginalised
group. The stdy focused on orphaned learners specifically, even though there is a
scarcity of literature regarding orphaned learners. All educationally marginalised are
usually bundled together as OVC. The study interrogated the intervening meso

systemic factors, prosses, structures, conditions, and other mechanisms that needed
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to be in place, or were in place to promote the entrenchment of inclusive practices

within the Namibian education sector.

1.3 Objectives of the study
The main objective of the study to irvestigate the lived experiences of orphaned
learners from selected public secondary schimoBmusati Regioifrom an inclusive
education perspective.
In detail, the study was based on the following objectives:

A To investigate the lived experiences of apéd learners.

A To explore the strategies that schools use to include orphaned learners.

A To explore the possible solutions for inclusafrorphaned learners

1.4 Significance of the study

The main beneficiaries of this study include all governnag@ncies wittfiduciary
responsibility toorphaned learners. These include the Ministry of Education, Arts and
Culture (MoE), the Ministry of Gender Equality and Child Welfare (MGECW), The
Ministry of Higher Education, Research and Innovation (MHERI), Nfeistry of
Health and Social Services (MoHSS), the Ministry of Poverty Eradication and Social
Welfare, the National Planning Commission Secretariat (NPCS), as well as the

Ministry of Home Affairs and Immigration (MHAI).

Essentially school managers, echtion planners, and educators/teachers, teacher
trainers stand to benefit from knowing theed experiences of rurakphaned learners
to help them plan better. In addition, case managers, development planners, social

workers, nurses, economists alsmdtéo benefit from the information to be able to
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better target their services, and maximise on the available reséurtes benefit of
orphaned learnersThe findings of the study could also inform officials of the MHAI
of the benefits that orphanedalaers can derive from having national identity
documentations. All theabovementioned officials need to internalise inclusive
education principlet provide institutionalised care and support to orphaned learners

as part of the educationally marginatise Namibia.

The results of the study would inform other researchers and policymakers about the
relevant strategies touseme et or phaned | earnersd educa
aware, they can facilitate their sustainable inclusion in education. Additionally, the
findings could assist orphaned learners to build character and resilience, and to
positively drive their own livs, irrespective of the absence of the support from the

home, family/kinship, community, or school environment.

1.5Limitations of the study

It is worth stating at the onset that the researcher hails from the Omusati Region, and
that fact megbonakéubt atedg hodvevergha resharanay t h e
vowed to approach the study in an ethical and professional mawttionally, the

research study was confined to orphaned learners (OLs) only, who were drawn from

two selected public secondasghools in the largely rural Omusati Regafmorthern

Namibia It is not only limited in its scope, but the findings might not be relevant to

other orphaned learners at other phases of schooling. Also, there is a scarcity of
literatureabout orphanetkarners in general; hence, most of the parallels were drawn

from the generic literature on the OVC as part of the educationally marginalised

learner population
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Furthermore, given that the study focused on two public secondary schools as sites of
the stug in the rural part of the Omusati regipnoved expensive to the researcher,
because of the long distances that had to be travelled by road for de¢tiaolThe
researcher was sdifinded through the latter part of her studies. For instdremause

of being selfunded at the time of data collection, the researcher could not facilitate a
joint half-day workshop on the photmice process with selected orphaned learners
from the two case study schools as initially envisaged. Instead, a brief intoodiacti

the methodologyrad operations of the cameras wdome at each school at the end of
the data collection weelat the respective schoolBhetrainingcouldhave prevented

the breaking of one of the camelsforemore data in the form of photos weaken
Thisbrief traininginfluencedhe quality of pictures taken by learners from SC1 School
who weremostly boarders. For instance, one camera got broken before the learners
could go home for the out weekend and that meant no further pictures caal@dbe

with it.

Moreover, the study dealt with young people, and conducting research with them can
sometimes present unique ethical limitations. These limiting factors might include
creating expectations for assistance and compensation, participamg fetiked to

the emotional presence of the researcher, as well as bias responseeiposétig. For
instance, one of the participants had hope that she will be taken to another school with

a hostel after the researcher recommended that option to é8Kiif educator. Also,

some of the responses from the orphaned learners seemed to have been exaggerated.

These factors could have affected the quality of the data.
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As alluded to earlier, there was a deliberate departure from the plan to bring all eight
orphaned learners together for a joint mini training, as not only lack of resources came
in the way, but also the logistics of taking learners from their schools to a central place.
The researcher had to avoid disrupting normal school activitiesgaestd in the
permission letter from the Office of the Permanent Secretary of finésth of
Education (Appendix )7 The researcher only gave training to the orphaned learners
on the use of the cameras and note books at the end of eacbfwegk collectiorat

the schools, instead of transporting thenote@ common place, as this was resource
intensive, risky to put learners on the road, and conflicting with the conditions from
the Office of the Permanent Secretary.

The universal secondary educatiodSE) implementation happened after the data
were collected for this study, which took place in +8@ll5 situations at schoot®uld

have changed with the abolishment of fees.

1.6 Delimitations of the Study

Delimitations are the definitions the researcheasehe boundaries of the dissertation,

so delimitations are in the researcherds
selected group of orphaned learners only. Initially, the researcher made a deliberate
effort to select a group of orphaned leasn&r work with in each of the case study

schools by engaging all orphaned learners in Grades 8, 9, and 11. This was done to
leave out Grades 10 and 12, so that the researcher could still have an ofyptartuni

further interact with the selected grougecaise Grades 10 and 12 had a high chance

of not returning to schos| either due to failure in Grade 10, or choosing a different

school for Grade 11, and in the case of the Gradeti@gwould be in their last year

of secondary school, which would put stedy in jeopardy
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Regarding the final choice @articipantso work with, the researcher only engaged
Grade 11 learners in the study for reasons stated in Section 3.1b@0%tly to have
access to thparticipantdor a longer period. This action mighave limited the target
audience; however, the researcher thought that theeGia@Ls were appropriatas
most would have experienced thrhan hooghhenomenon and schooling longer than

Grades 8 and 9 orphaned learner counterparts.

1.7 Structure of the dissertation

In Chapter One, an orientation of the study is given, which includes a detailed
background of the study. The statement of the problem is presented in detail, together
with the rationale for the study, as well as tigectives(research gestiors) of the

study, the main objective of the studgibg toinvestigate the lived experiences of
orphaned learners from selected public secondary sandbls Omusati Regiorfrom

an nclusive education perspectivia addition, the significance tfie study, as well

as limitations and delimitations of the study are duly stated and explained.

In Chapter Two, the literature review of the study is extensively reviewed, and then
the theoretical framework and perspectivespesenteddescribed andiscussedn
detail Guided by the theoretical framework, a conceptual model for the inclasi@n

andsupport of orphaned learnensNamibiais crafted.

In Chapter Three, the methodology of the study is presented, detailing the research
design, data adlection techniques, population, sample, development of research

instruments, pilot study, actual data collection, as well as procedures.

34



In Chapter Four, the findings of the study from the eight orphaned learners, seven

caregivers, and six educatore aresented.

In Chapter Five, the findings of the study are discussed in elaboration according to the
research questiors research objectives of the studgd the sulthemes that showed

prominencdrom theATLAS. ti data analysisutcome

In Chapter &, recommendations for policy amitacticeare presentedand a final

studyconclusion idrawn

1.8 Definition of terms/concepts

It is importantfor the researchdo shed light on theneanings oferms and concepts
used in this study to ensure tltattextual meaningsare explainedThese terms are
presentedn alphabeticabrder inAppendix1.

Thus, orphaned &ners (OLs)as used in this studypgld be children under the age

of 18 yearswho have lost one or both parents through death (MGECW, 2004;
UNICEF, 2004, 2006; SmarR005, Ogina, 2012),. They could also be young adults
from 16 to 35 years (Government of the Republic of Namibia, 2009b), who are still

enrolledin school.

1.9Summary

This introductory chapteChapter Oneses out the roadmafhatresonates throughout
the studyFor examplethe statement of the problem, the rationale for the study, the

research question and objectives of the study, the significance of the study, as well as
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the limitations and delimitations of the studyge pesented and discussed in detail.
The definition of termgoncepts is presented in totality in Appendi¥rthermore,

the chapter presentse structure of the dissertation. The following chapter, Chapter
Two, presents the detailed literature review, dnd theretical framework that
informs the developmenbf the conceptual modelof care and support for OLs in

Namibia,for the study.
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CHAPTER 2

LITERATURE REVIEW AND THEORETICAL FRAMEWORK

2.1Introduction

In this dhapter the researcheeviewsrelevant literatue on the topical issue of care

and support of the OVC in Namibia and other African countries, particularly in sub
Saharan Africa. The literature review attempts to provide answers to thesedrch
questions and objective from Chapterthatwere drawn from the main research
question. The sub questions are: what are the lived experiences of orphaned learners?
Whatare the effects of these experiences on their schooling and leaihg®are

the strategies that schools us&ntify and supporbrphaned children with additional

challenges?

Furthermore, theesearcheexplores the movement towards inclusivity in terms of
education for all (EFA), inclusive education (IE)e millennium development goals
(MDGs) andthe sustainable elvelopment goals (SDGs). Moreover, tlesearcher
discusses the various strategies that schools employ to include the OVC, particularly
the orphaned learners. These include the mitigation strategies to tackle the challenges

of exclusion that the OVC face.

The researchemlso reviews educational policies to address the diverse needs of the
OVC in Namibia, it further explores literature regarding the legal and policy regulatory
framework for the OVC locally and internationally. The review further dwells on some
variables 6the study, such as home background, age, as well as the other essential

facilitating factors. Lastly, theesearchediscusses the lens of the study, which is the
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theoretical framework that the study is hinged on. Tesearchemapplied three
theories,and two philosophical thoughts to provide answers to thegaebtions of
the study, and to clarify the objectives of the study. It is, thus, imperative to note that
each of these theories and philosophical considerations contribute to the study in a

unique manner.

2.2Movement towards inclusivity: EFA and inclusive education

Miles and Singal (2008) explain th&ducation for All EFA) represents an
international commitment to ensure that every child and adult receives basic education
of good quality. Futiermore, UNESCO (2005) broadly defines inclusive education
(IE) as a practice to overcome barriers to learning and development for all children.
The Namibian Sector Policy on IE has taken a conciliatory note, which defines
inclusion as a process of incrags participation in learning, and identifying and

reducing barriers that inhibit the learning and participation of any learner (MoE, 2013).

Miles and Singal (2008) argue about the inherent conflicts and contradictions in the
current international debat@ EFA and IE to fulfil the international commitments and
obligations to deliver quality education for all children. For installties and Singal
(2008) state that policies in Southern Africa focused on children with disabilities,

thereby overlooking der educationally marginalised children.

For instance, the authors found that:

A large international charity, based in Western Europe, supports orphans and

abandoned children in over 100 countries. It provides institutional care of a
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very high standardput its admissions policy denies access to orphans who

have physical, sensory or intellectual inrpants (Miles & Singal, 2008, D).

Theexample above reflecseparate¢hinking, which separategphaned children with
disabilities from children withat disabilities. Therefore, the researcher ardoes
parallel thinkingbetween the two international approaches, which maintains that IE

now appears to be used to correct the errors of EFA.

To correct the glaring omission of disability in its debated the ongoing concerns,

the EFA established a flagship called 6
di sabilities: towards inclusiono in 2002
flagship has taken on the responsibility to ensure that the Eféngplans include

learners with disabilities. However, even with these steps, some scholars argue that

disability might further become isolated.

Miles and Singal (2008rgue that @ucators in Southern Africa often misunderstand

IE and EFA, and therefer they do not know how to approach and implement
inclusivity in schools. However, the two concepts aim to serve the best interests of
learners; therefore, policymakers agdlicationajpractitioners should work together

to clarify and harmonise them.

It appears that exclusion in Namibia and South Africa is based on factors such race,

class, religion, gender, and sexuality, which need to be tackled in tandem with

disability, to achieve holistic education for all.
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Miles and Singal (2008) suggest that thiage holistic education, educators should
pay attention to the cultural and contextual appropriateness of educational programmes
and systems that address social and educational inequities. Countries should therefore
challenge their educational systemsthis regard, because wishful thinking cannot

solve problems and bring about holistic education for all citizens.

According to Miles and Singal (2008), it is impossible to implement EFA and inclusive
education when teachers overlook the challenges thabrffteaned or vulnerable
children face in their everyday lives. For as long as schools continue to exclude
vulnerable children, the goals of EFA and IE will not be achieved (Peters, 2004). It is
therefore important to develop local understandings of theplxmconcepts of

6educati onbo, 6all 6 and o6inclusion, 6 to

teaching and learning (Miles & Singal, 2008).

2.3Movement towards inclusivity: The Millennium Development Goals (MDGS)

The commitment to EFA was reiterated in the eight Millennium Development Goals
(MDGSs) developed by the international community (United Nations, 2000). The
Millennium Development Goals (MDGSs) are a set of eight international development
goals that were delaped and established after the Millennium Summit of the United
Nations in 2000 (United Nations, 2000). This decision was consequent to the adoption
of the United Nations Millennium Declaration. All 19dember states of the United
Nations, and at least 2@ternational organisations signed up to help with the

attainment of the MDGs by 2015 (United Nations, 2000).
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The movement towards inclusivity in education was bolstered by the implementation
of the Millennium Development Goals (United Nations, 2000¢hEgoal had specific
targets and dates by which to achieve the goals/targets. However, many countries,
especially developing countries did not meet the targets. Many African countries made
slow progress towards meeting multiple goals (ONE, 2010); theytuealbnfared

better in MDG 2, namely: the achievement of universal primary education (UPE)

(ONE, 2010).

The slow progress can be seen in the Namibian case, for example, UPE was only
implemented in Namibia from 2014. Accordingly, lipinge and Likando (204r§ue

that the implementation was done in a rush to meet the 2015 looming deadline for the
MDGs. It seems that policy makers were compulsive in the exemption of school fees
in Namibian state schools. Since 2017, it has been reported that universéihgchoo
has been a challenge for most public schools (Staff Reporter, 2017). The MDGs have
since been replaced by the post 2015 agemelscribed nextyith effect from 2016

(United Nations Press Release, 2014).

2.4Movement towards inclusivity: The Sustaindle Development Goals (SDGSs)

The year 2016 ushered in what is considered the bolder and transformative 2030
Agenda for Sustainable Development that was adopted by world leaders at the United
Nations (United Nations News, 2017). According to the UnitedddatPress Release
(2014), the SDGs are a new, universal set of more refined goals, targets, and indicators
on which UN member states are expected to frame and base their agendas and political
policies for 15 years (2018030). The development of the Sustdle Development

Goals (SDGs) further enhanced the movement towards inclusivity. As suggested by
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the Sustainable Development Knowledge platform, the SDGs agenda should assist
member states to further advance their inclusive education policies that vikee in

process of implementation (United Nations Press Release, 2014).

The SDGs proposal has 17 goals and 169 targets, covering a broad range of sustainable
development issues (United Nations Press Release, 2014). These goals include poverty
and hunger edication, improving health and education standards, making cities more
sustainable, combating climate change, and protecting oceans and forests (United
Nations News, 2017). The most significant to this study is Goal 4, which is to promote

inclusive and eqai education (United Nations Press Release, 2014).

2.4.1The MDGs versus the SDGs

According to the Guardian (2015), there is a difference between the MDGs and the
SDGs in terms of development and implementation. The SDGs are largely expected

to put the ¢ ssons t hat wer e derived from t he
consideration. Thus, to avoid mistakes in the implementation of the SDGs,

consultations started as early as 2012 (The Guardian, 2015).

It has been argued thdttet sustainable development goals (SDGs) are more globally
collaborative than the millennium development goals (MD@gcording to the
Guardian (2015), the MDGs were largely determined tly Organisationfor
Economic Ceoperation and Development (OECD)uctdries and international donor
agencies, which made the implementation of the MDGs too dependent on overseas
development assistance (The a@lian, 2015). However, the SDGs have been

produced through detailed international negotiations that involved meahdldow
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income countries (The Guardian, 2015); thus, the SDGs are expected to expand on the
MDGs agenda, to correct the lack of perceived wider involvement in their

development.

Additionally, it has been argued that {hrévate sector has a greater rteplay in the
SDGs than in the MDGs. For instandee Guardian (2015) points out that the private
sector is far more engaged in the SDGs than the MDGs through initiatives such as the

UN Global Compact and Impact for 2030 agenda.

Furthermore, the SDGxre believed to be more inclusive. For instance, the Guardian
(2015) states that seven SDG targets explicitly refer to persons with disabilities, while

the six targets refer to people in vulnerable situations.

2.5Studieson the OVC in sub-Saharan Africa

Literature reveals th&@rphaned and Vulnerable Childrarte a plethora of challenges

in life, and that the phenomenon of orphan hood and vulnerability has generated global
concern and response. However, it is important to note that much of the literature
reviewed in this study was extracted exclusively froffecent parts of Africa, where

most of the scholayss shown in belovgssert that the OVC will be able to cope with

their challenge if they have the necessary support.

Some sudies suggest that a substantial proportion of children are OVC, and the
prevalence of the OVC varies widely across countries and across different population
subgroups (Smart, 2005). For instance, countries andregibns with a higher

prevalence of HIV are characterised by a higher prevalence of the M#Gra &
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BignamiVan Assche,2008). Many studies were generally conducted inSaibaran
Africa (SSA), but more particularly in Southern Africa, which is categorised as a sub

region high in HIV and AlDSnfection

Mirshra and BignhandVan Assche (2008) found that countries e tSubSaharan
Africa have a relatively high rate of HIV infection. A report of a study conducted in
Kenya, Lesotho, Malawi, Tanzania, Uganda, and Zimbabpvevjdes highestimates
of the size and distribution @rphaned and Vulnerable Childrenthose ountries

(Mishra & BignamiVan Assche, 2008).

Case, Paxson, and Ableidemg(2004) found that most of the countries have more
than 9% orphaned children rates. Case,
assessed the situation of the OVC through sédenmzensions, including schooling,

and health care by using data collected in national level data through the Demographic

and Health Surveys (DHS) and AIDS Indicator Surveys (AIS).

According to Mirshra and Bignandan Assche (2008), the OVC are disadeageid
regarding schooling. The authors found that orphaned adolescents were less likely to
be in school than nearphaned adolescents (Mishra & Bignavfan Assche, 2008).
Additionally, other studies that were based on many affected African countries suggest
that orphaned children have substantial lower enrolment rates (as low as 30%). On top
the whole enrolment situation, stigmatisation affects the emotional wellbeing of the
OVC, and in the long run, their overall academic performance (SADC, 2007; UNICEF,

2009).
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Without the support of community members, orphasabol going childreare likely

to not be enrolled in school, which could be attributed to the factor of poverty. It is
unfortunate thain someinstances somgarents/guardians opt to rather kéegp OVC

out of school when there are no resources to send the OVC to school, and for the
children to fulfil the household chords. some instanceguardians or parents have

no choice, anyway, becausenight bethe schoolshataresending thé©VC hometo

collect missing school related iteyr@sd to only return once they have them.

Mishra and BignamVan Assche (2008) disclose that orphaned adolescents are more
susceptible to sexual activities, but they are not necesgadhe to risky sexual
behaviaral exploitation. This susceptibility may be attributed to the absence of family
love and support, especially because of the absence of a parent or parents. There is,
therefore, a need to strengthen programmes to promote continued schooling and sexual

abginence among the youth (Mirshra and Bignavdn Assche, 2008).

Surprisingly, the study did not find substantial evidence regarding the disadvantages
of the OVC in health, nutritional status, and health care (Mishra & Bigiami
Assche, 2008). Howevearrphaned children are more disadvantaged comparedto non
orphaned children in that respect (Mishra & Bignafan Assche, 2008). Case et al.,
(2004), similarly found a disadvantage of OVC in having their basic material needs

met.

With development aid, mgncountries in subaharan Africa ensured that they
develop and extend social services programmes to vulnerable communities. This

approach is commendable, as it suggests a plausible explanation to the equal access to
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services between the OVC and their denparts. The researcher, on the other hand,
thinks that it might be possible that the disproportionate access to services being
experienced by the OVC might stem from the fact that they do not have guardians for

support and do not also have access tdgssional social services.

OVC guardian support should include succession planning and inheritance. Mishra
and BignandiVan Assche (2008) found that in the SSA countries considered in their
study, only few primary caregivers planned for succession ianeritance. The
researcher notethat formal succession and inheritance planning are not typical
African practices hence its irregular undertaking by most caregivers. However, the
nonrundertaking of the caregivers of this issue could result in orphamkten not

being properly prepared for futures without their caregivers.

Case et al., (2004) reveal that most of the OVC and their families do not receive the
necessary care and support. As a result, studies highlight the burden and the multi
dimensionhnature of the OVC problems in suBaharan Africa (Case et al., 2004;
Mishra & BignamiVan Assche, 2008). Parental HIV infection or chronic household
illness are the common factors that exacerbate vulnerability among children (Mishra

& Bignami-Van Asscle, 2008).

Kendal |l and O6 Gara (2007) contend that
made vulnerable by HIV and AIDS threatened the achievement of the Education for
All (EFA) goals, the Millennium Development Goals (MDGs 2XWl15), and by
extensionthe Sustainable Development Goals (SDGs, 202% 3 0 ) . Kendal |l

Gara (2007) further argue that although policy recommendations assigned schools key
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roles to meet the needs of vulnerable children, there is a lack of evidence about how
vulnerable chillren and schools interact with AIDS affected communities as

exemplified by the case study reports from Kenya, Malawi, and Zimbabwe.

It appears that African governments and their stakeholders attempt to address the needs
of orphaned children; however, tiseale is enormous. Hence, the findings of this
review reinforce the need to further strengthen child welfare programs-Gahdra

Africa. Case et al., (2004) contend that the levels of external care and support for the
OVC remain unacceptably low in St8aharan Africa, so to reach out to a large and
growing population of the OVC and their families in the -sedgpion. Therefore,
African governmentsnustapply vigorous efforts, particularly when development aid

or donor funding starts decreasing, as is the case now.

2.5. 1Barriers to OVC schooling in subSaharan Africa

Literature reveals that parental death heavily impacts the schooling of OVC. Studies
undertaken on OVC in s#Baharan Africa focused on the effects of parental illness

and eventual departuom the educational outcomes of the OVC. For instance, Case et

al., (2004) found that parental death impacts children's school enrolment because it
affects their economic circumstances and school readiness. Ogina (2012), on the other
hand, suggests that parental attachment and school achievement are proportional to
give a positive effect on childrenbés beh
Thus it is critical to review the effects of barriers to the education of the educationally

marginalised.
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In a study of 40 nationally representative household surveys uSalidran Africa,
Monasch and Boerma (2004) found that orphaned children are lelysttikattend
school than children with parents or caring guardians. Similarly, Case, Paxson, and
Ableidinger (2004) discovered that orphaned children, especially those who live with
caregivers whom they are not related to, are less likely to be enroketidnl than
nonorphaned children. Furthermore, Case and Ardrington (2006) reveal the
detrimental effects of parental death on the education of the OVC, especially in rural
South Africa with high rates of HIV infection, where less money was spent on the

orphaned child by the family (Case & Ardington, 2006).

The researcher believes that this could mean that money was being divided between
the support of the sick and the orphane
reviewed studies might also pointttee fact that the education of OVC might not be
prioritized by guardians, following the demise of the primary caregivers. However, the
point can also be argued from an angle where the guachanst afford, and it does

not mean that they do not valuauedtion. The argument could also be looked at from

the angle of succession; if the parents do not make the right arrangements for their
children, such as study policies, then there is nothing much that caregivers who take
over to spend more on the educatas these orphaned childrerherefore, to counter

this anomaly, sulsaharan African governments must develop and implement
educational and social programmes to ensure that OVC are enrolled and remain in

school until they complete.

In addition to the cHeenges of the orphaned children, Mirshra and Bignakdn

Assche (2008) found that orphaned children are often in the wrong grade levels for
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their age. This situation might be since the orphaned children enrol for school late, or
due to grade repetitioithis issue usually results in the OVC dropping out of school,

or finishing school late.

Mirshra and BignandVan Assche (2008) state that double orphaned children are more
disadvantaged than single orphaned children. Case and Ardington (2006) further
observed thabrphan hoods disadvantageous to double orphaned children across all
local contexts, except in a study conducted in rural Zimbabwe by Nyamukapa and
Gregson (2005). This could be due to the complete absence of parental care and
support. It mightmean that the orphaned child either lives by themselves or with
relatives, both of which are not easy options. Additionally, the authors found that
losing a mother is more detrimental than losing a father, especially when the child is
still in primary sclvol (Evans and Miguel, 2007; Mirshra & Bignandan Assche,
2008). This can be argued that maternal nurturing is important to younger children,
and it is difficult to come to terms with losing the maternal nurturing they were used

to, particularly losingt at a young age.

Ainsworth, Beegle and Koda (2005) found that the death of a parent disproportionately
affects girldés education. This could be
of the sick relatives. Furthermore, Case et al,. (200Wepthat the effects of orphan

hood vulnerability on education increases with age. In their study, which examined the
impact of parental death on the educational outcome of children, Case and Ardington
(2006) affirm that the loss of a father has a miniefé¢ct on school attendance of

children, and this effect is mediated by the loss of household economic status following
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paternal death. Thus, the disadvantage for girls and older OVC stems from the burden

to care and support burden for sick parents otivelaas expected from them.

However, Mirshra and Bignanian Assche (2008) clarify that not all studies found

the same adverse effects of parental loss on the education of orphaned children. For
example, Ainsworth and Filmer (2002) identified a consitlkr variation in the effect

of orphan hoodon school attendance, including high school attendance rates for

orphaned children than naphaned children in some countries.

In contrast, some studies reveal that there are no differences in educatiatomsdic
between orphaned children and ramphaned children. For instance, a study
conducted in rural Zimbabwe by Nyamukapa and Gregson (2005) did not find any
differences regarding the completion rates of orphaned children andrpioaned
children in primay school. However, their study found that maternally orphaned
children are less likely to complete primary school education tharorpiraned

children (Nyamukapa & Gregson, 2005).

Using indicators available from the 2010 Tanzania Demographic and Hraltby

(DHS), Terway Dooley and Smiley (2012) examined school participation of the most
vulnerable children (MVC), and after considering gender, household wealth, location,

and childbds relationship to the aeedd of
children did not have lower levels of school participation than children whose parents
are alive. The scholars opine that it 1is
net, and the government and donor support to orphaned children might bagbe r

behind relatively equal levels of school enrolment and attendance among orphaned and
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nonorphaned children in that country. The authors admit that poverty, however,
remains a major barrier to school attendance for children in Tanzania (Terway et al.,

2012).

In conclusion, Case et al (2004); Mishra and Bignr¥am Assche (2008) doubt the
differences in educational outcomes between orphaned children armpi@med
children living in the same household. However, the authors warn that the results of
this lattergroup of studies should be interpreted with caution since they are generally
based on small samples or on highly localised populations, where community support
and sometimes donor support is stronger. It is imperative to note that individual SSA
countriespresent unique conditionhence the differences that are encountered from

the research studies in Tanzania and Zimbabwe.

2. 6 Studies on the OVC and young adults in Namibia

The issue of the OVC in Namibia came to the fore when UNICEF and the Mioiistry
Women Affairs and Child Welfare noted th@atwh the dawn of independence in
Nami bia, bringing equality to the O6separ
rule in the country, a plethora of socialsues began to take centre stage

(UNICEF/MWACW, 2004)

In response to some of the challenging social issues in the country, a Department of
Women Affairs was established within the Office of the President. Inn 2002, this
Department was upgraded to a fullgdged Ministry of Women Affairs and Child
Weélfare, the forerunner of the presatdy Ministry of Gender Equality and Child

Welfare (MGECW).
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The issue of orphaned and other vulnerable children became an emerging challenge
because of the scourge of HIV and AIDS. According to the 2004National O\¢y,Pol

the Ministry of Gender Equality and Child Welfare (MGECW) registered 142 777
OVC, and this number continued increasing. It is projected that by 2021, Namibia will

have approximately 250 000 OVC under the age of 15 (UNICEF, 2009).

According to the 201 National Population and Housing report, a total of 910 081
children and 314,505 young adults were counted in Namibia in 2011(NSA, 2014).
These cases made up 43% and 15 % of the
live in Khomas, Ohangwena, Omtisaand the Kavango East and West Regions
(RAISON, 2014). Each of the regions has over 100, 000 children, and more than
30,000 young people (RAISON, 2014). Of the total number of orphaned children, 83%
have lost one parent, and 17% lost both parents.iFtlisistrated inTable 1 (in the

previous Chapter) anbtiable2 below, showing all regions in the country
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Region/Country One parent deceased Two parents deceased
Young adults Young adults

Ohangwena 11,099 3,223

Omusati 10,733 2,920

Kavango E & W 9,423 2,971

Khomas 15,536 3,737

Oshikoto 7,723 2,198

Oshana 9,295 2,669

Zambezi 4,163 1,694

Otjozondjupa 4,663 1,273

Kunene 2,304 530

Erongo 5,476 1,324

Omaheke 2,293 611

Hardap 2,741 735

/I[Karas 2,603 691

Namibia 88,052 24,576

Urban 48,039 10,517

Rural 40,013 14,059

Adapted from the RAISON 2014 Repoinalysis of the 2011 Census dat

2.61 OVC data for Omusati Region

Orphaned and other vulnerable children numbers have increased steadily in the
Omusati Region. Corroborating the findings of an increased number of OVC is a 2009
Namibian national OVC data warehouse, which was created with data sets #em thr

sources (MGECW, 2009a).

The first source is where the Ministry of Gender Equality and Child Welfare
(MGECW) availed data from the August and September 2009 welfare grants issuance.
The second source is the Ministry of Education (MoE) data from t6& E@ucation

Management Information Systems (EMIS) annual survey. The third source is the
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Demographic and Health Survey (DHS) data from the 2 data collection
exercise. All these three data sets indicate that the Omusati Region is among the top

three most affected regions in the country (MGECW, 2009a).

It is significant to note is that althouc
orphaned children, and the 20R607 DHS counted 20, 323 orphaned children for the
Omusati region, only 16, 38Fphaned children benefit from a MGECW social grant

in the region (MGECW, 2009a). This shortfall indicates a low access of potential
beneficiaries to state sponsored OVC welfare grants in the region. In addition to low
access to OVC welfare assistancéhi@a Omusati Region, is also low access to donor

funding in theregion whichis reviewed next.

2.6.2Limited d onor funding support for the Omusati Region

Many donor agencies have rendered development aid support to Namibia since the
dawn of independence &P90. Howeverywhatever allocation formula that had been
usedthere has been an inherent low donor funding support for the Omusati Region
compared to the Ohangwena Region, for instanbese statistics are closedimilar.

The only notable perennidbnor support to the Omusati Regioadcomefrom the

Danish NGO, Humana, through its Development AID from People to People (DAPP).
DAPP Namibia is a neprofit organisation registered as andorporatedNot for Gain

since 1990. DAPP Namibia believes ialfing people to help themselv&APP is

based at Onambelela near Outapi Town.

Humana transformed its erstwhile support to exiled Namibians to establish DAPP. It

is now a formidable force in the Outapi and Anamulenge Constituencies of the
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Omusati RegionDAPP works in the education and health social sectors as seen in the
various projects and changes and contributions that have been made in these sectors
over the years. For instance, in the education sector, the DAPP Vocational School and
the DAPP Privag School have been established. Furthermore, DAPP was the first
agency to establish the Early Childhood Development Centres (ECDs) and trained
community ECD educators in this regard. However, the situation is such that the
Ministry of Gender Equality andhild Welfare (MGECW) took over the managing of

the ECDs, and lately delegated the functions of the ECDs to the Ministry of Education

(MoE).

In the health sector, DAPP established and facilitates the Total Control of the Epidemic
(TCE) to fight the HIV aml AIDS epidemic Furthermore, DAPP introduced the
building of pit latrines at homesteads, sells shade and fruit tree seedlings, and has

reforested the area around Onambelela witiisati(Mopani trees).

Some of the donor support to the region which had so far ended, was from UNICEF,
the Catholic Church through the Catholic AIDS Action (CAA) dbdritas the
Namibia Red Cross Society (NRCS), the Namibia Planned Parenthood Association
(NAPPA) through targed shorterm projects and the Ombetja YEhinga (OYO)

organisation

With the 2011 World Bank r eviBlighmiddleof Nam

income country, much donor support to the country ceased, with further reduction for

the Omusati Region. Irecent yearfiowever there is substantive investment in the
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field of educationin the Ruacana Constituency of the Regioy the Dirk Mudge

Trust (DMT).

2.7 Research focus for the OVC in Namibia

Even though many studies in Namibian relating to the OMCluding those by
Haihambo, Kalomo and Ashton (2006), Yates and Hailonga (2006)[ auiceni and
Taule (2014)have addressed the plight and needs of orphaned children in Namibia,
there is no study that the researcher is aware of that focused onrigecbviditions

of orphaned learners, or the effects of orphan hood vulnerability on their schooling.
Studies by Zimba and Nuujomialomo (2002); Nischke, lhemba and Nekundi
(2002), also treated the mesgstemic settings of home and school as separate units

that do not ceexist to facilitate or impede schooling and learning processes of OVC.

As the Young Foundation (2014) and other social theories caution, young people
(including OLs) acquire skills and experience through influence from family, friends
andpeers, their community, and school, which are all important to child development.
Therefore, none of the sources of experience should be focused overemphasised to the
expense of the others, to not create social deprivation. This study selects the home and
school as meseystemic settings to investigate the lived experiences of orphaned
learners, and to unearth school strategies for their inclusion. Such an identified gap

makes an important contribution to the knowledge base in Namibia and beyond.
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2.7.1 Barriers to schoolingfor the educationally marginalisedin Namibia

It is worth noting that despite the availability of the Education Sector Policy on
Inclusive Education, and other similar legislations, which could have ensured a
functional social transfesystem for the educationally marginalised in Namibia, many
orphaned children continue to face challenges at home and school (UNICEF, 2009).

These challenges make it difficult for them to enjoy their right to education.

Media reports in Namibia aboundtivstories of abandoned orphaned children facing
|l i fedbs challenges on their own (Tjaronde
These life experiences make their presence and participation at school difficult in

direct contrast whyofedudationapirfctiusery. 6s phi |l osop

The issue of hostel fees is one of the factors that im@edbaned and Vulnerable
Children (OVC) from accessing education with ease in Namibia, and the non
functional hostel fee exemption system worsens the situation (Zimba & Nujoma

Kalomo, 2002).

Other studies report that some schools in the northern parts of Namibia deny admission
to vulneable children, such as children without birth certificates, those with
disabilities, andOrphaned and Vulnerable Childréxoluntary Services Overseas,

VSO, 2006).

Although most children (86%) and young adults (91%) have birth certificates in
Namibia, poportions of young people with birth certificates are higher in urban areas

than in the rural areas (RAISON, 2014). However, in the most populous regions of

57



the country, such as Omusati Region, more than 80% of children and 90% of young
adults do not havkirth certificates (RAISON, 2014). Mchombu, Mostert and Ocholl
(2009) confirm that the lack of documentations, such birth certificates or even death
certificates of the deceased parents results in such children not receiving the support

available.

Additionally, a 2009 audit report on OVC service delivery in the country foundithat i
terms of the OVCDOGs, schaomlmamadgemdntaseraductankt@graptt i o n
exemptions to the OVC who cannot afford to pay the sctieekélopment funds as

directed byte Ministry of Education (GRN, 2009t8chools are mostly open to grant
exemptions only when social workers from the Ministry of Gekdrality and Child

Welfare (MGECW) intervene. However, MGECW does not have enough social
workers to attend to all schaoin the country; hence, many cases relating to school

fee exemptions fall through the cracks (GRN, 2009b).

Regarding thexemption for the OVC examination and hostel fees, the priamess
delaysup to three months, resulting in OVC being in arrearshefe fees whilst
awaiting the response on their requests for exemption (Government of the Republic of

Namibia, 2009a).

Despite the Education Development Fund (EDF) being mooted and introduced by the

Ministry of Education to help schools that exempt@héC from fees, it has not been

operationalised (MoE, 2008a; Government of the Republic of Namibia, 2009a).
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It is obvious thathe school development fund (SDiS)important for the smooth
running of the schools, even though the government provides flumatsterials from

the government stores. The SDF is used for administrative expenses such as to settle
the telephone bills, internet, photocopy paper and other stationery. The funds are also
needed for maintenance such as repairs, servicing of the stisoahd equipment; to

fund learner activities such as running various clubs; security (paying for security
guards, and armed response); teaching aids, and wages for short term labourers. It is
for these reasons that schools run fuaiding projects to geerate extra funds for their
operations. In some cases, schools also approach organisations to seek funds for
activities, such as prizgiving events. Additionallysomeschools lease their school

halls for extra income.

2.7.1.1Schools as centres of iasion

Schools need taimto provide a range &fupport service® needy learners by being
available and accessible to all children, particularly the educationally marginalised
children(Smart, 2005)To ensure this,\eery effort must be made to ensure that all

children remain in school (Smart, 2005; Ebersohn & Eloff, 2006).

Humphreydéds philosophy of inclusion state:
learners are sometimes not present at all in school for thgrarticipate or to feel

accepted in school, so that they can achieve their academic goals. Schools ought to
play pivotal supportive roles to serve as nodes of care and support for orphaned
learners (Ebersbéhn & Eloff, 2006)According to Smart (2005), ghtsbased

institutions, such as schools could play major roles in protecting learners (and
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educators) against discrimination, and schools have the potential to provide a range of
educatiorrelated services to the OVC, including:
1 delivering a daily meal ttheir learners;
1 providing afterschool supervision for those who do have adult supervision;
1 linking children in particularly difficult circumstances to other relevant
services to meet specific needs.
These roles that schools could undertake can immpatogation of the effects of

vulnerability from orphan hood to grant orphaned children a chance to succeed in life.

Smart (2005); Ebersohn and Eloff (2006) assert that through schools, educators and
older children could be sensitised and trained to saippérerable children with food

and clothing, especially school uniforms that could be provided for children in
especially difficult circumstances. With the decrease of donor funding that Namibia is
currently experiencing, it will improve the lives of tlearners if older OVCs and
educators are sensitised to assist needy learBash, Joubert, Kiggundu & Van
Rooyen (2010), in their South African studysontend that school climate has to
promote a positive approach to learning among all stakeholdemseisaeducators,

parents/caregivers and local communities,

Mai ntaining childrendés schooling is an
childrends connection to their peers, an
institutional identity. Asnodes of care and support, schools should serve as
intersections between communities and service providers to ensure that social services
reach the most vulnerable children (Ebersdéhn & Eloff, 2006). In the same vein, with

current low levels of developmehinding, communities in SSA countries must share
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the responsibility to care for the OVC. However, although schools have a potential to
play central roles in the lives of orphaned learners, and they are well placed to respond
to their needs, Smart (2005);d® (2008b) warn that in a school setting, orphaned
learners might need different kinds of support, including psychosocial, financial, and
material support, compared to Rorphaned learners, because of the gap created by

their precarious situations.

Ogina (2010) agrees that many different types of support should be provided to the
OVC. The government can use schools as access to school going orphaned learners,

and to provide them with all other services to better address their special needs.

However, alhough the potential for schools exists, case studies of schools and
vulnerable children in Kenya, Malawi, and Zimbabwe reveal that although schools are
materially and symbolically welbositioned to serve as the institutional base to meet

the needs of vukrable children, schools are not accountable for these children, and
they have not reorganised or built <capac
Gara, 2007). For instance, in the Malawian and Zimbabwean case studies, the scholars
revealed that @hination of fees, passive ope@woor policies, and exhortations are
insufficient measures to bring and keep orphaned children in school. Consequently,

the Kenyan case study suggests that investments in long termresalirced local
partnerships can befee ct i ve ( Ke n d al The a&gun@eat is Gimilardy , 200
supported by Bush et al (2010) in their South African case slinly.is a lesson for

the Namibian government, and to understand that the eliovnaf fees since 2014,

without further longterm investments into local partnerships and initiatives, could

make a dent into orphan hood vulnerability. It is imperative to note that only a
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combination of strategigss proposed in the conceptual framework of inclusion, care
and support for OLs in Namidy) and remedial steps could adequately cater for the

diverse needs of the OVC as reviewed below.

2.7.2 Mitigation for OVC educational challenges in Namibia

There are several intervention strategies to mitigate the challenges of orphaned
children in theeducation sector in Namibia. One important milestone in Narh#uia
beenthe development and implementation of the Circles of Support (COS) for
orphaned children at school level (Zimba and Nuujstabbmo, 2002). This
engagement had the orphaned child | ¢kentre, and significant others (caregivers,
guardians, ety forming a circle of support around the orphaned child (SADC, 2007)
The purpose of the project haden to address a variety of factors affecting orphaned
chil drends s c ho odrop ouar failure to ierfrokis $cleodl (SADCo m

2007).

Other studies, including one by Yates and Hailonga (2006) in Omusati, Otjozondjupa
and Caprivi (now Zambezi) Regions of Namibia found thr@haned children face
countless challenges. This study folkavthe implementation of a UNICEF 2002

2005 country support programme. The study further discovered that the challenges are
exacerbated by a lack of emotional, physical and psychological support in their schools
and communities. This lack of essential suppesults in orphaned learners becoming

more vulnerable.

Yates and Hailonga (2006) further found that many families are unable to afford basic

needs such as shelter, clothing, food and school related costs. Additionally, families
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and children are oveivelmed by the trauma and associated costs of bereavement
(Yates & Hailonga, 2006). The scholars confirm the precarious state in which many
orphaned children find themselves in Namibia. The situation for most OVC worsened

following the sharp decline in delopment aid to the Republic of Namibia.

Williams (2010) argues that the care and support models such as the Circles of Support
(COS) often concentrate around target sites that could be evaluated and monitored.
The scholar further argues that the sucodshe models hinges on the fact that as a
great deal of funding, collaboration and coordination go into their creation (Williams,
2010), their initiators go to heights to ensure their success. Unfortunately, due to the
concentration and confinement to esgtbd sites, schools outside the models still
grapple to teach children dealing with a wide array of social issues, such as orphaned
children, but without the benefit of a clear model or funding strugifidiams,

2010)

It appears that orphan hood ratability have persistedeven following the
implementation of interventions such as COS or UNICEF life skills progrartivhes
Future is My Choice or Window of Hope¥hich is an indication that the programmes
are only targeted to certain numberbaeficiary children, and not to all orphaned
children who need the help. Another issue of concern is that the initial planning and
implementation of most externally funded support initiatives rarely involve the
communities concerned for them to later csach initiatives and continue with them
long after the financial support ceg$®illiams, 2010).The sections below present a

review of literature based on the sub research questions of the study.
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2.7.2.1 Identification by schools of orphaned childrenwith additional challenges

Smart (2005) opines that schools have undeniable advantages in the identification of
vulnerable children, including orphaned learners. In Namibia, two school censuses are
conducted each year: the 15th Schbaly Census and thennual Education Census
(AEC). The 1% SchootDay Census is held on every fifteenth school day after the
opening of schools for the beginning of a new school year, and the AEC is held on the
first Tuesday at the beginning of the third term, usually ine€eper each year (EMIS,
2011). The 15th Schoday Census is intended to provide information for operational
and planning purposes, while the AEC provides information for monitoring the state
of education from year to year (EMIS, 2011). Even though orghahidren were
identified through the school censuses, it was not yet clarified as to how Namibian
schools identify orphaned learners with additional challenges, such as psychological

issues and material needs.

2.7.2.2 The effect of the lived experiencg on schooling

Andersen (2012) contends that the voices and opinions of children are rarely heard in
on issues that directly affect them. It is imperative to engage orphaned learners to find
out to determine an ideal supportive school environment thdtela learners to cope

with challenges of diseases and poverty.

Many studies acknowledge the presence of orphaned children in schools. For instance,
Ainsworth and Filmer (2002); Mirshra and Bignatwin Assche (2008) did not find
notable differences bsten orphaned and namphaned children in primary schools

in Tanzania and Zimbabwe, respectively. Similarly, Smart (2005) asserts that there is
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no stark differences in the level of reported +att@ndance among orphaned and-non

orphaned students enrolledsecondary schools in Lesotho.

However, orphaned students in the Lesotho study reported that they are more likely to
miss school for economic reasons, such as not having money to pay school fees or
having insufficient food at home (Smart, 2005). Thisams that although these
orphaned children have access to school, their presence, participation and achievement
would not be a holistic and inclusive an experience, because of various barriers that

they face.

It is significant to note that this study doreot deal with nomrphaned children, and
as such will not try to explore the differences and similarities among orphaned and
nontorphaned children. The review on orphaned andaorphaned children is due to

the lack of literature on OLs in stffaharan Afica.

The researcher is also fully aware that although orphaned (and by extension vulnerable
children) in Namibia have access to social assistance, including the exemption of
school fees, a lack of information about the available assistance, the loteglimus
application processes for social welfare grants, long distances to travel, and high
transport costs to government offices, particularly in rural areas serve as barriers to
accessing the social assistance meant to improve the lives of orphardednchil
thereby depriving them of a decent life (Haihambo et al., 2006; Taukeni & Matshidiso,
2013). These could be some of the barriers that are preventing OLs in Namibia to have

uninterrupted access to the support services they need.
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Smiley (2011) notes ih concern how the experiences of enrolled secordast
Orphaned and Vulnerable Childrém Lesotho has been understudied and remains
relatively unknown. This concern confirms the gap in the experiences of secondary
level orphaned children in terms pfesence, acceptance, content, participation,
contacts, achievement, character and resilience, thereby not providing them with a
holistic inclusive education overall. This gap also exists in Namibia, so the findings

of this study will be significant.

2.7.2.3 Impact of orphan hood vulnerability on teaching and learning

In Southern Africa, there has been a link created between orphan hood, vulnerability
and HIV and AIDS (UNICEF, 2006). In households affected by HIV and AIDS, school
attendance of childrenften decreases as their labour is needed for subsistence
activities, in the face of reduced income and increased expenditure, money allocated
for school expenses is used for necessities and health requirements (Smart, 2005).
Bush et al (2010) conclude thathile many South Africans live in challenging
circumstances, schools, the authors believe, provide one of the few levers for
improving the life chances of deprived children and young aduttscases where
children are not withdrawn from school, theiruedtion often competes with other
duties that they must assume. This situation is particularly the case for female children
(Smart, 2005). Thus, orphan hood vulnerability, caused by factors such as HIV and

AIDS, result in decisions whether the OVC couldodiand remain in school or not.

Some studies indicate that there is stigma attached to HIV and AIDS, where affected
children are subjected to gossip, bullying, and fear (UNICEF, 2006, 2009). This stigma

leads to increased isolation, and it also resalthildren having psychosocial distress
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and low seHesteem. Stigmatisation may cause affected children to withdraw from
school, instead of tolerating exclusion or being ridiculed by educators and peers.
UNICEF (2009) reiterates that orphaned children ifigelstigmatised by fellow
learners, educators, and with no support from the extended family can feel unaccepted,
and they may experience reduced success in school or academic progress. Stigma and
discrimination serve as barriers which negatively impactaitmess of vulnerable

children to schooling and learning in general.

2.7.2.4 Strategies to include orphaned learners

These strategies relate to how schools address various social, political, and economic
factors relating to poverty, and the HIV and Alp&nhdemic, which indirectly affect

the teaching and learning processes. The successful implementation of inclusive

education depends on the extent to which broader social issues are recognised as

impacting on effective teaching and learning, and are aslkehtes

Research shows that despite the huge potential available to schools to include the
OVC, many interventions in su®aharan Africa have only been successful in
implementing health knowledge in schools (Andersen, 2012). It appears that whereas

a few studies éknowledge the potential of schools to go beyond knowledge, and
facilitate a supportive and caring environment for vulnerable children, they tend to

refer to studies reporting on externally implemented and resourced interventions,
which was the same conaoefor Williams (2010) regarding the Circles of Support

(COS) concept. Andersen (2012) additionally found that limited attention has been
given to the psychosocialwddlei ng of <chil dren and chil d

school environments, which is why ryelittle is still known of the psychosocial
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medi ators influencing childrends school
supportive school environment. Had this been well known, they would receive the
necessary help for them to cope better withlleimges of disease and poverty. While

it is important for children to be active participants in finding solutions to their
situations, their voices are not heard (omitted) in many studies (Andersen, 2012). It is
against this background that this studyngldo ensure that the voices of orphaned
learners are heard, while narrating their lived experiences at home and school, and how

schools try to include them.

Belowis a review of literature based on the local and international legal and regulatory

framework regarding the education of the OVC.

2.7.3 Legal and regulatory framework on the education of the OVC

According to Smart (2005), in all countries, constitutisasve as supreme laws that

define the rights of citizens, including children. In addition, most countries have child
specific | egislations, such as Childrenc¢
Furthermore, almost all countries are signatoriesntermational conventions and
agreements, such as the Convention on the Rights of the Child (CRC) and the
Uni versal Decl aration of Human Rights, w
its children (Smart, 2005; United Nations, 2000; UNESCO, 2005; ER|Q006).

Countries, including SSA countries, use international conventions to develop their

individual country laws.

The presence of orphaned children in schools has indeed been bolstered by legislation,

but there are shortcomings in the implementatbthese welintentioned policies,
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particularly at local levels (including in schools). Smart (2005) remarks a track record
of the lack of implementation of policies in many countries, which Haihambo et al
(2006) also confirm to be the case in Namibiawktare a necessity to ensure the
protection of vulnerable citizens; however, their implementation ought to be enforced
if they are to live up to expectations. Below is a review of the international and local

policy regulatory environment pertainingtocht en6s ri ght to educa

2.7.3.1 Legal and regulatory framework on OVC: International level

In this section, the researcher reviews the process of policy making at the international
level were nations agree on certain decisions that they eventuafly ftions
usually ratify international instruments that include economic and social issues.
Several educatierelated instruments, including the Millennium Development Goals
(MDGs) and the Education for All (EFA) have also been developed at the indealati
level, and individual nations have ratified them. In June 2001, all nations adopted the
United Nations General Assembly Special Session on HIV/AIDS (UNGASS)
Declaration, binding themselves to the development (by 2003) and the implementation
(by 2005)of national policies and strategies that would, amongst other commitments,
ensure the enrolment ofphaned childrem schoolwho are infected and affected by

HIV and AIDS on an equal basis with other children (UNESCO, 2005).

In almost all countrieshere are laws in existence that regulate the education sector
decisions in stipulating, for example, the age at which children should enrol to attend
school, admission procedures, provision of universal primary education (UPE), and
specifications for chilcen with special education needs (Smart, 2005; UNESCO,

2005) . The international i nstruments ent
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educat i o Rd@crininattbn im acness to education. Yet, in every African
country, even in countries that ianttuced free primary education, thousands of sehool
age children are still not in school (Smart, 2005). Sub Saharan African countries ratify
international agreements; however, they must prioritise their resources to succeed in
implementing some of the poiis they set up for themselves to serve sections of their
societies, such as vulnerable children and their families. Below is a review of the
Convention on the Rights of the Child (CRC), which is one of the international

conventions that the Republic of idiia ratified as a newly independent state.

2.7.3.1.1The United Nations Convention on the Rights of the Child (CRC)

The Convention on the Rights of the Child (CRC) was coined by the United Nations,
and it became functional in 1989, but Namibia ratified it upon attainment of
independence in 1990. The CRC is the framework that guided programmes for all
children, includingOV C . The CRC brought toget her
outlined in other international instruments by articulating the rights more completely,
and providing a set of guiding principles that fundamentally shape the way in which
children are viewed (Smar2005; United Nations, 2000; UNESCO, 2005; UNICEF,

2006).

Literature confirms that all the rights are interconnected, and are of equal importance.
Some important pillars of the CRC are:

1. the right to survival, development and protection from abuse egiéat;

2. the right to have a voice and be listened to; and

3. that the best interests of the child should be a primary consideration.

In relation to education, the CRC committed signatory nations to strive to:
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1 make primary education compulsory and availdide to all;
1 encourage the development of different forms of secondary education;

1 take measures to encourage regular attendance at school.

The CRC, therefore, serves as the supreme law that encompasses all the rights of
children at the international levednd against which countries could craft their local

laws for children.

2.7.3.2 Legal and Policy Framework on OVC: Namibia

In this section, the researcher deals with the local legislative process, legal and judicial
reform, policy review and monitoringnd reform and interventions that have put in
place to effect social and behavioural/attitudinal change towards OVC in the Republic
of Namibia. The regulatory interventions have been put in place in the country to

address the social inequity and sociallesion of OVC.

The | egal framework in Namibia started
Constitution, which came into force with
1990. In Article 15 of the Namibian Constitution, children have the right tone raé

birth, to acquire a nationality, and the right to be cared for (MGECW, 2004). The
UNICEF/MGECW report confirms that an enabling legislative and policy
environment had been put in place in Namibia. At the national level, aseatbral
Permanent T&sForce (PTF) for OVC was established in 2005, and is tasked to meet

to coordinate mitigation efforts. At the regional level, OVC Forums were established,;
however, they did not become fully functional (GRN, 2007). While the establishment

of the PTF and OV@orums were laudable, they functioned at the time with the
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international funding that was available at the time. These initiatives seem to have died

a natural death now.

It is worth mentioning that policies are notvafug ee or neut rited , but
of authoritative allocation of values. 0
interests, conflicts, and domination, as different groups of interest or policy
communities negotiate and fight over them (Mahlo, 2917). It will therefore be ideal

for the Namibian government to take on or develop policies that are valuable to the
country and its citizens, instead of being pressurised into the development of certain
policies by donor agencies. Below is a description of some Namibian laws that are

pertinent to addressing the needs of children in general, and of the OVC in patrticular.

2.7.3.2.1The Education Act

The Education Act, Act 16 of 200&vhich the Ministry of Education, Arts and Culture
has revised through 2016, (Staff Reporter, 2Gtulateshow schools should be
governed and run in Namibia (GRN, 2001). Article 25 offdecation AciNo. 16 of
2001 directs that:

1 the school board may partially or fully exempt any parent from the
payment of the school development fund contribution.

1 If a parentis partially or fully exempted by the school board from the
payment of the school development contribution, the school board may
apply to the Education Development Fund (ADF) for aid to make such
contribution.

However, despite the Education Developmentd-neing mooted by the Ministry of
Education to financially assist schools that provide exemptions to the OVC, it has not
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been operationalised (MoE, 2008a; Government of the Republic of Namibia, 2009a).
It is unfortunate that the wetheaning provisions othe EDF are never made

functional, because the EDF would assist, and therefore benefit vulnerable schools.

2.7.3.2.2 National Plan of Action for Education for All

In the Namibian National Plan of Action for Education for All (EFA) 25 the

following are among the priorities set down: equitable access; teacher quality; teacher
education and support; HIV and AIDS; physical facilities; efficiency and
effectiveness; and lifelong learning.

These priorities are to be addressed in the contexeofth over nment 6s br o
reducing poverty, and making Namibia a more inclusive society. This goal was backed

up by strategies to improve the quality and edfctiveness of education. It is worth

noting that close to the end of national plan of actos EFA, the country implemented

universal schooling from 2014.

27323The Childrenbés Act

The Childrends Act of 1960 has been in
Parliament promulgated tt@hild Care and Protection Act, 2015, Act No. 3 of 2015

(GRN, 2008).

UNI CEF (2009) argues that the Childrenos

did not adequately protect children in Namibia in th& @dntury. The legislation is

mostly discredited because it was realised during the apartheide@vaver, being
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the only legislation on children in force at the time, social workers and the courts

abided by it where possible.

The Act was neither intended, nor designed to cater for the volume of cases of children
in need of care from poverty, as wals, HIV and AIDS (GRN, 2008). Since the
Chil drenbds Act was no | onger responding

fair that it was being replaced.

2.7.3.2.4The Child Care and Protection Act

The Child Care and Protection Bill was first propbse 1994, and it anticipated
various welfare systems for children, but the draft did not envisage how those systems
would be managed (MGECW, LAC & UNICEF, 2010). The delay was advantageous
in that it ensured sufficient input into the final document.
The Bill was promulgated into an Adf Parliamenin 2015 (Act 3 of 2015). This is
a detailed piece of legislaticmimed atprotectingthe wellbeing of all children. In
Namibia. TheAct coversa wide range of issues (e.g. adoption and the creation of a
Childwel f are Advisory Counci l and a Chil dr e
relate exclusively to children in need of care and protection. The introductory
statement of the Act states:
To give effect to the rights of children as contained in the Namibian
Constitution and international agreements binding on Namibia; to set out
principles relating to the best interest of children; to set the age of majority at
18 yearsgnable children to consent to medical proceduceprovide for the
establishment of thational Advisory Council on children, amongst a host of

ot her i ssues, i ncluding childseandsr ag
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and proceedings, efGovernment Gazette of the Republic of Namibia, 2015,

p.2).

Despite the fanfare that greeted thetoric date in May 2015, yealmvepassedy

since the Act saw the light alay, without the establishment othe Chi | dr end s
Advisory Cousncdolur tChia nddr ethéi | yertebe desin Fund
motion by the MGECW. Only on 07 February2019, following over 20 years of
consultations andeliberations, wathe Child Care and Protection Afihally enacted

into law. The enactment of the lormwa i t ed Act replaces the

1980 and Children Statu&ct of 2006.

2.7.3.2.5The National HIV Policy for the Education Sector

Namibia established an HIV and AIDS Policy for the education sector in 2003 at the
height of the HIV and AIDS scourge. This policy typically covered life skills education
for learners, workplace HIV and AIDS mrammes for staff, and management and

mitigation strategies.

The National HIV Policy for the Education Sector reflects the human rights provisions
contained in the Constitution of the Republic, the Namibian HIV and AIDS Charter of
Rights, as well as the international conventions ratified by Namibia.
According to tke Policy
It formalises the rights and responsibilities of every person involved, directly
or indirectly, in the education sector about HIV/AIDS: the learners, their
parents and caretakers, educators, administrators, ancillary staff, planners, in

fact thewhole of civil society. It underscores the dignity of all affected and
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infected by the disease and the respect that is their due. The policy provides
guidelines to ensure that all in the education sector are fully informed about the
disease, the way it tsansmitted, the consequences, and livingtpady with

it (GRN, 2003, p.3).

Smart (2005) confirms that the policies, and related strategies and guidelines exist, but
they do not often include recognition of the growing numbers of the OVC, and how
the aucation sector could respond within its areas of comparative advantage.
However, the emerging challenge @fphaned and Vulnerable Childrbas already
been on the front burner in Namibia. The policy further states that:
No learner shall be excluded fraangovernment school only because of their
inability to pay school fees or to afford a school uniform. No learner shall be
excluded from examinations conducted at a government school as result of

their inability to pay exaination fees (GRN, 2003, p.10).

Although the Policy was not clear on the implementation part and the resource
availability, the policy instructed education institutions to be sensitive to the needs of
the OVC, alluding to an inclusive education approach:
All education sector employeesosid be sensitised about the special needs of
learners and students infected, affected or orphaned by HIV/AIDS and other
vulnerable children. Heads of educational institutions should facilitate the
access of such learners and students to support and kiognservices and,

where necessary, talsool feeding schemes (GRN, 2003, p.10).
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Through this Policy, heads of educational institutions were tasked to establish
functioning, supportive, and monitoring of effective support and counselling services
in ther institutions. The heads of educational institutions were further tasked to ensure
adequate flexibility in scheduling and rules, including school hours, responses to being
late or erratic attendance, age norms and facilitation of homework by orphaned

leamers and students, or those who are affected by HIV and AIDS (GRN, 2003).

However, it was not clarified how supportive the entire education system was going to
be, aside from the policy directives. This validates the argument by Ansell (as cited in
Andersen, 2012) that if the needs of H&ffected children are to be met through
schooling, the education sectorbdés rol e
care, rather than the functionalist production of a future workforce.

Public schools in Namia abide by the rules and regulations of the Education Sector,
making the policy stipulations about the flexibility in time scheduling by heads of

institutions to meet the needs of the OVC irrelevant rhetoric.

2.7.3.2.6 The National OVC Policy

In 2004 ,the National Policy o®rphaned and Vulnerable Childresas developed by

the Ministry of Womends Affairs and Chi

Equality and Child Welfare Ministry. The Policy, which was adopted by Cabinet, re
iterated the relevangrovisions from the National Policy on HIV and AIDS for the

Education Sector. It thus provided for

m

t

and young people to meet their own needs.

school as being central strengthening their capacity to mee¢it own needs, (GRN,

2003, p.7).
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It is interesting to note that for once, the MGECW paid attention to the stipulations
and provisions of the MoE, while developing this policy. This is significant since in
earlier pdicy development, it appeared as if the ministries were reinventing the wheel,
despite the undeniable fact that these ministries targeted the same population group. It
is worth mentioning that this policy seeks to have@i¢ C @apacity strengthened,

while advocating for them to remain in school for as long as possible.

2.7.3.2.7The National Plan of Action for OVC (20062010)

The MGECW launched the National Plan of Action @mphaned and Vulnerable
Children (2006:2010) in 2007. This Plan of Action identified concrete actions in
support of the goals of the National Policy@rphaned and Vulnerable Childtérhe

National Plan of Action provided targets and activities in five strategic areas, namely:
Rights aml Protection; Education; Care and Support; Health and Nutrition;
Management and Networking (MGECW, 2007). The Plan of Action was not
developed in isolation, but in support of the goals of the National Policy on OVC which
the MGECW earlier developed. At thatage, the MGECW started identifying
strategic areas under which to address the needs of the OVC. One such area was
management and networking, whereby the MGECE recognises that the diverse needs

of the OVC are better addressed through a rseltioral aproach.

2.7.3.2.8 The Education Sector Policy for OVC

As the impact of HIV intensified in Namibia, children in the country became

vulnerable. It also became clearer that the rights of these children to education were
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under threat due to increasing povericumstances, ovestretched extended

families, and insufficient mechanisms to ensure quality Education for All.

The weltmeaning intentions of the Education Development Fund that were contained
in the Education Act (2001) were not successful in bgilmit schools that were
experiencing poverty. Many public schools are struggling to cope with the effects of
the scourge of HIV and AIDS. Therefore, in 2008, the Government of the Republic of
Namibia through the Ministry of Education devised an Educatieatdd Policy
specifically for Orphaned and other Vulnerable Children (OVC). This sectoral policy
is applicable to all government/public and government subsidised education
institutions in Namibia accommodating learners fromgaieool to secondary school

levels.

The Policy is based on international and national policy frameworks such as the
Namibian Constitution, Convention on the Rights of the Child, and the African Charter
on the Rights and Welfare of the Child, the Namibian HIV/AIDS Charter of Rights,
the National Policy on HIV/AIDS for Education Sector, the National Policy on OVC,
and the National Policy on HIV/AIDS. It is believed that the Education Sector Policy
for Orphaned and Vulnerable Childrés built on a strong foundation, providing
additiona detail and guidance on how the sector would meet the needs of the OVC. It
was clear that the Education Sector Policy on OVC was set within the framework of
an overarching national and sectorial enabling environment that would facilitate the

implementatio of its provisions.
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Consequently, all schools in Namibia, whether subsidised by government or not, are
morally and ethically obliged to serve the needs of OVC (MoE, 2008b). The policy
serves the needs of all learners of sclgmhg age, including thoseho are oveage,

but they are still enrolled in school. Through this policy, the Ministry of Education
acknowledges the importance of strengthening the capacity of children and young
people to meet their own needs by encouraging them to stay in sdwttst they

can gain skills and qualifications, and to become redifint and seltonfident (MoE,

2008D).

It (the policy) aims to identify the barriers to education and devise strategies to
attract and keep children in school. Its objective is to ensure that all school
going agedOrphaned and Vulnerable Childrextend school and are not
deterred from full pdicipation through lack of financial means, material or
psychesocial need, stigma, discrimination or any other constraints. Moreover,
the out of schooDrphaned and Vulnerable Childrare encouraged to return

to schools or provided with appropriate ediaal opportunities (MoE,

2008D, p.5).

As a departure from the norm, it is significant to note that this policy did not only state
the activities to be done, but it also defined the tasks and responsibilities to be carried
out by specific officials at ggific offices: either at the head office or regional offices,
and in the process, ensuring responsibigecifically, the policy states the role of
schools as follows:

Schools should provide an accessible, safe and conducive learning

environment, freef stigma and financial barriers, in which the legislated Code
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of Conduct for Teaching Service guarantees a culture of care and -gender
sensitive education. Moreover, educators, acting n | ocoargparent
custodians of the learners at schools and nuegttaa mineset of being caring

and careful. The Education Ministry should therefore ensure that educators are

adequately trained and can serveas models (MoE, 2008b, p.5).

It is important to note that the tide of HIV and AIDS was changing, andsStalsn
affecting schools; hence, the MoE needed to come up with a more encompassing

policy directing to private and public sectors.

2.7.3.2.9The Sector Policy for the Prevention and Management of Learner

Pregnancy

Another policy worth considering in thstudy, even though it is not directed solely to
OVC is the Education Sector Policy for the prevention and Management of Learner
Pregnancy, developed by the Ministry of Education in 2010. The policy is to improve
the prevention and management of learmegpancy in Namibia (MoE, 2010).

The MoE clearly states thaten though the Policy makes considerations for pregnant
learners to be included in education until four weeks prior to delivery, its aim is to
decrease the number of learner pregnancies amdasing the number of learrer
parents to complete their education (MoE, 2010). The explanation of the purposes, it
clear that the ambitions are not to promote learner pregnancy as suggested by the critics
from especially the people in the rural Namibia,ondre of the perception that the

policy promotes promiscuity among learners.
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Despite the misconceptioifign teenage pregnancy and continued school attendance)
held bythe rural people, the policy was successfully implemented ircabetry,
including rural areas, so that pregnant learres continue to attend school. Given
thelack lustrereception of the policy, the researcherplores the government of the
Republic of Namibido do well to capacitate local organisations such afNtraibia

Red Cross Society (NRCSYamibia Planned Parenthood Association (NAPPA) and
Ombetja YEhinga (OYO) tchelp the government Ministries, such abose of
Education and Health tempower boys and girisith information and skilldo make
informed sexal and reproductive health decisiotistough the @achingof sexual
health educatianwhich in turn makedN a mi byoung eople resilient to sexual

exploitationand unplanned pregnancies

2.7.3.2.10The Education Sector Policy for Inclusive Education

The Ministry of Education devised the Sector Policy for Inclusive Education in 2013,
which was driven by a host of national legal instruments, as well as international
conventions and protocols which speak to the commitment to inclusion, and offering

quality education to all children (MoE 2013).

TheSector Policy for Inclusive Educatiovould contribute to attaining improvements
that were devised earlier in the education sector, and addressing the EFA priorities.

Modelled along the premises of the 2QO8ESCO guidelinesthe policy states that:

Inclusive education is seen as a process of strengthening the capacity of an
education system to reach out to all learners. It is, therefore, an overall principle

that should guide all educational policies and peast starting from the belief
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that education is a fundamental human right and the foundatiomforegjust

society (MoE, 2013).

Through this policy, the MoE envisions for all children to learn and participate fully
within the mainstream of schools, and to create an accommodating learning and

learnercentred (MoE, 2013). The policy states that:

The Ministry of Education recognisd¢bat barriers to learning arise when

learning needs are not met, and that learning needs stem from a range of factors,
including, inter alia: impairments; psychosocial disturbances; differences in
abilities; life experiences; deprivation; negative atésid inflexible

curriculum; language of instruction/learning; inaccessible or unsafe
environment s; policies and l egi sl at.
educatorsd |l ack of skills or inappropr
recognises thaall children need educational support and that this support

should be an integral part of the entire education systpnovided at egry

school and by every teach@MoE, 2013, p4).

Like previous sector policies, this sectorial policy is also applicable o al
government/public and government subsidised education institutions in Namibia

( Mo E, 2013). The policyds guiding princi |
identifying and addressing barriers within the education system to create and develop

an nclusive education sector. Given that the aim of the policy is to ensure that the

education system is inclusive and responsive to the needs of all children, it went as far
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as specifying the target group of educationally marginalised chibtbdisted in e

introductory Chapte©ne

The Policy document espouses timaiusive Education is based on the understanding
that alllearners have the right to be educated with peers, friends, and family members
in their own neighbourhood or local community. Inctusis a process of increasing
participation in learning, and identifying and reducing barriers that inhibit the learning

and participation of any learner.

TheSectormolicy is attainable with eight strategies, and each of these stratigies
2013),tha are outlined in Tabl& below lave several expected outcomé3nly the
outcomes that are relevant to this study are outlined in the Tdi#se strategies are

the vehicles for achieving the objectives of 8extor Policy orinclusive Education.
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Strategy

Relevant Outcomes

Integrate the&Sector Policy on Inclusive
Educationinto all other legal frameworks and

policies of the education sector.

Raise awareness the constitutional right to

education and foster attitudinal change.

Support institutional development by

developing human and instructional resource

Review the National Curriculum for Basic
Education to reflect the diversity of learning
needs ofll learners.

Widen and develop educational support

services.

A Learning Support Team/Group
established in each school.

A Every teacher takes responsibility for
the educational, social and
psychological wellbeing of each learn
in her/his classroom, ifecessary in
consultation with and the support of th

Learning Support Team/Group

Develop teacher education and training for

paramedical and support staff.

Strengthen and widen-igervice training for
stakeholders

Develop a mechanism for monitoringdan
evaluating the implementation of tBector

Policy on Inclusive Education.

The National Policy also has an ambitious strategy on monitoring and evaluation for
its successful implementation. It states that a tool for Philosophical Framework would

bedeveloped at national, regional, circuit, cluster and school levels (MoE, 2013).

In addition, the policy stipulates that an annual report on progress made in
implementing it would be tabled for the Office of the Prime Minister/Ministry of

Justiceto repat to the United Natiorigfrican Union as specified by ratified

85



international conventions (MoE, 2013). It is also important to note thMithistry of
Education has promised to have Bector Policy on Inclusive Education reviewed

and updated every 1@grs (MoE 2013).

The Sector Policy has laudable objectives, and it is of interest to note whether all the
provisions laid out in the policy are being implemented. It is worth emphasising that
there is a need to increase the capacity of the educaticensyst it to become

responsive to the diverse needs of all educationally marginalised children in Namibia.

2.7.4 Essential facilitating factors

Bronfenbrenner 6s Zde®lbodical systems panspectives (thednyg b i o
(Bronfenbrenner, 2005) emphasise the multiplicity of positive and negative factors that
combine in complex ways to determine eac
The perspective suggests the need to focus attention directly on the progress being
made by individual children, and to respond with whatever tools and strategies that are

effective to secure their future success and-iaeihg (Bronfenbrenner, 2005).

With children at the centre of social and family initiatives, evidence indicates that
ecological models of integration are crucial in identifying the immediate andéomg
factors that shape childrenés devel opment
HIV and AIDS on children are complex and multifaceted, as they include dropping

out of school to take care of the ill/dying parents, experiencing psychosocial distress,
increased material hardship, declining access to food, shelter and health services, as
well as being at risk of abuse, social exclusion, discrimination and stigmatisation

(SADC, 2007; Ogina 2007, 2010; UNICEF, 2004, 2009).
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Stover, Bollinger, Walker and Monasch (2007) admit that children need various types
of support, especially with the nessities for their survival, such as food and health
care, as well as interventions for a better quality of life, such as education, psychosocial

support, and economic saltifficiency.

In a bid to address the plight of OVC in Namibia, the governmenyghrthe Ministry
of Gender Equality and @t Welfare (MGECW), developedt&dards as essential
facilitating factors to guide organisations working with the OVC to improve their

service delivery (MGECW, 2009b).

The development of these Standards ofisergelivery began in 2006 in collaboration

with United States Agency for International Development (USAID) (Yates, 2007).

Adults and participating young people (aged 13 to 18) prioritise service areas for the

OVC support differently. This reveals that teeis a gap between the world
experiences of adults and children (Yates, 2007). Adults and young people indicated

that education is the priority for young peapldowever, young people further
expressed that oOfeel i ng s(health)areth@rsecaneg ct i o1
biggest concerns. The MGECW came up with eight standards for the OVC service

delivery(MGECW, 2009b)s presented in Tableb&low.

Education Food aw Nutrition
Psychosocial support Shelter and Care
Protection Health

Stigma and Discrimination Economic Strengthening

Adapted from MGECW, 2009b
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These Standards for the OVC service delivery are an expansion on the five strategic
areas espoused by the MGECW in the National Plan of Actio®fphaned and
Vulnerable Childrerfor 20062010 (MGECW, 2007). The five strategic areas were:
Rights and Protgion; Education; Care and Support; Health and Nutrition;
Management and Networking, (MGECW, 2007). In the eight standards, the services
were isolated. In addition, stigma and discrimination, as well as economic
strengthening were included as factors grattly contribute to resilience building for

the OVC.

To find a comprehensive understanding of the lived experiences of orphaned learners,
an enquiry into the tandards of OVC service delivery, variables of home background,
sex, age, child participatipimmformation and documentation would shed further light
into the lived realities of the OLs. These factamsdiscussed in detail in the following

sections.

2.7.4.1 Home Background

According to the 2011 Population and Housing Census, children andyoosg

adults in rural areas live in traditional dwellings, but the percentages were somewhat
lower than those of children. More than half (55.0%) of all Namibian children live in
in traditional homes, whereas a higher proportion of young adults livennaftwouses

or flats and in shacks (RAISON, 2014). This might be due to akmellvn fact that

many ruralbased young adults move to urban areas in search for employment.

Additionally, regional differences across Namibia for young adultdiler¢hose of

the children- with most young adults living in traditional homes in the northern
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regions, and in shacks, formal houses or flats in the central and southern rEiggons.

central and southern regions are areas where urban centres have existeyl for

Naidoo and Muthukrishna (2016) found that poverty is the most insidious and
pervasive barrier -beimg arddevélapmentn édainisgotitai a | v
poverty is part of a web of human rights violations that children and their families

experence. Thus, home background is an important variable to analyse for OLs.

The mesesystemic concept of home background for children and young adults in
Namibia becomes significant when referring to the household head, and succession

planning, which are dcussed next.

2.7.4.1.1Head of household

In rural Namibia, a substantial proportion of young people live in households that are
headed by elderly pensioners (28.9%), and thus dependent on social grants as the only
primary sairce of income (RAISON, 2014)n fact, 29% of young people in rural
households have social grants as the only source of income. In the Ohangwena and
Omusati regions, over a third of children and young adults live in homes that depend
mainly on social grants for their income. In Naraibocial welfare grants include old

age pension, orphadeand other vulnerable children (OV@jants and disability

grants.

Deducing from the bie@cological model, what happens within the msgstemic

setting of home withrtyhe aframigl y odte,t henfdh
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developmentlt should be noted that the learning process, which normally starts at

home, breaks down when parents die.

In the unfortunate everdf parental deaththe socialisers, such as guardians and
educators asaregiversmustensure that knowledge and skills needed for survival are
imparted to the OVC. As Tsegaye (2008) states, Al€I8ted deaths typically affect
people in their most economically productive years, thereby robbing families of much
needed incomd he loss of an income generating household member has an important

economic impact on that household (Tsegaye, 2008).

2.7.4.1.2Succession planning and inheritance

The 20062007 Namibia Demographic and Health Survey (NDHS) found that the
likelihood of aregivers of the OVC making succession plans is determined by the
level of educationSimilarly, Mishra and BignandiVan Assche (2008) found that in

a number ofSSA countries considered in their study, only few primary caregivers
planned for succession @rinheritanceor the OVC they care foiTherefore, yen

that education levels are generally lower in rural acdadamibig many orphaned
children are not prepared for the death of parents/guardians (in the form of wills and
inheritance), which meansei do not become resilient (MGECW, 200%a)lowing

the passing on of their primary caregivers

In addition, patriarchal ideologies of succession and inheritance make households

headed by children, youths or women more vulnerable {Ragares, 2007), because

wi t h |l ow | evel s of weal t h, t hese househoc
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compromised as would be the schooling of the household occupants (Mirshra &

BignandiVan Assche, 2008).

2.7.4.3 Gender

Studies in several settings in sBaharan Africa found that being female may increase
economic vulnerability (RukCasares, 2007). For instadn many South African
communities that are highly affected by HIV, girls are more likely to be out of school

regardless of whether they are orphaned or not (Akintola, 2006).

Additionally, unlike other regions of the world, most people (61%) who &eeted

or affected by HIV in sutsaharan Africa are girls and women (UNICEF, 2006; Joint
United Nations Programme on AIDS (UNAIDS), 2008). The vulnerability of girls and
women was compounded by other intervening factors, such as their low socio
economic stus that compromised their ability to negotiate for safer sex, as well as
polygamy (Tsegaye, 2008). Sex and gender role socialisation have differential effects
on the vulnerability of male and female children with detrimental effects to their

schooling.

2.74.4 Age

Age presents a critical factor in OVC definitions in Namibia. As per the definition of
the National OVC Policy (by the MGECW), 18 years is the cut off age for the OVC
welfare grant. In contrast, the Ministry of Education tries to cater for all the needs of
children aged 18 and above for as long as they are in school. Van Dijk and Van Driel

(2009) argue that although 18 or 21 years could officially be the age to be considered
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an adult, age has social and cultural meanings, and turning 18 or 21 does not make
young people adults overnight. Hence, (.
childrend aged above 18 years who coul d
particularly common in the north western and north eastern rural parts of the country.

In fact, the Ministry of Education also acknowledges this reality when stating the scope

of application for the Education Sector Rglon the OVC, reiterating thatite policy

serves the needs of all learners of sclymihg age including learners over 18 rgeaf

age who are still attending secondary school or who should beeshaillschoal

(MoE, 2008b, p.12)The recentl(07 February 2019nacted Namibian Child Care

and Protection Act (Act 3 of 301%)as changed the age of majority fr@t t18,

meaning the threshold of legal adulthood is now 18 years.

However, since it is the MGECW that administers the OVC welfaregyrastsoon as

an OVC turns 1§ears the grant ceaseastespective ofvhether they are still in school

or not. Additinally, age at the time of being orphaned is also crucial because it partly
deter mi nes t he natur e and severity of
developmental impacts, and practical problems (Webb, 2005; Mirshra & Bignandi

Van Assche, 2008). For examphge determines whether children are capable ef self

support, either as a provider or as a dependant.

Hagen, Mahmoud, and Trofimenko (2010) argue that the trauma of parental death is
likely to be more harmful to children in their early stages of hucagital formation.
Human capital formation is the process by which a given individual achieves their

highest potential and aspirations by integrating and optimising a combination of on
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going processes such as education, job seeking, employment, skiltiéorrend

personal development.

Hagen, Mahmoud, and Trofimenko (2010) identified a strong interaction between age
at parental death and sex of the late parent, suggesting that the preferences of the
surviving parent partly protected saisex childrenfrom or phan hoodds de

effects on human capital accumulation.

2.7.4.5 Education

According to the 2011 National Population and Housing Census report, young people
with educated parents are more advantaged academically, compared to those in
household$ed by parents who have not had the benefits of schooling or other forms
of formal education. In Namibia, children and young adults live in rural areas in homes
headed by people with less than a primary school education. The greatest numbers of
young adul$ in such households are in Ohangwena, Omusati, Kavango East and West

and regions (RAISON, 2014).

The desired outcome for the education ser
children enrol, attend, and progress through school (MGECW, 2009b,.p® As t he
numbers of orphaned and other vulnerable children grow, however, their families and
communities become less capable of addressing their needs, including their ability to
attend school (UNI CEF, 20009) . Evdion SSA cC

systems have been overwhelmed by the scale of thepnattged OVC problem.
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Johnson (2011) found that the most frequently cited barriers of children and their
caretakers to consistent school attendance include: inability to pay school fees, lack of
a school uniform, difficulty in aiding orphaned children, presence of diseasel/iliness in
the family, and disruption of education due to political violence. The issue of school

barriers to the education of the OVC is discussed below.

2.74.5.1School barrers to the education of OVC

In addition to home level barriers, schools often present children with additional
challenges to their school attendance and performance. Lack of school uniforms or
school devel opment fund hi endegattendance dind ne d
subsequent schooling success. This hypothesis is confirmed by the World Voices
Positive (WVP) project in western Kenya, which explains that schools and educators

are more likely to support school children who perform well in schookingait

difficult for poor performing learners, and most of them are OVC (Johnson, 2011).

Many school level barriers, including issuance of school levies and fees, non
supportive teacher corps, emphasis on academic perforfoamcmilum and
inadequateattention given to the OVC negatively affect the inclusion of the OVC in
school Hoodley, 2007.Johnson, 2011). Below follows a description of some of the
main school barriers th&rphaned and Vulnerable Childrencentral and western
Kenya identified tchave adverse effects on their school attendance and performance
(Johnson, 2011Prphaned and Vulnerable Childrare less likely to be motivated to

be in school because of such conflicting responsibilities.
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2.74.5.1.1School levies and fees

Orphanedand Vulnerable Childrestruggle to meet the costs of going to school.
Johnson (2011) found that the support children get fromwishers could often be
erratic and unreliable, and for most of the time they rely on their own hard work to pay
for schoollevies, uniforms, pens and books. However, rigid deadlines for payment,
combined with escalating costs associated with going to school could mean that
children can be sent home from school, or these children may decide to drop out of
school. It becomes ineasingly unattainable for children to simultaneously follow the
curriculum, whilst engaging in casual labour (Johnson, 2011). Families with young
children had to delay entrance to primary school until the family could save enough

money for a school unifar (Johnson, 2011).

Nitsckhe, lhemba, and Nekundi (2002) found that many OVC in the Khomas and
Oshana regions of Namibia do not attend school mainly due to a lack of school fees;
this situation has prevailed despite government policies that the OVC should be
exempted from pagg school fees when they are unable to afford (Nitsckhe, Ihemba,
& Nekundi, 2002). In previous years, many OVCs in Namibia received assistance from
donor funded programmes to buy uniforms or settle the SDF. However, UNICEF
(2009) opposes that the donatiohmoney, clothes, and food to needy children by

programmes is not sufficient to enable children to survive.

According to Shumaker and Brownell (1984), orphaned children are likely to feel a
sense of indebtedness to their providers, resulting in theitatieg to seek for further
help even when they need it. To eliminate the sense of recjpeviter indebtedness,

the processes of mutual caregiving (as that occurs irheglfgroups), as well as
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formalisation of the support system should be encodrg§bumaker & Brownell,

1984).

2.74.5.1.2Non-supportive educators

Educators usually teach according to the curriculum, paying little attention to the
special needs @rphaned and Vulnerable Childreno may be struggling and failing

to do their homewrk, because of home duties. This lack of understanding and support

on the part of some educators, who also tend to use harsh words, and sometimes
di sciplinary methods to écorrectd childr
Inflexible and inconsid@ate educators discourage these children from going to school,

resulting in an increased number of school ésafs Johnson, 2011).

2.74.5.1.3Emphasis on academic performance

Many schools and educators emphasiseéhenset curriculum (Hoodley, 2009y
academic performance of their learners. However, it could be argued that while this is
not unhealthy per se, schools might inadvertently punish students for their poor
performance or their perceived disinterest in school, thereby discou@gnhgned

and Vulnerable Childrerwhose concentration and time to do homework is often
limited by home duties. Most orphaned children must perform some form of work to
earn a living to support themselves and/or their families, and these activities interfere
with theirschooling (Guarcellu, Lyon, Rosati, & Valdivia, 2004). Allocating labour to
home production, such as OVC performing many household chores, could have a

bearing on the quality of learning, and the time available to them for learning.
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The emphasis on acade& performance within many schools means it is easier for
well performingOrphaned and Vulnerable Childrém negotiate access for support,
thereby contributing to the academic and psychological exclusion of most vulnerable
children (Guarcellu, Lyon, Rosa& Valdivia, 2004). Thus, it would be ideal to have

a prevocational stream in a secondary school to promote all the dkiils. seems to

have been taken care of in the Namibian revised curriculum being implemented with

effect from 2018.

2.74.5.1.4Inadequate attention to vulnerable children

It appears that due to large class sizes, a packed curriculum and inadequate staffing,
many schools do not provide adequate attention to the special né2gshahed and
Vulnerable ChildrerfJohnson, 2011). Onfew schools engage vulnerable children to
work out how they could better cater for their educational needs, such as by offering
more remedial classes, and open classrooms in the weekends. If attention is not given
to orphaned learners, their presencscimools become insignificant, and they will feel

unwelcome in that place.

2.74.5.2Implementation of universal schooling in Namibia

lipinge and Likando (2013) contend that in the context of education being a
fundamental human right, many African govermtse had since their years of
independence embarked on the provision of free education. Many of those initiatives
by these African countries were, however, closely aligned with the recommendations
of the World Bank as expressed in international United Natimeaties (Katzao,

1999). lipinge and Likando (2013) charge that as theffudate of 2015 approached
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to meet the targets of Education For All (EFA) and the Millennium Development
Goals (MDGs), the Namibian Government abolished school fedkeaprimay
education phase f@des 67) in public schools as of 2013, practically signifying a
genesis of universal primary education (UPE) in the country (lipinge & Likando,

2013).

Many education pundits in Namibia questioned the extent that the abolishment
contributes to the achievement of universal primary education in Namibia by 2015
(Haihambo yeOtto, 2013; lipinge & Likando, 2013). According to lipinge and
Likando (2013), despite the waltafted legislations and Constitutional provisions on
universal primay education, primary schools in Namibia continue to charge school
fees as from 1990 to 2012. Many learners have been denied access to primary
education due to the inability to pay school fees, which are referred to in the Namibian
Education Act, (Act no.d of 2001) as the School Development Fund (SDF) (lipinge

& Likando, 2013).

As the Namibian Governmentds commitment
education, lipinge and Likando (2013) refer to the amount of N$ 162 million that was

set aside to c@r needs related to UPE, such as the teaching and learning materials,

and to be able to carry out minor repairs and maintenance of school infrastructure
throughout the country. The amount f or mec
of N$ 10.7 billion government allocation for the 2013/14 fiscal year (lipinge &
Likando, 2013). The allocated money was expected to cater for 386, 675 learners

enrolled in primary schools during the 2013 academic year. The spending translated
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into N$418.96 per child per yeand it was to be provided directly to schools (lipinge

& Likando,2013).

In addition, #hough the Namibian government responded positively to the
constitutional provision of making primary education free, learners were still expected
to wear school uniforms (lipinge & Likando, 2013). This served as another drawback
to schooling for especiglithe OVC. As part of the introduction of universal schooling
initiative in Namibia, it is worth noting that Universal Secondary Education (USE)

was implemented with effect from the 2016 academic year (lipinge & Likando, 2013).

The USE was implemented 2016 as a noble idea because many children in the
country did not have access to education during the colonial period (liginge
Likando, 2013) and for more than two decades after independeétoeever, while

the introduction of universal schooling iraMibia was still at an infancy stage, it was
important that Namibia learnt lessons from case studies of different African countries,
such as Kenya who had implemented universal schooling multiple times, to address
the shortcomings while at an early stagipirfjge & Likando, 2013). While high
enrolments have been a success story for most African countries that attempted this
initiative, the challenges that were created because of universal schooling are
enormous. This might also be applicable to Namibianatdoo distant future (lipinge

& Likando, 2013).

Forestier (2006) admits that on the surface, univerbalading sounds good, as it aims
to make education accessible to millions of children who are not in school to meet the

standards of the UN's Dectdion of Human Rights. Howevethe authorfurther
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argues thatglassrooms in many African countries become overcrowded, as there are
instances where classes are swamped with children up to 100 in a class taught by
teachers with minimal training, whichisas concerns of the quality of education
(Forestier, 2006). Forestier (2006) advises that governments need support when
abolishing fees. lipinge and Likando (2013) caution Namibia to devote more attention
to issues related to the quality of education, &nrand physical resources/facilities,

t he management of funds by schools, teac
learning resources, and the responsibility of parents/caregivers as important
stakeholders in education (lipinge & Likando, 20183. gated in Chapter Onéhe

OECD (2008) is of the notion that improvement in educational equity anijcbe
achieved through three kegiomains, namely: the design of education systems,
practices both in and out of school, and resourciNgmibia does not seem to have

prepared well for the implementation of free education.

2.7.4.6. Child participation

The childcentred approach aims to meet the purpose of ensuring that all children have
all they need to succeed in life. However, giveat thinking it is possible for adults

to think that they are starting with children, but typically they focus on who seems to
have a problem rather than on what the children really need. Adults then tend to
provide services and programs that are onlyet@d) for children or families as they

deem necessary.

Through this cross cutting standard, the MGECW expects organisations who work
with Orphaned and Vulnerable Childrégno fihave a meani ngf ul

participation in alibedeoigai es@anmaloifngd,
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CRC, and apply them in their worko,; hen

responsibly (MGECW, 2009b, p. 7).

Society should involve the OVC when making decisions about issues that affect them,
because suchrpgrammes are likely to succeed when orphaned children actively
participate in the identification and prioritisation of their needs. This inclusion would

be in Iline with the notion o6nothing (can

It is important to note thathe concept of child participation should be contextualised

within the African/Namibian settings. It is not natural for African adults to consult
children. Even théJbuntu philosophy puts emphasis on the group, rather than the
Achil do. MgRa@aaB82i aasd Regue that in tod:
parents or school staff as separate entities will not be able to raise children alone,
provide all the services, and meet all the needs to ensure that these thildecand

develop as envisagedhe scholars further argue that like a village, a school is an
environment where socialisation, nurturing, support and encouragement of children

take place (Mulaudzi & Peu, 2013).

Children acquire life skills from schools; therefore, they require aablemg
environment that allows them to develop in terms of learning styles, eating habits,
hygiene, exercise, play and other habits that constitute to a holistic development
(Mulaudzi & Peu, 2013). It important that children are actively involved in gisd,
because the morals and values that children learn during their school years from their
families and community influence their future endeavours (Mulaudzi & Peu, 2013). In

instances where antagonism is bound to occur, such as the issue of cluidgtiznmi
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in the African context, African governments ought to resist the temptation to copy and
paste international agreementsdé6 whol esal

stipulations, in ordeto avoid conflicts with their cultures.

2.7.4.7 Infor mation and documentation

Nitsckhe, lIhnemba, and Nekundi (2002) found that even theogieOVC in Namibia
are eligible for the OVC welfare grants, and the exemption of the school development
fund or examination fees, they do not receive that support. This situation is due to the
lack of information and the documents that are required to prove vulnerabitityas
birth certificates of the OVC and death certificates of their parents (Nitsckhe, Ihemba

& Nekundi, 2002).

Another study conducted in the Ohangwena Region by Mchombu (2009)sréhagal
information needs on financial assistance, exemptions froookdbvelopment funds,
and child care support are among the most pressing for most the OVC. Additionally,
Mchombu, Mostert and Ocholl (2009) found differing information seeking approaches

between OVC and their caregivers.

That challenge is far from beiragldressed, because a decade since recommendations
were made to the Namibian government, most orphaned children could not access and
benefit from available welfare grants due to a lack of supporting documentation, such

as birth certificates, identity docemts(IDs), and death certificates (Taukeni, 2013).

Mchombu, Mostert and Ocholl (2009) conclude that access to information for the OVC

reduce their vulnerability to the effects of HIV and AIDS, because when the OVC and
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their caregivers have the necessary information on the processes and requirements,
i ncluding document ati on, such as own bi

certificates, it betters the chances of 1

It is evident that being in possession of requisite documentation opens facilitates the
access to social services for care and support, improve health and nutrition outcomes,
and to be considered for the exemption of the school development fund and
examinatio fees. This access subsequently enables the OVC to access the necessary
social support in education, health, food and nutrition; they receive improved

protection, thereby upholding their rights to a dignified living.

2.7.4.8 Psychosocial support (PSS)

PsychaSocial Support (PSS) can be defined as agang process of meeting the

social, mental and spiritual needs, which are essential elements for positive human
development (UNICEF, 2006). Despite all the emotional problems, hardships, and
stigma thathe educationally marginalised children in Namibia must endure, they also

have economic, social, educational, and psystmal that need to be met. The psycho

social needs of children have received little attention iinSabaran Africa (UNICEF,

2009). Thedesi red outcome for the PSS service
cope with losses and other trauma, and to have impreekk@ st ee mo ( MGECW
2009b, p21). Thus, where PSS is available, the OVC would be more encouraged,
subsequently resulting ipositive influences on their lives, thereby decreasing their

vulnerability and increasing their resilience.
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2.7.4.9 Stigma and discrimination

Stigma and discrimination result in the loss of dignity and esteem on the part of

the individual being disaninated against. The MGECW included stigma and
discrimination as a crossutting standard, and it expects all organisations that work
with children to fihave a policy of zero t
actively to diminish any formfostigma or discriminatory practices, and to highlight

the plight of children with disabilities in thgprogrammes (MGECW, 2009b,0) . O

Some OVC studies indicate that there is stigma attached to HIV and AIDS. As a result,
affected children are subject#al gossip, bullying, and fear (Guarcellu et al., 2004,
UNICEF, 2006; 2009). Similarly, a study with orphaned children in central Kenya
discloses severe discrimination at school by classmates and teachers in the form of
taunts, teasing, and in some casegfeated physical assault by senior learners

(Johnson, 2011).

Society needs to shun stigma and discrimination, because these acts cause
psychosocial distress in children. Through his service standard, the MGECW urges all
organisations working with chilern t o A know how to | isten

interact with them in a way that builds theglfe st e e mo ( MGED.W, 20090b

However, society often discriminates against the orphaned, vulnerable, or the sick,
perhaps unknowingly. Therefore, deliberate efforts ought to be taken by schools and
communities to shun stigma and discrimination, because they are destructive to the
individuals experiencing them. It is worth noting that how the OVC perceive the

vulnerability of orphan hood has an influence on their lives, as it may result in high or
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low selfesteem. When the OVC feel stigmatised by fellow learners and educators, it
could influence their chances of success in schooling, and protection of their rights;

thus, increasing their vulnerability and reducing their resilience.

2.7.4.10Food and nutrition

The desired outcome for this serfoodtce st al
ensure adequate nutrition (for growth and development), and to lead an active and
productive |ifeodo [12MEEGRW,(2008)0con8lides that.the OVC

suffer from the lack of proper nutrition, and they find it hard to access services such

as education and health; in some instances, the scholar argues, family size and the
number of orphaned children in a household have a negative relationship with
childrends nutritional status (Tsegaye, ¢
to feedpresents difficulty during times of low food supply, because there is greater

food insecurity among households with multiple orphaned children.

Tsegaye (2008) elaborates that where the OVC receive school feeding, they are more
likely to have access to equate nutrition, and preventative and curative health

services that can improve their lives. This becomes possible because school feeding
draws many children to attend school where the beneficiaries might be presented with

the other services.

According b Braitstein, Ayaya, Nyandiko, Kamanda, Koech, Gisore, Atwoli,
Vreeman, Duefield, and Ayuku (2013), supportive extended family care is essential in
ensuring better food security, adequacy of diet, and nutritional status for the OVC. It

is possible that thénstitutions are run with donor funding, which require regular
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supply of a balanced diet, but it does not suggest that orphaned children should all be
placed in institutional environments; it rather highlights the struggle for households
and extended farnes to provide adequate food and nutritional support for orphaned
children, and the opportunity for strengthening commuibéged support (Brainstein

et al., 2013).

The provision of the school feeding programme can be beneficial, as it could serve as
an entry point to the provision of other social services, including curative and
preventive health services. Consequently, many countries in SSA, including Namibia,
have implemented the initiative. Below is a description and analysis of the Namibian
School Feeding Programme (NSFP) that is spearheaded by the Ministry of Education

to some schools, particularly Primary Schools in country (MoE, 2012a).

2.74.10.1The Namibian School Feeding Programme

The Namibian School Feeding Programme (NSFP) began as laypitet World Food
Programme (WFP) in 1991, and it was fully taken over by the government of the
Republic of Namibian in 1996/1997 (MoE, 2012a). Sibanda (2012) defines the
Namibian school supplementary feeding programme as a national initiative
implementedoy the Ministry of Education (MoE) with the Ministryf ¢lealth and

Social Services (MoOHSS). NHSS offers technical expertise in heal#hated issues

through the National Policy for School Health (Sibanda, 2012). The school feeding

has been anintegralpa of t he governmentéds strategy
expand access to educational opportunities to disadvantaged children, particularly

orphaned and vulnerable school learners (MoE, 2012a).
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A case study carried out for the Ministry of Educat{MoE) revealed that the cost of

the NSFP per child at all levels (national, regional, local, etc) amounted to N$282 per
year (MoE, 2912b). This roughly translated to N$23 per child (MoE, 2012a). On the
contrary, there are media reports that school dnldvere being fed on less than N$1
per child in the school feeding project of the Ministry of Education in Namibia
(Haidula, 2016). This amount is too little to ensure adequate and proper nutrition for

the OVC.

Sibanda (2012) criticises that the impleration of the current school feeding
supplementary programme is not sufficient, and that the ministry still needs to improve
its delivery. Sibanda (2012) argues that the programme required strengthening by
implementing more monitoring and evaluation measuo improve the efficiency of
service delivery. The MoOHSS is said to collaborate with the MoE in the
implementation of the (school feeding) programme. However, it is not clear as to
whether curative and preventative complimentary health services agefveinded

to the recipients of the NSFP as is the case in sum8ahararAfrican countries

2.7.4.11 Protection

The desired outcome for the protection
protected from harm and abuse, and they receive protedtiemthreatened or abused,

or when they need careo (MGECW, 20090b, [
childrends vulnerabilities and risks arc¢
violence, abuse and neglect, and existing gaps in legislation armcks#zlivery. Thus,

where the rights of the OVC are fulfilled, and their wellbeing promoted, they are less

likely to experience vulnerability, thereby increasing resilience.
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Yates (2007) restates that young people in Namibia regard protection among the
priority services they expect to receive. Smart (2005) found that poverty, HIV and

AIDS, and sexual abuse are a major threat to children in Namibia. This assertion is not
surprising, as media sources in Namibia are awash with reports of child sexual abuse

by close family members and school educators alike.

2.7.4.12 Shelter and care

The desired outcome for the shelter and
family settings that provide adequate supervision, shelter, and material care to children
in the householdo (MGECW, 2009b, ways 24) .
make this standard possible. Guarcellu et al., (2004) blame that the dramatic rise in
orphan hood and its accompanying vulnerability overwhelms families, communities,
civil societies, and governments to ensure the safety anebeiall of the orphaned

children.

Due to the inadequacy of shelter and care among some families and communities, a
new phenomenon of O6street childrendé has
Namibia. The i ssue of Ostreet childrend or

Keetmanshoop, and Rundu (UNICEF/MWACW, 2004).

The child rearing practices in the northern western areas of the country, where
orphaned children are taken in through the extended family system, could be the reason
why Ostreetismbd i s ryothere bas notbeenramaeed forthe n s e g
establishment of a safe shelter in the past. However, as the numbers of OVC started

increasing in the northern regions of Namibia, there was a need to consider formal safe
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homes. When families in the rural areas arewkielmed by the OVC, they neglect
children to live and survive on their own. Thus, with shelter, care and adequate support
from the family and community, orphaned children are more likely to be in better

positions to become resilient in life.

2.7.4.13 Health

Stover, Bollinger, Walter, and Monasch (2007) suggest that an ideal health care
programme should include childhood immunisations, vitamin supplements for
children under the age of five, routine health care for all, and reproductive health
services foradolescent children aged il¥. The desired outcome for the health
service standard in Namibia is for fdfchil

i ncluding prevention and treatment of HI"

Children have the right to accebasic health care services, the right to medical
confidentiality, and the right to informed consent (UNICEF, 2009). However, in many
situations, children are not able to realise these rights due to a variety of reasons. HIV
and AIDS significantly affectdhe health of children and their families. Besides,
children in AIDSaffected households are more vulnerable to other infections such as
tuberculosis (TB) (UNICEF, 2009; MGECW, 2009b). Below are the factors that

complicate the access of health servicetheyOVC.

2.7.4.13.1Access to healtrservices

Most of the OVC do not have access to the health care they need. To ensure access to

health for all children and young adults, some countries have established social
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insurance UNICEF, 2009). This is a setraérventions which support access to health
care for children, including the most vulnerable living outside the family settings, as
well as services to support communities and other subsidisedpaiding
mechanisms, preferably with contribution paymexemptions for the poor, reaching

all households and individuals, including children (Bailey, n.d).

With the support of UNICEF and other donors, the Namibian government and NGOs
initiated life skills programme such as the My Future is My Choice (MFM@dow

of Hope (WoH), and Adolescent Friendly Health Services (AFHS) programmes to
increase access to health information, including HIV and AIDS prevention

information, sexual and reproductive health information, and services for the target

group.

In addtion, Du Plessis (2017) confirms that the First Lady, Madam Monica Geingos
currently champions the O6Start Free, St a)
a SupeifFastTrack to end AIDS among children, adolescents, and young women by

the year 2020. écording to this programme, Start Free is a comprehensive sexuality
education curriculum that is needed in school classrooms, so each school ought to have

a social worker to provide essential support to children who have questions that are

not addressed &ome (Du Plessis, 2017). However, a social worker for each school

might be a farfetched idea, since Namibia does not have sufficient social workers.

Stay Free involves providing voluntary medical circumcision for HIV prevention to

25 million men by 2020fpcusing on young men agedi®® years (Du Plessis, 2017).
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The service for boys to be circumcised can be provided and encouraged at school based

clinics (Du Plessis, 2017).

Finally, AIDS Free involves the process where -a@tiioviral treatment can be a&
available at school for children who need to take it (Du Plessis, 2017). Effective

monitoring can be done to ensure that it is taken on time and regularly.

The campaign programme is noble, and it requires commitment of all responsible, and
resources teee to its implantation. For this programme to succeed in Namibia,
changes need to be made, as there are currently no school based clinics in the country,
and the numbers of social workers required by it. In addition, parents should be
encouraged to hawheir children circumcised at birth, to cut on the backlog that is

necessitating voluntary medical circumcision to be carried out in schools.

2.7.4.14 Economic strengthening

Economic strengthening can be defined as the portfolio of strategies and imnbeiven

that supply or protect and/or grow physical, natural, financial, human and social assets
(UNICEF, 2009). According t&toveret al (2007), economic strengthening results in
economic sefsufficiency through implemented programmes to provide oldéireini

and/or their families with economic support, such as microfinance loans, skills
training, grants or seeds. The desired outcome for the economic strengthening service
standard in Namibia is that dAfamilies ha

to meet basic needs of the OVCoO ( MGECW, .
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The economic impact of HIV can be seen at many different levels, including the
household and the family. HIV and AIDS affect the economic situation of children and
their families in many ways. Incoma&nd assets could be depleted, because such
households spend more on health care, the burden of caring for the sick, and funeral

expenses.

There may also be less time for economic activities such as farming and trading. Also,
as families take in mor®rphaned and Vulnerable Childrethe financial burden
increases in the process, thereby increasing vulneyalfliNICEF, 2009). This
service $andard appears to be less understood in Namibia, since it is rated seventh by
both adults and youths atethime d development of theset&dards (Yates, 2007).
However, the OVC ought to be strengthened economically if they are to meet their

survival needs.

2.8 The prevailing OVC deprivation in Namibia

The analysis of the 2011 National Population and Housing Cémsung that overall,

social deprivation was most prevalent among children and young adults in the
Ohangwena and Omusati regions (RAISON, 2014). This social deprivation includes
various measures of social disadvantage in households, where children and young
people live. This includes the level of education level of the head of the household,
overcrowding, orphan hood, low inconasmd householdependence on social grants,

disability, and so forth.

Similarly, available conclusions from the 2009 Audit on B ECW by the Office

of the Auditor General (AG) in Namibia regarding service delivery to OVC in the
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country found that there are many services not being extended to them. Among those
are the following: home visits, delays in grant approval processestamogithe use

of the state welfare grants, children homes, places of safety, counselling services,
school fees exemptions, overlapping child care functions, and the need fer inter

agency collaboration. These issues will be discussed in the followingreecti

2.8.1 Home visits

The Office of the Auditor General 6s audi't
not carry out enough visits to homes and constituencies to identify the OVC in the
constituencies. The audit revealed that paramount to visits not being
conducted/undertakeas envisaged is the perennial shortage in the numbers of
qualified social workers in Namibia in general and in public sector (GRN, 2009b).
Therefore, the Office of the Auditor General (AG) specifically recommends to the
MGECW to fill vacant positions ortd establishment for social workers in the regions

to conduct more investigations and home visits in the constituencies (GRN, 2009b). In
addition, the MGECW was advised to conduct home visits as prescribed to monitor
the progress of the living condition$ e children in need of care (GRN, 2009b).
Currently, due to lack of resources engulfing the country, the recommendation to
recruit and fill vacancies by the MGECW is yet to be honoured, so the OVC must
endure difficult situations. With home visits naliihg undertaken, the situations of the

OVC remain unknown to authorities who could take remedial action.
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2.8.2 Delays of the grant approval process

It appears that the MGECW delays the approval of applications for grants for the OVC.
This delay could be hinged on the numbers of available social workers to do that work.
Perhaps, once the filling of approved vacant posts is accomplished, the Minlktry wi
minimise the duration of the application process to a maximum of three (3) months to
approve applications (GRN, 2009b).

According to Nitsckhe, Ihemba, and Nekundi (2002), delays in the welfare grant
approval processes results in the educationally maliged child being forced by their

schools to pay the SDF while awaiting the outcome of their applications.

It was further recommended that a proper filing system should be developed to avoid
loss of documents needed for the processing of grant applisgt6RN, 2009b). This

is necessary because when supporting documents get lost, it is difficult to replace.
Some caregivers and guardians can abandon the process when they are called to

produce evidence over and over.

2.8.3 Monitoring the welfare grants

The Directorate of Child Welfare in the MGECW does not conduct enough home visits
for reconstruction services to see whether the welfare grants are being used in the best
interest of the orphaned children (GRN, 2009b). A study on the effectiveness of the
child welfare grant reveals that much of the grant is spent on basic services such as

food and clothing, as well as on school related expenses (MGECW, 2010).

It is important for the MGECW to regularly monitor the use of the welfare grant
availed to OVC, bcause there are assertions that some caregivers and guardians abuse
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this grant on alcohol and other things that are not related to the upkeep of the

beneficiary children.

284Chi |l drends homes and places of safety

It appears that the MGECW do not prdeiany allowances to children accommodated

I n registered children6és homes and pl ace
recommended that the MGECW ensures that
the required allowances to assist the children livaoin these homes (GRN, 2009b).

Perhaps the MGECW should continue monitoring and supervising the conditions of
childrends homes to ensure that the chil

overcrowded, since there is a monetary aspect attachbdir numbers.

It is evident that childrenbés homes are 1
regions of the country, notably in the Omusati Regi@rphaned and Vulnerable
Childrenin these regions are usually integrated into the extefateidly system for

care. However, with the plethora of social ills and financial interests, the OVC are no
longer entirely safe within the extended family system. Some family members chose

to foster care for the OVC with ulterior motives, resulting in thisuse of the
childrenbds grant, and abusing the chil dr e
the OVC, especially those with little or no support from the family or community are
considered in institutional ofasafaty untih r o u g h

they are empowered enough to be able to fend for themselves.
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2.8.5 Counselling services

Namibian learners need sufficient psyaurxial support, but the OVC require
counselling even more. Therefore, failure by the MGECW to provide coungstl

the Namibian children has had a huge impact on the OVC, and the ministry will fail in
one of its objectives to improve the quality of life for the OVC in the country (GRN,
2009b). To offset the shortcomings of childcare resting entirely on thedehnswdf
ministry professionals, the MGECWhould provide basic counselling training to
volunteers in constituencies, so that they can assist social workers to counsel the OVC
(GRN, 2009b). However, even though lay counsellors have been trained, the absence
of social workers at constituency ey makes the monitoring
activities impossible. Also, the work of the lay counsellors was remunerated with
donor funding, and now that that these funding has decreasadirely ceasedhe

OVC are left with huge psychological burdeonscontend with

Another Ministry with fiduciary responsibility for Namibian children is the Ministry

of Education. The M& does not have social workers its structures, but it has a few
guidance and counsellingpachers. Mushaandja, Haihambo, Vergnani and Frank
(2013) found that there are significant numbers of learners in Namibian schools whose
psychesocial circumstances are dire because of a variety of -sgolwomic,
psychological and cultural factors. Suelarners need urgent psyebocial support.

The MoE missed a great opportunity by appointing teachers as lay counsellors instead
of specialised, qualified school counsellors (Mushaandja et al., 2013). Thus, the OVC
struggle with emotional burdens becausta®ls specifically, and the MoE in

particular,are not equipped to address the OVC emotitsgles.

116



2.8.6 SchoolDevelopmentfee exemptions

Many schools in Namibia are reluctant to provide school exemptions to eligible OVCs.
This lack of exemptionsesults in many OVCs in the country losing out on their
education (GRN, 2009b). When the Education Development Fund (EDF) was
implemented, schools did not hesitate to exempt the OVC, because schools were then
assured of getting their money back from thedfuf they exempted a child (GRN,
2009b). OECD (2008) suggests that it is perhaps more helpful to focus on targeting

existing education expenditure to ensure that it contributes to equity.

2.8.7 Overlapping child care functions

There are unresolveaverlapping OVC care issues between the Ministry of Gender
Equality and Child Welfare, and the Ministry of Educatidrts and CultureThe child

care functions of the ministries tend to overlap more often depending on the state or
setting of the OVCi i.e. home or school; however, there is lack of interagency

collaboration (GRN, 2009Db).

To ensure that the OVC do not fall through the cracks, seriouddnghclarification
strategies need to be instituted. For instance, MGECW should clarify the pofpose
the OVC grants to the Ministry of Education, Arts and Culture, so thabibibgknow

how to deal with the school fee exemptions of the OVC who are beneficiaries of the
welfare grant (GRN, 2009b). Additionally, the MGECW should help the Ministry of
Eduation to clarify the issue of exemption of the OVC to schools and relevant
stakeholders, such as school boards, constituency councillors, the Ministry of Gender
Equality and Child Welfare regionally based officials, etc., so that children will not be
turned away from schools because of ignorance of policy stipulations (GRN, 2009b).
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To better serve the OVC, the two ministries need to clarify their overlapping functions,

so that all OVCs are included in services.

2.8.8 Interagency collaboration

The Namibian Government Ministriesof Gender Equality and Child Welfare
(MGECW)andof Education, Arts and Cultuskould coordinate bettto help review

and simplify procedures for applying for hostel and examination fee exemptions for
the OVC (GRN, 2009b). Furthermey the MGECW should help the MoE to ensure
that all the schools in the country have, and understand the directives of the Education
Sector Policy on the OVC, so that the education wellness of the OVC is facilitated
(GRN, 2009b). Thus, with the overlappingild care functions, it is paramount that

ministries and agencies should collaborate for the best interest of the OVC.

2.9 Towards a Conceptual Model for inclusion careand support in Namibia

After reviewing the barriers to the inclusion of orphaneatriers, the researcher
deviseda conceptual model for orphaned learcesre andsupport in Namibia. This is
affected through the theoretical considerations and philosophical thoughts presented
in Table Sbelow- together with thepplicable suimuestions or objectived the study

from which the conceptual model for inclusjaareand supporof orphaned learners

is derived.
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Sub-questions of the study

Philosophical thoughts

Theoretical considerations
applicable to research sub

guestions

What are the lived experienct

of orphaned learners?

How do these liveéxperiences
af fect or pha

schooling experiences?

How do schools identify

orphaned learners wit

additional challenges?

How do schools perceive th
impacts of orphan hoodon
and

learning teaching ¢

orphaned learners?

Young Found

Holistic education

Bio-ecological systems theory

Symbolic interactionism

What strategies do schools u

to include orphaned learners?

(@}
7]

Humphrey

on inclusion

What strategies can schools |
to better include orphane

learners ireducation?

(@)
7]

Humphrey
on inclusion
Young Fou

Holistic education

Are schools aware of existin

policies on OVC in the

country?

Young Fou

Holistic education

Social Support theory

2.9.1 Conceptual Model for Inclusion, Care and Support

Althoughthere is no single model of inclusiorareand support for the educationally

marginalised, some key concepts are central to the commonly used models. Several

concepts derived from

philosophical thoughtsas well as the literature reviewhese include individual
development, personal attributes, environmental characteristics, essential facilitating
factors, social networks (formal and informal), social support, circles of support, self

help groups, empowment, presence, participation, acceptance and achievement,

theheoretical
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character and resilience, context, content, and contacts, which can be combined into a
conceptual model for the inclusiosareand support of the orphaned learners
Namibia These key conceptse discgsed in a summary table (Table ome of the

concepts arexplained angresented in Appendix 1.

Concept Definition Application

Individual development Activities that improve| Individual development factor
awareness and identity, devel{ which build the human capita
talents and potential, and facilitate employability

enhance quality of life an
contribute to the resilience ar
realisation of the dreasnand
aspirations of an orphane
child.

Personal attributes Personal attributes are traits thh Personal attributes are wh
mak e up o n e 6| make one who s/he is, wh
which define who one is as | other people find in her/hin
person. that theymay like or dislike.
Some, such as positiv
emotions serve as buffers

l'ifebs challe
Environmental characteristic§y External and internal attributg These factors, such as natior
in the environment identifiable | Policies and laws affect th
elements in the physica survival, operations, an
cultural, demographic| growth of orphaned children.
economic, politial, regulatory,
or technological environment

Essential facilitating factors | Multiple positive and negativ{ Protective factors (such as foc
factors that combine in comple & nutrition, education, health
ways to det er 1 etc)that buoythe adaptation
unique developmental history | orphaned

childrenr esul ti ng

resilience in the face O

adversity.
Social networks(formal and| The web of social relationshig Positive relationships forme
informal) that surround individuals. with significant adults, such g
educators, communit

members, etc., which enab
adaptive engagement  wit
adversity for an orphane
child.

Social capital Relationships betwee| Situations where communit
community members includinj members collectively improv
trust, reciprocity, and civi¢ leadership, social networks ar
engagement quality of life.

120



Social support

An exchange of resource
between two individuals
perceived by the provider or th
recipient to be intended t
enhance the wellbeing of th
recipient.

Any type of communicatio
that helps individuals feel mor
certain about situations, ar
therefore, feel as if they hay
control overthe situation.

Circles of support

Levels of support engagement
an individual child coming from|
family, mesesystemic settingy
(home, schools, church) and tl
legal environment

Small scale support to g
orphaned child coming fron
the significant others
surrounding her/himto assist
the child build up resilience.

Self-help group

A group of people who provid
mutual supportto each other
when facing a common probler

A support group of orphane
children is formed, where the
meet regularly to shar
sunival ideas.

Empowerment Social action process for Individual OLsassume greate
individuals to gain mastery ovg power or expand their powe
their lives from within to create desire

changes.

Presence The promotion of the visibility Schools promote the visibilit

of persons who are normall
excluded from activitieg
performed by their peers i
ordinary learning contexts

of orphaned learners.

Participation

The involvement of persons wi
differentiated eeds in the
quality of their learning
experiences

Schools include orphane
learners in theiteaching and
learning experience

Acceptance

The degree to whicl
communities, such as schoo
acknowledge diversity and th
right of those who are differer
to operate in similar education;
and social settings withol
making them feel as if they d
not belong

Communities  accept and
supportorphaned learners

Achievement

The promotion of highel
academic progress with bett
socioemotional interactions i
inclusive settings

Schools promote scholast
achievements among orphan
learners

Context

What young people have done
their lives, where they have be
and that theexperience that the|
have accumulated

Orphaned learners positive
use their situations to wor
harder at school

Content

The academic and vocation
skills and qualifications tha
young people have acquire
through formal education an
additional study

Orphaned learners succe
academically with employabl
skills

Contacts

Who young people know an
develop relationships  witl

(social networks), as well as wk

Orphaned learners able
interact with fellow learners
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they feel comfortable interactin
with, asking for advice and hel
from, or working alongside

educators and communit

members

Policy, law and regulations

Legal interventions that addres
social inequity and socig
exclusion, including the
legislative process, legal ar
judicial reform, polcy review
and monitoring, budgetar
analysis and reform, an
interventions to effect social arn
behavioural/attitudinal change.

Significant others such g
educatoand communitieable
to understand and impleme
national policies for the benef
of orphared learners

selfawareness and directiol
selfcontrol, confidence an(

ability to empathise with others

Inclusion Including all groups (of Orphaned learners are includ
children) seen as bein in all programse.g. schooling
vulnerable to exclusion drought fooddistribution

Character & resilienc{ A young p er s on| Orphaned learners confide

building apply thenselves to tasks, the| and resilient and able to fac

life

Orphan hood vulnerability

State of being deprived of parental care throtnghdeath of one o

both parents

From the provided definitionsf concepts, also in Appendix ihclusion should be

defined as an actieariented concept with a focus on the removal of barriers, and on

transforming power relations among orphathesners, their schools, communities,

and other governmental and ngavernmental actorsThis is meant to include all

groups of educationally marginalised children, particularly those who are affected by
orphan hood, and are thus rendered vulnerable ¢tug®gn. It assumes that the

strength and assets of communities can be strengthened to provide a safety net for the

vulnerable in society (UNICEF, 2009).

Bearing this inmind thata broader definition of inclusion of orphaned learners is
advanced from thapplication of key concepts in Table 6. Inclusion, in this case, can

be definedvhen orphaned learners are provided with essential facilitating factors and

conditions, conducive environments arglipport from legal frameworks in

conjunction with theare ad support of their communities and organisations, and they
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gain mastery over their lives by changing their social and educational environment,

thereby improving the quality of their lives.

In theory, inclusion is a multayered phenomenon, representipgpcesses and

outcomes of change for individual orphaned learners, the social structure of their
communities, and organisations of which they are a part of. To this end, at the level of

i ndi vidual orphaned | earner s, coit®lnopeo wer me
their lives (acceptance by others, character, and resilience building). Given the critical
awareness o f t he orphaned |l earner so S G
implementation of the policy on inclusion and other legal frameworks becdinalcr

These factors are conducive to inclusion, the formation of circles of support, and self

help groups through which contacts for social support are made.

In addition, essential facilitating conducive environmental factors are found through
social retworks with strong social capital. These encompass educational content,
presence at schools, ability to achievand above all, their participation in all these

envisaged change processes (Humphrey, 2008).

In the case of orphaned learners (OLs), winety tare empowered it challenges, their
perceived Apowerl essnesso that i's brough
access to fewer resources. For holistic inclusion to take place, orphaned learners should
have control over their lives (Young Foundati 2014). In addition, their schools must

holistically include them.
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Schools must essentially embrace change to include orphaned learners, and to address
their needs in such a way that orphaned learners are made visible, acknowledged,
involved in theirown education (teaching and learning), and enabled to succeed
scholastically (Humphrey, 2008). These are also the-mvelint intentions of the
Education Sector Policy for the OVC that they remain at schools as much as possible,

so that they can gain skilland become seitliant (MoE, 2008b).

The researcher i nt er pecoogicaldsystBmso thef socidb r e n n
support, the symbolic interactionism the
i nclusive educati on, asticcedutalioa int¥ ®aonceptudt o u n d .

framework for inclusioncareand support model for orphaned learners at home and
school as presented in the illustration of building bricks of a houmsa strong
foundation of developing and implementation of policieg;sland regulations in a
country (Figure 4. That is the gist of the conceptual model for inclusicareand

support of the orphaned learners in this study.

Through this conceptual model of inclusj@areand support for orphaned learnars
Namibig the coordinated formal and informal support frosocial networks to
orphaned learners would build in thesmch ascharacter and resilience to help them
step above the immediacy of their otherwise despondent situations into a state of self

awareness amgklf-control over their lives.
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INCLUSION

Contacts
Context Content
Acceptance Achievement

Presence Participation
Self-help group Empowerment
Social support Circles of support
Social networks Social capital

Environmental characteristiq Essential facilitating factors
Individual development Personal attributes

Policies, Laws and regulationsacountry

Strong foundation built through meeting the basic needs
OLs
Orphan hoodulnerability

Figure 4: Conceptual Model of inclusion for orphaned learners in Namibia

2.10 Theoretical framework

Tudge, Mokrova, Hatfield, and Karnik (2009) recommend that empirical studies
should be guided by some theoretical framework from whielrésearcher operates;
an explicit theoretical framework makes it possible for the compatibility of findings

(Tudge, Mokrova, Hatfield & Karnik, 2009).

125



The theoretical framework that forms the basis for this study is presented and guided

by appropriateeview from literature, and it hinges on three theories, namely: the Bio
ecological systems theory (Bronfenbrenner, 1994), the social support theory (Lakey
and Cohen, 2000), and the symbolic intereze
Demirbuken, 2009)These theories are augmented by two philosophical thoughts on
inclusive weducati on; namel y: Humphreyods

Foundationdés holistic education approachj/

The researcher chose these theories on the assumption thrgithieed learners, their
caregivers, and teachers could provide the knowledge and insights into how the needs
of orphaned learners are identified and managed. The theories advocate that by
strengthening human relationships within supportive environmerits possible to
increase resilience and positive outcomes for individuals that otherwise have less care
and support, such as orphaned learners (OLs). Each of the theories are explained in

detail in the sections below.

2.10.1 The Bio-ecological systemgheory

The bicecological systems theory, also called development in context of Urie
Bronfenbrenner (1922 005) hi ghl i ghts key concepts f
1979 wor k. The theory considers the 1infl
contextof the complex system of relationships (social networks) that form his or her
environment. Bronfenbrenner (1979) offered a solution to this asymmetry through his
theoretical perspective of the ecology of human development:

The ecology of human developmemivolves the scientific study of the

progressive, mutual accommodation between an active growing human being
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and the changing properties of the immediate settings in which the developing
person lives, as this process is affected by relations betweerséttisgs and

by the larger contexts in which the settings are esdbd (Bronfenbrenner,

1979, p.21).
Thebicecol ogi cal systems theory suggests th
a variety of critical dimensions, including context, process,timeand t he i ndi \
per sonal attributes (Lethwaite, 2011) . [

human development acknowledges that humans do not develop in isolation, but in
relation to their family and home, school, community, and society wheheoéghese
everchanging and multilevel environments, as well as interactions among these
environments are key to development. The
personal attributes and environmental characteristics have on influencing an

indi vi dual 6s devel opment .

For Bronfenbrenner, the ecol ogi caikaenvir

series of nested and interconnected structures as shéwgune Sbelow.
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Macrosystem
Includes nomms and values of cullures and
subsUltures [Dalist gystems, ideologies, socletsl
structure, gender role socialization, national and
intarnational resources, ele.)

Exosystem
Cistal systems that influsnce tha indvidual indirscty
through their impact on mess- and Microsystems
(eq.. educalion policdes, program components)

Masosysiem
nigrconnections amaong two or mone Mcrosysiems (e.q.
Interactona amaong tamily members and teachers), Expands as
Individusl entars new setlings over time. Impacts individuesl
indirectly through his/her interaciions within the microsystem.

Microsystem
Activities, roles, relations in a detined
setting whare the indvidual interacts

directly with othars (family, paers, etc.)

Individual

Chronasystem- Changes in systems over lime via a process of mutual acuomnlo-dmil"1>

Figure 5: Bronfenbrennerlds ecol ogi cal

(Adapted from the C4ED

Bronfenbrennerds wecological model

Mo d e

ocat e

concentric circles surrounded by family, then by community (schools or youth

centres), and finally by national and sociocultural frameworks. Tnermmost

structure being the individual, Bronfenbrenner suggests that individuals possess

developmentally instigative or personal attribute characteristics that invite, inhibit, or

prevent engagement in sustained, progressively more complex interactioanaith

activity in the immediate environment (Bronfenbrenner, 2005, p. 97). The following

principles of this theory can be deduced from the diagram (FB)uaed the entire

model of human development.
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For instance, the per sqdagitaltheeryimthissiRidyonf e n
is as follows:

1. The orphaned child is at the centre of the model.

2. The model acknowledges that an orphaned child affects and is affected by the
settings in which he/she spds time.

3. Under normal circumstances, the most important setting for an orphaned child
is his/her family, because that is where he spends the most time, and it has the
most emotional influence on him/her. Other important settings may include
his/her exteded family, early care and education programs, health care
settings and other community learning sites such as neighbourhoods, libraries
and playgrounds.

4. An orphaned chil dés devel opment is det
in these settings. For stance, is someone showing the orphaned child
appropriate ways to behave? Is someone providing materials for him/her to
play with? These experiences, are called proxinmalneali processes, which
an orphaned child has with the people and objects i thetsings, and they
are the Aprimary engines of human dev
1998).

5. The number and quality of the connections between the settings in which an
orphaned child spends time, for example his/her family and school, also have
important implications for development. Do the caregivers and educators
communicate with one another often? Do they have similar expectations of the
orphaned child?

6. Other environments where the orphaned child does not spend time could also

affect the power foproximal processes to influence development. These could
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i nclude mor e i mmedi ate factors, such
community mandates, and more remote ones such as policies or laws.

According to the bio ecological systems theoryhifidcdevelopment takes place

through processes of progressively more complex interaction between an active child

and the persons, objects, and symbols in its immediate environmentdBorenner

& Morris, 1998, 09 96 ) . 0

These complex interactions can be tikd to services that orphaned children receive,
and for these services to be effective, they must occur on a regular basis over extended

periods of time.

In contrast of the bi@cological systems theory, Darling (2007, p. 2) argues against
instanceswher a fimore charitably, ecological s\
of human development in which everything is interrelated. Rather, the scholar sees the
promi se of Bronfenbrennerés work within

fully utilised by developmental scientists (Darling, 2007).

According to Darling (2007), the central force in development is the active person:
shaping environments, evoking responses from them, and reacting to them; therefore,
the fundamental premise of ecological systtheory is its phenomenological nature.

Alf men define situations as real t hey a

p.2).

It is worth noting that, different environments present different affordances, and are

responded to in different wayy lifferent individuals. Experienced and objectively
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defined environments will not be randomly distributed about the developmental

processes and the individuals one observes within them.

Derksen (2007) affirms that the bézological systems theory hasett bearing on
professional Child and Youth Care practice focusing on the infant, child, or adolescent
with or without special needs within the context of the family, the community, and the
life span. The developmentatological perspective emphasisd®g tinteraction
between persons, and the physical and social environments, including cultural and

political settings (Derksen, 2007).

The human development model consists of various ecologies or systems. These
systems include the micro system, the megesysthe exosystem, the macro system,
and the chronosyste(Bronfenbrennerl1979) These ecologies are briefly explained
below to depict what is happening in these structures to context the theory with the

study.

2.10.1.1The Micro System

The micro systefs setting is the direct environme(Bronfenbrenner,1979) an
orphaned <child has in 1its i fe. The org
teachers, neighbours and other people who have a direct contact with the orphaned
child is included in the mior system. Moreover, the micro system is the setting in

which the orphaned child has direct social interactions with these social agents. The
theory states that individuals are not mere recipients of the experiences they have when
socialising with these pgte in the micro system environment, but they contribute to

the construction of such environments as well.
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2.10.1.2The Mesosystem

The mesosystem involves the relationships between the microsystems
(Bronfenbrennerl979) in an orphaned child's life. Thiseans that an orphaned
childbés family experience may be related
For example, if orphaned child is neglected by their caregivers, they may have a low
chance of developing positive attitude towards their teachedsthaay may feel

awkward in the presence of peers and withdrawal from a group of classmates.

2.10.1.3The Exosystem

According toBronfenbrenne(1979), he exosystem is the setting where there is a link
between the context wherein the person does notdrgvactive roles, and the context
wherein is actively participating. Suppose a child is more attached to their father, and
the father goes abroad to work for several months, there may be a conflict in the
relationship of the mother and child, and thisatitn may result in a tighter bond

between the mother and the child.

2.10.1.4The Macrosystem

The macrosystem setting is the actual culture of an indivi@uahfenbrenner]1979)
and it involves the socioeconomic status of the person (orphaned chlilidhegiamily,
ethnicity or race, and living in a developing or a third world country. Being born into

a poor family requires a person work hard every day.
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2.10.1.5The Chronosystem

According to Bronfenbrenner (1973he chronosystem includes the transitions and
shifts in one's lifespan, and may involve the sdusiorical contexts that may
influence the person (orphaned child). For example, divorce is a major life transition
as it does not only affect the marriage, &lso the children's behaviour; children are
negatively affected on the first year after the divorce, but the next years after usually

reveals that the interaction within the family becomes more stable and agreeable.

According to the Bieecological Systemtheory, individuals lives within a series of
the five interconnected systems or layers, and each of them interacts with the
individual, and vice versa (Bronfenbrenner, 1994). Thus, an orphaned child growing
up in a family setting is influenced by eachtbé settings, and the orphaned child

influences each of those settings.

In terms of orphaned learners, they are in the-filgte individuals in their own rights.

As individuals, they are influenced by mesgstemic settings such as home, school,
and chuch, their social networks, etc., in the same way that they influence these
settings. They are similarly affected by policies and services that the government

(exosystem) puts in place for them.

2.10.2 The social support theory

Matson (2011) defines st support as any type of communication that helps
individuals feel more certain about a situation and feel as though they have control
over that situation; it is a network of family, friends, neighbours, and community
members that is available in time$ meed to give psychological, physical, and
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financial help (Matson, 2011). This definition accentuates the network of typical
people (e.g. kinship support) available to provide help, and delineates the types of

multiple assistance provided by the netwdvla{son, 2011).

The social support theory proposes that in times of stress, support directly influences

o n e 6 sbeingarid toping mechanisms by promotingesteem and sefegulation

(Lakey & Cohen, 2000). These supportive resources can be tarfgibkexample
financial assistance, mahangu field, and intangible e.g. personal advice, emotional
/nurturance, informational/advice on grants, companionship/sense of belonging, etc
(Lakey & Cohen, 2000). Thus, social support could be measured as theiparttegit

one has assistance available, the actual received assistance, or the degree to which a

person is integrated into a supportive social network (Lakey & Cohen, 2000).

Gl anz, Rimer, and Lewisd (2002) social ne
which illustrates the Social Support theory, and it consists of hypothesised
relationships between social networks providing social support and health. The model
shows howsupportive connections between people (or other entities) influence
physical, mental and social health as shown in the modified Conceptual model in

(Figure®b).

Experiencing o

. Livin a
vulnerability mear?ingful
life
Experiencing barriers (exclusipn (outcome)

Presence ofupportive social
netwnrke

Catalysing factors

Adapted from Glanz et al (2002
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Shumaker and Brownell (1984) provide another dimensiosoofal support as an
exchange of resources between at least two individuals perceived by the provider or

the recipient as intended to enhance the wellbeing of the recipient. There are several
ways in which Shumaker and Bhepimchuagelthe ( 198
concept of exchange, the perceptions of at least two participants, and a broad outcome
measure. Furthermore, because the outcome is tied to the perceived intentions of either
participant, the actual effects of support may be positivativeg or neutral. Finally,

support is neither limited to network members, nor to a stress paradigm (Shumaker &
Brownell, 1984). The interpretative descriptions of the Social Support theory through

the concepts of Circles of Support (COS),-belp groupsand formal support system

are described below.

2.10.2.1Circles of Support (COS)

The Social Support theory has been interpreted into a Circles of Support model for
orphaned and other vulnerable children, and it was implemented in the SABC sub
region(SADC, 2007) as shown iRigure7 with different of supporfThis support to

individuals can come from many sources such as family, friends, and organisations

(Lakey & Cohen, 2000).
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‘ Figure 1 . Levels of COS Engagement

Level 1 : child

receives support

| from family, friends .
| and neighbours

Level 3 : Where

decisions, laws

and policies are

andc

| Level 2
organisations such
as school, church
social services,
NGOs, CBOs etc

Figure 7: Levels of COS engagement

(Adaptedfrom SADC, 2007

There are three levels of support, where the child receives immediate support from
family, friends and neighbours at level 1; at level 2, support comes from- meso
systemic organisations such as schools, churches, social services (insloclalg
workers) NGOs, FBOs and CBOs. At level 3, support is rendered in the form of laws
and policies that governments, through policymakers, put in place, which are at the

ecaand macro system levels.

The impact of HIV and AIDS on education on econonfiome environment,
psychological trauma and greater HIV risk factors are some of the obstacles to
educational outcomes for orphaned learners (Smart, 2005). The development and
i mpl ementation of O6Circles of Supmporto
2005). With the orphaned child in the centre, the COS proposes that stakeholders
should create a circle of support around the orphaned child, so that the orphaned
learners access the necessary services.
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2.10.2.2 Self-help groups

Selthelp groups, alsknown as support groups, are formed by groups of people who
provide mutual support for each other. Shumaker and Brownell (1984) avers that there
is usually a sense of recipient indebtedness to the provider in this transaction.
Therefore, to eliminate theesse of indebtedness, which may result in the recipient
hesitating to seek help, the mutual caregiving that occurs shalkglfgroups should be

encouraged.

In a selfhelp group, the members share a common problem, so their mutual goal is to

help each dter to deal with their problems. S&lélp groups might exist separately or

as part of larger organisations. They might operate informally or according to a format

or progr am. The groups wusually meet | oc
churches, or anmunity centres. In selielp groups, specific modes of social support
emerge. Through setfisclosure, members share their experiences, where they learn

that they are not alonehat they are not the only ones facing a problem. This lessens

the isolatiorthat many people experience, especially those with vulnerabilities.

In the case of orphaned learners, mutually supportivehsgif groups can be formed
in schools. Such leadership could be provided by any teacher in the schools. Various
support and caractivities could be carried out, including visits by successful orphaned

learners to motivate Orphaned Learners.

2.10.2.3Formal support system

Formal support providers do not usually require reciprocity in the same way that
informal support providersad and they are less likely to be threatened by the needs of
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the recipient (Shumaker & Brownell, 1984). Additionally, they require little effort to
sustain the linkage, and they are often able to provide the recipient with more expert
information than infomal support providers (Shumaker & Brownell, 1984). Part of
the burden can be moved from the informal network to a more formal support system.
For example, clergy, health professionals such as social workers, and therapists may
be valuable sources of suppowhen circumstances cause disturbances in a
relationship's normal balance between helping and receiving (Shumaker & Brownell,

1984).

The support of Life skills teachers fall under formal support since pssatial
support is in their mandate. For tasce, the UNICEF Namibia funded Life Skills
Programmes Window of Hope (WoH), and the My Future is My Choice (MFMC)
initiative served as formal support structures. The programmes targeted primary
schools and secondary, and out of school youths (Haihamlad, @006). The
programmes provided knowledge, skills and attitudes needed to manage reproductive

health and comprehensive sexuality demands and challenges (Haihambo et al, 2006).

2.103 Symbolic interactionism theory

Symbolic interaction is one of marlyeories in social sciences, earlier advanced by
George Blumer (1969). The theory examines three core principles, namely: meaning,
language and thought. These core principles emerge from the reciprocal interaction of
individuals in social environments witht her i ndi vi dual s ( Aksan
Demirbuken, 2009). According to Aksana et al,. (2009), the three core principles of
symbolic interaction | ead to conclusions

socialisation into a larger community. Syntibanteractionism holds the principle of
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meaning to be the central aspect of human behaviour. In this study, this theory gives
an understanding of how Life Skills teachers especially experience and respond to the

needs of orphaned learners.

2.10.4 Philosophical thoughts on educational inclusion

The Ubuntuphilosophy approach has been part of African cultures and in traditional
education. Mahlo (2017) acknowledges that Inclusive Education is a relatively recent
policy phenomenon, although it embodies glead arguments that have long been
discussed and debated upon. Philosophically, IE reflects values and principles, and is
concerned with challenging the ways in which educational systems reproduce and
perpetuate social inequalities about marginalised exaluded groups of learners
across a range of abilities, characteristics, developmental trajectories, and socio

economic circumstances (Mahlo, 2017).

Orphaned and vulnerable learners are often marginalised and excluded from education
due to their difficlt living circumstances, coupled with insensitivity of educational
institutions towards their needs. For this reason, Mahlo (2017) clarifies that inclusion
is closely linked to the principles of equality and social justice in educational and social

domains

In the context of this study, inclusion also hinges on two philosophical ideas: the four

level definition of inclusion advanced by Humphrey (2008), and the Young

Foundationés 2014 holistic education par ¢

described in further detail in the sections below
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21041Humphr ey 6s philosophy on inclusive

Humphrey (2008) advances a philosophy on inclusive education, which this study is
partly centred on. The philosophy is based on a-leel definition of inclusion,
namely presence, participation, acceptance and achievement. Presence refers to the
promoton of the visibility of persons who are normally excluded from activities
performed by their peers in ordinary learning contexts (Humphrey 2008); participation
refers to the involvement of persons with differentiated needs in the quality of their
learningexperiences (Humphrey, 2008); whereas acceptance refers to the degree to
which communities, such as schools, acknowledge diversity and the right of those who
are different to operate in similar educational and social settings without making them
feel as ifthey do not belong (Humphrey, 2008). Finally, achievement refers to the
promotion of higher academic progress with better semiotional interactions in

inclusive settings (Humphrey, 2008).

The idea of inclusive education provides an opportunity totifye and to challenge
discrimination and exclusion (Armstrong, Armstrong & Spandagou, 2011; Mabhlo,
2017). Humphrey (2008) advises that for inclusion to work, it could not only rely on
the interest, commitment and enthusiasm of one or two individuatordiagly,
schools should commit to inclusidor it to be effective; the practice of inclusion is
not simply about the application of particular pedagogical methods, but it is

underpinned by the attitude, knowledge, and experience of staff (Humphrey, 2008

The Ministry of Education of Zealand (2014) reiterates that building a more inclusive
school culture is about having a shared vision in which all learners are valued and

respected; it is about the school having the leadership and systems in plggaotd s
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staff, learners, and the community to realise that vision. In the context of this study, it
essentially means that schools should embrace change to include orphaned learners,
and to address their needs in ways that orphaned learners become visible,

acknowledged, involved, and are enabled to achieve academic excellence.

21042The Young Foundationés Holistic Educa

According to the Young Foundation (2014), the concept of holistic education entails

that young people require a wide range of skilisl capabilities to think creatively,
collaborate, empathise and be resilient in the face of the opportunities and challenges

that life throws at them. In this regard, the Foundation established a set of four skills

and capabilities that are referredtoat he o6 Four Cs 6, namely: C

Context, Content, and Contacts (The Young Foundation, 2014).

Based on the definitions of the Young Foundation (2014), character and resilience
refert o a personds ability dircselfavarpness and h e ms e
direction, selcontrol, confidence, and the ability to empathise with others. Improving

an orphaned | earnerds soci al intelligenc
most effective ways to improve their lotbgrm chancesfeucceed in life (The Young

Foundation, 2014).

The concept relating to what orphaned learners have done in their lives. The lived
experiences and where they have been significant (The Young Foundation, 2014). It
can be a critical factor of success tokmg sense of these experiences and to know

how to apply them in the real world.
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Moreover, content refers to the academic and vocational skills qualifications that
orphaned learners acquire through formal education. According to the Young
Foundation (204), children from disadvantaged backgrounds underperform against

their peers in examination.

Finally, contacts refer to the people known to the orphaned learner with whom they
develop relationships with, forming social networks. The Young Foundatiod)201
explains that OLs could feel comfortable when interacting with these social networks,
and they might seek advice from them, or could work alongside them (the Young
Foundation, 2014). Orphaned learners might not always realise the potential, power
and sale of the networks they engage with (The Young Foundation, 2014). At times,
these networks might empower the OLs with confidence to identify and achieve their

ambitions (The Young Foundation, 2014).

The OLs continue to live, learn and negotiate thgediin an increasingly complex
and challenging world. This underscores the need for empowered, resilient young
people who play an active role in navigating their own paths (the Young Foundation,

2014).

The Four Cs are applicable to the situation of ths @ Namibia, where orphaned
learners need empowerment to build character and resilience amid their lived
experiences. Thus, a holistic approach to education is needed to overcome educational

inequalities, so that no one is excluded.

142



2.11 Summary

Chapter2 presents a review of relevant literature in the context of this study by
discussing issues such as the MDGs and SDGs, in relation to inclusivity. To ensure
that the discussions lead to the fulfilment of the study, the topic on orphaned children
in Namilia, and the mitigation of the educational challenges that the OVC face were
dealt with in accordance to the sgbestions of the study. Furthermore, the literature
review was in relation to the concerns of the study, such as the support of the orphaned
children and the essential facilitating factors, Concepts were identified and discussed
and used as bricks for a proverbial house in a conceptual modes foclisioncare

and support of orphaned learnens Namibia Finally, the chapter discussed the
theoretical framework that the study is centred on, namely: thedmogical systems
theory, the Social Support theory, and the symbolic interactionism theory and two
philosophical thoughts on inclusiopn Humphr ey és phil osophy o1

F o u n d stholist@ addication
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CHAPTER 3

METHODOLOGY

3.1Introduction

This chapter describes the technical layout and operational aspects of the study. As
informed by the theoretical framework and the conceptual model of incjesimand

support for orphaned learneirs Namibig this chapter provides the details of the
research design, exploring the phenomenology and case study research designs in
depth. The data collection processes are individually discussed under-tieasiitgs

of individual interviews, document analysis, observations, and plote
techniques. Furthermore, the population, as well as the rationale for the selection of
the study region were espoused. The sample and sampling procedures were also
discussed. The rearcher then looked at the development of research instruments or
data collection instruments for orphaned learners, educators, and caregivers, including

the data collection procedures, and research ethics.

Additionally, a pilot study was conducted fdnétesting of thenterview tools, during

which testing for validity, reliability, and acceptability were carrietdamuthe research
instruments. Theilot findings were presented and duly discussed. This was followed
by the actual data collecti@xerci® at the selected schools, namely SC1 and SC2 (as
coded): and then followed by the analysis of such data, and ending with a summary of

the chapter.
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3.2Research Design
This study adopted the qualitative phenomenological case study approach, involving
two public secondary schools that are situated in the Outapi Constituency of the

Omusati Region.

Qualitative research involves mufierspective approach, using different qualitative
techniques, and data collection methods. While quantitative data are amntport
statistics for orphaned children do not measure the lived experiences of children, or
the magnitude of their problems (Akpata, 2006); hence, an orientation towards a

qualitative research design fits the goals of this study.

The study intends to collect data by exploring the lived experiences of orphaned
learners, and the strategies that schools employ to ensure their inchakidimnally,

the study plans to identify kdions to the exclusion of OLQualitative researctsi

more useful with complex issues such as in the aspect of the education needs of
orphaned children. Although the views are usually generated from small and
sometimes seléelected samples with no benefit of comparative research; however,
when such data aercombined with national level Demographic and Health Surveys
(DHS) studies, the outcomes suffices to let voices on the ground be heard (Ainsworth

& Filmer, 2002).

3.2.1 Phenomenology

This study used the phenomenological approach, which, according ao P215),
iI's an approach that attempts to under st :

understandings of aituation (phenomenon). The purpose of a phenomenological
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approach is to understand issues from everyday knowledge and perceptions of specific
respondent subgroups; thus, phenomenology focuses on an individual experiencing a

phenomenon (Patton, 2015), such as an orphaned learner in the case of this study.

Essentially, phenomenological research entails looking at the universal nature of an
experence. In other words, a phenomenological study tries to answer the question
Awhat i's it l i ke ¢e®? d&éa,vewbhsiucch, astudy etxiper ¢
specifically asked: Awhat i1is it |ike for
However, scholarsemphasise that a researcher needs to suspend his or her
preconceived ideas about the phenometumlicit and better understand the meanings

given by the research participaniBhere searcher in this studyas interested

according to Pattorf2015), in developing a more in depth understanding, or in
clarifying potentially conflicting or equivocal information from previous data The
approach is not primarily concerned with explaining the causes of a situation, but it

instead attempts to describe firindexperiences firshand (Patton, 2015).

3.2.2 Case Study

Yin (2003) describes a case study atyde of educational research, which might be
appropriate for I nvestigating t he conce
uni gqueness, a n d ctivehexperientel as ebeénefits.0 The case Istpdy
research design facilitates the use of multiple methods, including primary and
secondary data sources, andlepth interviews with key participants (triangulation)

for data collection and analysis (Berg, 20B&fton, 2015; Yin, 2003). Triangulation

improves the quality of the data and research findings by counteracting the threats to

validity in each method (Berg, 2001; Patton, 2015).
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The reason a phenomenological case study design was selectédl evadble he
researcher to interact with the orphaned learners, their caregivers, and educators to
explore in depth their experiences within their schools (SC1 and SC2) and homes
(Berg, 2001). Within these approaches, migiels of analysis for the study were

used focusing on the data from the selected schools in northern Namibia.

3.3 Data collection techniques
Data were gathered through-depth phenomenological interviews from selected
schools. In adherence to the phenomenological case research design, éata wer
collected through the following methods:

1 in-depth phenomenological interviews with orphaned learners

1 individual interviews with caregivers and educators

1 document review of national policies with relevance to the welfare of the OVC

1 observations were alsnade in schooland households that were visited

1 photovoice technique used with orphaned learners only

All these multilevel data collection methods and techniques aimed to describe, make
sense of, interpret, and reconstruct social interadbamcove the meanings attached

to it (Akpata, 2006).

3.3.1Individual interviews

The researcher oducted in-depth phenomenological interviewvith orphaned
learners in addition to structured individual interviews with caregivers and educators
These interviewsvere done ira bid to construct the lived experiences of the selected

orphaned learners. Also, through the scHmaded interviews, the researcher intended
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to identify the strategies that schools use to include orphaned learners. With permission

from therespondents, all the individual interviews wateliorecorded.

3.3.2Document Analysis
An analysis was done on the following documents to spell out the welfare service
delivery to the OVC in Namibia:

1 the 2013 Education Sector Policy for Inclusive Edwcat

1 the 2009 Stadards for OVC service delivery,

1 the 2008 Education Sector Policy forphaned and Vulnerable Children

71 the 2004 National OVC Paolicy, as well as

1 the 2003 National HIV Policy.

This analysis was dorie orderto discover how schools und¢oad, interpreed and

usal the nationalpolicies to support orphaned learners under their care.

3.3.30bservations

The researcher carried out systematic observations at the selected schools and
households for an idepth understanding of the lived exipaces of orphaned
learners. The researcher mostly observed the physical appearance of the homestead,

economic activities, and activities in thehanguield.

3.3.4Photo-voice

Photovoice is a visual methodology in which participants take pictureapture the

realities of their situations (Palibroda, Krieg, Murdock, & Havelock, 2009; Haihambo,
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2010). The researcher purchased five disposable cameras, which she gave to the
sampled orphaned learners to use over a-m@®&h period. The sampled OLs took
pictures to depict what their hardships, inclusion and exclusion practices that they
faced at school or home. The disposable cameras were accompanied by note books to

jot down and track the numbers, dates, and details of each photo taken.

3.4Population

The target population for this study included all public secondary schools in the
Omusati Region.However, the section on sampling provides an explanation on how
only two schools got selectetihe units of analysis included orphaned learners, their

caregvers, and educators (including class teachers, Life Skills and Career and

Guidance teachers, principals, and school board members).

3.4.1Rationale for the study region

The study was motivated by and build on existing studies and incessant media reports
in the country on the plight of the OVC. Research in 2004 estimated the number of
orphaned children in Namibia to be 144,000, and projected it to a figure of 250,000 by

2021 (MOE, 2008).

The researcher purposely selected the populous and highly rural Omusati Region as
the study site because the region is characterised by high numbers of young people,
and is generally with high levels of hardships and high unemploymes {[dSA,

2014). With moderately high HIV and AIDS prevalence rates, the region stands to

present many young people who arevgrty stricken and vulnerable. According to
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RAISON (2014), here has been minimal development aid in the region to address
some ofthe glaringsoci® c onomi ¢ har ds hi psand@xpegencee s e ar
as an educator, a social development worker, and a resident of Omusati Region has
resulted in direct experiences with the OVC in the region. Some of thet@k@ver

the running of the homesteadbequeathed to them after the demise of their parents,

even thouglthey are still children.

As aresident othe Omusati region, the researcher withessed how many OVC juggled
multiple tasks that came with the adult role, causing masgadfice their childhood

and educatiorOf utmost importancajot many research studies have been carried out
in the region, thus, against the background ofrél@songhere is aneed for a formal
research study in the Omusati Region. The Omusati Regidascribed in further

detail in the next section.

3.4.1.10musati Region

Omusati Regionpicturedin a mapn Figure 3,is the second most populous region in
Namibia after the Khomas regiomith a population of 226, 220, according to the 2011
National Population and Housing Census report (NSA, 2014; RAISON, 2014).
Consequently, the region presents high numbers of children and young people aged O
24. For instance, there were 33,196 young adults and 118,348 children (RAISON,

2014) during that Census year.

With a population of 228, 842 during the 2001 census (Office of the President, 2003)
it also shows that the Omusati Region has minimal migration (NSA, 2014). The
Omusat. Region, as part of the former 6Oy

the Cuwelai drainage system that transects the reaftern area of the region. The
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region is, therefore, largely rural, having a 96% rural residency, which is the highest
in the country (NSA, 2014). The region is also heavily dependent on subsistence

agricultue.

Omusati Region, which at independence had no official local authority apart from
Outapi having been used as an administrative centre by the previous (RGISON,

2014) Consistent with the typical system of local and regional government in
Namibia,the Region presently has five proclaimed local authorities, which are rapidly
growing into urban centres. These local authorities are: Outapi (the regional capital),
Okahao, Ruacana, Oshikuku, Tsandi receatig, ora more moderate scale settlement

such as Onesi and Okalongo (RAISON, 2014).

It is worth noting that OVC data for the Omusati region is high. For instance, the
MoEG6s 2008 Education Management | nfor mat |
773 orphaned children, whereas the 20067 Demogaphic Health Survey (DHS)

recorded 20, 323 orphaned children. However, only 16, 389 orphaned children were
benefiting from a Ministry of Gender Equality and Child Welfare (MGECW) social

welfare grant in the region (GRN, 2009a). This shortfall indicatesvaaccess of

potential beneficiaries to state sponsored OVC welfare grants in the region. This is a
cause for concern, since indications would be that bona fide beneficiaries were not

accessing the grant.

According to the National Population and Hous®gnsus data, most people in the
region live in individual family homesteadsonsialb | der &6f ar ms o, S Cé

evenly across the Cuvelai (RAISON, 2014). To the south of this areanaesesmall,
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remote villages, such as Amarika, Uutsathima, andsikka. The youth who live in

these far lying villages tend to be much poorer and with less access to services and
economic opportunities, than those who live furtiath of the region (Appendix 13

The levels of deprivation and hardship in Omusati amegally high, although they

are not as severe as in other regions (RAISON, 2014).

The high population of the youth translates into a higher number of learners (Appendix
12). Currently, Omusati Region has about 15 secondary schools, the majority of which

are publicly funded.

3.5Sample

According to Marshall (1996) and Patton (2015), an appropriate sample for a
gualitative study is one that i's o6inforn
questions or provides information for the study objectiVé® researcher used the
nonprobability purposeful sampling technique to guide the selection of participants

for the semistructured interviews, because studies with groups (such as orphaned
children) calls for sampling where researchers choose partisipéio are relevant to

the research topic (Germann, 2005; Welman; Kruger & Mitchell, 2005).

3.5.1Sampling Procedures

The researcher used criterion sampling (Patton, 2015) to select the two public
secondary schools in the Outapi Circuit of the OmuSadication Directorate as study
sites. Criterion sampling involves selecting all cases that meet sonruefpred
characteristics, eligibility, or inclusion criteria (Patton, 2015), such as all public

secondary schools in the Outapi Circuit, which happend&e only the two.
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Educators, specifically the Life Skills teachers at each selected school assisted the
researcher to identify all orphaned learners (OLs) from Gradels Blowever, the
researcher made a deliberate effort to leave out Grades 10 drehfifgin mind that

the orphaned learners in those grades had a high chanceetiunoingto the schools

the following year. However, the OLs in Grades 8, 9 and 11 still had more than 24
months to complettheir schooing career Duringthe week ofadual data collection,

the researcher realised that the number of orphaned learners at the SC1 School was too
high; and that led toéhe decision to only engage orphaned learners in Grade 11 in the

study.

The number®f OLs were high even with the decisitmwork with Grade 11s only.

For instance,rbm a total of 50 orphaned learn®rnso gathered during break tinthe
researcher further randomly, yet purposively selected orphaned learners to participate
in the study. The researcher engaged the availapleaped learners in a dreamd

write activity,as depicted in Figure & weigh the compelling nature ofphan hood
experiences and stories thiorphaned learners brought to the f@aring the draw
andwrite activity, the OLs were requested to prime their for the researcher
car egi v er s 0toamsulttthans for assent aadi consent for the participation

of orphaned learners, afat their own eventual participation in the study.

The researcher selected educators as resporgpeadingon theduties, roles, and
responsibilitieghey performed at schoadlswardsthe orphaned learners within their
respective schools. Hendgroup 1 is comprised of the School Principal, School board

members, and @irselling and career guidance or Lif&il$s teacher, while Group 2
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consisted of orphaned learnarsd their caregivers. Theampling processnsuredhe
representation of the most cruci amthest akel

study The respective respondent groups are descriekesvb

3.5.1.10rphaned learner respondents

Orphaned learner respondents are those who had lost a parent or both, and live with

compelling vulnerability as a result, and at the time in Grade 11 at the selected schools.

3.5.1.2Caregiver respondents

Caregver respondents are the guardians of the orphaned learners, who were selected
to take part in the study. Thetal numbersof caregiversould not match with those
of the OLs, because one of the OWas a head of househoidmeaning he did not

have a camgver.

3.5.1.3Educator respondents

The educator respondents were selecaedording totheir duties, roles, and
responsibilitiesperformed towards the orphaned learners within their respective
schools. Thus, Group 1 congdtof the school authority: ttf8&hool principal, 8hool

board members, and the Life Skills or Counselling and Career Guidance $eacher

3.6 Development of Research Instruments

Severalresearchinstruments otools weredevelopedtio gather data for the study.
These included interview guides, which were documents with guiding questions
designed to solicit information appropriate for analysis (Babbie & Mouton, 2012). The
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guides includedgemistructured orphaned learner, caregived aducator interview

guides, and less structured document analysis and observation guides.

3.6.1Interview guides

All the interview guides were originally developed in English, but to ensure conceptual
equivalence, interview questions were translated into Oshindonga and from
Oshindonga to English after data collecti®o.check for the validity of the translated
versons of the instrumenighere was a baetkanslation of the interview tool from

Oshindonga to English.

Respondents had a choice of their preferred language (Oshindonga or English) for the
interview, but the researcher also determitiee language to useorf a specific
interview, particularly emanating from the introductory greetings sesskor
instance, for almost athe caregivergexcept one)the researcher chose to use the
vernacular since most of the participating caregiesqressedhemselves keer in

the vernacularSince, the school respondents (OLs and educators) had fluency in both
English and Oshindonga, the researcher provided them a choice for the language they

preferred to have their interviews done in at the beginning of the intervimegs.

Translation from English to Oshindonga was intended to increase the validity of
responses. Translation and bdcknslation were done with the assistance of
commercially available translatorsince researcher and the most local residents of

Omusti Region speak a diale@ghimbaanhuthat is notyetin written form.
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3.6.1.10r phaned | e-atnuaueed istéview guide

A separate senstructured interview tool was developedr forphaned learners
(Appendix 3. However, given the phenomengical nature of the study, follow up
questiongyot askedlepending on thmitial responses of the individual interviewees.

With the permission of the respondents, individual interviews waeaderecorded.

The interview process for OLs was especiatfiportant to examine questions such as
AWhat do orphaned | earners suggest as a
cope with?o | nvoic dedhnique was usedt blg erphgnédddaraers

onlyyt o obtain answer s t olivetl &xperieqaexas drghaned: i wh
|l earners?0 They answered this by documen

inclusion at schools in pictorial form to tell their stories.

3.6.1.2Car e gi v estruxtbredsneemwiew guide

A separate senstructured iterview tool was preparednd developedor the

caregivers of theselectedorphaned learners (AppendiX.3However, given the
phenomenological nature of the study, follow up questions were asked depending on
theinitial responses of the intervieweedndividual interviews wereaudiorecorded.

The interview process with caregivers was especially important to examine and
vali date questions such as dwhat are the
Through this interview, the caregivers responded to timeero of experiences of

orphaned learners from th@erspectives asaregivers.
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3.6. 1. 3 Edstwetured mterdew guedem i

Separate senstructured interview tools were developed for schootharity
respondents (AppendiXy.4However, given thelenomenological nature of the study,
follow up questions were also asked depending onirfiml responses of the
individual interviewee, as &l as whether the interviewee svanordinaryeducatoya
member ofthe management cadre, @ member of the solel board.Individual
interviews wereaudiorecorded.

The interview process was especially important to examine research questions such

as: Ahow do schools identify orphaned | e
are perceived impactsofphanhoo® n | earning and teaching ¢
as well as fAwhat strategies do school s u:

3.6.1.4 Document review and Observation guide tools

The researcher also prepared unstructured guiding tools for document rediew an
observationsn order for thesdo provide additional information for the study by
answering some of the research qesoEtions
or phaned | eraschoasrawaie,of esistitg pdicies regarding the OVCs in

the country?d

The researcher noted dowreobservationshe madgeand after every intervienoted

downthe comfort ability level of the respondent during the interview process.

3.7 Data Collection Procedures

After the researahr ®$ opos al was approved by t he

Committee at the University of Namihia 2013 the researcher sought permission to

157



conduct the study from the Permanent Secretary ofMimastry of Education
(Appendix®). Once permission was granted from thenistry of Education
(Appendix 3, the researcher made telephonic contact with the Omusati Education
Directorate management. Subsequently, the researcher visited the ré¢awember

2013 to meet witlthe Acting Regional Director and Senior Education Officers to brief
them about the proposed study. The introduction of the stwdg, done through a
presentation of the research proposal to review its purpose, and subsequently requested

permission for dataollection from the proposed schools.

The researcher conducted a pilot study earliMarch 2014 to apply the interview

tools at the only public secondary school in the Anamulenge Circuit, nahely
OnawaSecondary School. Based on the results of illbe giudy, the researcher made

the necessary adjustments on the data collection tools. The changes made thereof are

elaborated on in section 3.9.5.1.

The researcher then returned to the Omusati region 2@l (June}o each selected
school for actuatlata collection activities. As stated earlier in Section 3.3, data were
gathered through four methods, namely: individual interviews, photo voice,

observations, and document review.

3.7.1Training of the orphaned learners for the photevoice methodology

The researcheused 45 hours to trairthe orphaned learners to use the disposable
cameras anthe use of thaote booksat the end oéachweek of visiting the respective

school(SC1 and SC2 schoossjor actual data collection.
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The researchealiscussed all schodlased research activities with the respective school
principals, ensuring ownership and cooperation fromseliool stakeholders. The
researcher assured the School headstligatesearch activities would not interfere

with normal schol activities as advised in the permission letter to the Office of the
Permanent Secretary of thamstry of Education (Appendix)7

Most interviews with orphaned learnexsSC1 Schoolvere done after school hours

on theschool premiseswhile those wit ordinary teachers and school board members
were mostly done during break times in t
interview took place in her officdn the case of SC 2 being a dsghool (without

boarding facilities or a hostelyl interviews with educators andrphanedearners

were conducted at break timmen t he researcherds car, e X (

interview which took place in his office.

3.8Research Ethics

The primary concern of any researcher dealing with human sulsj¢lcéssafety of the
participants. Research on sensitive topics witiotionallydelicateparticipants such

as orphaned children should carefully be considered and conducted only where
circumstances of the study provides for the physical, emotional, syuhgdogical
safety of the subjects (Morrow & Richards, 1996; Greig & Taylor, 1999). All ethical
issues related to working with children and young adults were specifically addressed
in this study. These ethical issues included obtaining an informed corefeaining

from using deception, protection from physical, psychological, and emotional harm,
maintaining confidentiality by using pseudonyms, and the need for the researcher to
be supportiveby referring cases to the Life Skills or Counselling and Gwda

teachers at the respective schools
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The researcher made every effort to protect the identity of the orphaned learners to
ensure anonymity (by using pseudo names), while at the same time representing their
voices, particularly with the use of phetoice. The informed consent involved
permission for photo release; while only sharing their words and thoughts directly, but

not associating any real names with statements made.

Et hical clearance for this study was o0b
(UNAM) Research and Ethics Committee (UREC) as PGSC/13/2613. Permission to
conduct the study was sought from, and granted by the Permanent Secretary of the
Ministry of Education (Appendix)7 Since there were clear overlappi®yC care

functions between théwo Government of the Republic of Namibia ministries
(Education and Gender Equality and Child
seeking permission to work with OLs was also lodged with the Permanent Secretary

of the Ministry of Gender Equality dnChild Welfare.

Permission to access the schools was sought from the Omusati Regional Education
Directorate, while permission to engage selected educators as participants was
obtained from the respective school principals and the educators themselves. F
orphaned learners, permission was initially obtained from each of the schools, then
their primary caregivers, as well as consent from the participaargdrs themselves
(Appendices 1412). Even though permission was requested in writing from themegi

and each of thechools in writing the (Appendic&and 10, the region and schools

granted it verbally and/or telephonically.
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3.9 Pilot Study

A researcher needs to be able to prove that the data are valid and reliable. Ideally, every
instrumentshould undergo a formal pilot, where the acceptability, validity, and
reliability of the measure is tested (Patton, 2015). This procedure means that
researchers should also pilot the data collection process and cover letter with
participants. The pilot stly should be based on subjects from a similar population to

that being examined in oneds actual sur v

The Pilot Study was conducted in March 2014 at Onawa Secondary School, which is
the only public secondary school in the Anamulenge utir¢in the Anamulenge
Constituency) of the Omusati Region.

Through the Pilot Study, the researcher sought to test the validity, reliability and
acceptability of the developed study instruments as described in the sections that

follow.

3.9.1Testing validity

A research i nstrument can be said to be
research question in a balanced way, which is when it measures what it aims to
measure. The researcher tested for criterion, facts, and validity by compariwg a ne
measure with an existing O6gold standard?o
with information recor ded -toffaceoimerviewsego 6 c | i

evaluate whether responses match opinions.
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3.9.2Testing reliability

Reliability is defined as an assessment of the reproducibility and consistency of an
instrument. To ensure reliability, the researcher developed guiding tools for orphaned
learners and caregivers on the same subject matter: lived experiences of orphaned
learners, to compa the internal consistency of an instrument from the various

responses.

3.9.3Testing acceptability

Qualitative methods can be used to assess the acceptability of a research instrument.
One can request the participants in the pilot study to eitherdawe their comments

about the research instrument on a separate sheet, or telephonically evaluate the
instrument during the validity testing (Patton, 2015). The researcher tested the
acceptability of the instruments by asking for comments regarding thecte®
research guides from the respondents, and by noting how long it took them to complete

the questionnaire.

3.9.4 Historical context of the pilot study school

As stated above, prior to the main fieldwork for data collection, a pilot test study was
conducted to apply the interview tools. The pilot study was carried out for one week
at the only public secondary school in the Anamulenge Ciftandl Constituengy
namely the Onawa Secondary School. The pilot study involved three orphaned learners
and thee educators, and it is characteristicéikg the sampled participant schools,
except that the pilot schobéd more modern infrastructure as a new school, and with

better performing learners.
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Onawa Secondary School is a newly established and firit mezondary school in

the Anamulenge Constituen@e only other secondary school Canisianum is church

owned and runyvith boarding facilities in an otherwise completely rural village of

Onawa in the Omusati region. The researcher was informed thatitbel started off

with the first phase in 2013 with Grades 8 and 11 learners. In 2014, the school had 282
learnersenrolledin Grades 8, 9, and 12. The school has all the amenities of a modern
boarding school, including electricity, running wateramd uc at or sd accomm
facilites.1 t i s believed that Onawa Secondary

Omusati Region

The researcher on arrival at the Onawa SS was further informetednagrsare
drawnfrom far places, outside Omusati regidmarners are admitted to the school
from various regions in the northern part of the country, based on their vulnerability

(orphanhood being at the fore) status and their exceptional academic performance.

The researcher has noted ttafthoughit is na documentedyell performingschools

such as the Onawa $®tpreference of selecting Grade 10 learners with exceptional
results in the national examinatiorGonsequentlysince 2016 Onawa Secondary
Schoolhad beemmong the top 2Best reforming publischools in thé&lamibia Senior
Secondary Certificate Ordinary level (NSSCO) examinations. With the dynamism of
the founding and current School Principal, the school is expected to continue

producing excellent results in the national examinations.
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The regarcher contacted the School Princigéphonically,however,he advised
about weelong absence to attend a workshop, so the researcher was left in the hands

of the Acting Principal, who was tt&cience Head of Department.

The researcher arrived aetBchool premises on Tuesday, 25th March 2014, and first
met with the acting Principal, who then referred her to the Counselling and Guidance
teacher. Interviews were conducted in the office of the Counselling and Guidance
Teacher. The distance to the hamaf the orphaned learners and the poor road
conditions (was an indication that it would be impossible to get hold of their
caregivers). It was also a challenge to get hold of the chairperson of the School Board
in personsincehe lived in the Oshikuku Gwtituencyof the Omusati RegionThe
researcher contemplated using telephonic interviews, however if these were to be
conducted, it wouldprove difficult to record the corersations Therefore,the
researcher made a decision to engage othedévo eduators, who served as members

of the School Board to be interviewed insteathe Board Chairperson.

Over two days, the researcher interviewed three educators, including the Counselling
and Guidance teacher, a teacher whasvaamemberfahe school boardndthe Head

of Departmentwho was part of school management, (then serving as acting principal).
In addition, three learners wereentiewed. These included tiemalesand one male
learnes. The one femaléearnerwas a double orphan from the Omusedgion, the

other female was a single orphan from the San community in the Ohangwena Region.
Both were in grade 12 at the time. The male learner was in Grade 9. He was a
vulnerable learner from the OvaHimb#m®ic group in the Kunene regioihe

OvaHimba eople of Namibia are part of the educationally marginalised in the
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country. The Counselling and Guidance teacher referred him to be part of the
respondentsalthough he is not an orphaned learner, howdwerause of his
vulnerabilitywhere he does not liwgith his biological parents but with an uncle and

his family, and had on about tvezcasions

3.9.5 Pilot findings

The pilot study was deemed important to identifying any problems and omissions, as
well as to evaluate the research process. Pilot testimgtruments was also intended

to improve the precision, reliability, and cremdtural validity of data.

The 2013 school statistics for the Onawa Secondary School found on the MoE HIV
and AIDS Management Unit (HAMU) Monitoring Report Form recorde(B3@8nales

and 36 females) OVC learners. Of these, 24 (10 males and 14 females) learners were
exempted from paying the school development and hostel fees, while 9 (1 male and 8
female) learners receive counselling or other forms of psgob@l support. fie
researcher noticed, and the Counselling and Guidance teacher agreed that, male
learners seemed reluctant to freely express their problems. The teacher remarked that
this could be attributed to cultural beliefs, where African men were culturally not

raised to express emotions.

3.9.5.1Interview tool findings

Based on the results of the pilot study, the researcher made necessary adjustments such
as excluding some questions that were repetitive, particularly in the interview guide

for school ai VElbe wasr mhawged to Oexempt 6
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because the latter was what was used and understood By alhsure the validity of
the interview tools, the researcher examined the full scope of the research questions in
a balanced way, ensng that the interview tools measured what they intended to

measure.

The researcher determined the internal consistency of the interview tools by rephrasing
interview questions buthis method wasleemed repetitivddy some respondents

through responsesish aso | t hink | a n s Some of the résponses al r e
received to questions asked in different ways were then compared as before and found

to be uniform. The researcher also received feedback that although interview tools
were acceptable to paripants, they took long to complete.

Following the analysis of the pilot study data, ambiguous or unclear questions were
either rephrased or removed entirely. Lastly, the researcher decided to not collect data

during the rainy seasdn be able to accesdl required places.

3.9.5.2Participant Findings

The researcher found consistency with findings of a 2009 GRN audit that learners
anticipating fee exemptions were literally coerced to pay first, while waiting for the
approval of those exemptions. Theopischool maintained that learners could not be

100% exempted from paying the SDF, because the school needed the money to run its
activities. No one could really argue with schools, bearing in mind the fact that the
once mooted AEduc a t(inthe200 Eduction Actnveas ot yetu n d 0
made operational to help schools out with refunds of the school development fund,
where the OVCs who could not pay were admitted (GRN, 2009b). Hence, the odds

were stacked against the orphaned and vulnerable lsarner
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3.952100r phaned | earnersd6 findings

Some of the@rphaned learners wlemgaged in the pilot studiydicated that they were
constantly reminded by school management that they had not paid their School
Development Fund (SDF), and were in a way coerced into paying it even if they had
the exemption letters. One female learner explained that the actiegoplidid not
understand her situation, so her former (primary school) teacher had to pay for her
SDF, because as she relafigdvas very bad; they were after me all the time asking

for the monel\o

3.9.5.2.2 School respondents: School management

The schol managemenvehementlyargued that they would no longer honour the
100% fee exemptions granted to OVC by the Ministry of Education and/or the
Ministry of Gender Equality and Child Welfare, because the full exemption affected

the income expected by thehsol for its normal operations.

This finding agreedwith the 2009 audit report on the OVC service delivery in the
country, which found that in terms of the OVC school development funds and
examination fees exemptions in the schools visited, there vilas stluctance from
educators to grant exemptions to the OVCs who could not afford to pay school
development funds. In this regard, it was very clear that the education system turned
vulnerable learners and schools against each other, and in the ppiaesg the

orphaned learners in precarious situations.
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3.9.5.2.3 School respondents: Educators serving on the school board

The researcher found thatlucators who served on the school boaste more
sensitive to the special needs of the orphaneddesarfihey even opined that educators

at schools across the country needed training to understand the needs of thie OVC,
better cater for them. The fact thatost educators in schools did not seem to
understand the special needs of the OVC was a farany the stipulations of the
Education Sector Policy on the OVC that
ensure that educators were adequately trained, and can serve as role models for the

OvCo (MoE, 2008b, p 5).

The realisation that some educatevere clueless on handling the OVC was an
indication that tertiary institutions needed to incorporate this aspect 4teguber
training, and for the Ministry of Education to provide adequate and regtgarice

training to educators.

3.9.5.3Discussons of glot study findings

The findings of the pilot study indicate that the education system was currently staking
vulnerable learners against schools that were equally vulnerable, which did not seem

to be congruent with the theoretical stipulationshobet Mi ni stry of Educ
Education Sector Policy foOrphaned and Vulnerable Childreand the 2013
Education Sector Policy for Inclusive Education. These policy documents expect all
Namibian schools to have the capacity to identify and supportdesawho, for one

reason or another, manifested educational or psychological needs (MoE, 2008a; MoE,

2013).
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The directives of the policies clearly state that no learner should be excluded from a
government schodlecause ofheir inability to pay schodkees or to afford a school
uniform. Furthermore, no learner should be excluded from examinations conducted at
a government school as result of their inability to pay examination fees (GRN, 2003,
pl10). Specifically, the Education Sector Policy on the OV@dcsied the role of
schools

Schools should provide an accessible, safe, and conducive learning

environment, free of stigma and financial barriers, in which the legislated Code

of Conduct for Teaching Service guarantees a culture of care and -gender

sensitive education. Moreover, edtorg, acting6é i n | ocoarparent

custodians of the learners at schools and must adapt ssetindlbeing caring

and careful. The Education Ministry should therefore ensure that educators are

adequately trained and can serve as role models (M@Bp205).

However, given the reality of the situation of orphaned learners in schools, the
stipulations are rather oOwishful t hi nkin
implementation aspect and the resources availability, so schools were merely

instructed to be sensitive about the needs of OVC, thus:

All education sector employees should be sensitised about the special needs of
learners and students who are infected, affected, or orphaned by HIV/AIDS,
and other vulnerable children. Heads of educatiomstitutions should
facilitate the access of such learners and students to support and provide
counselling services and, where necessary, to include them in thd schoo

feeding schemes (GRN, 20031€).
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Through the policy directives, heads of educatlomstitutions were tasked to
establish functioning, supportive, and monitoring of effective support and counselling
services at their institutions. The pilot school, however newnaadhe Constituency
Councillordés office, elitbee a sociab worker erc thel | a
Constituency Councillor to learners with vulnerabilities at their school. The
Counselling and Guidance Teacher at the pilot school tried her best to attend to the

myriad of the needs of the OVC learners in the school.

Furthemore, the heads of educational institutions were tasked through the policy to
ensure adequate flexibility in schedules and rules, including school hours, responses

to being late or erratic attendance, and age norms and facilitation of homework by
learnersand students who are orphaned or otherwise affected by HIV/AIDS (GRN,

2003). However, it was not clarified how supportive the entire education system was
going to be apart from the issuance of pc¢
(as cited in Adersen, 2012) that if the needs of Fdffected children were to be met
through schools, the education sector és r
of care, rather than the functionalist production of a future workforce. This sentiment

was aso similarly echoed by Mahlo (2017). However, as far as the researcher was
aware, no public school in the country chose what to do. This made it impossible for
individual schools to set educational activities at flexible titkoesccommodate the

needs of ulnerable learners; all schools in the coumnystabide by the stipulated

education sector rules and procedures.
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Findings from educators and some orphaned learners revealed the misuse of the OVC
grant by guardians who received it on behalf of the orptidearners. An example

was cited thaa learnefionly received a mere N$100 per annum out of the entire grant

of N$1200 provided by governmént Thi s finding renders we
the Ministry of Gender Equality and Child Welfare in a studst tassessed the

effectiveness of the grants in some regiM&ECW, 2010).

The findings of the pilot study are comforting, however, because the teacher counsellor
expressed thalespitethe hardships that many orphaned learners faoedithem

were redient, and it appeared that the school was generally supportive of them.

Additionally, orphaned learners ranked education on a pedestal as one of those services
that could create a brighter future for them, but they suggested a fund to be created to
sponsor their tertiary educati on. For i n:
results of the two Grade 12 participant orphaned learners, and found that they

performed well and were both, in fact, pursuing tertiary education.

3.9.5.3.1 Overlapping OVC care function

Compounding the OVC care issue was the lack of clarity and overlapping child care
functions between the Ministries of Gender Equality and the Child Welfare
(MGECW), and Education (MoE). It was the responsibility of either ministry
depanding on whether OVC were found at home or school, increasing the risk of the

OVC falling through the cracks.
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Of utmost importance, the MGECW and the MoE should tackle the SDF exemption
issue for the OVC, so that no deserving learners are turned awagdéirwols due to

any form of nompayment. The ministries should coordinate more to review and
simplify procedures for applying for hostel and examination fee exemptions for the
OVC. Thus, the concerned ministries and stakeholders needed to urgenthaéiicica
solution to ensure that learners and schools survived and thrived under the current

education realities.

Perhaps, the introduction of universal secondary education from the 2016 academic
year would serve as a welcome relief and solution to tigeing OVC educational
challenges. The data for this pilot study were collected in 2014 when the school
development fund (SDF) was still mandatory for secondary schools. However, since
2016, the situation was changed by the introduction of the Universah&ary School

(USE) in Namibia.

In preparation for the actual data collection, which was the next major step, the
researcher noted the need to learn about the use of the phenomenology technique, and

put all the necessary plans in place to make this ageatle undertaking.

3.10 Main gudy data collection

During the first semester school holidays in April 2015, the researcher reminded the
principals of SC1 and SC2 in the Omusati Region about the planned data collection
exercise at their respectigehools, in June 2015. The researcher then travelled to the

Omusati Region during the weekend of tffe-20" June 2015, spending a week at
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each sampled case study school. By that time, the interview materials were all

translated into the Oshindonga vacualar.

3.10.1 Study site context: SC1 (School 1)

SC1 is a secondary school situated in Outapi town, and it was established in the 1970s
in the preindependence era. The researcher attended this school for 3 years (from

19831985).

SC1 has boarding fdities, where most of the learners were housed during school
terms. The researcher arrived at SC1, and met the School Principal, who then referred

the researcher to the Life skills/Counselling and Guidance teacher.

3.10.1.1 Sampling process at SC1

The researcher was informed that 250 out of the 733 (34%) enrolled learners were
OVC, registered with the Life Skills teacher at the beginning of that academic year.
Given the high numbers of OVC available from which to choose just a few orphaned
learners to paicipate in the study, the researcher made a deliberate decision to select
from Grade 11s only, instead of engaging Grade 8s and 9s. This decision was because
the Grade 11 learners had more time and experience at secondary level (with 4 years
of secondaryschool attendance already). The selection was made by identifying the
registered orphaned learners in Grade 11 classes. The identified Grade 11 orphaned
learners were requested to come and meet with the researcher in class during break

time.
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During breakthe researcher gathered the learners, and gave each of them an A4 paper
and pencil to write about thearphan hooaxperiences as accurately as possible. The
orphaned learners were also requested to provide details and contact information of
their caregrers. The researcher then read through the stories, and then selected
compelling stories of vulnerability, thus resulting in the selection of the learners with

such narrated experiences as potential research participants. With the caregiver contact
detaik provided, such as telephone numbers and villages of residence, the researcher
made appointments to meet them. Only the selected orphaned learners whose
caregivers responded to the researcherds

study.

Over the following days, the researcher met the caregivers of the selected orphaned
learners at the villages ddmundjalala (Anamulenge ConstituencyQlukekete
(Outapi Constituency), andtshuuli (Oshikuku Constituency).Olukekete and
Otshuulivillages ae distant from Outapi town, where SC1 is located; which required

the researcher to drive early in the morning.

Only after all the caregivers were met, consented and interviewed that the researcher
was able to start involving the orphaned learners irstindy. As earlier alluded to, it
should be noted that one of the orphaned learners who hailed Groogulu
gwEembasheillage (Tsandi Constituency) was the head of their household; hence,
the researcher did not travel to that village because there wasegver to include

in the study.
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During that first week of the study, the researcher also interviewed educators,
including the Life Skills/Counselling and Guidance teacher, the principal and a teacher

who served on the school board. The total of respotsd ten from SC1.

3.10.2 Study site context: SCZSchool 2)

SC2 is a day secondary school (with no hostel facility) that is situated @sthiputu
shEendjambavillage (Outapi Constituency) about 20 kilometres from the Outapi

town, and en route to Ragana. The school was established as a secondary school in
2012 as an Oupgraded from a Combined Schc
neither accompanied by infrastructural development, nor human resources
development, resulting in a negative impact the school. In terms of academic
performance, SEZis currently one of the few black sheep of the Omusati Region,

having consistently produced a 100% failure rate since its establistemeapt for

2017.

The school did also not have a substariiedd since the retirement of the former
combined school and new secondary school principal. Additionally, the school does
not also have hostel facilities for learners, making them all essentialieamers.
These dynamics has tremendously affected leannkers boarded to be able to attend

the school.

3.10.2.Sampling process at SC2

Upon arrival at the school premises on the 15th June 2015, the researcher immediately

met the acting principal, who then handed made referrals to the Life Skills teacher.

175



The researcher firstly met the identified caregivers at the villagegaife, Nakayale
(Outapi Constituency), Etunda (Ruacana Constituency),Onanime (Outapi
Constituency), an@shiputu shEendjami@®utapi Constituency) before interviewing

the orphaned leaers at the school. Thus, in the second week of data collection, the
researcher interviewed four orphaned learners, four caregivers, and three educators,
who were made up of the Life Skills teacher, the acting principal, and a teacher who

was serving orhie school board. In total, the participants amounted to 11 (eleven).

3.10.3 Sampling procedure at SC2

The sampling of orphaned learner respondents is shown in Figure 8, which depicts

orphaned learners participating in a wigtied-draw exercise at SC2.

Figure8:SC2 Orphaned | earners in a o6draw and

The outcome presented in Table 7 below is from the sampling process to itentify
respondents for the study.
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SC1 School Males Females Total Selected
Grade 11 C 2 4 6

Grade 11 H 5 4 9

Grade 8 2 3 5

Total orphaned | 9 11 20 4
children

Caregivers 1 2 3
Educators 0 3

SC2 School Males Females Total Selected
Grade 11 E 7 9 16

Gradell A 5 7 12

Total orphaned 12 16 28 4
children

Caregivers 0 4

Educators 2 1

3.10.4 Characteristics of respondents

Table 8 below presents the characteristics of the various respondents who participated
in the study, captured from the respectimterview instruments, and the-depth
interviews. Other information came from the follow up calls with the Life Skills

teacher.
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Pseudonym| Age Type/Role | School Lived Experience | Welfare Grant
(Range) Status

David 17 years| single SC1 Lived with | Did not receive

orphan, malg Grade 11 biological father ang the grant; did nof
step mother; had n( have clear
clear birth| documentation
documentations

Maria 23 years| double SC1 Lived with a married| Did not receive;
orphan, Grade 11 female cousin, haq has receiveg
female n o mo t h e 1 school exemptiorn

certificate though

Petrus 23 years| double SC1 Was head of thei| Did not receive
orphan, male Grade 11 household grant

Magano 20 years| double SC1 Lived with paternall Used to receive
orphan, Grade 11 grandmother but has beerde-
female selectedas a result

of her attaining 18
years of age

Lovisa 17 years| Single SC2 Lives alone in hel Received grant
orphan. Grade 11 mot her 6s
Female Repeated Gradé1.

Pandu 17 years| Single SC2 Lives with mother;| Received the gran
orphan, Grade 11 sent to a schog (which equalled to
female without a hostel in hermonthly rental

another payments at the
constituency, anq flats)

rent a flat in 4

location near the

school.

Repeated Grade 11

Ndapanda | 23 years| Single SC2, Lived with mother| Did not receive
orphan, Grade 11 and many siblings| the grant
female did not have birth

documentations,
family was dis
inherited after,
father 6s
Dropped out of
school because o
pregnancy

Willem 20 years| Single SC2, Gradg Li ved wi t|Did not receive,
orphan, malel 11 family. Contributed| told mother works|

to making situation
what it was through
ill -discipline. . Lived
at anot he
homestead fo
school attendanc

purposes. Dropped

for government
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out of school and

school cannot
account for him.
Teacher 1 | 4550 Female, Life| SC1 University trained,
Skill and 16+ years teachin
Career ang experience, b
Guidance years in OVC care
Teacher and support
Teacher 2 | 41-44 Female, SC1 University trained,
Teacher anc 16+ years teachin
School experience, 40
board years in Schoo
member Board duties
Teacher 3 | 41-44 Female, SC1 University trained,
School 11-15 years teachin
Principal experience, 40
yeas in  school
management,
trained as Caree
Guidance Teache
for OVC care and
support though doe
not practice it
Teacher 4 | 3540 Female, Life| SC2 University trained,
Skills 6-10 years teachin
Teacher experience, ‘b
years in OVC careg
and support
Teacher5 | 3540 Male, SC2 University trained,
Teacher ang 11-15 years teachin
School experience, 40
Board years in Schoo
Member Board duties
Teacher 6 | 3540 Male, SC2 University trained,
Acting 11-15 years teachin
School experience, 0 @S
Principal (>1 month) in
school managemer
function, trained in
School
Counselling/OVC
care and support
Davi d@§ 4144 Male, SC1 Selfemployed
caregiver Biological Anamulenge| motor  Mechanic,
father, Constituency| Secondary leve
educated
Mar i a g 3540 Female, SC1 Unemployed, sells
caregiver relative Outapi Wambo liquor,
Constituency| Primary level
educated
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Ma g a n g 60+ Female, SC1, Pensioner, Received old age

caregiver paternal Oshikuku Widowed, pension
grandmother| Constituency| Uneducated
Pandu§ 4550 Female, SC2 Unemployed, -
caregiver Biological Ruacana Widowed, Primary|
mother Constituency| level educated
Lovi s gb5154 Female, SC2, Unemployed, received veteral
caregiver Biological Outapi Widowed, sold goa{ grant
Mother Constituency| meat occasionally|

approved veterg
Primary Educated

Ndap an 5560 Female, SC2, Unemployed, did not receive olg
caregiver Biological Outapi Widowed, sold| age pension
Mother Constituency| vetkoekies Primary
educated.
Wi | | en 5154 Female, SC2, Unemployed, useq -
caregiver adopted Outapi to teach resigne
relative Constituency| because of ill health
Secondary leve
educated.

3.105 Interviewing process

Mostoft he i nterviews were conducted in the
time or after school. At the homesteads, interviews were conducted in more quiet

corners of the homesteads.

3.10.6 Transcription process

The researcher started the processanfscription of the recorded interviews as soon
as she arrived back at the room at the Anamulenge Roman Catholic Mission, where
she stayed for the 2 weeks of data collection. Accordingly, it was possible to complete
the transcription process for the addio recorded interviews that were made up of

eight orphaned learners, seven caregivers, and six educators across the schools.
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3.10.7 Photo taking process and photo selection

The researcher set aside the afternd8+% hours)of each respective last Frigiaof

the data collection week, to introduce the orphaned learners at each school to the
disposable cameras and note books. The researcher then left them to take pictures for
three months. The cameras were collected after the-thoeéh period by the Life

Skills teachers, who sent them to the researcher in August 2015.

The process of developing the pictures took longer than expected, as the machine at
the Gerhard Botha Photographers needed a Technician to arrive from South Africa to
do repair works it. Aer the delay, the photos finally became available to the researcher

in hard and digitalised (saved on a CD) formats in April 2016.

On close analysis of the photographs, the researcher noticed that learne2s@dlSC
many and more useful pictures ftwetstudy, unlike a majority of orphaned learners
from SC1 who lived in the hostel (except the onedaylearner). A full description

of selected photographs that the researcher selected for use in the study is given in

Section 4.3.2.3.

3.11Data Analysis processes

The researcheaudiorecorded and transcribed all data from interviews, and saved
them as rich text format (.rtf) in preparation for data anal¥siamples of interview
transcripts are presented in Appendix THe researcher then analysed all the data as

described below.
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The primary sources of information are Groups 1 and 2, which went on to serve as
Primary Documents (PDs) in ATLAS.ti for this phenomenological case study. This
information was audio recordednd then it was transcribed verbatfppendix 14)
Furthermore, the data collected through the pivoioe technique and note books
were similarly analysed by discussing selected photos and related notes provided for

each photo by the group memi@Lsin this instancey (Palibroda et al, 2009).

The secondary data obtained from policy documents and observations went through a
process of document analysis, were analysed by assigning data according to sub
themes and ensuing patterns. The transcripts sebgected to content analysis
techniques based on the research questions, study objectives and emerging themes.
Content analysis involves reading through all transcripts to deduce holistic idea of all
the data (Meyer, 2001), and then coding the substamoints in relation to the
research questions into topics and categories, which finally formed themes and sub

themes that led to the write up and discussions.

3.11. 1ATLAS.i

ATLAS.ti is software that processes qualitatively analysed research data from
unstructured and serstructured data collection instruments. It was released for
commercial use in 1993. It is best thought of as a concept database that qualitative
researchers can use to provide concept names, or codes for a multitude of qualitative
anal ysis tasks. The program helps to bri
growing list of codes in four main ways, namely: code prefixes, families, super codes

and networks.
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The researcher followed the basic knowledge she had gained from antesrlieg
on ATLAS.ti at organised for post graduate students at the University of Naittisa
became a real test of character and tenacity, because at the time of training, the

researcher only had an approved proposal, and no data to practice on.

3.112 Assigning Primary Documents

In ATLAS.ti, a research project, commonly called a hermeneutic unit (HU) is defined
by a set of primary documents (PDs). In the instance of this study, interaeds,
recorded from the field, and transcrib@dppendix 14) some snippets opolicy

directives andranscripts from the note bookerved as the PDs.

3.11.3 Defining Quotations

To better understand the contents of the PDs, a different kind of object was needed to
be able to closely study the data. That is whyesparagraphs and sentencemtdrest

were marked off as quotations, even though the references to the original PDs were
preserved Konopasek, 2008)Focusing on the quotations that were found relevant,
the researcher wable toask questions such as: do they support, or contradict each
other? Similarly, the researcher also marked sentences and respantsesifo the

study and research questions as quotations.

3.11.4 Codes and coding of data

According toKkonopaseK2008),pieces of data and quotations needed to be somehow
ordered to become manageable even in large quantities. This is where coding comes
in as a useful strategy. Through the coding process, the reseatohevghat it is that

the individual interviewee is tahg about by highlighting parts of the texts.
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Codes can be selected, commented on, ordered, filtered, moved, renamed, split, and
linked to each other. Theesearcher used thmdesto also review themin lists,
hierarchies, network views, or as partamubccurrences (instances) when browsing
through the data. By means of coding, quotations gain relevance and meaningfulness

in ATLAS.ti (Konopasek2008).

3.11.5 Writing comments

Each of the analytic objects created in ATLASHe it; primary documerst (PDs),
guotations, links, and network views can be accompanied by a cortosmpasek
2008) . There are also 6freebd comment s,

thanone (kind of) object.

The ways in which comments are used may be diffedapending on the kind of
object commented on, and the chosen strategy. For instance, comments to individual
PDs may contain detailed information about the source of dat@opasek2008).

Code comments would typically, but not necessarily, be descripiogsplanations

of names given to less obvious or less descriptive cd€lmsopasek, 2008)in the

case of quotations or links, comments might provide explanations of why these objects

were created, or in other words, to explain what is so interesting tdsm.

It is also important to note that commenting is one of the key moves that constitute

interpretation of data. By means of writing comments, the researcher inscribes him or

herself into the studied material, so that it is under control. In thiarbag, almost
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everything O6availabled is what others sa

extended by the resear cher &mophsekrdogd).a | i nt

After some time, the researcher is no longer studjtegsameoriginal data, but

amuch richer mixture of voices t he researcher s voice be
among themKonopasek, 2008)According to the author, comments should et

mere tools for preservation of ideas, but also as a space in which sociological text is

gradually born. As such, they should be made whenever podsdregasek2008).

In this study, the researcher constantly questiavieether there was anything wort
noting abouttext passages. If there was, then the researcher created the link with
confidence, and made the respective commi€ahopasek(2008) explains that if
theory is to be grounded in empirical data, then practical details such as links grounded
in arguments (not mentally, but virtually, in the form of written link comments) are

observable procedural elements of it.

3.11.6 Reading data in a new way

According toKonopasek(2008), once the pieces of data are cut off from original
contexts, and put to other (thematically defined) relationships, they tslbra
unheard so farWhat seemed to be important at first may suddenly appear a minor
issue; conversely, what was onglly considered marginal may gain importance;
since, it becomes clear on how often different participants have mentioned it. The rear
archer noticed how some issues gained more prominence in the process of the data

analysis. A space for new insights adeéasopens which brings about new textual
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additions (comments, links, codings), and thus also new relevaheeserendipity

principle in action Konopasek2008).

3.11.7 Network Analysis

A network diary or network analysis is usedghow relationshipbetween variables.
In this study, ATLAS.ti did a basic network analysis that #searcher has presented

in Chapter Four

3.12 Summary

This chapter laid out the operational aspects of the study through the presentation of
the research design, datallection procedures, sampling procedures, development of
research instruments, and research ethics. Furthermore, the chapter described the pilot
study and its findings. Finally, the chapter concluded with the description of the actual
data collection (iterviewing, transcription, and photo taking processes), and processes
for data analysis, providing insights into ATLAS.ti procedures and methodology for

data analysis. The next chapter pres the findings of the study.
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CHAPTER 4

PRESENTATION OF FINDING S

4.1 Introduction

This chapter presents the findings of the study that were drawn from the semi
structured interviews with orphaned learners, caregivers, and educators; the
researcheros observations; anal ysi s fro
(representation of data), and information from photographs taken by the orphaned
learners fronthe public secondary schools that participated in the study. The findings

are firstly presented according to the respondents, and later the emerging themes to
furtherprovide answers to the research questions. The focus was to gauge findings by

the Namibian Standards for the OVC service, which are essential facilitating factors
adapted from MGECW (2009b), as well as the theoretical frankewwt was

advanced in Chaptdwo.

4.2 Study indings

The findings of the study are presented in a tfioée manner: firstly, through the

actual observations that were made by the researcher during fieldwork, and in relation

to the study questions, which are tied |
delively as essential facilitating factors. Secondly, data were presented through
photographs that were taken by the orphaned learners. Lastly, the results were
presented through the findings from the ATLAS.ti analyses with the orphaned learners,

caregivers, andducators, whose characteristics described in the previous Chapter.
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The data from ATLAS.ti are presented in themes that occurred more than five times
in the tables of Codes and PDs as presented per respective respondent group, i.e.
orphaned learners, aggivers, and educators. Direct quotes from the interviews were
also presented as direct voices for the respondents. These sets of s data were then

synthesised and discussed for synergy to the overall findings of the study.

4.2.1 Findings from Note books ad Photographs

This section presents the findings from the note books and photographs received from

the orphaned learners.

4.2.1.1 Information from the note books

Some orphaned learners wrote useful descriptions and captions of the photographs in
their rote books. In the notes, the orphaned learners further painted their life situations,
and some even revealed additional issues that they did not express during the interview
sessions. These information that the orphaned learners were reluctant to talk abou
included issues regarding the emotional, physical, and psychological abuse that most
of them suffer from, such as verbal and sexual abuse at the hands of their guardians

and at times community members.

4.2.1.2Information from the photographs

Theresearcher received apprehensgiietographs from the orphaned learners of SC2

that were selected for the study. However, the researcher did not receive clear
photographs from the orphaned learners of SC1, because some of their cameras were
broken, espeally the ones that the hostel learners were sharing. Also, some of the
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orphaned learners had not grasped the art of photographg, thoughthey were

briefed by the researcher.

4.2.1.3Description of selected photographs

Tables9-13 belowprovidedescripi ons of the orphaned | earn

per camera.

Camera 1

This camera was shared by David (a male single orphan) and Petrus (a male double
orphan) from SC1. It is worth mentioning that it was only Petrus who took most of the
pictures, ananost of them were used in the stuadydescribed in Figure 9 below

The photographs were taken at school and home, and they painted a picture of poverty.
Petrus is a double orphan who headed a household, and although he lives in the school
hostel, his twg/ounger siblings live at home alone. In the interview, he stated that his
aunt is the only person who takes of them financially by buying for them a bag of
maize meal, while the rest of the relatives are aloof to their plight. According to Petrus,
his siuation as an orphaned learner without support distracts him, and directly affects

his studying.
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Camera# | Name of Orphaned | Photograph Photo caption Notes
Learner type and
location
1 David R1-01292018A- | Or p h a n e d | This learner lives in
at home bed at home a mudbrick house,
and he has his ow
room, which gave
him a sense o
inclusion, even
though he is
generally
ostracised.
1 Petrus R1-0291-014A - | dilapidated huts a| This learner is &
at the horestead |t h e head of the
homestead household, and he i
unable to devots
time to ensure tha
things at home wer
in order. He is
experiencing
extreme exclusior
as a result of the
situation.
1 Petrus R1-0291-015A - | Cooking and| They live on their
at the homestead storage area at th own. Exclusion
homestead.
1 Petrus R1-0291-017A i | Dilapidated Exclusion
at the homestead storage hut in the
homestead
1 Petrus R1-0291-024A 1 | Or phaned | The learner has
at the school bed at the schoo| better experience g
hostel. hostel. school. Inclusion
1 Petrus R1-0291:025A 7 | Or p han e d | Exclusion from his
at school hostel. | meagre toiletries. | orphanhood
experience.
1 Petrus R1-0291-030A - | Hostel room. Shelter and
at school. protection ensured
Inclusion
R1-02912-032A i | Dining hall at| Decent and regula
at school. school. meals ensured
Inclusion.
1 Petrus R1-0291-037A - | With friends at the| Decent
at school. school hostel. accommodation

ensured. Inclusion.
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Camera 2

This camera was shared by Maria and Magano, who are female double orphaned
learners in the hostel of SC1. The pictures were taken at home and the school hostel.
This camera was reported dysfunctional before Maria could take it hortteefout
weekendAs a result of this, no pictures <cou
pictures available for the two are those taken at the hostel. This has limited the visual

data that the orphaned learners in question could have provided. However, this
unexpeted limitation has been outweighed by the fact that the researcher used
multiple data collection methods, including the observation done at all the homesteads

of the OLs.
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Camera #

Orphaned
Learner

Photograph type
and location

Description

Notes

Maria

R!-01286003A1T
at school.

In the hostel room.

Decent
accommodation i9
ensured at the scho
hostel. Inclusion.

Maria

R1-01286017A
T at school.

Hostel room.

Decent
accommodation ig
ensured at the schog
Inclusion.

R1-01286031A
T at school.

Hostel bed.

Decent
accommodation wa
ensured. Inclusion

Maria

R1-01286033A
T at school.

Reading her Bible.

Seeking spiritua
guidance from the
word of God.
Inclusion.

Maria

R1-01286037A-
at school.

Photograph taking
training.

On the last day of dat]
collection (Friday) at
the SC1.

Magano

R1-01286001A
T at school.

Orphaned learne
with friends at the|
school hostel.

This orphaned learne
has gone through a Iq
of tough experiences
including sexual
assault at a young ag
by an elderly man ir
the community. Crave
a sense of belonging
and has gone through
lot of abuse at thg
hands of
family that was
bringing  her up.
Exclusion.

Magano

R1-01286004A
T at school.

Friend at the
hostel.

This orphaned learne
expressed sense
belonging at school
Inclusion.

Magano

Orphaned
homestead where
she lives withher
aged caregiver.

After suffering from
abuse, rainiting with

her paternal
grandmother was the
best thing that
happened to thi
orphaned learnel
Inclusion.
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Camera 3

This camera was solely used by Pandu, who is a female single orphan from SC2. Pandu
captured pictures that were taken at the rental flats (where she lives) and school to
portraythe hardships of learners who live at the flats to attend SC2, because the school
does not have a hostel. These learners sleep on mattresses that they buy themselves,
and they spend their valuable study time preparing food for themselves before and
after school. In addition, they regularly experience food shortages. They are generally

| abel | ed a sookakaino bifa, kezivigaluhdbterally meaningsomebody
thatcomes and gasas one pleasdsy the surrounding community, because some of
them are usually seen frequenting shebeens, whereas are sexually/romantically
involved with local men. The term is used because they have no adult supervision, so

they have too much freedom.
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Camera Orphaned Photograph type | Description Notes
Learner and location
3 Pandu R1-01288002A- | Late-comers Learners walk long
at school. punished to clear distances to $wol walk
yard. on foot to school, and i
does not have a hoste
Some learners live i
villages close to the
Angolan border,
Exclusion.
3 Pandu R1-01288006A- | Water containery Health concerns. Risk g
at the flats. insiderooms. mosquito breeding
causing madria.
Exclusion.
3 Pandu R1-01288007A- | From the outsidg Four learners share or
at the flats. of the flats. flat, and they pay N$ 25
monthly. Exclusion.
3 Pandu R1-01288009A | Openair kitchen| Learners prepare the
T at the flats. at the flats. foods every day, and in
the process, they was
valuable study time
Exclusion.
3 Pandu R1-01288012A | Learners Self-discipline had to
1 at the flats. studying inside| come in, as no adu
the flats- supervised thes
learners, unlike those ¢
hostels who hag
scheduled supervise
study time. Exclusion.
3 Pandu R1-01288015A- | Doing homework| Learners sit on thei
at the flats. at the flats. mattress beds to stud
because there are 7
chairs or tables availablg
Exclusion.
3 Pandu R1-01288016A- | Inside the| Learners sit on thei
at the flats. sleeping rooms & mattress beds to stud
the flats. because there are 7
chairs or tables
Exclusion.
3 Pandu R1-01288017A- | Inside the rooms,| Learners sit on thei
at the flats. mattress beds to stud
because there areno
chairs or tables
Exclusion.
3 Pandu R1-01288020A- | Learners wearing Because ofpoverty, not
at school. all  types of| all learners can affor

jerseys to feng
away the winter
cold.

school uniform jerseys
but the school allowe
them to wear any jerse
during winter. Inclusion.
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Pandu

R1-01288022A-
at the flats.

Toilet room.

Open air toilet.
Inclusion; but it is not
safe to use them at nigh
Exclusion.

Pandu

R1-01288025A -
at school.

Inside the
classroom.

Learners who can affor
wear the winteuniform;

others wear the summe
uniform and any type o
jersey. Exclusion.

Pandu

R1-0128826A -
at school.

A teacher in the
corner of the
classroom.

Educators at this scho
do not have P>
staffroom/common
room, so they sit a
anywhere. Also, the
schooldoes also not hav
a library. Even the Life
Skills teacher does ng
have privacy to handl
|l earnerséo
issues. Exclusion.

R1-01288027A-
at school.

Learners wearing
various jerseys tq
survive the
winter.

In winter, the schoo
allows learners to wea
any jersey, and no
necessarily the schog
jersey. Inclusion.

Pandu

R1-01288034A-
in the village.

Going home for
the weekend.

Because of lack of hostg
infrastructure, some
learners stay  with
acquaintances to atter|
SC2. This disadvdages
the learners because th
are expected to partake
household chores, eve
at the expense of the
studies Exclusion.

Pandu

R1-01288035A-
at school.

Training on how
to use the
camerasand note
booksi at school.

The former learne
respondentrom the pilot
study, who is also a
double orphan an
student teacher
encouraged the orphang
learners to take the
studies seriously.

Pandu

R1-01288036A-
at school.

Life Skill teacher

The Life Skills teache
(Teacher 4) and th
former learner
participant from the pilot
study at the camera ug
training session at SC2.
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Camera 4

This camera was solely used by Lovisa, a female single orphan from SC2. The pictures
wer e t aken a tothdrhmmesteafl)madts¢cheot. @khough Lovisa lives
alone in the homestead, her lifeemgelatively comfortable life. Most of the pictures

that Lovisa to& gave insight into the school situation of educaédesgedlysitting in
classes and not teaching, teatallegedlyleaving school before the lesson ends,
cracked walls in the school buildings, as well as pictures of fellow learners during class
andbreak timewith torn or incomplete uniform. Lovisa is commended for her maturity

to notice educators who goeesent irclassbut not teaching, or when they leave early.

Camera # | Orphaned | Photograph type | Description Notes
Learner and location
4 Lovisa R!-01284000A 1 | In the background, { This learner misses
at school. male learner is bein¢ lessons. Exclusion.

sent home because
inappropriate

Schooluniform.

4 Lovisa R1-01284003A 1 | Break time. In winter, the schoo
at school. allows learners who d
not have the winte
uniform to wear any|
jersey to keep warm

Inclusion.
4 Lovisa R1-01284005A 7 | School text books. Learners are Hl
at school. disciplined because the
vandalise and neglec
school textbooks

disadvantaging
themselves in the
process. Exclusion.

4 Lovisa R1-01284007A - | Teacher allegedly| Educators disadvantag
at school. sitting in classand not| learners at this school b
teaching. the lack of commitmen
to teaching. Exclusion.
R1-01284010A - | Learners in class. Inclusion
at school.
4 Lovisa R1-01284012A71 | A | ear ne|High poverty levels
atschool. school shoes negatively affect
learners.
Exclusion.
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Lovisa R1-01284013A7 | A learner  with| A Learner was|
at school. educators who ar{ summoned by educato
about to punish he| on the schoogrounds in
for a misdemeanour.| the presence of othe
learners causing the
embarrassment. Thi
might happen becaug
there is no staff commo
room where educator
could summon a learne
Exclusion.

Lovisa R1-01284014A School buildings| Lack of maintenance

showing huge cracks f r om t he G

side resulting in buildings

becoming dilapidated
Exclusion.

R1-01284015A Learner during breal Learners in  school
time. Inclusion.

Lovisa R1-01284017A School educators Educators disadvantag
allegedly leaving | learners at the schog
school before thq Learners question th
school & out. lack of commitment of

the educators toward
teaching Exclusion.

Lovisa R1-01284018A - | Learner with torn| High poverty levels

at school. school uniform. negatively affect
learners.
Exclusion.
Lovisa R1-012840122A | Or phaned This learner has owher
i at home. bedroom. bed at the homestea
Inclusion.
Lovisa R1-012840124A | Tap where learner] School surrounding is ng
i at school. drink from. clean. Exclusion.
Lovisa R1-012840125A | Learner covering High poverty levels mea
- at school. herself a piece of| that school uniform is g
cloth to keep out th¢ luxury that many|
cold in the absence ¢ parents/guardians cann
a jersey not afford.
Exclusion.
R1-012840126A | Tap in a dirty| School surrounding is ng
i at school. environment. kept clean. Exclusion.
Lovisa R1-012840128A | Learner in a differen| High poverty levels,
- at school. jersey instead o Exclusion.
school uniform.
Lovisa R1-012840130A | Learners in class. Inclusion.
-at school.
Lovisa R1-012840131A | Teacher present il Learners at this schog
- at school. class, but nol are critical of their
teaching. educatorsé
to teaching

examination results prov
this assertionExclusion.
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R1-01284035A 1
at school.

Lovisa

Learners in clas
without a teacher.

Learners at this schoq
are critical of their
educatorsbd

to teaching
examination results prov|
this assertionExclusion.

R1-01284036A -
at school.

Open air kitchen fot
the school feeding
programme.

The Namibia schoo
feeding programme a
noble idea that the schoc
although secondary
justified to be includedh
the Namibia school
feeding programme an
had it approved but
facilities are not in
suitable conditions
which could be the reasg
why senior learners d
not eat from there.
Exclusion.

R1-012840137A
- at school.

Lovisa

Dilapidated  schoo
fence from which
learners jump over t
dodge from school.

Lack of maintenance
from Govern
leading to many learner
becoming ill disciplined
and jumping over the
fence t o 6
school.

Exclusion.

Camera 5

This camera was used by Ndapanda, a female single orphan, who attends at SC2. The

pictue s wer e taken

of t his

at home

(mot her 6s

homest

| e a r Ndaparidahas hsioce elrepped aodt .of school due to

pregnancy. In the photographs, as during the interviews)ghressed theardships

that the family &ce, suclas foodinsecurity.
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Camera Orphaned Photograph type | Description Notes
Learner and location
5 Ndapanda R1-01293001A - | Day learnerg Perfecting the ar
from school. walking home| of photography.
after school,
enjoying taking
photos of
themselves.

5 Ndapanda R1-01293 Day learnerg Perfecting the ar
004AA i from | walking home| of photography,
school. after school. which became &

fun activity for
learners when the
return home from
school.

Inclusion.

5 Ndapanda R1-01293006A | Teacher walking The absence o
T from school. home from| infrastructure  at

school. SC2 means tha
learners ang
educators walk tc
and from school
Exclusion.

5 Ndapanda R1-01293008A | Lying down on| This orphaned

i at home. her bed. learner revealed
grim picture of
abject poverty in
her household
She needs
beddings. The
photographsshow
a picture of her
uncomfortable
bed, made from
Mopani tree logs
Exclusion.

5 Ndapanda R1-01293009A | Selling This orphaned

T in the garden. | vegetables. | earner 6
make a living to
solve the issue 0
food insecurity.
Inclusion.

5 Ndapanda Ri-02930010A 7T | Selling The orphaned

in the garden. vegetables. learner helps he
family members to
sell vegetables.
Inclusion.

5 Ndapanda R1-029312A i | Walking  home| Forging
from school. with a friend from| friendships for &
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the afternoon sense of
study. belonging.
Inclusion.
Ndapanda R1-029313A 1 | Walking home| The school holdg
from school. along the main afternoon  study
road. sessions to give a
opportunity to the
learners to study
Inclusion.
Ndapanda R1-029314A - | Crossing the maiff The school holds
from school. road. afternoon  study
sessions to give a
opportunity to the
learners to study
. Inclusion.
Ndapanda R1-0233015A 7 | Ne p hew 0| There are many
in the village. a toy car madg people living at
from wire. the OLOGSs
Exclusion
Ndapanda R1-0293018A i | Nephew with a Household
at home. worn-down poverty. The roof
bicycle. The| of the nearby hu
background is covered with g
reveals the view plastic to preven
of the homesad. | water from
seeping in during
the rainy season.
Exclusion.
Ndapanda R1-0293019A - | With shade treey There are many
at home. in the homestead| people living in
this  homestead
Exclusion
Ndapanda R1-0293021A i | Posing under g The family plant
at home. fruit tree. fruit trees such a
guava in their
homestead to se
and feed from
them.
Inclusion.
Ndapanda R1-0293026A i | Sister selling| The family make g
atthe Cucashops.| vetkoek living from selling
these vetkoek tg
make ends mee
Inclusion.
Ndapanda R1-0293027A - | Selling meat ang The family strives|
at the cuca shopg fish (kapana). to augment ar
income.
Inclusion.
Ndapanda R1-0293030A 1 | Bathing area in Because of the
at home. the homestead. | poverty, the

family of this
orphaned
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family is unable to
create a decent
infrastructure in
the homestead

Exclusion.
5 Ndapanda R1-029331A7 at | Hardships in thg Due to poverty,
home. household. the family s

unable to set up a
appropriate

infrastructure  in
the  homestead

Exclusion.
5 Ndapanda R1-0293032A 1 | Members of thg Nephews ang
at home. household. nieces of the

orphaned learnel
who are an
indication that the
household hag
many mouths hav
to feed. Exclusion,

5 Ndapanda R1-0293033A i | Poor pearl millet Drought
at home. (mahangu) devastates th
harvest. region and

households to b
specific,  which
struggles to obtair
a good staple cro
yield over the

years.
Exclusion.

5 Ndapanda R1-0293037A 1 | Inthe classroom.| Picture showing

at school. cracks in the wallg

of the schoal,
which shows 3
lack of regular
maintenance by
the Government
Exclusion.

4.2.1.40bservational and interview study findings

The researcher observed how some caregiversdiylibst for the orphaned learners
with the limited resources at their disposal. The reseaolisarved thadespite what

is stipulated in the IE policy and other similar legislations pertaining to the OVC in
Namibia, many orphaned children face challengehome and school, which makes

it difficult for them to enjoy their right to education.

201



4.2.1. 4.11Inability to access Statesponsored support to OVC

The researcher found theostorphaned learners in the Omusati Region benefit less
from the welfareggrant, or any other statponsored support. The inability of orphaned
learners to benefit is due to reasons such as ignorance, lack of national documentation
(birth or death certifications, and unhelpful officials at the Ministry of Home Affairs
and Immigation. The lack of birth and death documentations, and rife among the OVC
in the region means that orphaned learners are unable to benefit from the state

sponsored support even if they are within the stipulated age range.

4.2.14.2 Policy interpretations by different government ministries

The study revealed that there is a structural defect in policy interpretation and
implementation between the Ministry of Education, and the Ministry of Gender
Equality and Child Welfare. The Ministry of Education seesneeds of all learners,
including those who are over the age of 18 years old and still in school (MoE, 2008b).
However, the fact that the eaff age for orphaned children to benefit from any state
sponsored support is 18 years means that the OVCtared#selected from receiving

the grant by the MGECW even though they are still in school.

4.2.1.43 Need for social investment to replace donor funding

Namibia was ranked by the World Bank as a -lowddle income country.
Consequently, funding from donors such as the Global Fund. The OVC from SC2 and
the surrounding village has since benefitted from funding through the Catholic AIDS
Action (CAA). Educators particularly at SC2 recalled with nostalgia the material
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support rendered to the orphaned and other vulnerable children by the Catholic AIDS
Action (CAA) and the general support from the then UNIG&Rded My Future is

my Choice (MFMC) and Window of Hog®/OH) Life Skills programmes, which the
government of Namibia was said to have taken over in principle, but it is not practical

about it- hence there is a need for social investment.

4.2.1.44 1l -discipline and erratic school attendance by learners

Educators from the participant schools lamerited a t  t ilh-discighrie shad dire
consequences for their |l earning and educ:
that ill-discipline is rife among the OVC population, and specifically the orphaned

learnersThese ill manners are characterised by substance (alcohol and drug) abuse

and truancy. Some educators indicated th
did wr ong t hings Aget noticedo. Thi s p
investigated.

4.2.1.45 The influence of mesesystemic settings on educational outcomes

The study found that the mesgstemic units of home and school have great influence
towards academic lives of the OVC in rural areas. A boarding/hostel facility and
educat s suéhadtlegase of SC1 are an example of a complete school, which
contributed in many ways to effective teaching and learning. The dire situation at SC2,
characterised by inadequate infrastructure to support teaching, negatively impacts the
inclusionof the orphaned learners. The lack of a boarding or hostel facilities mean that
the school has day learners who either live in homesteads that lack basic amenities, or

the flats in the nearbmaulayilocation(Figure 9) where they are exposed to alcohol
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outletsand loud music from juke boxeghe learners from the location are generally
ostracised by the surrounding community as beindiskiplined and doing as they
please.dokakombo ilifg, because they are often seen frequenting alcohol outlets, and
they areusually inthe company of local men. This behaviour is linked to the fact that

these learners do not have guardianship, and so they fall preyiscipline if they

fail to selfdiscipline themselves.

Figure 9: Flats where learners from SC2 lodge

Figure 9 portrays flats where Pandu and other orphaned learners from SC2 live because
their school is not equipped with a hostel facility. Pandu comes from a different
constituency, so she does not have relatives quactances in the community
surrounding the school. Pandu took this picture to communicate her displeasure with
her living arrangements at the flats that have rudimentary facilities (Figures 10 and
11). She stressed on the fact that her monthly rent @0i$s equivalent to the
monthly OVC support grant that she receives from the MGECW, and she has other

expenses that are need to be met.
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Figure 10: Kitchen facilities at the flats

Figure 11. Ablution facilities at the flats

The study revealed that the academic outcomes of SC1, which prioritises providing
hostel space for the OVC, are much better at SC1 which does not have hostel facilities
at all. Despite the fact discipline is a concern to the ppatitischools, SC1 has better
educational outcomes, because the school competes with other schools in the Omusati

region to produce learners for tertiary institutions.
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4.21.4.6 Overwhelming roles of the Life Skills educators

The study revealed that thesea perception in schools that it the duty of the Life Skills
educators to identify and address the needs of the OVC. The head of SC2 and Teacher
5 struggledo explain the duties of the Life Skill teacher. However, principal admitted
that the Life Skillteacher is overloaded, which he noticed as he set up the school time
table. Overall, the Life Skills teacher is responsible to teach 18, to handle all the
responsibilities for the entire OVCs in the school. All in all, the Life Skills teachers
are considexd a panacea to all social issues in the schools.oVerburdenshe Life

skills teachers, making them ineffective.

4.2.1.47 Learner drop-out and grade repetition

At the beginning of the 2016 academic year, the researcher learnt that two (Willem
and Ndapanda) of the orphaned learners who participated in the study had not returned

to school, while the other two (Lovisa and Pandu) had to repeat Grade 11.

Phenomenolgy required the researcher to follow up, however as was outlined under

the limitations, the researcher followed up with the Life Skills at both schools.

Ndapanda was determined to succeed but she is unfortunately impoverished and
lacked basic materiaupport. She used Camera 5 and took photographs that depict
abject poverty in her motherdés househol d

situation by pursuing her dreams to become a nurse.

Ndapanda indicated that her family of eleven peopleonfyreb n t hei r mot he
busi ness; her family disinherited from t
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biological family allegedly took his death certificate and other documents from her
mother and siblings following his death, so she lacksid@ntation, and can therefore

not benefit from the OVC welfare grant.

4.2.1.48 Grade 10 results as a determiner for school placement

The study revealed that there was a syst
6school gr adi n gng pattsiofathie cdurarp, plso mat aniexceptioa for

the two schools that participated in the study. This system means that schools that
performed exceptionally in the national exams are strict in their selection, as they opt

for the best learners from GradleO |, |l eaving the O6rejectedo
SC2 ends up receiving learners who have disciplinary issues and are academically slow

or ungifted. This practice promotes exclusion and stigmatisation, and it can potentially

exacerbate the vulnerabilibf the OVC.

The situation was evidently noticeabl e i
learners who have scored minimal or rather average marks in Grade 10. The situation

of the school is further worsened by its lack of a boarding/hostel yaciliearners

who were placed in this school from constituencies outside the Outapi Constituency
are usually O6placedé in the school witho

interests in the field of study.

It is worthmentioning at this point th&C2 on has the E1 field (Science). Two learner

participants claimed that they never wanted to pursue the field of Science, but they had

to make peace with the situation when they were placed in SC2.
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Willem is one of the learners who were placed in $€Rause ohverage Grade 10
points. Consequently, he was obliged to do the Science field, although he initially

wanted to pursue the field of Commerce.

Pandu is another participant who has not attained the requisite/msottsin Grade

10 in order tobe admitted to the school she preferred, Ruacana Secondary School,
which is equipped with a hostel facilitandto pursue the field of Social Sciences.
Pandu was not only forced to change fields of study, but she also rents at the flats,

which further wesens her vulnerability.

4.2.1.49 Food insecurity among orphaned learners

The desired outcome for the Food and Nutrition service standard in Namibia states that

i C hrenlslibuld receiveenough food to ensure adequate nutrition for growth and
devel opment, and an active and producti ve
drought situation directly affects the orphaned learners at two broad levels that are

described below:

4.2.1.49.10n-going drought situation in the country

Variable and erratic rainfall across Namibia resulted in drought and/or flooding
conditions with devastating consequences. The study revealed that food insecurity is
pervasive in the Omusati region, and the rest of Namibia, particularly in communities
andhouseholds of the orphaned learners who participated in the study. The situation
of drought is a serious issue and a main concern to the caregivers who participated in

the study. The researcher noticed the poor harvest in the fields (Figure 12). Omusati
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Region and other northern regions who are staple pearl mdiagaliangiy grain

producing areas were devastated by thgaing drought situation.

Figure 12: A mahangu field with a poor harvest

The researcher noticed that the caregivers who patrticipated in the study literally used
the expression Asurviving |ike a birdo t
in their households. The caregivers remartked the orphaned learners eat tevar

food everyone else eats at home to fill up th@mstchs . The researcher

that some households have gardens to augment their liveliboodss in Figure 13
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Figure 13: Vegetable gardening

4.2.1.49.2 Inability for orphaned learners to cultivatemahangufields

The researcher found that the food insecurity is worse inthleangufields of
orphaned learners who participated in the study. Two of the orphaned learners do not
have the time to work in the fields, they have school obligations. Petrus, who is head

of household, narrated with distress how their household does not receive support from
their community, and that the household does not receive the drought relief food,
because no one registeriédor consderation. This state of affairs distresses Petrus,
because even though he was prioritised for hostel placement Isgl®1©1, healways
worried about his two younger siblings at home. He confessed that the situation

distracts him from fully applying himdeto his schoolwork.
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Figurel 4 Food storage area at an orphaned |

Figure 14 shows the food storage area in the household that an orphaned learner,
Petrus, heads. All other members of the household are sabingl gnd they receive

little to no family/kinship and community support. The lack of suppmrrphaned
learners wa a concern to both schools that participated in the study because they do
not receive any qport from the community or th€onstituency Councillarwho

should have provided the direct political link.

4.2.1.4.9.3F00d shortages among learners at the flats

The researcher found that learners from SC2 who rent at the flats are responsible to
provide their own food. Pandu inforohéhe researcher that that the learners share food
with other flatmates, but there are days when they do not have food at all, and the

hunger causes them to doze off during lessons at school.

Teacher 6(the Acting Head of SC2gxplained thatthe school justified for the

introduction ofthe state sponsorddamibiaschool feeding programme to help the
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learnersat theirschool. Teaches isaware that the learners wihent at the flats have
challengs with food shortages. Teacher 6 informed tbsearcher that the school
considers these students at the flats by providing them wibJefs from events such
as tournaments, other school outings or the school feeding programme toTthem.

schoolfeeding is prepared and served abpenair kitchen as shown in Figure 17.

4.2.1.4.9.4Time and opportunity to study

The study revealed that orphaned learners from SC2, particularly those who rent at the
flats have little time to study, because they spend valuable time preparing their own
foods sincehere live on their owras depicted in Figure 1k is also difficult to ensure

that they commit to their schoolwork because these learners do not have any adult
supervision, so if they lack sdliscipline, then they will not be able to push

themselveso study.

Teacher 6 informed the researcher that some parents and guardians appealed to SC2
to exempt some learners from the afternoon study because the learners travel long

distances to and from school. davthough it is noble to attend to the requesdtthe

parents or guardians, learners on the other hand are affected because this will mean

that some of them never have a chance to study.
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Figure 15: Learners at the flats studying

4.21.4.10 The Namibia School feedingprogramme at SC2 School

Teacher 6being the Acting Principal at the time, informed the researcheththiahe

issue of hunger is particularly of concern for orphaned learners; hence, the authorities
approved the request for a feeding programme, whersdfools serves soft porridge

at break time (Figures 16, 17, and 18), which is prepared by community members as

volunteers.

Figure 16: The open kitchen for the feeding at SC2
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Figure 18: The fortified maize porridge served to learners

The volunteers revealed that only junior learners (Grades 8, 9 amthd @@wsenior
learners consistently eat the porridge. Seniors are hesitant to feed from the programme
because they are often ridiculed by fellow learners, including the OVC. The learners
who ridicule those who eat the porridge do not eat it because they chdimnrttakes

them drowsy in class.
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4.2.1.4.11 Hostel placement

Teacher 3 and the principal of SC1 explained that the school prioritises the orphaned
learners in the placement of school accommodation to ensure that they have at least a
conducive environment (Figures 19 and 20). However, SC2 does not have any hostel

fadlity, and the school generally lacks infrastructure.

Figure 19: Hostel facility at SC
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Figure 20: Dining Hall at SC1 School

4.21.4.12 Fund raising activities

The researcher was informed that both case study schools organise various fundraising
events to make up for learners are unable to contribute to the school development fund.
These fundraising days include Entrepreneurship Day, which parents support by
donding products to be sold at the.

In addition to fundraising activities, the school asks the OVC to perform chores such
ascleaninga section of the school yard for financial reward. The OVC use this money

to pay for the transport to and from home on oeékends.

4.21.4.13School tours

The two schools that participated in the study offers opportunities for school tours to
outstanding learners to motivate them and others to work harder in their school work.
In contrast, orphaned learners who participatetthe study expressed that the school

tours are exclusive to those wbanafford to pay the exorbitant fees.
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4.21.4.14 Interaction with local community

The educators informed the researcher that parents are eager to support the schools for
the sake of their ¢ hi-kindl predocsssuck asdive gaats on b
and chickens, andmahuku(edible kennel from Marula nuts that are used to make

marula oil or traditional gravy). The schools then sell these donated products to obtain

money for some of the school operations.

4.21.4.15Collaboration with MGECW regional offices

The MGECWO6s regional of fice in Owna api [
collaboration and liaison with the schools and social workers to address issues such as

the psychesocial needs of the OVC.

This lack of collaboration anlilaison has contributed to the fact that the orphaned
learners from SC1 have never consultsd@al workergven thouglthey have social

and psychological issues that emanate from their lived experiences. It is evident that
the child care functions of the two government minist(reasmely Education and
Gender Equality and Child Welfareyerlappedt the expense of the wellbeing of the

OVC.

4.21.4.16Implementation of Universal Education and OVC related policies

The Ministry of Education introduced the Universal Primary Education (UPE) in 2014,
and the Universal Secondary Education (USE) in 2016. In addition, the education
sector implemented the Sector Policy on Inclusive Education in 2013, and many OVC
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related pbicies prior to that. Despite these initiatives, the researcher found that the
situation on the groungvas completely different as vulnerable child struggled to
survive Most educators are not aware of existing national policies pertaining to OVC

in the cauntry, even though they are the implementers

4.21.417 Lack of a Head of School at SC2

SC2 does not still ke a substantial head of schsoice the retirement of the former
principal. The school depends on rotating the functions among the teachers. T
researcher notethat the acting Principal that she had bdenidingwith regarding

the data collection exercise at the school had just handed over the reins of the school
to the next teacher (Teacher 6hUE, he researcher found Teacher 6 to hawenhia

position for less than a month.

4.21.4.18Life Skills educators and Social welfare policies

The Life Skills/Counselling and Guidance teachers (Teacher 1 and Teacher 4) at both
schools are aware of the national policies pertaining to the OVC, the rest of the teachers
are not aware of these policies. The school principals who participated indeass
trained Life Skills/Counselling and Guidance teachers, but they are unable to do some
tasks on behalf of the Life Skills teachers due to the workload of managing the schools.
Teacher 1 and Teacher 4 are responsible to address the psychosocahsstlie

learners face datpo-day.
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4.21.4.19 Reducedadditional tasks for educators

Teachers from the case study schools also have administrative responsibilities on top
of the teaching responsibilitieswhen educators haveoo many additional

respongilities, theyrun a risk oot reading policieand staying informed

4.2.1.420 Alleged teacher incompetence and commitment to teaching

The orphaned learners from SC2 expressed their concerns about the commitment and
attitude of the teachers. Somgarents/guardians also mentioned specific subjects that
teachers do not teach peaty as their children kept complaininfo back their claims,

some orphaned learners captured some teachers in action of what they complained

about {n Figures 21 and 22).

Figure 21: Teacher at SC2allegedlynot teaching class
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Figure 22: Educators at SC2allegedly leavingbefore closing time

4.2.2Findings from the ATLAS.ti analyses

The following are data from the output of codes and PDs for the three different groups

that participated in the study, namely: orphaned learners, caregivers, and teachers

respectively.

4.2.21 Orphaned learners

Table 14: Characteristics of orphaned learners

Pseudony | Age Type/Rol | Schoo | Living Lived Grant Status
m (Range | e I arrangemen | Experience
) t
David 17 years| Single SC1 Day learner.| Does not haveg Does not
orphan. Grade | Lives  with | clear bith | receive the)
Male 11 biological documentations| grant. Does no
father  and| , birth | yet have cleal
step mother. | certificate hag documentation
|l at e m .

details. There ig
mistrust among
the son, fathe
and his wife
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Maria

23 years

Double
orphan.
Female

SC1
Grade
11

Stays at the
school hostel
Ordinarily
ivies with a
married
cousin at her
marital home

Started schoo
at an advance
age. Does no
have her
mot her 6
certificate

Has not
receival
welfare grant
has received
school
exemption

though

Petrus

23 years

Double
orphan.
Male

SC1
Grade
11

Stays at the
school hostel
Ordinarily
lives with 2
younger
siblingsat the
household he
heads

Head of
household
where
younger
siblings lived.
Experienced
food insecurity.
Relatives aloof
and community|
not helpful
either.

two

Has not
received
welfare grant
(neither his
younger

siblings)

Magano

20 years

Double
orphan.
Female

SC1
Grade
11

Stays at the
school hostel
Lives with
paternal
grandmother
when she
escaped from
her abusive
uncl eb
homestead.

Was abuseq
physically,
verbally and
sexually. Social
workers
intervened.

De-selected
from the grant
when she
turned 18 yearg
old.

Lovisa

17 years

Single
orphan.
Female

SC2
Grade
11

Day learner.
Lives alone af
her mo
homestead.

Previously lived
with her late
fat her o
whoabused her
Repeating
Grade 11.

Still  receiving
thegrant

Pandu

17 years

Single
orphan.
Female

SC2
Grade
11

Day learner.
Lives  with
mother in
another
Constituency

Placed at &
school without &
hostel. Rents a
the flats in the
location close tg
school.
Experiencing
food insecurity.
Repeating
Grade 11.

Receives the
grant that is
equal to her
monthly rent.

Ndapanda

23 years

Single
orphan.
Female

SC2
Grade
11

Day learner.
Lives  with
her mother,

of the family.

and the res| .

Did not have
birth

documentations
Family dis
inherited after
fat her o

Family runs

various small

Does not
receive the|
welfare grant
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entrepreneurial
activities to
survive.
Dropped out of

village in the
same

misdemeanours
caused him tg

school due to
pregnancy.
Willem 20 years| Single SC2 Day learner.| Has Does not
orphan. Grade | Comes from| certification. receive the)
Male 11 another His grant becausg

his mother
works for the

Constituency | be expelled governmnt
. Now lives| from a private

with one| school.

family at a| Dropped out of
homesteado | school and

attend schod can

school. account for hig

whereabouts.

Table 14 shows the profiles of the eight (8) Grade 11 orphaned learners who
participated in the study. Each four of the total participants are from SC1 and SC2.
Five of the participants are female, and three of them are male. The researcher used
pseudonymThe age of the orphaned learneaegesrom 17 years (3), 20 years (2),

and 23 years (3and they are a mixture of single and double orphaned children.

The study revealed that age has implications on whether the orphaned learners receive
the OVC welfae grant or not from the MGECW, because the maximum eligibility age

is 18 years. Itis for this reason that only two of the orphaned learners who participated
in the study benefit from the welfare grant; the rest of the participants are above the

age of 18

Table 15 below is an ATLAS.ti generated table presenting thehsuwbes for data
analysis. If data frequents for more than five times, the researcher identified it as an

interest indiscussion.
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Tablel5Or phaned | earnersdé Codes as Generate

CODES-PRIMARY-DOCUMENTS-TABLE

P18: OP-SC1-(P26: OP-SC1-{P30: OP-SC1-|P52: OP-SC2{P67: OP-SC2-{P89: OP-SC2-TOTALS:

Age

Career aspirations
Communication
Differential treatme
Documentation
Emotional upheavals
Food insecurity
Friendships among
Grade repetition
Hostel facility
Kinship support
Lived experiences
orphan needs
Orphan vulnerability
Orphan welfare grait
Poverty among lear|
Rental at Flats
School placement
Teacher competeng
Time and opportuni
Youth headed hous|
TOTALS:

[621 EXN (o2l [=) (o] [} NI N1 XS K610 K4

olo|lo|o|o|o|o|R|RIN|IO|O|IR|O|O|O|RIN|O[Fk [k

wlFk|o|lo|o|o|o|d|WINIdM|OIRIOIN|IdM|O|O|O|O[O

OlR|IC|IC|IC|IO|IRPIN|IO|MIPI|IOIRPICICIO|IRPIdMIOIP[E

OININIO[P|OIFP[OC|IOIN|IOIRLIFPIOININIO|IO|O|F |-

OININIWIP|OINIOIN|DMIOIN|IRIO|IdMO|IR|IO|IR[O[F

OIN|IP|IO|O|O|C|OIN|D|O|RIRIO|IRIWIDMIFPIFLIN|E
N

WIO|N[W]|O|O|A|N|0

N
o
N
N
=
~
=
o
w
4]
N
o
=
N
o}

4.22.1.1 Career &pirations

The orphaned learners have career aspirations like any children. Most of them

expressed that they are working hard towards achieving a brighter future:

fione needisn tor csdrudtyo be somebody in f

complete my Grade 12. Dawid) (

fil want to becomeanurge. ( Mari a and Ndapanda)

fil want to become an Engineer in futare ( Magan o)

Al want to become a medicaldoctor ( Lovi s a)

fil want to becoma school teachér ( Wi | | e m)
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fil would like to get agood income ( Ndapanda)

4.22.1.2Differential Treatment

Most of the orphaned learners disclosed that they have been at some point experienced
differential treatment, and verbal and physically abusettiegtare happier at school

than home:

fil am only happy during the week when | am going to séhool

(Magano)

Teachers are useful by identifying the learners with psychological problems and more
especially because they refer the learners to social workerintervene. This ability

to identify and refer learners to social workers of the teachers is commendably a sign
of inclusion because it means that teaclearsidentify and respond to the needs of

learners.

Some learners also reported that theyodten requiredo do household duties:

fil am forced to cook and do all household duiies( Da v i d

In other cases, the learners faced physical abuse:

i éwhenever his wife tells him that | have misbehaved, he just

beats me without listening to my side ofstmyd ( Magano)
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The orphaned children expressed that they are treated differently from other children

in the homestead, who are also often exemfoted householathores:

fil l' ive with my auntdés niece, b

Grade 8 alreadyyhile | am not in boarding schaml ( Magano)

This differential treatment has an impact on the psyche of the orphaned learners:

fiThe woman who raised me refers to us as poatrigken
Afpeasantso who <cannot i ve wit
poverty, andhat we eat because we fouhe granariedilled.

Even though | work hard in the field, she does not buy for me

toiletries (Maria)

4.22.1.3Documentation

The researcher asked whether the orphaned learners have birth certificates that can
enable them tapply for the OVC welfare grant, or to be exempted from receive
school/examination fees. The study revealed that some orphaned learners do not have
birth certificates; hence, they are beneficiaries of the welfare grant. However, some of
the orphaned learr do not the required documents to enable them to benefit from

the state OVC welfare grant.
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fiMy caregivers refuse to give me my birth certificate, claiming
that I might run away if | get hold of my birth certificat®

(David)

fiRegarding the welfare grat, my father does not seem to want
me to receive this money because he is ignorant whenever | tell

himaboutito ( Davi d)

Being in possession of identity documents helps the OVC to access government
services such as the welfare grant.
AWhen | livedwith my previous caregiver, she tried to apply
for the OVC welfare grant, but the officials required my late
mot her s death certificate, whi
Kavango region where she died; that is why | have not been

able to receive assistané®m the Ministrp ( Mar i a)

It is sometimes difficult to obtain national identification documents, particularly in
regions such as Omusati which is close to the borders of the country into Angola.
Caregivers and their charges suffer in the process toessaoh documents from the
Ministry of Home Affairs and Immigration.
fiThe problem came about after | left to go and stay with my
| ate fatherodés family after his
understand my mother sent her documentation so that they
seare a birth certificate for me, but my aunt never dicaitg

never gave my mother feedback that she did not get the birth
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certificate, although she did it for the other children that | am

growing up with o

fiwhen my aunt died, my mothers and | went éoMimistry of
Home Affairs, but it was no avail because we were required to
collect a letter from my first school. My mother as a surviving
parent was then asked to take documents or the letter from her

first school, but she has never attended sahddd{gpanda)

At times, not even the involvement of the traditional authorities resolves the issues to

obtain documentation as Ndapanda explained:

fiThe traditional authority came up with an idea that everyone
who does not have national identity documents shdod

accompanied by village headman to the Ministry of Home
Affairs, but we were asked to bring letters from our first schools

(Ndapanda)

National identity documentations are important, and according to the teachers who
participated in the study, theadk of documentation affects the enrolment and
completion rate of orphaned learners. Furthermore, teachers attributed the lack of

documents to the inability for learners to obtain study loans to further their studies.

fil have noticed that the lack of namial identity documents

among some of the learners is already a reason that they are
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not benefiting from the welfare grants, whitkeantbe able to
apply for loans to further their studies. Regarding the issue with
the Ministry of Home Affairs and Immigrah (MHAI), we
invited the minister of bimeAffairs andimmigrationlast year,
because many OVCs do not have identity docum@reacher

5)

fiLack of documents means that they cannot be granted study

loand (Teacher 3)
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4.22.1.4Emotional upheavals

Some orphaned learners indicated that they experience emotional upheszalse
of bad treatment by their caregivers, fellow learners, or sometimes educators. Most
learners also revealed that they do not express their emotions to anyone. Some
orphaned leaers admitted that many of thewresolved issuesause them to be

emotionally unstable:

fA lot of things were done to me, especially from 22012,
but I have just decided to ignore them and moweitmmy life.
It (mistreatment) gives one baldoughts, it causes one to feel

really bad. @David)
The participants also revealed that even though the orphaned lg¢alktrseachers,
there has not been much of an improvement.

fil spoke to educators about my problems when | was in Grade

8, but thee has not been any improventent ( Davi d)

This orphaned | earnero6és problems have no

learner explained that he sometimes lonely and ignored at home:

ffAs an orphaned learner, | have many challenges like not

having anyom to talk toathomed ( Davi d) 6

As a result, David expressed that going to school is better than being at home:
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fiGoing to school gives him a chance to breathe but his

problems are always troubling himo (Davi d)

Other educators support the notion thatme orphaned learners find the school as a

place where they feel better:

fiOne can even say that it is an advantage that the learners
come to school; they feel at home when they are at sthool

(Teacher 6)
Some emotional upheavals seemed to be provbkgd t he &éparentl ess

some orphaned | earners found themselves i

yearningé where, for instance an orphane

fiFor how long are we going to live like thigPetrus)

Some OLs exhibiparental yearninguchthat

fiSometimes when | hear others talking about their parents |

also wish my parents were alive ( Pet r us)

The orphaned learner who head$iousehold, and another orpleanlearnefurther

explained that:

fiISometimes when we go for out weekends | end up not reading
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even if | take a book, because | end up doing my things around

the hous® ( Pet r us)

fiThere are times that | take my books to study paadhoughs
just comeup and itresults in loss of concentration as | keep

questioning my life/situationd0 ( Ndapanda)

One of the orphaned learner admittedtt

fithe parentless situation in our housengs me bad thoughis(

Petrus)

Another also revealed that:

fiThere are timethat | feel sad, thinking of the times | was treated

badlyo ( Lovi s a)
Some orphaned learners expressed-geeped feelings:
fil just keep thoughts to myself; sometimes they just stay in my
heart, and that is how | feel bad, especially when | am treated

badlyo ( Ndapanda)

Teachers who participated in the study support the notion that some orphaned learners

experience emotional upheavals by stating that
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i ésome of them become absenhde@® some are just hot
tempered that they sometimes destroy thitiggy come

acros®0 ( Teacher 2)

i ésome have shortcomings intheirlives ( Teacher 4)

4.2.2.1.5Food insecurity

Most orphaned learners raised the concern of food insesurdgmost cannot work

in themahanguields whilst attending school
fiRegardingthe field, there has not been any work especially
this year (2015), because | cannot devote time to work in the

field while obliged to attend schaol ( Pet r us)

Some such households even seem to lackupeort of thecommunity to the extent
where they ardeft out of the drought relief distributions. The orphaned learner
described his household situation as a dire condition:
fiHouses are registered to receive the drought relief, and this
happens when we are at school, so we did not hear aliput it

(Petrus)

The orphaned learner who rents at the flats also revealed that she experiences food

insecurity even though she and her other flat mates share food among themselves.
fiBut sometimes it becomes difficult when your food gets
finished and there is nothing fooy to eat. Like last term during

the term tests, | used to eat one meal per day because my food
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fini (Famdd). O
Some teachers also echo the situation of food insecurity facing learners from SC2
School, especially those renting at the flats:
il There areinstances when learners from the flats finish their
food, and the school gives them-afer food from the school
feeding program, or from events such as the tournaments

(Teacher 6)

Some learners report experiencing food insecurity in their homesp dhe tirought

situation:

fiEven if | work in the field to produce food, the rains are not
good, so if only someone could provide food folb us

(Ndapanda).

4.22.1.6Grade repetition
Although all the orphaned learners who patrticipated in the study were die Giaat
the time of data collection, most of them admitted that they have repeated some Grade
levels, or that they have started school late for some reasons:

fiNo this is not the Grade | am supposed tolbe in( Mar i a)

fil am not supposedtobeinthis@&@ ( Pet r us)

fAThis is not the Grade | am supposedtolie in( Magan o)

Al repeated Grade 8 because | failed Mathematics( Pa n d u)
Out of the total four learners who patrticipated in the study from SC2 School, only one
did not repeat her grades:

fAYes, lam supposed to be inthisgrade ( Lovi s a)
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4.22.1.7Lived experiences of the orphaned learners

Toprovide equivocal answers to the resear
of orphanedearners8 t he voices of or phaoaeedversear ne
and educators were examined further. All orphaned learners who participated in the

study agreed that it is difficult to live as an orphaned child:

filt is difficult to live asanorphan ( Davi d)

filt is difficult to be an orphaned learner, lmcse there are

times when | need something, but | am unable to gt Itjve

with unemployed peogle ( Mar i a)

AThinking about my life, | realise that | live a saddife ( Pet r us)

filt is bad to be an orphan ( Magano)

Al t 1 s lkiarfofphaa(dvisa) t o

fiMy status as an orphan is very diffiault ( Ndapanda)

Some of the orphaned learners explained that the caregivers they lived with were

unable to support them, because they are unemployed, which makes the lives of

orphaned learners more difficult.
fiMy mother is unemployed, and all the people I live with at

home are unable to supportine ( Ndapanda)
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iMy cousin who takes <care of me
struggles to get money when she does not sell. Also, shaohas t
many dependants, as she has to take care of me and her own

childrerdo ( Mar i a)

fiwhenever the school sends us to collect something, or perhaps
to pay school fees, | feel bad when others pay, but it is always

me who isunabletopay. ( Ndapanda)

Otherormaned | earnersdé | ived experiences al

schools where they are enrolled at. For instance, one explains:

Al't 1 s very difficult for me to
does not work, and | only receive a grant of N$250 pertimo
whi ch | use to pay rent, and to

(Pandu)

The lived experiences of other orphaned learners become more unbbacalhise of

ill treatment by relatives, and some had to find a way to escape from these situations.

fAftermy f at herds death | went to |
The people | lived with Hreated mel could be in a room
studying, and someone would start throwing stones on the roof

(Lovisa)
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fil left because my uncle always threatened to kill me; lce on
hit me with a burning woo@dndwith a cutlass, saying that he

wouldkilme& ( Magano)

Some of the ill treatment were reported to the MGECW by educators, but this caused
further tension between the orphaned learners and the relatives, so life dgitame
unbearable to the extent that the orphaned learners could natitopiee life at home
anymore.

fiwhen teachers at my previous school noticed that something

was not right, they informed the social workiers ( Ma gan o)

Al am only happy during weedays (school days), but | am

scared to spend the weekend at hame.,( Ma gan o)

Sadly, some orphaned learners were reluctant to reveal their challenges to authorities.
fiNo, | have not spoken to anyone at school about my problems;

| only tell my grandmothér(Magano)

fiSometimes it just stays in my heart, but when my mother comes
home on holidays she is the one | am able to tell certain

t hi rvilem)o

422171Car egivero0s perceptions on the |ived

Some caregivers, particularly the elgedid not seem to notice the challenges that the
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orphaned children face. Majority of the caregivers concluded that the learners have a
good life. This perception is based on how the caregivers observe the orphaned
learners (who mostly bottled up emai®), and think they lived easy lives. It was only

one caregiver who admitted that her charge lives a difficult life as an orphan.

fiHer life is really in jeopardybecause she does not receive

assistance fromanyonep Mar i abs caregiver)

As previously mentioned, most caregivers are under the impression that the orphaned
learnerdlive comfortablelives, meaning they are totally oblivious to the challenges

that the orphaned learners are facing.

fiShe hasagoodldle ( Maganods caregiver)

iMy daughterés | ife is good, bec
on her schoolworke ven after her fathero6s

had any problems ( Lovi sads caregiver)

Al think her lifeisjustgood ( Panduds caregi ver
In addition, some caregivers blame themselves for being unable to support the

orphaned children.

filt is very difficult for me to support her in school, so | feel like

| am failingtodos@m ( Panduds caregiver)

fiThe challenge is that her needs are nt like those of her
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peer® ( Ndapandabs caregiver)

fiHer current situation as an orphan makes her life difficult,
because | believe that is not where she was supposed to be in
her education, and even what | see now is not what | had

expected ( Nd a pasegivkr 6 s

On the other hand, interviewing caregivers about the lived experiences of the orphaned
learners revealed that some orphaned learners also complicate their lives the choices

they had make in life.

fiThis orphan is not really living a needy lifee made his life

difficult himsel6 ( Wi I | embés caregiver)

4221 72Educatorsé views on tOLe | ived experi

Given that educators spend most of the time with the learners at school, they had much
to say about the lived experiencesogbhaned learners. Teachers who participated in
this study explained the existence of two categories of orphaned learners in schools,
who are classified according to their discipline or the lack thereof.

fiThe orphaned learners are classified into twategories:

those who are disciplined and those who are ill disciplined

An( Teacher 1)

fiThese children, there are those being taken care of and there

are those who live under deplorable conditions of abuse and
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neglect, including those living on their owhey are faced with
challenges, and even their approach to studying needs to be

lookedatcloselp ( Teacher 2)

fiSome learners are well behaved, especially those who receive

enoughcareathomées ( Teacher 4)

Some teachers have reported misdemeanoursastltiiscipline and aggressiveness
among the orphaned learners. This situation is linked the home of the orphaned

learners as a mesystemic setting in the absence of lack of parental care.

fiThere are instances where such children day dream in class,

perhaps thinking of their household situations, so they do not

really apply themselves in their schoolwork ( Teac her 2)

fiSometimes the orphaned learners feel lonely, threatened, and
insecure that they become aggressive indefiénce(Teacher

3)

fiSanetimes the learners stay away from school( Teac her

fiOrphaned learners are very less privileged that even in
winter, some of them do not wear winter school wear.; some do
not look neat, and some become weak when they are hungry that

they are often iactiveinclase ( Teacher 6)
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422180r phaned | earnersdé needs

The researcheobserved,and the orphaned learners stated that their needs mostly
include material support for items such as toiletries, beddings, and foodstuff. However,
the orphaned learrerlso have indicated that they need emotional support and love.
The OLs have reported that some of their needs are normally provided through kinship
and community support.
fil often call my caregiver, and | also visit her during the
weekend, or if she comedo Outapi, then she drops off my

toiletries 0 ( Lovi s a)

fiThere may be times that | need toiletries, but then these needs
are often not attended to on time because there is no money

(Maria)

fiMy aunt buys food for us, but we sometimes buy the toiletries

(Petrus)

fil do not always have all the three meals as there is not always
something to eat. As a result, | often fall asleep in class due tio

hunger, especially when | do not have breakfast ( Wi | | e m)

fiHome is not veryconducive,and it is often overcnwded,
which is uncomfortable because we share rooms with younger

relatives 0 ( Ndapanda)
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Orphaned learners are sometimes without adequate resources to cater for all their

needs:

fiMy aunt just gave me NBPO fromwhich | took N$ 260 for all

my needs whenrkturned to school. After all the expenses, |

was unable t ¢Pettug)y toil etries.

It is very difficult to fit all my needs within the income of the
monthly grant | receive from the Ministry of Gender to pay
school feesindthe flat where | live. It wuld have been easier

if my schoof(Padld a hostel . 0

The educators suggested some solutions to the needs/challenges of OLs, including:

fil suggest that there should be provision for orphaned learners
to receive toiletries, school uniform, and eveeddings ©

(Teacher 1)

filf there could be an organisation that is able to assist the OVC

financially, materially and psychosociallyo ( Teac her

fiISome children are experiencing extreme poverty, and the fact

that some live with grandparents means thaitdo not receive

all the care because these grandparents usually have too many
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grandchildren to take care of. | would suggest that there is

provision for items(Teachetd as schi

fil have heard about an organisation that can assvih
sanitary pads; | will make the effort to see how | can get in touch

with it." (Teacher 4)

4.22.1.9The state of the rental flats

Because ofhe lack of infrastructural development at SC2, especially the absence of a
hostel, learners from other constituenaiasstrent at the flats in the nearby location
to attend school. One tiiese orphaned learnengpressed her displeasure about living
in the flats. She is discontent of the fact that she did not initially want to be in a school

that does not have a hostel:

filt is very difficult for me to be in a school without a hostel,
because my aim was to be in a hastdlat is why | initially
appliedto another high school with an interest to pursue the
Social Sciences fieldinfortunatelymy grades did not meet the

requisite points for admission into that scho@d ( Pand u)

The flats are not conducive because the kitchen area and the ablutioredaarkt

outside as shown in Figugeas Pandu explained.

fiThe rooms are built with cement, and four learners share one

room each for N$250 per month. Learners cook outside in the

242



open kitchen, and the bathroom is also outside (Pandu)

Panduacknowledjedthat she uses the OVC welfare grant money to pay rent for the
flat, leaving her with virtually nothing to spend on her other school needs. In addition,

the learners buy their own mattresses and other beddings.

fil use that grant money for the flat rent. Each one brings their
own pots from home. In addition, we also had to buy our own

mattr e@®anduy . O

The learners who live at the flats are expected to bealsgliplined by planning their

study time, altough this is not always easy. She explained

Al find it very difficult, because | have to plan my time and
resources 0 ( Pandu)
The alternative to renting at the flats for the learners from SC2 is to live in the
homesteads that are close to schodalttend school. However, this arrangement also
has its short comings, because learners are expected to take part in all the household
chores, which leaves them very little time to study.
fil was very fortunate to be accommodated in a homestead that
is closeenough to the school where | live to attend school,

because | did not want to live inthe flate ( Wi | | e m)

4.22.1.10Alleged teacher incompetence and attitude
Learners from SC2 and their caregivers alike are critical of the teachers, and they

243



questiontheir competence and ability to prepare the learners for the national exams.
Learners took pictures of purportedly teachers not teaching, or leaving school ahead
of time. These and many reasons have led to some learners questioning their

competence, andtdaude towards teaching.

fiThis school does not have teachers who are committed to
teaching, because there are instances where teachers are
absent for two consecutive lessons. Also, they can leave the
class before the end of the lesson. When we talktaheu
situation, they just tell us that they also experienced the same
situation as learners, so we should live with the situation. We
have requested for a suggestion box at school, but management
refused to introduce.it 0 (Wil l em)

AWell, our school nats help, because even if one passes at
junior grades, it becomes difficult or impossible to pass Grade
12 because teachers do not do their part. Most teachers do not
qualify to teach the higher grades For instance, our Biology
teacher caused us to fail Bagy during the April exams with

17 learners getting U symbolso (Lovi sa)

Sometimes orphaned leaners revealed that their educators are very inconsiderate and
insensitive of their situations. According to the mostly SC2 School learners, some of

their teabers do not seem to understand their situations. They argued that,

fiISometimes teachers answer us badly. Whenever a teacher
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answers me rudely, | just keep quiet, get discouraged to ever

ask for anything again . (Pandu)

fiTeachers are very insensitive whelealing with school

payment fees. Even if you explain your situation, they stand firm
that the school fund should be settled. Otherwise if the fees are
not settled on the given date, they give an ultimatum of adding

an interest 0 (Ndapanda)

fiTeacherssmet i mes make comments | i ke
and mothers sent you to school 6

have parents but they donotcare ( Wi | | e m)

With so much going on at SC2 School, half of the orphaned learners study participants

repeated Gradgl, while the ther half dropped out afchool

4.22.1.11Time and opportunity to study

Despite the difficult situations of the orphaned learners, thestensure that they
study. This responsibility requires that the OLs practice-distipline and self

control, particularly that they do not have adequate parental or adult care.

il only get time to study at night, because when | return from
school, myguardian tells me to perform household chores even
during examinations. | just browse through the book to prepare

for examinati Maganof he next day. 0
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fil only study at night after I finish with all the household chores,
but sometimes the batteries fbe lamp weaken, and my mother

is unable to buy batteries for me, | try to cook early so that | can
sleep well in time to be able to wake up to study for a few hours

inthemorning 6 ( Ndapanda)

Given the fact that most learners have many responsibiiitiégsmusehold chores,
teachers from SC2 have exempted learners who have household responsibilities from
the afternoon study, which is quite a drastic measure because the exemption means
that the opportunities for these learners to study are reduced.
fiThe najor problem among the orphaned learners is
punctuality, based on the reported cases of late comers. The
main reasons for late coming is the fact that some learners are
the heads of the households, so they have to prepare their
siblings before they comesoc hool . From t he sch
understand how difficult it might be to lead a household, so we
have exempted some of them from attending the study session

(Teacher 6)

4.22.1.12Youth headed household

The study participants included Petrus onenleawho heads a household. Petrus is a
23-year old male double orphan from SC1 School. The researcher found that this role

significantly weighed heavily on Petrusbo
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processes, although the school he attendedifsed the hostel facility for learners

like him.

fil do not live with an adult, because all the adults passed on; |
am the adult in the housew. When | come to school, | leave

my two young siblingso ( Pet r us)

With limited family or kinship and comunity support, to their homestead, he is

unable to commit to his school work and pass his final exams. He lamented:

fil find is very difficult for me to concentrate on my studies
because my thoughts shift to taking care of my siblings, thinking

about howthey are surviving/copingathome&d ( Pet r us)

Kinship support emerged as an important consideration for households that are headed

by juniors.

fiOur aunt takes care of us, especially when we are at home, she
buys food for us, but this is not the casgarding school

need® ( Petrus)

In the modern era, families are fragmented, they live further apart, and some family
members have become very individualistic. That is why it is not surprising that some
orphaned learners do not have the support of famgynbers, and in the case of Petrus,

it is only one family member who is responsible for caring and supporting them.
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fiMy late mother taught us about our family, even though the
family is quite separated. The only person who takes care of us

is myaunt,but she also has her own children and grandchildren

to take care of; she helps us where she c@etrus).

4.22.2 Caregivers

Pseudonym | Age Sex/Relation | Schoolof Experience/Educational
(Range) to orphaned | charge/Constituency| level
learner residing in
Davi dog41-44 Male. SC1- Anamulenge | Selfemployed.
caregiver Biological Constituency. Secondary level
father. educated.
Mar i ad 4 3540 Femalei SC1- Unemployed. Sells
caregiver relative. OutapiConstituency. | Wambo liquor. Primary
level educated.
Magano| 60+ Female- SC1i Oshikuku Pensioner. Uneducated.
caregiver paternal Constituency.
grandmother.
Pandud| 4550 Female- SC2- Unemployed. Primary
caregiver Biological Ruacana level educated.
mother. Constituency.
Lovi sadb5154 Femalei SC2- Unemployed. Sells goat
caregiver Biological Outapi Constituency.| meat occasionally.
Mother. Approved veteran.
Primary Educated.
Ndapan]|5560 Female- SC2- Unemployed. Sells
caregiver Biologicd Outapi Constituency.| vetkoek Primary
Mother. educated.
Wi I | e md 5154 Female- SC2- Unemployed. Used to
caregiver adopted Outapi Constituency.| teach, due to ill health.
relative. Secondary educated.
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Table 16 gives the characteristics of the seven caregivers who are represented by
pseudonyms from the OLs they care for. The caregivers are between the ages of 35 to
60+ years, and most of them are female, as only one caregiver is male. The male
c ar e ghighestrieGel of education is secondary education, and he-&galhyed,

whereas the female caregivers only achieved up to primary level education, and they

mostly are unemployed. One of the female caregivers is a pensioner.

The themes for considdian are documentation, food insecurity, household economic

situation, needed assistance, standards for the OVC service delivery, and succession

planning.

CODES-PRIMARY-DOCUMENTS-TABLE
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Table 17aboveis an ATLAS.ti generated table presenting the thefnoes caregivers
for data analysis. If data frequents for more than five times, the researcher identified it

as an interest in discussion.
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4.22.2.1 Documentation

Documentation is a code that represatitkinds of national identity documentations,
ranging from birth and death certificates, as well as identity documents, which are a
compulsory requisitéor the orphaned learners to be able to apply and be beneficiaries
of the welfare grantTo investigde if the orphaned learners are beneficiaries of the
welfare grant, and to determine whether the lack of documentation hinders them from
receiving the grant, the researcher asked the caregivers whether their charges are in
possession of the required docuntaions such as nation identity documents and death

certificates of the late parent(s).

fil went to the office (Ministry of Gender Equality and Child
Welfare), but he still does not receive the grant, because he

lacks the required documenig. D a v gamégiver)

iShe has a birth certificate, an
certificate, but we ar e unabl e

certificated ( Mar i aés caregiver)

fiShe does not receive the grant assistance because her aunt

failed to obtain nationatlocuments for her; hence she cannot

apply for the grant (Ndapandads caregi Ve

fiMy child did not get her national documents yet, and this is

making her life difficult 6 ( Ndapandabs caregiyv
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4.22.2.2Food insecurity

Food insecurity became an impamt theme of this study becauswost of the
caregivers are unemployed. The study revealed that families depend on subsistence

farming for food security.

fiWe work in the mahangu field, and we buy a bag of maize meal

to supplement 0 ( Ndaegver)hdads <car

fiwe survive through what we get from our mahangu field like

other families fromthesearea® ( Wi | | emds car eqgi

In the years that the region experiences drought, food insecurity became a crucial

concern to the caregivers.

filt is difficult to survive when rainfall is so loww M@ r i ad s

caregiver)

filt is difficult to survive when there is drought, especially that
we do not have another income to buy food when the rains do

notfall. 6 ( Mari abs caregiver)

fiWhen there are no good rains, we do hairvest well 0

(Maganobds caregiver)

fil am really struggling to make ends meet, and there is no one

251



to help with fieldwork. Also, we do not have a plough, oxen, nor

donkeys 0 ( Pandubds caregiver)

Some caregivers even usédtohexpkamndéshbhewvr

lack of sufficient food to survive, neither do they remain with surplus for the future.

fil can say | survive like a bird really; | am a street vendar

(Mari abs caregiver)

fiwe survive likeabirdo ( Pandudé caregiver)

Some caregivers expressed their mitigation strategies to the food insecurity to relieve

the drought situation.

fiwe do not really struggle to survive because our farming land

is big that we are able to survive with the harvests when we

work hardinthefarm o( Lovi sab6s caregiver)

Some of the caregivers commended on the drought relief programme, admitting that

the relief saves many households.

fWe have received drought relied (Pandubds <care

AiThe famy just receive drought relied  ( L ocavegivera 6 s
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Some caregivers seem to view government drought relief food assistance as a better
relief option to food insecurity, because many caregivers appear uncomfortdble wit
the idea of asking for food from neighbours edeming their struggles dueotfood

shortages because of the drought situation.

ANO, we have never nboghbweds of

(Lovisads caregi ve

ANot at all. We just Magawbas w

caregiver)

4.22.2.3Household economic situation

Caregivers described their difficulties to survive, especially because most of them are
unemployed.

Except for one pensioner who depends onnttoathly oldage grantmost ofthe
caregivers are not eligible for the pension grant, as most of them hayet nedched

age 60. The pensioner admitted that she is fortunate to be a beneficiary of the grant,
and the rest of the participants explained how difficult it is to survive without an

income, and especially when the situation is worsened by the drougttiosit

fiTo tell you the truth, life is hard in this household is very

difficult. 6 ( Pandubs caregiver)

Other caregivers run small businesses to make ends meet.

fEver since my husband passed on, | have been selling vetkoek,
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fried fish, and kapandor me and my children to survive o

(Ndapandads caregiver)

fil save the money that | make from selling vetkoek, kapana, and
friend fish t o be abl e t o buy

(Ndapandads caregiver)

4.22.2 4Need for assistance

Caregivers acknowledged thabnsideringtheir struggles to make ends meet, they
need a variety of externalipport foodsbeddings, school fees, and clothing items, the

female headed households who are all unemployed.

fiwe need food, clothing, and beddings ( Mar i asb6s <car

fiSdool fees it what is neededthemost ( Panduds car e

fiFood and beddings is the main need in thishouse ( Lovi sab

caregiver)

4.22.2.5Standards for OVC services

Although caregivers were not aware of the Standards for the OVC service delivery
until the researcher introduced them, the caregivers were able to explain what they
thought was important to improve the lives of the OVC. With varying reasons, many

of the caregivers prioritised education, and to a less extent, food and nutrition, and
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healthand counselling. Some caregivers opined that all the seven standards are equally
important; however, they also acknowledged the ingpae of education:

fiEducation is the mostimportan® ( Davi dés <car egi

fEducation is very important to her; she is@lsommitted to

her schoolwork 6 ( Maganobés caregiver)

AEducation, so that they can help themselves in futdre

(Pandubs caregiver)

fEducation suppori if you are not educated, you will struggle

tosurvive 0 ( Ndapandads caregiver)

fEducation is verymportant, because if one is not educated
today, their future survival will be difficulto (Wil l emb

caregiver)

The caregivers also named the importance of counselling to help the orphaned learners

to cope and accept certain situations.

fiCounselling is mportant to help the learners to accept their

situatons 0 ( Pandub6s caregiver)

fiCounselling is of importance for emotional help

(Ndapandads caregiver)
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fiPsycho Social support (PSS), food and nutrition, and
education, because even if you have the coutagtudy, but

you are hungry, you cannot succeed, and if you do not receive
counselling, you will just feel bad all the time (not accepting

your situation . 0 ( Mari abs caregiver)

4.22.2.6 Succession planning

The researcher askaeregivers about their gohs for their charges when they die.
Majority of the caregivers were hesitant at first, and they dideetto have thought

or planned about such at all. However, they eventually came around the subject matter,
and started sharing their informal arrangems about succession, which includes the
plan to leave the orphaned learners in the care of older siblings, the care of the extended
family, spouses, and so forth. Some caregivers indicated that they have not really

thought about succession yet; howewemajority said:

fiwhen | die, my wife will take care of my son. She is already
playing the role of a mother now; she has been taking care of

him since hewas. 70 ( Davi d6s caregiver)

fiMy aunt will take care ofhero ( Mar i aés caregi v

fiThere are some &nded family members who can look after
her, although they are scattered in many places ( Magano o0 :
caregiver)
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fiThere is a sibling who can represent hehe second born 0

(Lovisabs caregiver)

filf | am not here, there is her elder sister, but she ailswives
by selling just like me. Part of the family is in another region,
Eenhana, but they have no link with them since they lost their

father. 06 ( Ndapandabs caregiver)

fiHe will continue to be taken care of in the house, because we
took him as our childso if my mother or | are no more, those

remaining behind will take care of himb  ( Wi | | emés car

However wellmeaning the caregivers are in their successianning;the sad reality

lies in the fragmentation of the extended family as a suppodrysir the vulnerable

in society.
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4.22.3 Educators

Pseudonym| Age Type/Role School Experience
(Range) teaching at
Teacher1 | 4550 Female, Life Skills | SC1 University trained, 16+
and Career and years teaching
Guidance Teacher experience, b years
in OVC care and
support
Teacher 2 | 41-44 Female, School SC1 University trained, 16+
board member and years teaching
Teacher experience, 4.0 years
in School Board duties
Teacher 3 | 41-44 Female School SC1 University trained, 11
Principal 15 years teaching

experience, 40 years
in school management|
trained as Career
Guidance Teacher for
OVC care and support
though does not

practice it
Teacher 4 | 3540 Female, Life Skills | SC2 Universitytrained, 6
Teacher 10 years teaching

experience, b years
in OVC care and

support
Teacher5 | 3540 Male, School Board SC2 University trained, 141
Member and 15 years teaching
Teacher experience, 4.0 years
in School Board duties
Teacher 6 | 3540 Male, Acting SC2 University trained, 11
Schml Principal 15 years teaching

experience, 0 years (>
month) in school
management function,
trained in School
Counselling/OVC care
and support

Table 18 presents the characteristics of the six (6) teacher participants. thalnof
are from each of the two case study schools, and they are also represented by
pseudonyms. The age group of the teachers are 35 to 50 years, and they all have

university qualification with varying years of teaching experiences. The teacher
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participans have different roles to carry out their responsibility towards the OVC. The
roles of the teachers are as follows: Life Skills teacher, Counselling and Guidance

teacher, Head of School/School Principal, and school board members.

From the informatiorgenerated by ATLAS.ti (Table 19), the following aspects are of
importance: factors affecting the enrolment and completion of orphaned learners,
hostel facility, identification of orphaned learners with additional challenges, Life
Skill sé bur doeagare fomtbet OV athei impact of orphanhood on
schooling, school strategies for inclusion, standards for the OVC service delivery, and

teacher training for inclusion.

CODES-PRIMARY-DOCUMENTS-TABLE

P93: SC1-Aut-(P94: SC1-Aut-(P95: SCI1-Aut-0P96: SC2 - Aut-{P97: SC2 - Aut{P98: SC2 - Aut{TOTALS]
Factors affecting ¢ 5 2 4 1 0 3 15
Hostel facility 0 0 0 0 1 1 2
Identification of or 4 1 1 2 2 1 11
Life Skills teache 0 0 0 1 1 4 6
Motivation 2 1 1 3 2 1 10
orphan needs 1 1 0 1 0 0 3
Orphanhood impa 3 1 3 3 1 1 12
Procedure for coni 1 1 1 1 1 1 6
School attending 0 0 0 0 0 0 0
School Auth input 1 1 0 1 1 1 5
School role 1 1 1 1 1 1 6
School strategies 9 8 7 5 4 4 37,
Standards for OV 1 4 1 1 1 2 10
Teacher training f 1 1 1 1 1 1 6
Visiting individual 4 2 1 0 0 0 7
TOTALS: 33 24 21 21 16 pal 136

4.22.3.1Factors affecting enrolment and completion of orphaned learners

Educators from both case study schools shared some of the major factors that hinder
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the smooth enrolment and completion rates of school by orphaned learners. Many
issues were statedinging from absolute poverty, lack of counselling services, lack of
guidance, lack of finances, lack of identity documents, and lack of motivation.
According to the educators:
fiOne of the main factors that hamper the enrolment and
completion of school byorphaned children is financial
constraints, because even those who receive the grant spent that
money on food and clothing, as the money is not even enough
to support them and to pay for their school expenses ( Teac her

3)

fiSome of these learners do navh documents, hampering the
progress of the orphaned learners because they cannot be

granted loan without a full birth certificate6 ( Teac her 3)

fiSome of the factors that cause orphaned learners to not

complete school include poverty, and the lack ofvaton to

take their studies seriously0 ( Teacher 4)

filt is absolute poverty that makes affected people neetly,

the lack of counselling services and motivatian ( Teac her 2

Some educators pointed out that orphaned girls are more vulnerable thaggshe

fiThe factors that make it difficult for orphaned learners to
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complete school, especially girls is basic things that they need
to go through life, as girls always yearn to look nice when they

are going on outings/out weekends withotheass ( TBac her

4.22.3.21dentification of orphaned children with challenges

In response to how schools identify orphaned learners with additional challenges,
teachers explained some methods and strategies for identification at their respective
schools that were nao systematic; these include: identification by class teacher,
hostel superintendents, caregivers who come to report the cases themselves, and

referral from the feeding primary school.

The study found that each of the schools follow its own procedsréseateachers
explain below:
fiSome of these children are identified by their class teachers,
some are identified by hostel matrons/patrons, whereas some
are identified through the caregivers who provide the school
with information regarding their orphanddarners whom they

aretakingcareof 60 ( Teacher 1)

fiTeachers record the names of the orphaned children for the
necessary assistanced ( Teacher 2)

fiWe identify the orphaned learners who need additional help
through their class teachers who register thé@) so that the

school can keep theserecordd@ ( Teacher 3)

fiWe go class by class to discuss with orphaned learners so that
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we can obtain additional information regarding the issue of

orphanhood 6 ( Teacher 4)

The study found that the role to identifydasupport orphaned learners is regarded as

a task for Life Skills teacher at the SC2.

fiThe Life Skill teacher is responsible for identifying the
orphaned learners, and we also get reference from the feeding
primary school nearby, where we share theords of the new

intakes from primary schools (cumulative) ( Teacher 5)

fiThe Life Skill teacher is responsible to identify such learners,

and to investigate the severity of their situatiors ( Teac her

4.22.33 The burden of the Life Skillsteachers

As alluded to in the previous section, Life Skills teachemsa panacea to the
challenges of the orphaned learners. Many teachers are of the perception that it is the
responsibility of the Life Skills teachers to look after O\¢&€en thougtheLife Skills
teachers also have the responsibility to teach the subject:

fiThere is only one Life Skills in the school, and it is a challenge

to them because they also have the teaching responsibilities, as

they have to teach all grades: 8t0.18 ( T ac her

fiThe Life Skills teacher is overloaded, as she teaches all the 18

classes, but she is aldwmaving the responsibility to consult
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parents/guardians regarding psychosocial issues. | suggest that

the school getsreadditional school counselloro ( Tgac her

According into the teachers, the OVCs need more than just a Life Skill teacher to talk
to about their issues, so they really require professional counsellors/psychologist.
However, in the absence of these professionals within the schools, it is tiskillde

teacher whanustplay all the roles of caregiving and support the OVC.

fiThe school needs a counsellor because the Life Skills teacher

isnotcoping 6 ( Teacher 5)

fiThe Life Skills teacher is not a professional counsellor, even

though she deals thi some cases, but sometimes there are

severe cases that really need counselling. | suggest that the
teacher receives training in advancedunselling otherwise

the school should getacounselloo ( Teacher 6)

4.22.3.4Motivation to support the orphaned learners
Educators had to respond to a question about what motivates them to work with
orphaned learners. Their main reasons were: to change the behaviour of the orphaned

learners, stand in @&s loco parentisand to encourage them.

fil am motivated tsupport orphaned learners because of them
do not receive parental care, so by teaching them Life Skills |

am instilling much survival skils6 ( Teacher 1)
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fil am motivated to monitor the behaviours and welfare of all
learners, including orphaned childreand educatorsn the
school. Orphaned children need this support o that they can be
assisted to reach the level where the other learners are

(Teacher 2)

fil am motivated to support orphaned learners is that | have
experience; | put myself in their shokalso have children who

might become orphaned one day. | take myself as an in loco
parentis. So | think it is really necessary to support these

orphaned children 6 ( Teacher 3)

fiwhat encourages me in this role is ensure that the orphaned

learners are adsted through counselingd ( Teacher 4)

filt is sometimes very difficult for the learners to cope with their
situations that is why | am obliged to supportthetn ( Teac her

5)

fiThere are many orphaned and vulnerable learners in the

schools, so | am motived to work with them, so that | can help

them to at least cope with their situatio®m ( Teacher 6)
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4.22.3.5The impact of orphan hood on schooling

Most teachers explained that orphan hood affects the education outcomes of orphaned
learners in many waysoFinstancethey stated that some orphaned learners who came
from homes where they are better cared for tend to do well at school, and vice versa.

The education of these learners suffered as a result.

On another hand, some of the educators concludethbaperformance of some

orphaned learners started slacking off. The educators described the situation as:

fiThe academic performance of tBephaned and Vulnerable
Children depends entirely on themselves as individuals

(Teacher 1)

fiThere are instances whe orphaned children day dream in

class, so they do not commit to their studies; hence, their
performance is low. However, peer pressure also has an
influence on their academic performancé ( Teacher 2)
fiThe academic performance of the learners is affebiethe

fact that they are not well taken care of. They come late to
school comers, and they lack concentration. | have also noticed
that most of these learners are antisocial, which is
disadvantageous because they do not learn from others. Lastly,

they bck stationery 6 ( Teacher 6)
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Some teachers describe that some orphaned learners are stubborn, and withdraw from

the academicactivities, which has negative consequences on their academic

performance:

fiThese experiences affect learners in because by being
stubborn, rude or aggressive, they might not even learn. When
the learners are withdrawn, they will be reluctant to do

activities as the teacherinstruct® ( Teacher 3)

fiLearners are often absent from school, and do not follow

instructons 06 ( Tegacher 4

fAbsenteeism has a negative impact on the learners because

they easily miss out on importantlessoms ( Teacher 5)

4.22.3.6 Procedures to communicate policies

The researcher was intrigued to explore how national policies for the education sector

and O\ are communicated to the school. The educators provided a mixture of

responses to the question of how they found the process of communication of national

level educational policies to schools. Some of the educators felt that the current

process, where policyoduments are sent to schools, is adequate, whereas others

suggest that the process needed to be changed.

The researcher found that more interventions needed to be done because many teachers

besides the Life Skills teachers and some principals were raveavt the national

policies pertaining to the OVC. They described the existing process as follows:
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Al n my toeeprevailing pracedure still appears to be the
proper one. In this case, the letter from the Ministry of
Education is sent to the RegairDirector of Education, who
then sends it to the circuit, where the inspector of education
gives it to the principal to read it to the teachers. The
responsible teacher for the duties that are stipulated in the
circular receives a copy so that he/she cgtart with the

implementaton 6 ( Teacher 1)

fiTeachers receive the policies, but the effectiveness of the
implementation of these policies is questionable. The director
sends the policies to the schools, and sometimes they organise

a workshop with certaiteachers 6 ( Teacher 3)

fil think there is a lack of communication regarding the policies
on the OVC. A cluster system at the cluster centre would be
more helpful at circuit level, instead of everything being

handled at the regionallevelo ( Teacher 5)

fiTeachers are aware of the policies, so | would say that the
ministry is really doing its work to provide the ground on how
to treat such learners in school. The ministry clarifies the
policies, and it conducts an annual census to determine the
number of orpaned and vulnerable in school, and how

teachers supportthemo ( Teacher 6)
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fiThe policies come from the region, and due to limited, schools
cannot make copies from thick documents, but the principal

ensures that he explains the policies to teachérs c¢hdr 6)a

Despite the fact that most teachers acknowledged that the policies were sent to schools,
they opined that so much needs to be done to ensure the effective implementation of
the policy, as well as to avail and explain the policies to all teachers sthdlyat t

similarly understand the policies.

4.22.3.7 School strategies for inclusion

The researcher asked educators to share what strategies their schools implement to
ensure that they include orphaned learners in school activities. Among the activities
suggested are: engagirayphaned learners and caregivers into discussions about their
situations, organising prize giving events, school tours, cultural events, sports events,
school feeding, remedial classes, welfare grant applications, inviting successful
orphaned alumni to motivate learners, priority provision for hostel, and hostel fee
exemptions in the case of SC1.those activities are the generic ones that most schools
in Namibia implement, however they make a huge difference in the lives of orphaned

leamers.

AThis school has many learners that is why it is usually decided
that all Grade 11s should be accommodated in the hostel to give
an opportunity to orphaned learners to be in the ho%téien

it comes to travels, sometimes the school will even goitmt
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coffers while guardian is seeking out, because it is not always

money that needs to be paid. Sometimes other useful things (e.g.

goats, traditional baskets, fuel wood, etc.) can be brought also,
and these are sold to educators to recover the moray log

theschoad ( Teacher 1)

fiTeachers speak to the orphaned learners on a regular basis,
especially by the counsellors. Sometimes, the school refers the
learners with severe cases to the Ministry of Gender [Equality]
and Social [Child] Welfare (sic) t@onsult Social Workerso

(Teacher 2)

fiwe usually support these orphaned learners by assisting them
with social grant forms, and by giving them priority to be
accommodated in the hostel, so that they do not commute from
home, because the truth is that stimes there is nothing to eat

at home, and there is no support. We givelelaeners priority

for placement in the hostel, and we also exempt them from

hostel and examinationfee® ( Teacher 3)

filn a situation where they do not have payment at all, theac

engages caregivers is into discussions, and then make
arrangements to get hold of the things that are needed.
Teachers also advise caregivers about the right procedures to

follow to be granted school fees exemptiod ( Teac her
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fiOur school is notegible for the feeding program, but given
the vulnerable state of the learners, the government considered
the request of the school to initiate the programnde ( Teac her

6)

At both case study schools, Life Skills teachers fill the void of professionasetors

at byorganising talks with orphaned learners with additional challenges. Given that it

was the Ministry of Education to settle for Life Skills teachers, one would have thought

that it was still within their parameters, however, some explanatomsnating from

Life Skills educators already | abell ed t

of being the troubled one. 6

fiwhen the school identifies orphaned learners, and is in a
situation where he or she does not cooperate with other people,
such child is led into open discussions. Sometimes we succeed

with some of them; at othertimesnat ( Teacher 1)

4.22.3.8 Standards for the OVC service delivery

From the teachersd responses regarding t
was evident that teachers are not aware of the standards that were devised under the
MGECW in 2009. Collaboration between the two ministries (MGECW and MoE)

needs to be stngthened.
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Initially, many educators admitted that they are not aware of the standards for the OVC
service delivery specifically; however, after the researcher introduced them and
explained these standards, teachers managed to explain what they ighouagbttant
to be implemented for the OVC in the country. Some educators, just like the
caregivers, opine that all the standards are important for leaDtbessstated specific
Standards of service delivery; however, teachers mentioned that education,

psychosocial support/counselling, and food and nutrition are important.

filn my opinion, all standards are important to orphaned
children; therefore, implementers should emphasise on all to

ensure that learners are motivatedtostudy ( Teac her

AEduation, counselling, stigma, and (anti)discrimination are
important to orphanedearners. Counsellings important to
help them to handle their education and their lives. Also, the
stigma and (anti)discrimination will open their eyes in

instances 0 ( T acher

fEducation, psychosocial support, and food are the major ones,
because there is no way one can uplift their life without
education, but if one is in problems, they require psychosocial
support. Also, there is no way that one can study without-food
that is why | consider them as major needs for an orphaned

chiid. 6 Teacher 3)
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fil will prioritise food as a need, because the government should
provide food and shelter. Even in winter, learners sleep in the
traditional wooden structures without appropriabeddings.

Health should also be accessible by the OVC so that they are

able to buy medicationstheyneed ( Teacher 6)

4.22.3.9Teacher training for inclusion

Regarding the teacher training in inclusion, teachers were equivocal that the teaching
cadres hve not been trained in inclusion strategies, although the policy expects them
to be practitioners of inclusive education. Some teachers, including Life Skills
teachers, suggested that it was only they wdnohandle the OVC issues, including
inclusion. Itis of no doubt that some teachers perceive Life Skills as a panacea for the
issues of the OVC in schools. However, with limited Life Skills teachers, the support

of the rest of the teachers is needed.

fiNot all teachers received assistance, except sombeof
through their teacher training institutions to work with

orphaned children 6 ( Teacher 1)

fiNothing has been done to train educators in inclusion

(Teacher 3)

filt is only Life Skills teachers who attend workshops regarding

OVCissues0 ( Teacher 5)

filt is only Life Skills teachers who received training through
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workshops 0 ( Teacher 4)

filt is only the Life Skill teacher who attends workshops and

trainings of how to deal with issues ofthe OV& ( Teac her

4.22.3.10Individuals and organisations visting orphaned learners

The researcher asked whether there are individuals or organisations who provide the
orphaned learners with emotional and material support. Some teachers, particularly
from SC1 responded th@mbetja yEhingdOYO), Namibia Red CrogSociety],

and the Catholic AIDS Action visits their school to talk to learners, as well as

representatives from the Ministry of Health and Social Services.

What was striking, however, was tt@though there was consensus over the various
visits being udertaken, all agreed that, of late, the visits were not as regular and as
intense as in the past.
fithere are some individuals who come from organisations such
as Ombetja yEhinga (OYO) who bring newsletters, and they
have meetings with the learners abouteith studies,
relationships, and drugs. The school also invites health
workers, such as nurses to speak to girls, and on male gender

basedviolenae ( Teacher 1)

fiWe have received individuals from the Ministry of Gender
Equality and Child Welfare, and thee@der Protection Unit

coming to provide psychosocial support (PS8) ( Teac her
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Teachers also indicated it is only the Life Skills teachers who are quite informed about

these visits, whereas other teachers have no idea what is going on.

fiThe only orgaisations | see here is the Namibia Red Cross
Society, and another individual who comes from the hospital. |

really do not know what they comefoo ( Teacher 2)

fil have only seen the Catholic AIDS Action; | think it supports

theOVC 0 (Teacher 2)

Educators from the SC2 were equivocal in indicating that their school does not receive

visitors for orphaned learners at all.

fiThere are no organisations that visit orphaned learners in this

school 6 ( Teacher 4)

Mpart from the Chirdodthee outside Mo v et
organisation visits orphaned learners to render them emotional

support 0 ( Teacher 6)

422311Educatorsod6 suggestions to orphan sup

The researcher requested teachers to make suggestions that can be used to improve the
lives of the ophaned learners. According to one of the participants, some orphaned

learners whose parents leave them inheritance money tend to misuse them, instead of
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concentrating on completing their studies first. The educators call on lawmakers to
enact laws to prote such children by putting their money in trusts.
Al just hope that | awmakers wil/l
the orphaned childrends inherit
are not matured at the age of 21 years, especially among our
Oshiwambo speahkg children are not matured by age @1
(Teacher 1)
Teachers realised that something needs to be done by authorities regarding orphaned

children who live by themselves, to ensure support until they are independent.

filf only orphaned children who live alercould be gathered in

a special place for a while, and then they return to their homes
later. This place will make the orphaned children feel protected,
and they will concentrate on their studies until they become

independent 6 ( Teacher 2)

Other teachersuggested for an expansion to all the regions of the Vision schools
concept, so that many ma@ephaned and Vulnerable Childrean be educated there,

where the state will provide them with the things they need.

fwith regard to OVC in general | would ®mmend the
expansion on schools like that in the Kavango region (Rukonga
Vision School), it will be good, perhaps to construct such a

schoolineachregiono ( Teacher 6)
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Another educator felt overwhelmed by the unmet psychosocial needs of orphaned
learnes at schools and in the communities and therefore, called on the Ministry of
Education to increase the number of teacher counstsloeader effective services to
the orphaned learners.
fil suggest that the MOE should increase the number of teacher
counsdors in schools and regiont® assist the OVC, and all

learnersingenerah ( Teacher 4)

Another teacher raised the issue of lack of national documentations among orphaned
learners, which hinders them from applying for and receiving the OVC welainés,
as well as funding for further studies. The teacher suggests that the ministries should
liaise with traditional authorities.
fil noticed that some learners lack national identity documents;
hence, they do not receive the welfare grants, and thdikahg
to miss the opportunity to apply for scholarships/loans to be

able to further studies 0

fiThis is a big problem with the Ministry of Home Affairs and
Immigration (MHAI); the school even invited the minister last
year. Many of the OVCs do not hadentity documents, and it

is a big problem 0

fiThe officials at the Ministry of Home Affairs and Immigration
need to come to the ground and talk to the traditional leaders

(Teacher 5)
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4.22.4 Network Analysis: lived experiences of orphaned learners

Theresearcher took out a network analysis of the lived experiences of the orphaned
learners fromATLAS.ti. The diagram (Figure 23lepicts that orphaned learners face

many challenges.

¥ Lived experiences~
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Figure 23. Network diagram of the lived experiences of orphaned learners

The network diagram also shows Osupports

were received occurred. I n particular, e
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where caregivers who pereed that the orphaned learners survive with difficulty.
6Contrastso, on t he mosticagegiverh apmed, thatatheic ur r e
charges live a good life, which is contrary to how orphaned learners described their

lived experiences.

4.3 Summary

This chapter presented the findings of the study that the researcher observed,
photographically presented, and drew from analyses through codes, quotations
(segments from text that were selected according to the interest of the study) and the
network diagam (a pictorial representation of data). Through the observation,
interviews, and the photographic and ATLAS.ti analyses, the researcher confirmed
that there is a gap in the experiences of secorddagy orphaned children in the two
Omusati region basegublic secondary schools in terms of school presence,
acceptance, content, participation, contacts, achievement, and character building and
resilience. The challenges that the orphaned learners experience excludes them from
equitable access to a holistiedhinclusive education. The next chapter discusses the

findings of the study.
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CHAPTER 5

DISCUSSIONS OF RESULTSFINDINGS

5.1Introduction

The main findings of the study that were presented in the previous chapter are
consolidated and discussadcording to the themes have been identified from the
responses gathered from the orphaned learners, caregivers, and educators
(respondents)The resultgstudy findings)yare presenteith a summary forman Table

20, and they are discussed in line witte theoretical frameworkhat the study is
centred onasintroduced andliscussed in Chaptdwo. In addition, theChapter also
refersto literature review sources to provide answers to the main and sub research
guestionsas well as the study objectsjeas outlined in Chapter One. This is to make
sense of the research data. The sub research questions and themes are loktowssed

following their presentation in Table 20.

ResearchSub Questionsand themes

What are the lived experiences of orphaned learners?

Differential treatment of orphaned learners

Inability to benefit from state sponsored support
Lack of information and documentation

Structural misunderstandingsnmnisterial policy guidelines
Age of orphaned learners in this study

Household economic situations

Needed assistance

Standards of OVC service delivery

Succession Planning and inheritance

Emotional upheavals

Educat or s 6 illgdisdpkne gmorig orphaned
learners

How do these lived experiences of orphaned learners affect their school experiences?
Stigma and Discrimination

Head of household

Donor funding support for OVC in Namibia
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Mesasystemic units of home and school
Lack of infrastructure at SC2

Hostel facility at SC1

Registered homes and places of safety
Time and opportunity to study

Food insecurity

Inability to cultivatemahanguields
Inability to provide own foods

Changes of climate and Gender
Perceived iHdiscipline amonghe OLs

School dropout and grade repetition

Learner pregnancy

Alleged educator incompetence and commitment to teac
Lack of substantial Head at SC2

Grade 10 placement in schools

How do schools identifyorphaned learners with additional challenges?

Varying methods of identifyin@Ls

Unique role of the Life Skills educators

What do schools perceive as the impacts ofphan hood vulnerability on learning and
teaching of orphaned learners?

Perceivedieficienthome care foOLs

Perceived unsatisfactosghool care foOLs

What strategies do schools use to include orphaned learners?

School feeding programme at SC2 School

Free hostel placement at SC1 school

Fundraising events at both case stadiyools

Subsidised school tours at both case s&hool

Motivation by educators who work withLs

What strategies could schools use to better include orphaned learners in education?
Improved interactions with the local community
Improved interagency collaboration withGECW

Calling on the assistance of former learners

Are schools aware of existing policies for the OVC in the country?

Lack of awareness of existing policies for the OVC by
majority of educators

Lack ofawareness oft8ndards of the OVC service delivel
Process oflisseminatingnational policiego schools
Improved national policy implementation for all educators
Lessening the burden placed on Life Skills educators
Lessening the additional tas&spected from educators

5.2What are the lived experiences of orphaned learners?

In their study about South African orphaned children, Naidoo and Muthukrishna

(2016) statd that they facd a multitude of risks and vulnerabilities. Tlemclude
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being dfected by HIV andAIDS, crime, substance abuse, poor health and safety in
schools, corporal punishment, unequal access to education and healthcare, poverty and

underdevelopment, and exposure to social risks, such as physical and sexual abuse.

During daa collection, the researcher realised that some of the abemgoned
findings were similar and applicable, as some orphaned learner (OL) participants cited
incidences of personal risks in their lives, such as abuse (emotional, physical and
sexual), neglet food insecurity and poverty. The findings of the studyaésein tune

with those of UNICEF (2009) thatates thatlespitethe availability of Education
policy and other similar legislations pertaining to the OVC in Namibia, many orphaned
children cominue to face challenges at home and school. Therefore, the
implementation of the Sector Policy on Inclusive Education could ensure a functional
social support system. However, failure to implement it makes it difficult for orphaned

and other vulnerable @tren (OVC) to benefit frontheir right to education.

The study findings are also related to those by Haihambo et al., (Z@GQ&Keni and

Taole (2019}that although the Namibian government has stipulated social assistance
policies for OVC, including the exemption of school fé8BF) barriers such as lack

of information about the available assistance, the long and tedious application
processes, long stiances to and from office facilitiend their places of residences

and associated high transport costs, particularly in rural areas, hinder the access of
OVC tothesocial assistance that is meantimprovingthe lives of orphaned children.

This deprives them of a decent life.
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The findings of this study indicate that orphaned learners face a plethora of social
issues that negate their weking, including the inability to access State sponsored
OVC welfare grants due to agjenitations or lack of doementation. In Humphrey

( 2 0 OpdilosiEhy on educational inclusioorphaned learners are merely present in
schools, buhot acceptedndnot participating enough to achieve a holistic education
to helpleadthemto a promising futureln their own wordsthe orphaned learners

study participants described theiphan hoogredicament as follows:

filt is difficult to be an orphan and attending school, because
there are  times that you need something, but you will not
get that in time, especiallyybu live with people who are

unempl oyéMagéi a)

Aand for me just thinking about

liveissad . 0 ( Petrus)

It is further clear from the study that many of the participant orphaned learners face
povety, food insecurity, exgriencedifferential treatment, and sonaee placed to
attend schools without hostel facilitiézrcing them to rent or lodge with complete

strangersThese themes are described in detail below.

5.2.1Differential treatment of OLs

Some of the orphaned le@rs in the study revealed that they often erdluezbal,
physical, emotional, as well as psychological abuse at the hands of their caregivers and
educators. Magandor instancerevealed that she was treated differetitgna fellow

female household maber,even thoughhey weae age mates. According to Magano,
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the other girlbeinga relativeof Ma gano 6 s a u n twag therefore gedted wi f e
better tharher. For instance, the other girl was sent to boarding school, while Magano
remained home as ayd&arner, faced with a load of household chores to undertake

daily after schoglsuch as herding cattle.

The researcheconcludedthat Magano suffered the most abuse of any form. As a
result, she often paused during the interveegsions tdold back tars. She even

explainechowandvhy she escaped from her uncl ebs

fil left because the man (my uncle) came saying he would Kill
me; he once hit me with a burning wood, and with a cutlass

(panga), saying that he would killine ( Magano)

5.2.2Inability to benefit from state sponsored support

In line with the existing findingsuch as byHaihambo et al., (2006and information
available from the Ministry of Gender Equality and Child Welfare (MGECWS,
Educational Management Information SystéeMIS) and the Demographic Health
Survey (DHS) resented i€hapteiOneg, the researcher found that orphaned children
in the Omusati Region benefd less from the OVC welfare grant and other state
sponsored supporas the MGECW confirmedhat while the2008 EMIS report
recorded 26,773 OVC in the Omusati Regionly 16, 389 @phanedand other
Vulnerable Children were benefiting from thenistry of Gender Equality and Child
Welfare (MGECW) social welfare gnt in the region at that time (GRN, 2009&)is

may be attributed to lack of information on the part of the potential beneficiaries and

their caregiverskor exampleWillem , thesingle male orphaned learn&spondent
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informed the researcher that he wald that he wa noteligible orentitled tothe State

OVC welfare grant because his mother worked for the government.

The countrydés flagship devel opment pl an
growing economy has created economic opportunities, and improved the living
standards of many (GRN,20). It further stipulates that social protection, particularly

the social safety net, plays a wedicognised redistributive role, stating that social
safety nets in Namibia have expanded remarkably with over 400 000 beneficiaries
(GRN, 2017).The reportfurther states that ihout social protection such as social
grants, poverty levels in Namibia could have been at 35%, and severe poverty would
have been at 22%, compared to 29% and 15% in 2009 and 2010 (GRN, 2017). In 2015,
social grants accounted for altd.4% of total expenditure, and about 2.2% of GDP

indicated limited fiscal space to expand it further (GRN, 2017).

Given the fact that social grants, as a social safety net, plays such a crucial role in
Namibia, it is imperative that impeccable monitoring is done to ensure those who are
entitled to it benefit from ii. For instance, by identifying potential benefiGgartas
important that traditional authorities at all levels, wddgetherwith relevant
government structuresuch as MoE and MGECW?op ensure that the identified
beneficiaries have the necessalgntity documentations, from the Ministry of Home
Affairs and Immigration(MHAI) (Mchombu, 2009) Solutions to OVC issues in
Namibia have to be found with commitmehy all parties concernedo the
implementation to the letter of the conceptual model of inclusion, care and support of
Orphaned and other Vulnerable Children in the country.

Theissueof lack of informationis described further in the section that followext
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5.2.3Lack of information and documentations

The researcher found thatlack of information and documentations, including
ignorance about the application process, coupled with unhelpful regional officials of
the Ministry of Home Affairs and Immigration (MHAI), addto the woes foorphaned
learnerdn a bid toreceiving national identity documentation as expected. In addition,
the researcher found thearegiverswere also at the receiving end of thesssues,
explaining how they kat visiting the Ministry of Home Affairs andmmigration
officesin Outapi, where thewere sent from pillar to postlid notreceivethe needed

help until they gae uptrying, without obtaining the required documentations, to the

detriment of their charges.

Thesestudyfindings aran tandenmwith Haihambo et al, (2006) aralso in support of

a study byNitsckhe, lhembaand Nekundi (2002) in Khomas and Oshana Regibn
Namibia,and many other similar studies in various regions of Namitdiéch found
thatmanyOVC and their caregivers do not haaecess to social support due to lack

of information, and documentatipsuch as birth and death certificates. The lack of
birth and death documentations, which was rife among the participant orphaned
learners meanthat many of them wee unable to benefirom the state sponsored

support even if they were within the stipulated age rémgthe support

Similarly, another study conducted by Mchombu (2009) in the Ohangwena Region
found that information needs on financial assistance, exemption from school
development funds, and child care support were among the most pressing needs for

most OVC.
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5.2.4Structural misunderstandings in ministerial policy guidelines

Another issue that this study found svéhe structural defect in policy guideline
interpretation ad implementation between the Ministries of Education, and that of
Gender Equality and Child Welfarehich are both charged to cater for the welfare of

Na mi bchildrensT he Mo EOGs Sector Policy on tOVC
of all learners o§chootgoing age, including those who are over 18 years of age (MoE,
2008b). However, the cwff ageasstipulated in the MGECW National OVC Policy
documents is 18 years for orphaned children to benefit from any state sponsored
support. Since many rurahbed OLs are on average 20 years while still in school, it

has meant that many rural based OyEde-selected from receiving the grant by the

MGECW even though they are still at school.

Literature reveals that th@bovementioned government ministries (MoE and

MGECW) haveaninherentoverlap in their child care functions, depending in which
mesaesystemic setting of the OVC findém/herself, i.e. home or schoblit is either
ministryds responsibility. Howev®WGC thr ol

have fallen through the cracks (GRN, 2009b).

Similarly, the study found that orphahéarners in needy situations neeunable to
access any assistance, due to the lack of interagency collaboration between the two
government ministries, particularbt the regionalevel. For instance, emotionally
charged OLs at SC2 School, hadver received the services of a Social Worker,
despite that their school is found in close proximity to the regional offices of the
MGECW, since the MoE does not have Sodbrkers or Psychologists on its

ministerial structure.
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5.2.4.1Age of orphaned learners in the study

The average age of the Grade 11 learmérs participated in this study w&0 years.

Out of the eight participating orphaned learners, only two (25%)eoletarners (both

aged 17 years at the time, and attending SC2) were receiving the OVC welfare grant.
The inability of other orphaned learnersbienefit from the welfare grantagdue to
reasons such as lack of national documentatimh adirth or death certificate as
applicable,beingoverage (or above 18 years of ageOVCs who are oveage are
considered ineligibldor welfare supportand they are therefore -delecté from
receiving the grant, as wahe case with Magan®he situdion might even worsen for
orphaned children with the enactment of the Child Care and Protéatiqiict 3 of

2015) into law on OFebruary 2019, which makes 18 the age of majority.

5.2.5Household economic situations

The study found that aost of the orpaned learners come from poverty stricken
households as depicted in pictures presented in Ch&oier This household
economic situation was elaborated on by the caregivers through their responses to the
household economic situation question. Excepttferane pensioner who depends on

the monthly state grard, majority caregivelnad not yet reached the eligible age of 60
years to qualify for the state pension gréRAISON, 2014) Hence, they faced the
predicaments of poverty without a monthly incomem8oparticipant caregivers
defined their household survival situation as very difficult, and worsened by the

prevailing drought situation:
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fiYes, we survive with difficulty, maybe thankful that one does
not go to bed hungry, but the situation is difficattpecially for

an unemployed person ( Mar i ads caregi ver)

filt is difficult to survive these days with the failing rains; it is
really difficult; thus,we are surviving with difficulty 0

(Mari ads)caregiver

The household situations are at tind@§icult that the caregivers we unable to cater

for the needs of the orphaned learners at all. The Namibian government is aware of
the rising poverty levels, and states that during NDP4, the country reduced extreme
poverty rate from 15% in 2010 to 11#%2015 (GRN, 2017). Despite this attempt, a
substantial segment of the population remains extremely poor as revealed by this study
and others. NDP 5 confirms that inequality is still preva{@ini coefficient) and it

is currently estimated at 0.57 (GBIR2017). The Namibian government worries that
pervasive poverty, income inequality, and dependency threaten family community

cohesion and political stability (GRN, 2017).

The Government of the Republic of Namibia (GRN) contends through NDP 5 that the
alsence of a national social protection policy and implementation framework has
contributed to inefficiency in the system; therefore, social protection programmes
should be resulbased through the policy framework, and should be able to graduate

poor peopleut of poverty into sustainable livelihoods (GRN, 2017).
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Case et al (2004) found evidence from multiple African states that although poverty
does result in lower school enrolment, orphaned childrerd faceadditional risk of
nonenrolment that was notceounted for by household wealtAs Naidoo and
Muthukrishna (2016) repaati for the rural South Africa study, this study also found
that poverty negatively affects the wbking of children and youth. Naidoo and
Muthukrishna (2016) found that povertyse# s as a pervasive bar
social weltbeing and development, expressing their concern that poverty is part of a
web of human rights violations that children and their families experience, and which
contribute to the absence of social susthility. Hence it is of utmost importance, the
implementation of the conceptual model of inclusion, care and support of OLs in
Namibia be prioritisedThe researcher believes that there is sufficient social support
safety nets in the country, however th@kdem is the ad hoc implementation of
activities by various government ministries and the lack of monitanigevaluation
thereof The NDP 5 document has put thisthe absence of a national social protection

policy and implementation framewo(&RN, 2017).

Household poverty in Namibia ésoexacerbated by climatic changes. It is globally
anticipated that climate change negatively affects vulnerable communities and
vulnerable households. The National Policy on Climate Change stdteghe podr

and rural populations of Namibia, most of them being women, are most vulnerable to
climate change, because rural populations are extremely dependenttuoal na

resourceso 2GRN, 2011, p.

The policy further postulatethat climate change is expedtto affect vulnerable

groups, especially the elderly, the OVC, and marginalised communities (GRN, 2011).
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Hence, the GRN would make provision to ensure that these vulnerable groups are
empowered to effectively and adequately adapt to the impacts ofelomange. This
statement and other policy stipulations, however, contradict the findings of the study
because the participants in the study are classified as vulnerable, but they have not
been empowered to effectively and adequately adapt to the impatiteaie change.

The rural households currently are at the mercy of unpredictable extreme climatic

swings, which bring rain and floods on one hand, and drought on the other.

5.2.6Needed assistance

Orphaned learners indicated how their needy situatiamsplcatel their school
experiences. They expressed tieed for thesupport they require through needed
assistance theme that could better their lives, and give them a better outlook on life,
and a chance to achieve academically. Adding burden to thedeasdistance of
households of orphaned learners, caregivers admitted thaththeseholdsneed a
variety of external material support such as food, beddings, school fees, and clothing.

fiwe need food, clothing and beddings. ( Mar i aés careg

fiwhat isneeded most is payment of school dees( Pandud s

caregiver)

fiThe assistance needed in my house has to do with food and

beddingge (Lovi sabdés caregiver)

The study revealed that most of the households that require the basic resources for

survival are femalbeaded, who aralso unemployed.
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The findings of this study echo with t
indicate thatOrphaned and Vulnerable Childrestruggle to meet the costs of
schooling, and for most of the time they rely on their hard wsettle school levies,
uniforms, pens, and books (Johnson, 2011). However, with escalating costs associated
with going to school, it could mean that more children are sent home from school, or
they have dropped out because it was becoming increasingttaunable for them to

follow the curriculum and engage in casual labour.

Nitsckhe, Ihemba, and Nekundi (2002) found that many OVC in Khomas and Oshana
Regionsof Namibig are not in school, mainly due to the lack of school development
funds. The authar further found that this situation prevailed despite government
policies that the OVC who could not afford the SDF should be exempted from paying
it (GRN, 2002). Schools, however, as found in the pilot study that was condgucted
early 2014 had been reluctant to exempt the OVC from paying the school development

fees, which they stated was needed to fund their operations.

The findings reveal that the need for toiletries emerged as an important aspect of the
needs of the orphanéshrners to the extent that some orphaned learners suggested that
the schoolshouldprovide toiletries for themleachers also support theggestiorio

provide toiletries to the needy learners, and especially sanitary pads for girls who often

must miss shool some days of the month when they are on gegiodtycle.

Fortunately, the government of the Republic of Namibia eased that burden with the
introduction of universal primary educati®PE)in 2014, and universal secondary

education(USE)with effect from the 2016 academic year. This effectively did away
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with payments of school development funds, which proved to have been a challenge
for many learners and their parents/guardians over the years. The need for food,
beddings, and clothingncluding school uniforms) for the households of orphaned
learners remained not met. Perhaps a targeted voucher system or the much talked about
food bank, basiéncome grant, and the devising of a national social protection policy

in the long term could be the solutido addressing pervasive household poverty in
Namibia. These measures need to be achieved by 2022, so that the proportion of the

severely poor individuals would drop from 11% in 2016 to 5% (GRN, 2017).

5.2.7Standards for OVC service delivery

The study éund @regivers and educators atechaveexplainedvhat they considered

as priority for orphaned learners using thea®lards ér OVC service delivery. The
Standards werdeveloped by the MGECW and ifdevelopment)stakeholders in
2009. Thouglthe researchenitially found thatcaregivers and educatais be not
aware of thee Sandards; however, the moment theesgsher explained them, the
respondentsvere able to explain what they thought was important for orphaned
learners to make theirvies better. With varying reasons, most caregivers and
educators alike, prioritised education as of utmost importance for the future of
orphaned learners, followed by food and nutrition, health, and counselling. The

importance of educatioBtandardvas speifically explained:

fiEducation, so that they can help themselves in fature

(Pandubs caregiver)

fEducation support if you are not educated you will struggle
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tosurvive 0 ( Ndapandads caregiver)

AEducation, counselling, stigma ar(dnti)discrimination, |
deem these important in the life of an orpbadnchild
Counselling is important to help them handle their education
and lives. Also, stigma and (anti)discrimination will open their
eyes in instances where violence and abuse ardvedo

(Teacher 4)

fiEducation, psychosocial support, and food are the major
needs, because there is no way one can uplift his or her own life
without education. However, if learners are experiencing
problems, they need psychosocial support. Furthermbezet

is no way that one can study without food; that is why | consider
them as basic, yet crucial needs for an orphaned ahild

(Teacher 3)

Moreover, some caregivers and educators also expressed that all the staedards
equally important:
filn my opinia, all Sandards are as important to an orphaned
child; therefore, emphasis should be put on all of them to ensure
that learners are motivated to study. Education cannot be
provided to a hungry learner who has no shelterpgetc( Teac her

5)
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The 2011 Natioal Population and Housing Census report states that children who
grow up with educated parents are more advantageous than those with uneducated
parents. However, although uneducated, the caregivers who participated in this study
unequivocally supported thaducatiorStandards the best thing that could happen to

their children as much as counselling, food, and nutrition.

As Yates (2007) states, the economic strengtheningcse@andard is the least
understood in Namibia since it is less prioritised] &mvas rated seventh rank by both
adults and youths at the time of the development dbtdredards. The trend continued
becaus@one of the respondents chose it as being of importance for the OLs. However,
given theprevailingeconomicsituation, OLs ned to be strengthened economically to

be able taneet their survival needs, and to succeed in life. It was also noted that there
seems to bdittle time for other economic activities such as growing the staple
mahangby theschootgoing youths, makintheeconomic strengthenirgtandard of
service deliveryall the moramportant undertakingpr the OLs Such activities could
include integrated agriculture/aquaculture, basic -bgiginesses, endeavours that
could supplement their nutrition, while at the satime help generate additional
income for themln Namibia, the eonomic strengthening Standawlld be promoted

as a vehicle to succeed in the implementation of the conceptual framework/model for

the inclusion, care and support of orphaned learnerstied OVC.

5.2.8Succession planning and inheritance

The researcher asked caregivers about their succesarmfpt the orphaned children
whenthey were no longer alive. Majoriseemedhesitant at first, and they clearly did

not seem to have thought planned for it at all. However, they eventually started
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brainstorming about it by sharing informal arrangements of succession, such as plans
to leave the orphaned children in the care of older siblingsextended family,

spouses, etc:. Some of theispenses were as follows:

fiThere are some extended family members who can look after
her, although they are scattered in many places.( Magano 6 s

caregiver)

filf | am not there, there is her elder sister, but she also survives
through selling as | do. Panf the family is in Eenhana, but
they have no link with the children since the children lost their

fathew ( Ndapandabs caregiver)

The initial hesitation from the caregivers supports the Z& NDHS finding that
the likelihood of caregivers of OVC makjrsuccession plans increases with the level
of education. The study by Mishra and Bignawdn Assche (2008)n various
countries from suiBaharan Africa similarly found that only few primary caregivers

decidefor succession planning and inheritance.

Given that the level of education is generally lower in rural areas without the exception
of the caregivers who participated in the study, it is evideat mmany orphaned
children were ot being prepared faheeventdeath of their parents/guardians in terms

of wills and inheritance. This lack of plannioften renders orphaned children less
resilient. The Counselling and Career Guidance educator at SC1 School, stated, in

passing, that proper wills are also not made for orphaned children whose parents are
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working, including educated parents, hence money is left behind and become available
to these children by the age of 21, and a lot of times they abuse such monies, and most

times these children end up being wayward.

The study has not failed to bring to the fexgédence othe apparent fragmentation of

the extended families as a support system for the vulnerable in sociatygsgiport.

In congruence with the findings by UNICEF (2009), the study confirmed thaeas t
number of Orphaned and Vulnerable Childreimcreases, their families and
communities become less capable of addressing their needs, especially to keep them
in school.lt, therefore, has to be a collective effort from all responsible to establish
circles of support for vulnerable children in the communities, as advanced in the

conceptual framework for the inclusion, care and support for OVC in Namibia.

5.2.9Emotional upheavals

The researcher found thabrse orphaned learners whorfigpated in the study
indicating that they experience emotional upheavals because of ill treatment at the
hands of their caregivers, fellow learners, or sometimes educators. Despite this
emotional experience, only few of the orphaned learners seek counselling services
from Social Workers. As a resulhajorityhave o6bottled up their
manifest as emotional upheavals. Furthermore, most of the orphaned learners also
reveakdthat they keep the emotions in their hearts without sharing them with anyone.
Some orphaned learndrave everadmitted that mangf the unresolved issues cause

them to have bad feelings. Tldsemotionaly unhealthy, and it could hadére effeds

on theirschooling
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On the contrarymost caregivers provided contrasting responses to those of the
orphaned learners, as some caregivers eddm be under the impression that
orphaned learners weeading good live$.It is worth mentioning that because

orphaned learners cluse to keep quiet about their situations, it did not mean that they
were necessarily | iving Oegrlyandinditatiomtha. 6 Th
there wa a gap in communication between the orphaned learners and their caregivers,

and that somehow orphaned learrfease givernup on the hope to get the help they

desperately need.

The Office of the Auditor General argues tiNémibian learners need sufficient
psychesocial support, but the OVC require counselling even mdre.répat goes

on to castigate the Ministry thathdrefore, failure by the MGECW to provide
counselling to the Namibian children has had a huge impact on the OVC, and the
ministry will fail in one of its objectiveshiat of improvingthe quality of life for the

OVC in the country (GRN, 2009b).he MGECW, has even bepushed on edg®t

offset the shortcomings of childcare resting entirely on the shouldéng dfinistry
professionals,thus the MGECW should provide basic counselling training to
volunteers in congtiencies, so that they can assist social workers to counsel the OVC
(GRN, 2009b)This should have happen under the watchful eye of the MGECW Social

Workers.

The researcher, however, argues that blame should not be entirely apportioned on the
doors of the MGECW, the MoE which shares the childcare function also has a hand in
this predicamentAs Mushaandja et al (2013) contetfte Ministry of Education

missed anopportunity to recruit professionalgnto its structureto offer OVC
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counselling serviceto OVC who desperately need thefthe MoE opted for Life

Skills and Counselling and Career Guidance teaclieis.thus, up to the MoE to
rectify such an oversightecause Life Sills an@€ounsellingand Career Guidance
teachers are not adequately prepérathedto performthis function. Failure to rectify

this oversight is at the detriment of Nal

5210Educat or s p-discipliagatmaong arphaneld learers

The study found that ost educators classified the orphaned learners as either well
behaved or ill disciplined. This classification supports the commonly held belief that
labelthe OVC, partialarly the orphaned children dkdisciplined. Aaording to the
educators, the Htliscipline is characterised by inattentiveness in class, attention
seeking behaviours, dodging from schagmlemises bunking classes, insecure

behaviour, and general vulnerability.

The educators explained that thedicipline, which further turns into aggressiveness

for some of the orphaned learners is attributed to the lack of parental care. This finding
confirmsthe findings ofOgina (2012) that parental involvement or the lack thereof,
the care, support, and encageanent that children receive from their parestsl

guardiandhave a positive effect on their behaviour and achievements in school.

The educators further opidé¢hat the iltdiscipline of the orphaned learners might be
triggered bythe mesesystemic seihg of the home of the children. What educators
did not acknowledge, however, was that the school setting might also be a contributing
factor,as theschool is where children also spend most of their active time; that is why

school is considered their 8@ home. This statement of the influence of the meso
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systematic setting is supported by Bronf
development, which states that humans do not develop in isolation. Humans, as
explained inChapter Two develop in relaon to their family, home, school,
community, and society, where each of these -elianging and multilevel
environments, as well as interactions among these environments are key to that

development.

According to the bio ecological systemish e o ahild ,devdaiopment takes place

through processes of progressively more complex interactions between an active child
and the persons, objects, and symbol s in
and Morris (1998, p. 996). It is therefore safe to arguettieatvay orphaned learners

grow up facing |ifeds challenges by t hem:
the orphaned learnengho ardeft on their own without kinship or community support.

They will lose out on the parental or guardianshiprattgéons, where they do nieiarn

aspects ofheir culturei for instance

The social support theory by Glanz, Rimer and Lewis (2002) from which the
conceptual model of a brick houdeiqure § was partially developed state that the

social networksand oci al support are crucial to hu
Therefore, it is of utmost importance to strengthen relationships between an individual

and his social networks (kinship, community, etc.), and to provide social support to

individuals who ned it to build character and resilience.

The findings of the studglsopr ovi de i nsight into Smiley (

the experiences of enrolled secondwel Orphaned and Vulnerable Childrém
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Lesotho by confirming the gap in the experiemof secondarievel orphaned
children in terms of presence in school, acceptance, participation, contacts,

achievement, and character and resilience building.

5.3How do these lived experiences @Ls affect their school experiences?

The lived experiences of the orphaned learners such as discrimination, sterectyped ill
discipline, lack of care and support, insufficient school resources, and the lack of
infrastructure to facilitate the teaching and learning process undoubtedly coeplicat

their school experiences and performance in various ways.

For instance, in their study, Naidoo and Muthukrishna (2016) found that children in
rural South Africa face a multitude of risks and vulnerabilities. The authors argue that
neglect of childrenn the family and community, discrimination, and marginalisation

in schools create inequities, which when remain unaddressed by schools, and national
and provinci al governments, they become
well-being. Below followdetailed factors that the current study found as themes of

significance.

5.3.1Stigma and Discrimination

The study found thabsne of the orphaned learners expeedbat they felt ostracised
or discriminated against by educators and peers in schanlgihrstatements that
educators carelessly make in classrooms, or through the actions of fellow learners on
the school grounds. The two orphaned learners who, later dropped out of SC2 School

at the end of the data collection year, expressed these sestasent
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fiSometimes when a teacher comes into the class asking for all
orphaned children to stand up, it makes me to feel bad,
reminding me of my late parents, even though they died a while

baclto ( Wi I | em)

A é educators do not have confli¢stc), neitherdo they talk

about orphaned children, but sometimes there are those who

make comments | i ke O6when your f
to school 6, or even saying they
do not <care é.0é.( Wihlilnegns) | i ke t hi

fAll the yeas | have been in school, they write our names; we
are registered every year, but we did not receive any form of

assistance ( Ndapanda)

The researcher feels thatappears as if there is no better vahhoolsmanage the
database of Orphaned andINerabk leaners if affected learners feel thaithames

have to be written over and over again

According to UNICEF (2009), when the OVC feel stigmatised by fellow learners and
educators, and when they do not have support from the extended family, it &an mak
them feel unaccepted, resulting in reduced schooling success and academic progress.
Apart from influencing their school success, it also increases their vulnerability, and it

reduces their resilience.
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Through the servicet&ndard,of Stigma and Discrinmation,the MGECW (2009b),

urges all organisation@nd even individualsyor ki ng wi t h chil dr en
listen to them, and how to interact with them in ways that build thekestdem and
selfconf i dence (p. 7) . 0 T hgethefnameg of erghaned s ¢ h o
learners, without giving them support could signify that they are only carrying out the
duty requested of them by the Ministry of Education, however, schools weasblaot

to assist them any further. As alluded to by Mushaandjal ¢2013) and argued
elsewhere in this studihe Ministry of Education missed a hug@portunity to recruit
professionals to offer OVC counselling services, and instead opted for Life Skills
teacherdo performthe counsellingole. Orphaned learners)arefore, need support

and safety in their school and home environments, which might not omhatezial

or financial but could also be emotional. It is evident that the participating schools are

not capacitated to listen to the orphaned childremuchless to be able to refer them

for professional help.

5.3.2Head of household

The 2014 RAISON report reveals that a substantial proportion (28.9%) of young
people in rural Namibia live in households healdggensioners, and thus dependent

on socialgrants, compared to a much smaller percentage (7.2%) in urban areas. Even
though it is not an unusual occurrence, the youth household heading phenomenon has
not yet been fully researched in Namibia, apart from fagares (2007) work in
Namibia. The studjoundevidencehat the situation is prevalent in Namibia, &3a
yearold participant, Petrus, who is a double orphan, nealing a household, which
consistedof his twoyounger siblings. Petrus revealtdht they did not receive the

OVC welfare grantThe burden of heading a household seemed unbearaBletrus,
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asit obviously impacted negatively on his school work. Heorepthat he hardly

concentrateavhen studying.

The researcher wgastruck by the lacklustre attitude of the Uukwaluudhi Tradation
Authority set up, particularly the village head@fmugulu gwEembashaeighbours,

and other family members towards the youth headed household. She is wondering
whether this situation is r@presentatioand manifestatioonf the new societal values

in rural Namibia. Petrus reports that apart from one aunt, and educators of the younger
siblings, no one else took cdrer supported thir vulnerable householddowever

according to the social support theasggcial networks and social support are crucial
tohumans & devel opmenltis, dowdver eomiodirigeonleam .from

Naidoo and Muthukrishna (2016) that the sustained presence of at least one supportive
adult in a childés | ife can hlihevetore,dhesi gni
careand support from Petrusdéd aunt and si bl
lifesaving to that vulnerable householdence, spaces and places need to be created
within communities to build these resilieapemoting processes and relationships

(Naidoo &Muthukrishna, 2016).

5.3.3Donor funding support for OVC in Namibia

Nami bi ads gl obal ranking was i n uppecent vy
middle-income country status (World Bank, 2011)According to the World Bank

revi si on @donomiastatup (Warkd Bank, 2011), donor support was no
longer available to orphaned learmend other vulnerable children in the country.

Donor funding support, which had already been extremely low for the Omusati
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Region, reduced even further with deensequences for the OVC beneficiaries, and

especially the orphaned children.

This situation now shows that there is a need for the Government of the Republic of
Nami bia to join hands with the countryods
through public private partnerships (PPPs) as a replacement of the erstwhile donor
funding. The absence of such an investment coupled with the absence of family or
kinship support, and community and state sponsored care to the OVC is a recipe for

disaster fothe OVC.

In discussions pertaining to donor support, the researcher only noted the nostalgic
recollection by educators from SC2 School of the material support that was rendered

to orphaned learners and vulnerable children by the Catholic AIDS ActionCAA

Another aspect mentiodeby the educators as lacking, svthe general life skills
support previously received from the My Future is my Choice (MFMC) and Window
of Hope (WOH) programmes. These life skills programmes were previously funded
by UNICEF andthe Global Fund to fight against HIV/AIDS, Malaria and
Tuberculosis. The Government of the Republic of Namibia is said to have taken over

these life skills programmes in principle, but it does not seem $o bepractice

Other findings from the interew reveaéd that the schools and surrounding
communities hdnot formed formal groups to support the OVC. This, according to the
social support theory, refers to the social networks and social support that are crucial

to humanso devel.dhskirdoftsupport id impoxtantsa mamy Oles
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who might be lacking family or kinship support. The ideas of school and community
creation of formal support could be borrowed from the circles of Support (COS) such
as what has been the case with the impteat®n of the COS programme in SADC
countries, including Namibia (SADC, 1997). However, for formal joint support
between schools and surrounding communities to succeed, it mustdaipearbuntu

values of communities for sustenance in the absence of flamding,

First Lady of Nanbia, Madame Monica Geingos, haden championing a threefold,
Start Free; Stay Free AIDS Free global campaign programme, which include a
comprehensive sexual education curriculum that is needed in school classrooms (Du
Plesss, 2017). The programme further provides voluntary medical circumcision for
HIV, and involves a process where the amtroviral treatment can be made available

in schools (Du Plessis, 2017). The issue with funded programmes is only that they fall

flat once funding is no longer available.

The study also found that there warerecentvisits from individuals or organisations

to SC2 School to rendereither emotionalnor material support to the orphaned
learners. Meanwhile, the female educators at SC2dbotformedthe researcher that

the lack of basic resources, particularisanitary padsaffecied the female OVC

| earnerso6 school exper i enc epedsahaplavhenv el vy ,

menstruating and with neanitary pads.

The researcher realdehat support by the private sector to the education sector was
crucial and should be encouragedy Na mi b i a 0,sas thgeowaye forwamle n t

instead of relying on @hor funded initiatives, which we usually time bound. For
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example, the formidable suppdo the the educationally marginalis€@VaHimba
people in the Ruacana Constituency of the Omusati Region from the Dirk Mudge Trust
(DMT) shouldbe embraced by the Governmehthe Republic of Namibia It is worth
noting that the DMT initially carried ouhajor renovations of infrastructure at the
Uahekua Herunga Primary School at Otjorute Village in 2013, and solely financed the
construction and running of the statkethe-art Nakayale Private Academy for
vulnerable children ahe Etunda Village of the Racana Constituency in 2016 (Dirk

Mudge Trust website).

5.3.4 Meso-systemic units of home and school

The study found that the mesgstenic units of home and school hath immense
impact toward the OVC attending school raral areas. The bio ecological systems
theory alludes to the model of the ecology of human development which acknowledge
that humans do not develop in isolation, but do so in relation to their family, home,
and school (Bronfenbrenner, 1979). In thatanst, each of those environments, and
interactions among these environments, are key to development of the orphaned
learners. That meanahere conditions we not conducive at either home or school,

it can be expected that a disharmony is expected iorgf@ned learner,

In the case of SC2, the lack of infrastructural development farstéel or boarding
facility hasdresulted in learners renting at flats or rooms near the scddi(aulayi
location) to be able to attend school. This situation affebis orphaned learners
negatively. For instance, the lack of guardianship at the location has resulted in
children doing as they pleasencluding frequenting shebeens at times when they are

supposed to studylso having to pay rent affectaose who resived the welfare
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grant as well as those who ditbt receivat. For instance, Pandudlsingle orphaned
learner who receivethe welfare grantand rentecat the flats,pointed out that the
N$250 she receivetom the MGECW as welfare grant svaquivalento her rental
amount. Since four learners redtone room, they each p&i$250 to realise the total
rentalfee of N$1,000 per month. This svanaffordable, since orphaned learners like

Pandu have other needs thaistbe met. According tBandu:

fi € etrdoms are built with cement, and four learners share one room each
paying N$250 per month, we cook outside, and the bathroom is outsidetalso

(Pandu)

Other orphaned learners, such as Willem, decided to stay with a farily
acquaintances following an arrangement made by his mdthistype of arrangement
also came witlits own challenges, including the expectationthe OLto partake in

the household chorgthereby redcing time available to study

5. 3.4.1Lack of infrastructure at SC2 School

As discussions of the introduction of universal schooliipinge and Likando (2013)
cautioredthe Government dilamibia to devote more attention to issues related to the
quality of education, human and physical resourcestiasil This caution seemed to
have fallen on deaf ears in the case of the upgradeSeniorSecondary School of
SC2 School. The dire situation at SC2choo] which is characterised by the lack of
standard infrastructure to support the teaching andifgpia disadvantageous, as
some learners livtkin traditional homesteads, whereas othersedidts inOmaulayi
location. The location is surrounded by alcohol ost(shebeensyvhere there is loud

music (from juke boxels Thosechildren who rerdgd at the flats were ostracised, and
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were generally referred to asokakombailifa, kazi igalula (loosely translated as
children with no aduloversight , doing what pleas#étem, such as going and coming

as they pleasi® by the community memberas it isbelieved that they hado much
freedom in the absence ainy guardianship. Ding the interviews on the institutional
holiday (16 Jun€015, somecaregiverintervieweesesorted tgointing out to the
researchesome ofthe school children wheoented and residel at the flatsas they
casually walkedrom one shebeen to anoth&he researcher feels that the children
have been unfairly ostracised through no fault of their own, they were victims of poor
planning by educational authorities, but had to blearliunt of the sharp criticism

meted out to them.

5.3.4.2 Hostel Facility at SCI

SC1 School prioritisethe provision of the hostel facility to the OVAE the school

The Principal explained tthe researcher that the reasorsw@improve their living
conditions, thereby improving their academic performance and general psychosocial
wellbeing. The superior infrastructural development, SC1 Satmupared to SC2
School assistedducators to be able to manage the discipliremyes of the OLs since
they hal them under control in the hostel facilitAs earlier alluded tolipinge and
Likando (2013)hadcautiored governmento devote more attention to issues related

to the quality of educatiompcludinghuman and physical resources/facilitibsfore

theimplementation of universal schooling.
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5.3.4.3Registered homes and places of safety

The study tearly confirmed thatwith the increased number of OVC, a plethora of

social ills and financial interests from tNemibianstate inthe form of OVC welfare

grants the OVC were not entirely safe within the extended family system as,
exemplified by Maganods sit uatamilg.Thea't t he
abusve situation that she endured svproof that she should have been placed in a

place of safety atome stage of her life. The prevailing situation of abuse and neglect

of OLs calls for the strengthening of the socialwmks and social support that ree
crucial to humansod ,dmsthe speedyrmeplerhentationdof thex i st

conceptual franework of inclusion, care and support for OLs in Namibia

It is common knowledge that childrends h
of safety are not a prevalent feature of life in the northern regions of Namibia. In those
regions,Orphaned an&ulnerable Childrerare usually integrated into the extended

family system for care. Currentltherewa onl y one Save our Soul
Homes in northern Namibia, situated in Ondangwa, Oshikoto Region, and a couple of
OVC organisationsJudgingfrom the Kenyan findings, it coulde concluded that,
institutional environments, when carefully implanted, tghtd play an important and

necessary role in the care of orphaned and separated children (Brainstein et al., 2013).

A serious situation as ¢hone playing out in this study of abuse and general lack of
support ofOLs by their kith and kin, callefbr measures to address even if they have

not been known before, including places of safatyl strengtheningbmmunity based

support As the caution reiterated byK e nd a | | and Qfte g®danga (20

numbers of children who are made vulnerable by HIV and AIDS thredtie
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achievement of the Education for All (EFA) goals, the Millennium Development Goals
(MDGs 20062015), and the Sustainable Development Goals (SDGs, -22Q30),
unless countries made substantial efforts to averthigésat.If nothing was done to

avert sub, the world would have failed the OVC.

5.3.5Time and opportunity to study

The study found that theemtingflats or living with acquaintanceand strangerso

attend SC2 School produe€dditionalmaj or i mpl i cati ons on t he
acadenic wellbeing, because they loghe time and opportunity to studio
cooking/preparing all their meal®espite the difficult situations of the orphaned
learners, in the absence of a hostel facility at their school, they still had a regppnsi

to ensurehat they studedrhis called foself-disciplineand selcontrolon the part of

the OLs (or others rentinglue to the lack of parental/guardianship or adequate adult
care, unlike the casse with schools that have hostedsid hostel superintendents,
ensuing that boarders follow the stet school program such as meal times and attending
study. Learners from SC2 School who redenants in the rental flats didt have the
luxury of a dining hall to provide them with prepared meals, or a hostel superintendent
to supervise them, but they hado everything by themselves, while facing strong
ostracism from the surrounding community emanating from an unhealthy situation

they have been put into.

Additionally to the challenges of SC2 School, emanating from ¢dakfrastructure,
and showing up in time availability for learners to study, educatatsskplained
another potential time challengéh a bid to assist orphaned learners in these

challenging sitations, educators &C2 exemptedfrom attending afternoostudy,
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some learners who lived faand had household responsibilitieslowewver welk
meaning this measure mighe, the researcher found it quite drastic and detrimental
to theacademic andgchooling success of the learners involved, because it reduced
their opportunity to studyas they cannot study appropriately at their traditional
homesteadd-urthermore, thiack of a boarding or hostel facility mddhat the school
hadday learners coming from traditional homestead set ups, which most of the times
lacked the basicamenities.Therefore, it essentially meatitat learners facktwo

levels one of walking distance to school, and that of p&irempted from study then

meant thathey never get an opportunity to study or revise their lessons at all.

Thestudy revealed thatéh or phaned | e agaffextedsby mamydotherat i o n
householdduties as stated by Smart (2005). This situation is particularly true for
female children (Akintla, 2006; RuizCasares, 2007), who has household chores to
perform @ home, such as cooking, fetching water or wood.

One female orphaned learner explained:

fil study at night after I finish with all my household chores, but sometimes the
lamp light becomes weak. Sometimes my mother manages to buy batteries. |
am able tostudy especially when | cook on time to go to dedly, and then |

wake up to study for at least two hours, sleep again and then wake up to go to

school . . 0 ( Ndapanda)

5.36 Food insecurity

The study found that orphaned learners expergtnegular food shortages, which

eventually translatkinto food insecurity. This comes with severe consequences for
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their schooling, because hunger pangs ahtlnsam to feel sleepy duringass lessons.

Food insecurity wa partly caused by the gyoing droght situation in the country.

Food insecurity is pervasive in the Omusati region, and it is a serious issue as expressed

by the affected orphaned learners and their caregivers. Some caregivers of the
orphaned learners from both case study schools used the r e shatu bupu 06
shokadhil® wh i ¢ h dgurviang ke aabirde st @ | ngdavitg od theefood h e
shortages in their househol ds, forcing t
Brainstein et al., (2013) confirmed that food insecuritys @@ increasingly serious

issue among the orphaned children in Kenya.

This study found two instances of food insecuritheéOvas where orphaned learners

were unable to cultivate theimahangu fields, because of school attendance
responsibilities(commitmant). The other one wgathe inability of the learners who

rented at the flats to supply adequate foods for themselves. The former issue was
common to some orphaned learners from both case study schools, such as Petrus and
Louisa On the other hand, tHatter was an issue unique to OLs from SC2 School.

The® food insecurity issueme described in detail below.

5.36.1 Inability to cultivate mahangufields

The sudy found that food insecurity waan issueespeciallyin the homesteads of

school goingorphaned learners, because they did not have the time to cultivate the
mahanguields because of commitment to schiogl The researcher found that these
households did not have the commudity support, beochges e t he
registered for the distrition of the drought relief foods. The communities through the

village heads, Traditional Authorities and Constituency Councillors are charged with
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the responsibility to care for the poor and vulnerable households under their
jurisdiction, however they havbeen foundby this studyto have neglected their

duties especiallyin the case of the household headed by Petrus.

Brainstein et aJ (2013) found that orphaned children and separated children in Kenya
who lived in institutional environments hduktter food security, adequacy of diet, and
nutritional status compared to orphaned children in househwoltts'e community.
Although the researcher is not advocating through the skaedfits thaall orphaned
children should be placed in institutidmevironmentshoweverthey(benefits)ather
highlightedthe struggle for households and extended families to provide adequate food
and nutritional support for orphaned children, and the opportunity for strengthening
communitybased supports (Brainsteiet al, 2013). This assertion supgs the
findings of this study.Therefore, whilethe researcheis not advocating for
institutionalisation of the OLsshe is a proponent of temporary, controlled

institutionalised environmentsuch as hostel&) servea care and suppare function

The study concluded that the Uukwaluudhi Traditional Authority through the
Omugulu gwEembashallage head and the Tsandi Constitueftyp u n c ioffideor 6 s

totally failed the household headed by they2arold double orphaned learner, Petrus.

5.36.2 Inability to supply own foods

The study foundhat learners from SC2 Schomnting at the flats had to provide their

own foods from homes. Pandu suredup the ordeal:
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il find it very difficult,
without a hostel, you have to buy your own food,
toiletries, and to be able to plan your time and your
resources such as from this time to this time | have to
study, | have to cogland to bath so that my thoughts

will be at ease when | am studying ( Pandu)

Although the affected orphaned learner, Pandu, revealed that she and her flatmates
sharel food, there wee instances when they run out of fodterefore,facing the

consequenced hunger that they often slegtiring school lessons. Pandu explains:

iBut someti mes it becomes di

finished and there is nothing fasto eat. Like last term
during the term tests, | used to eat oncethie day

because my food got finish€Bandu)

The Acting SchooPrincipalat SC2 School waalso aware of tils situation, because
he revealed that the school usually tdbk leftover foods from sports tournament

outings to the learners renting at thetgl

The situation of hunger prompted the SC2 school managemgustify for the
introductionof the state sponsored Namibia School Feedingiamme (NSFReven
though the school was not a Primary sch8tlangelyenoughthough, most learners,
including some of the orphaned learners refused to eat the porridge from the school

feeding programme. Willem and Pandu alluded to &lee that the soft porridge made
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them feel sleepy in class, so they aedi@ating it The researcher speculated that,
perhaps, the opeair kitchen where thechool feeding programnweas prepared and
serveddiscouragedhe senior learners from eating from there. HoweMelapanda
informed the researcher that she ate the porridge whenever sheothadought

anything to eafrom home.

In some instances, family size and the proportion of orphaned children within the
households contributito thelow nutritional status because the greater food insecurity
was associated with households with multiple orphaned children. Timdicn was

also confirmed by this study because some orphaned learners and caregiversalucidate
that the high numbers of household members depend on the little food available.
Additionally, when the caregivers wekendicating food and nutrition as parof
Standards for the OVC serviakelivery, they mentioned that the famiatefood for

the sake of satisfying the hunger pangs withfmgusing on whether the food wa

nutritious or not.

5.36.3 Changes of climate and Gender

The Namibia National Policy on Climate Change (2011) stipulates that climate change
disproportionately affects vulnerable groups, particularly the women, elderly, the

OVC, and the marginalised communities (GRN, 2011).

Food insecurity was an intriguing aspect of this study, becaoseofthe caregivers
who participated in the study we unemployed women, who depeddsolely on
subsistence farming from themahangufields for food. These caregivers painted a

grim pictue of the food insecurity situations, as well as the general outlook of their
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household economic situations. The study dedulcat the household vulnerability
was triggered by drought and changes of climate, and unduly affected the women head

of household, who then struggteto fend for their family members.

5.3.7 Perceived ilkdiscipline among orphaned learners

The researcher found thateators from bothase study schools signpedperceived
ill -discipline as being rife among the OVC. These paici educators pinpoied
alcohol and substance abusesasie othe characteristics and type ofdliscipline by
the OVC, whichdetrimentallyaffeced the academic and social wellbeing of these

children.

In addition to the perceived-discipline, thestudy disclosedhat learners from SC2

School wee often absent from school or balcertain classes; theyentto the extent

of jumping over the school fence during break times. This hab#nt that such

learners missd out on valuabledssons, andometimes teachers werequired to

repeat lessons for the majority who neidthe lessons. The fact that teachers regabat
thelessonsstiffetdhe school 6s onessrespecially becaase thherswa pr o
generally never sufficient time to coveetbyllabus. The pulling factors that cadise

the learners to be absent from school, or to bunk classes were not investigated, as it

was not part of the focus of this study.
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5.3.7.1Learners as causes of their own Htiscipline

One of the caregivers who miaipated in this study confirmed 4dliscipline of an
orphaned learner, saying that it coygdpardise his academic and social life, as he was

already expelled from the private school he was initially enraited

In his expressions, Willem did notesa to be accountabler his ill-discipline as

narrated by his caregiver, instead he played victim by being critical of th&&©d|
teachersd6 competence and attitude, parti
stated in the rationale for the studySection 1.2.1, the researcher had anticipated this
attitude and different points of view as stated in Section 1.2.1. It is for this reason that

it was necessary to also include the caregiassrespondentfor a complete
investigation of the lives of ghorphaned children; it was imperative to examine the
perceptions of the caregivers to whom the sdiiak of the orphaned learnersnee
interconnected (Berg, 2001). It was against this backgroundhtisasttidy involved

the perspectives of the livedperiences of orphaned learné@m the perspectives of

both orphaned learners and caregivers.

5372Educators as contributors to | earner s

Although some orphaned learners expressed tiingit teachers we generally
considerate and suppime of their psychascial needs, not all educators ree
supportive of orphaned learners, however. Some educatdrbeea found to say
inappropriate things to the OLs, which cadiskefiant responses from the OLs. This
wasconstrued as Htliscipline on the part of the OLs, but which has been caused by
their teachers. When learnersreenot supported psychologically, they ladkhe

motivation and inspiration to study, discouraging them from tackling academic
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challenges tohe extent that they eedup becoming school dreputs as discussed in

the next section.

The study established that in every school, some teachers ondeétprimarily on

the curriculum and pay little attention to the special educational nee€dgpbdned

and Vulnerable ChildrenAs with every learner, orphaned learners have special
learning needs and other psychosocial problems that teacheeslteée aware of,

so that the goals of education were met. Learners who were emotionally troutded we
less likely to pay attention to the conterittbe lessons, because they bmeapre
occupied with their own situations. Therefore, educatorsatdedoe aware tht the
content of the syllabus we as equally important as addressing the psychological

needs ofthe OLs.

5.38 School dropout and grade repetition

The study found thatchod dropout and grade repetition wealso part of the
challenges rampant among orphaned learer | i v e ds. Altkopgh rall tken c e
orphaned learners from both case study sshwere in Grade 11 at the time of the
data collection in 2015, most of them admittedt they hadepeated prior grades or
that they started school later tharyears. Thus, not all of them mein the correct

grade in Grade 11.

This finding is in tunewith the Organisation for Economic €peration and

Development (2008) policy report which states that between 5% and 40% of students

drop out of school with minimal skills and high prospects of unemployment. The

318



causes of the school dropout include dbemtment with school, lack of support at

home, negative learning experiences, and repeating failed grades (OECD, 2008).

The researcher comprehendattthe issue of school dropout svaot merely a theory
because from the four orphaned learners who jjaated in the study from SC2
School, two of them (a male and a female) dropped out of school, while the remaining
two femaleOLs had to repeat Grade 11. This situation might be attributed to the

s ¢c h ool &ceiceponomicstatus and infrastructural development, as well the
alleged incompetenas teachers, as well as the lack of support from the homes of the
orphaned learnersesulting in disenchantment with schooling aredjative learning
experiencesThe MoE did not cosider upgrading the qualifications of the teaching
corps at the Combined School that was upgraded into SC2 Senior Secondary School.
How a Basic Educat i on)hdders expecteditssuddgedpih o ma
teachingat a Science (El) field school imcomprehensibleand beyond the

comprehension of this researchieut that isexactlywhattranspiredat SC2 School.

5.38.1 Learner pregnancy

The researcher on follow up with the Life Skill educator of S€Bool, learnt that
pregnancy ws the cause faschool drop out for Ndapanda. Teacher 4 explained that
Ndapanda had to drop out of school after she fell preghactuse she waso
embarrassed to continue attending school. Wwasth mentioning that learners vee

not expelled from school for fallingregnant because the 2010 Education Sector
Policy for the Prevention and Management of learner pregnancy stipulates that a
pregnant learner should continue to attend school till about four (4) weeks prior to

delivery (MoE, 2010). Given this statement o gholicy on learner pregnancy, it is
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imperative to explain that it vgaather the decision of the learnerstiy out of school
when they fé pregnant, due to reasons sadeing humiliated by peers, and teachers
alike, when they find out they we pregnant fr sexually active)That is an example

of how difficult it is to implement the policy in rural settings.

5.38.2 Allegedincompetence andack of commitment to teaching

The study found that learners and caregivers from SC2 Swalevel bothconcerned
about the competence and commitment of the teachers at the schaallegadiack

of competence and commitment could be the cause of the drop out and repetition being
experienced at that schodlecause if teachers menot leading an exemplalije of
commitment, learnaitoo wee likely to be dissuaded from bgicommitted to school

and strivingfor excellence. Although the researcher is not sure about the attitude,
commitment and professionalism of educators at SC2 School, through the giketo v
orphaned learners pegged pictures of teachers whorevallegedlynot teaching in
class, or leaving schobkfore the school veaout(Figures 21 and 22T he researcher

is not sure about the veity of the claims. In Figure 2it appearedhat boh the
teacher and thiearners wee buy with a task.HenceFigure 21could be looked at

from the learner centred learning perspective.

However through the interviews participant orphaned leafream SC2expressed

that:
AThi s school iodsdeacherswhd areltcamwnigteds e r
to teaching because sometimes even in two consecutive lessons
the teacher does not come to class. When the teacher then comes

to class, he/she reads where they want, and then they skip to
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another chapter or page. Teachersalsometimes leave the

class before the lesson ends. When(learners}alk about it,

they just tellusthat, even they (educators) that is how things

were for them too, so we should just study. When we asked for

a suggestion box at school, they haveseud t o 1 ntr odu

(Willem)

fiwell our school needs help, even if one used to pass at lower
grades when you reach grade 12 level it is difficult to pass it,
because of educatorsany of the educators are not qualified

to teach the higher gradé-or instance, our Biology teacher
caused us to fail Biology during the April exams with 17

learners getting U symbolgLovisa)

Therefore, theresearcher believes that thexauld besome element of truth ithe
orphaned | ear ner s Gonammsseaexpressed by sgme easegivers, | | i
i ncluding Pandubds caregiver, wi t h regar
workforce. It should berememberedlso that the upgrade of the school, did not take

i nto account the t eac Millengattenwded akPfivate Scleodls q u &
prior to being dismissefdomthere s o he woul d be aware of |
Lack of eacherc o mpet ence and commit ment have i
achievement and the overall educational outcomes ottumk Therefore, the voices

of the learners in this study should not be overlooked. Educators, particularly at SC2,

as well as regional education authorities in the Omusati Region need an introspection

into their actions or lack, thereatgarding thischool
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5.38.3 Lack of a substantiveheadat SC2

The New Zealand Education (2014) sustdimat inclusion is about the school having

the leadership and systems in place to support staff, learners, and the community to
realise its vision.The study has established tH&€2 School has been without a
substantivédnead since the retirement of its former school principal in the early 2000s.
This has not onlpeena gross oversight, but a miscarriage of justice on the part of the
regional as wel as national leveleducation authorities towards the learners of SC2
School. The researcher contends that the issue of the lack of a substantive head at SC2
is the root cause of theany challenges being experiencedhat school that in turn

jeopardisd learning outcomes.

The researcher realised that during the time of data collection, the acting principal had
only been at the helm of the school for less than a month. The role of School Principal
at SC2 School has been rotated among teachers in ag eapacityever sinceThis

state of affair strongly implicates the management of the school, including the
implementation of national policies, including the Sector Policy of Inclusive
Education, school discipline, the cohesion among the teaching weeldod learners,

and the implementatioof education policies and directives.

5.38.4 Grade 10 placements in schools

This study has established thatiscussion of Grade 11 repetition will leEomplete
without mentioninghow the Grade 10 placemenin the Omusati regiorare
conductedSchools such as the pilot schaaid othersvho perform better than other
in the region in the Grade 10 Junior Secondary Certificate (88&hinationsare
considered a priority for selectimf Grade 10s for Grade 1The selection process
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also includes rejecting the academically slow learners and those with the history of
major disciplinary issues. These rejected learners make up the population of SC1 and
SC2 Schools; that is why it is indubitable thadstlearners fom SC1 and SC2 Schools
portray the characteristics of being academically slow, which link to poor performance

and perceived Htiscipline.

The OECD (2008)has warnedhat selecting pupils based on academic achievement
creates a social gap among schools. The OECD (2008) further concludes that school
choice requires careful management from an equity perspective to avoid differences
in the social composition of schoolBhis warning is obviously not heedéalin the

Omusati Region, and in the Republic of Namibia.

It should remembered th&C2 School is an Ear Science field school. Therefore,
learners who are placed there must do science whether they like it or not. It is, thus not
surprising that some of the learners who participated in the study never wanted to do
Science at senior secondary, but had taeymh with that field of study after being

placed at SC2 School.

fil never made an application to come to this school, |
applied to another High School to the Social Sciences
field, but | was told my points for that school were not

enoughso | was sent tthisschoal 6 ( Pandu)

Willem and Pandu contend that they were placed at SC2 School based on their weak

Grade 10 passes, even though they had wanted to follew faghds of study, rather
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than Kience. Similarlywhentheresser c her vi s i tvegmother attheirdo s c
homestead at the Etunda Village in the Ruacana Constituency of the Omusati Region,
she narrated with regret the educational experieacdsnisfortunesf her daughter.

She explained that her child was smart and that she initiallygtest hopes for to

succeed in life. However, her being placed at SC2 School has jeopardised those hopes.

5.4How do schools identify orphaned learners with additional challenges?

Smart (2005) believes that schools have undeniable advantages in tHeademtiof
vulnerable children and orphaned children. In Namibia, schools identify the OVC
through the 18 school day census; however, it was not clear how the census study
unveils additional challenges about specific learners under their jurisdictgstated

in ChapterTwo.

5.4.1Varying methods of identifying orphaned learners by schools

It was enlightening to the researcher that the participant schodlyarseng methods
to identify the OLs, and this process, as well as the responsibility to ensure care and
support is often left to the Life Skills teachers. The researcher noticed that the
identification methods that the schools use are not systematic. The Life Skillsseacher
who participated in this study, explained that the process includes identification by
class teachers, hostel superintendents (in the case of SC1), caregivers informing the
school about orphaned learners, or sometimes, referrals from the former schools.
In addition, the process also includes:

fiWe go class by class discussions with orphaned learners to

obtain additional information regarding theissae. ( Teac her
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This lack of uniformityin school®identification of orphaned learners was a sign that
sdhools didnot understand and adhere to the policy regulatidis®, it seemed that
the orphaned learners did not understand the methods of identifidaizayse they
complained that the teachessote their names in vainnultiple timesbecause they
did not receive any assistance. Thissa@ot surprising, because as Mushaandja et al
(2013) alludd to, the Ministry of Educationhad missedan opportunity to create
positionsfor professionals who could identjfgnd deal with the challenges of OVC,
but inseadit opted to place this role on the shoulders of Life Skills teaclrs

discussed next

5.4.2Unique role of Life Skills educators

The researchateduced the perception that it was the role of the $kidls teachers
to support the OVC, includintiper role to identify and support orphaned learners with
additional challenges. This discernment was confirmed by a teacher participant from
SC2 School, who explained:
fiThe Life Skills teacher is responsible for the identification of
the OVC, and the schbalso gets reference from the feeding
primary school nearby, where teachers share the records
(cumulative) of the new intakies ( Teacher 5)
Even though the acting head of SC2 School did not explain the duties of the Life Skill
teacher,he neverthelesadmitted that the teacher usually has a high workload; he
noticed this when he sets up the school timetable that the Life Skills teacher is
responsi ble for teaching 18 <c¢cl asses,

population and their caregivers/guardians
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The misunderstandingt schools thatit was the responsibility of the Life Skills
teachers to deal with the OVC leads to overwhelming roles of the Life Skills teachers,
and this burden can make them ineffective in their duties. Other teaoheeniently
absolvel themselves from performing tlearing and supportivieinctionfor OVC. As
Humphrey (2008) contends, inclusion cannot only rely on the interest, commitment,
and enthusiasm of one or two individuals in a school fdauinclusion to wok, all
stakeholders of schools are expected to be involved in the identification, care, and
support of the OVCs (Parag, 2009). Humphrey (2008) further clarifies that the practice
of inclusion is not simply about the application of pedagogical methodg,dhduld

be underpinned by attitudes, knowledge, and experience of the staff. Similarly, the
New Zealand Ministry of Education (2014) reiterates that building a more inclusive
school culture is about having a shared vision that allows for all learnieesviued

and respected; therefore, the leadership and systems should be setup to support staff,
learners, and the communtty realise the goal of inclusion. All teachers in a school
then must work together with familyand community members to forpircles of

support around vulnerable children.

It is pleasing to note that thenere educators who weaware and we critical of the

fact that OVC neeetl professional help. This argument is in line with Mushaandja et
al., (2013) who argue that the MinistriyBducation missed an opportunity to recruit
professionals to the Ministry rankeho could have carried out the care and support
roles but instead settled for Life Skills to perform the role of Teacher Counsellors,

rolethey are illprepared for.
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fiTheLife Skills teacher is not a professional counsellor, even
though she deals with some cases, but sometimes there are
severe cases that really need counselling. | suggest that the
teacher receives training in advancedunselling otherwise

the schookhould geta counselloroc ( Teacher 6)

5.5What do schools perceive as the impacts ofphan hood vulnerability on the

schaling of OLs?

The findings of the study indicate that the educator participants are aware of the
impacts oforphan hoodiulnerabilityont he OVCs 6 | earni nbe proce
educators held a stereotype on this issue. According to the educators, the challenge
that impact the academic wellbeing of the orphaned learners include perceived
insufficient home care. A perceived schoelce t oo i mpacts | earr
argued some educatordence, ¢arners can benefit from an effective heschool
relationship. However, the lack of an effective support from both home and school
affects their progress. Thus, schools should aim to dagprcommunication with

parents and guardians, especially from the disadvantaged homes, and to help them to

develop conducive home environments for their children (OECD, 2008).

5.5.1Perceived deficient home care for orphaned learners

The study found s teacher participants expressihg perception thatrphan hood
vulnerability affectedthe school experiences, and the educational outcomes of
orphaned learners in many ways.efW bel i eve t hatsaffdedied 6 s ch
negatively by inadequate home caFar instance, they explained that orphaned

learners from homes with sufficient care perfethbetter than thoséom homes,
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where caregivers didot provide sufficient emotional and financiapgeort to them.

According to the educators:

AThe academi c p OrpharedandVuloeeabl® f t h e
Children depends entirely on the child herself or himself
because there are those orphaned children who come from
homes where they are taken care of, while some of them are on

their own, and so evgone differs in that way, so there are those

whose academic performances are good, and there are those

whose perfor mance §leagherel) not good

Afitheir academic performances <ca
taken good care of, they tend tola comers, when they arrive

in school, most lessons would have started, they lack
concentration as reported by their educators, where they are
teaching and the learners can simply just not concentrate, they

are antisocial and this means that they doleatn from others,

it is only what they learn themselves, you also find out that those
learners lack basic learning materials like calculators, pens or

not e KleacHers6)

Some of the educators described some orphaned learners coming across as being
stubborn, being withdrawn, and not wanting to participate in academic act@ities
school The educators believe that the Sliring these ill habits from homesghere

they are convinced there wabsence of parental caBametimes orphaned learners
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were sad to be absenting themselves from school, duéttattonsat thehome. For
instance, when there wano guardianship at home direct the OLs, it contributetd

ill -disciplineto the extent where the OLs bawadifficult to control at schools. This
lack of adequate care at homes regliitn a negati ve i mpact

performances and overall educational outcomes.

5.5.2Perceived unsatisfactory school care for orphaned learners

While the educators peeived that the absence of home caftecied and worsead
orphan hood vulnerability, in contrast, the orphaned learners petdéiat school
circumstances aéd to their woes. The orphaned learners ckinthat issues
pertaining to the placement of GeadlO learners, food insecurity, availability of time
and opportunity to study, the attitude of the teachers towtels, and teacher
commitment and competence to teaching directly aftectheir academic
performance. This peeption on the part of the Olsas interesting to note, as it
revealed that educa®rdid not really understand their roles and responsibility to
nurture the OLs, and that sometimes, their actions, whether conscious or nat, cause

ill -discipline among the OLs.

It is not helpful for te Namibian Ministry of Education to only recognise, through the
Education Sector Policy on IE, that all children resedducational support, which
should be an integral part of every school (MoE, 2013). However, in the absence of
adequate resources to irapient policies, asvealed by this study. The study also
found that schools we restricted by the resources available to them to provide

adequate care to tl@Ls. The researcher noticed that in terms of humesources
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capacity, schools didot have enagh Life Skills and Career Guidance teachers to

cater for the psychosocial needs of the orphaned and vulnerable learners.

5.6 What strategies do schools use to include orphaned learners?

The study found thathe responses to this research question pvagided by the
teachers and orphaned learners. This question intended to explore the strategies that
schools us&to ensure that orphaned learnersrevancluded in the school activities,
particularly activities which requidethem to pay for participationThe teachers
explained that they udenumerous activities aimed at all learners in the school,
particularly thoe who wee consilered vulnerable. These includedsting orphaned
learnef caregiver discussions with the Life Skills teachers, establishmént o
fundraising activities to raise additional funds to cater for more learners including OLs,
going on subsidised school tours, cultural events, sport events, school feeding,
remedial classes, assistance with the OVC welfare grant applications, inviting
sucessful orphaned children to inspire other orphaned learners with their stories,
priority for hostel placements, and in the case of SC1, hostel fee exemption for the
OVvC.

It was evidenthat both participant schools triedrd to mitigate the effects ofphan

hood vulnerability on theOrphaned and Vulnerable Childrehrough inclusion;
however, judging from its better infrastrctural development, SC1 wamore

conducive that SC2 in mitigating the effects of orphan hood vulnerability of its OLs.

Despite te educators outlining the school sé
inclusion of OLs, orphaned learners, on their part, voiced their disenchantment to most

of the school stated inclusion strategies. The OLs dgim&t they must pay if they
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must go onehool tours, for instanc@he researcher was unable to explain the reasons
why teachers and OLs gave contesting responses to thiJitee. s chool sé mit

strategies are described in detail in the next sections.

5.6.1School feeding programme at SC2

The study found tha®C2was a day secondary school. This characterisaieg a
unigue vulnerable status. This svhecause most other secondary schools in the
northern regions of the counthave dining halls where meals meprepared and
served forhostellearners.It was explained thasC2identified hunger as one of the

factors hampering the educational progress of the learner population.

Hence, the management of the school motivated for the introduction of the Namibian
school feeding programmeNEFP) at the school Although SC2was a secondary
school, the request was granted, and learners at the school started beingvisierved
thesoft porridgeduring break times. The porridge svarepared at an opetir kitchen

by volunteer parents alepictedn Figures 16, 17 and 18 Chapterfour.

The study bweverfound thatdespite the efforts of the school feeding prograrmitne,
was ironicakhat only the junior learners in Grades 8, 9, and 10, plus a few bold senior
learnersate the porridge. Most leaars who wee partakng in the feeding scheme
were usually mockedat and shamed by the seniors. The researcher was further
surprised to learn from the educators and volunteer parents at the kitchsamandf

the OLs that some of tBe seniorsncludedthe OVC, who clained that they would

never at the porridge because it matdem inactive in class.
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A case study found that in the more highly sociatiatified urban areas, there was a
certain stigma thawasassociated with participating in the Namibfachool Feeding
Programme (MoE, 2012a). Keeping in mind that the programme was initially designed
to target Orphaned and Vulnerable Childrgf®©®VC), perhaps the initial target
beneficiariesé modalities might hRBPve c
However, in practice, any child in beneficiary schools who would like to benefit from
theschemean(MoE, 2012a). It will be interesting for the NSFP to identify the factors
contributing to the learners shunning of the school feeding programmeliaatioals

in Namibia.

Tsegaye (2008) fourttiat in Ethiopia, when the OVC weepart of the feding scheme

at schools, they bemeautomatic recipients of adequate nutrition, and preventative,
and curative health services that can improve their lives. This firfichng Ethiopia

does not resonate with those of this study. The school feeding programme is not tied
to any curative or prentative health services, even though the Ministry of Health and
Social Services (MoHSS) is said to offer technical expertise to the NSFP in-health

related issues through the National Policy for School Health (Sibanda, 2012).

The adequacy of nutritionspect of the fortified maize as a main ingredient of the
porridge served as part of the Namibian school feeding programme (NSFP) to improve
lives neeéd to be further investigated. The cost analysis case study of the MoE
showed that the cost of the NSFP gleild amounted to N$282 per year, which roughly
translated to N$23 per child (MoE, 2012b). However, some print media reports
indicatal that the school feeding programme in the country costs the government

N$100 to feed a child. For instance, HaidulaX2®) i n an articl e
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chil d f or kndwatbedhinckingaedetations contained in a 2015 UNESCO
report that the Namibian Schoaeding programme (NSFP) allocatedl@lar per

child per day. Reporsuch as these create room for questi@garding the nutritional

value of this fortified maize porridge. The Government of the Republic of Namibia
need to heed these reports, and investigate the sources of the maize, and further

exami ne whet her maharguwanmoube tsedyréad. st apl e

5.6.2Free hostel facility placement at SC1

The studyfound SC1 School prioritisgtthe provision of free hostglacesto OVC.

This, the School Principal explained, sM@ create a conducive environment for them

to study, as they get to eat from the dining hall, and they attend study time that is
supervised by teachers who are on duty. This provigavethe affected orphaned
learners a peace of mind amidst the turimdiheir lives. However, &rus, who headed

a househol dos showesthathe reedpdemore than @ ree hostel place.
He needed professional psychosocial suppassist hincope with his situation, but

received none.

Andersen (2012) notethat, whereas few studies have, thus far, acknowledged the
potential of schools to go beydrknowledge giving to facilitating supportive and
caring environment for vulnerable children, theccording to Williams (2010),
tenced to refer to studies repomy externally implemented and resourced

interventions, such as the Circles of Support (COS) concept

Andersen (2012) further found that limited attention had been given to the

psychosocial welbeing of children. In Namibia too, schodladused the externally
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funded My Future is My Choice (MFMC) and Window of Hope (WOH) Life Skills
programmes to provide beneficiary children with knowledge on how to prevent HIV

and AIDS. This has happened while the Ministry of Education (MoE) opted td use |l
prepared Life Skills teachers as school counsellors, instead of recruiting professionally
qualified Counsellors to the Ministry ranks (Mushaandja et al, 20%haps, hope

coudbe pinned on First Lady Monica Geingo
global campaign programme with its education based curriculum (Du Plessis, 2017).
Unfortunately,as Williams (2010) arguetike many others before ithis is also a

donor fundeddependent campaigA better solution is to tie it to existing NGO

programmessuch as those of NAPPA.

Andersen (2012) also natthat in many studies that have been conducted regarding
children, chil drenbés own experiences of
the author argues, has resulted in very little beinglgtiwn of the psychosocial
medi ators influencing childrends school
perceived as a supportive school environment helping them to cope with challenges of
disease and poverty, since many studies left out the voicelsildfen (Andersen,

2012). This study brings out the voices of orphaned learners regarding their lived
experiences, in addition to involving caregivers and educators. The findings of this
study indicate that orphaned learners carry emotional burdereséimataregivers and
educators we not aware of. The orphaned learners expribsat they suffezdseries

of emotional upheavals, while they l&tipsychological counselling. Hence, they will
benefit from a more supportive school environment. However, aiti one Life

Skills teacher at each of the case study schabllemainedimpossible for two

individuals to cater for the psychological needs of the orphaned learners, as well as to
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provide social support to over 1 200 learners and their caregiveis au@drdians

betweerthe two of them.

5.6.3Fundraising events

The study established thabth schools host fundraising events to raise enough
resourcesa make up for the learners who neeunable to contribute to the sd
development fund (SDF). Wwas commendable that parents and/or guardians dbnate

resources for these fundraising events such as the Entrepreneurship Day.

5.6.4Subsidised School tours

The study further established that ttveo participant schools organgechool tours

for learnersvho achievd academic excellence to continue to motivate them and others
to persevere to succeed. According to the schools, orphaned learners whexexcel
were also catered for.

However, as alluded to earlier, the orphaned learners who participates stutly
arguedthat these toursxelude them and those who could néfbed the exorbitant

fees charged.

5.6.5Motivation for educators to work with orphaned learners

The study foundone significant aspect that the teacher participants indieate ther
motivation to work with orphaned learners. These reasuriadel: the desireto
change behaviour, to stand in asimaroco parentisto encourage and motivate the
orphaned learners to work haatltheir school work. This cadre of educators in a
school, according to the Social Support theory, creates a supportive environment for
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the OLs. Also, according to the symbolic interactionism theory, Life Skills teachers
experienceand respond to the needs arphaned learners in their schools. These

i nteractions nourish the OLs® sense of S |

However the study found that the supportive teacher corgsnea broad enough to

serve as an effective force for the OLs artdeo OVC who require a supportive
environment, according to the Social Support theory. As Humphrey (2008) argues,
inclusion in a school cannot be realised through the commitment of one or two
educators, without the buy in of the others. There is theredanegd to revamp the
teachersé training curricul um, and offer

education system towards embracing inclusivity.

Addi tionally, despit e thdt dedpéertte duge pot2rbialdf ) 6 s
schools to inalde the OVC, interventions in Namibian schools paint a completely
opposite picture. The teacher and learner participants bemoaned thmacionality

of the erstwhile UNICEF funded My Future is my Choice and the Window of Hope

life skills programmes. Thee life skills programmes failed to continue successfully
since they were handed over to the government. Evidently,athigyoperatedvell

under UNICEF resources. This situation, as Andersen (2012) emphasises, is common

in externally implemented and resoed interventions.

5.7What strategies could schools use to better includ@Ls in education?

Faced with huge resourceats, the participant schools cobketome more innovative
in their fundraising efforts, because the unavailability of resources and theritiper

impoverished communities \ethe major limitation. There are various initiatives to
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consider, such as improving the interactions withltieal community, interagency
collaborations with social workers, and calling on the assistance of the former learners

as described in detail in the following sections.

5.7.1Improved interactions with the local community

OECD (2008) states that the retmtships between schools, parents, and the
community are significant in educatiorhe two study participant schools need to take

the advantage to broaden interactions with the local community because the parents
and gardians have proved that theyarageto support the schools throughkimd
resources such as goats, chickens ganahukuedible oils frommarulanuts kemels)

that the schools then sdidl the teacher® generate funds for the schools. Therefore,

the solution to inclusion should be thgh a whole school approach, coupled with
community invdvement. The latter veanecessary to enable the community support

OVC. By that way inclusivity could be attainadd sustained

5.7.2Improved interagency collaboration with the Ministry of Gender Equality

and Child Welfare

Thestudy confirmed that thilinistries of Education and that of Gender Equality and
Child Welfare (MGECW) sharka fiduciary responsibility for children in Namibia.
Educationally marginalisedhildren,such as orphandéarnerswere served by the

two governmenministries Howeverthe two governmemhinistrieshardly interaatd,

not even with regards to national policies they develop for OVC, it is for that reason
educators and social worlsenardly know of a policy that walevéoped bytheother

Ministry.
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Given that the schools we nearthe MGECW regional offices, they have the
advantage to work in close collaboration and in liaison with MGECW Social Workers
to address the psycfsmcial needs of the OVC, since tMaistry of Education (MoE)

did not have psychosocial support (PSS) professionals such as Social Workers and
Psychologistsetc Thus, the MoE and the MGECW should formalise an interagency
collaboration initiative to better serve the needs of OVC.

Clearly, thefunctions of the two government ministries overlap to the disadvantage of
the OVC in the absence of interagency collaboragigreementThe dysfunction of

the OVC Permanent Task Force (PTF) and the regional OVC Forum exacénbates

collaborativeissue.

It was quite disheartening that orpleahlearners at SC1 School, whorev@ stone
throw away from the MGECWOutapi regional office, have never met a Social
Worker,even thoughhey carriecheavy load of social and psychological issues. The
Ministry of Education is still being criticised that instead of appointing qualified
School Counsellors when it had the opportunity, it instead directed schools to appoint

Life Skills teachers toender the psychosocislipport (Mushaandja et al., 2013).

5.7.3Calling on the assistance of former learners (Alumni)

Schools couldconsider calling on the assistance of former learners (alumni) for
assistance to help with fundraising. However, for the former learners to be willing to
associate with thelma matey the schols should improve the pass rates. SC1 has

since been making this effort since the past years.
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However, in the case of SC2, ast an overhaul wadone, it would be ahallenge,

because the school hambver produced successful alumni since its establishme
(upgrading to a senior secondary school). The researcher learnt recently that the senior
secondary phase got planersSecondaryCertificatelfJSC)s ¢ h o0 «
resultswhere a huge improvemeitowever, with thentroductionof the new reised

curriculum SC2 School has been reverted back to the status quo.

5.8 Awareness of existing policies regarding the OVC

In Section 2.8, researchers sucais Smart (2005) indicate that in all countries,
constitutions serve as supreme laws that defieerights of citizens in general, and
specifically of children. In addition, countries such as Namibia have-spédific

| egi sl ation such as the ChiFurtherraonefhese Act t
countries ratified international conventioasd agreements like the CRC (United

Nations, 2000; UNESCO, 2005; UNICEF, 2006).

It is thus obvious that the presence of orphaned, vulnerable, and educationally
marginalised children in Namibia is indeed bolstered by legislation, but there are
shortcoming in the implementation of these weitentioned policies. Smart (2005);
Haihambo et al (2006); Brown and Haihambo (2017) confirm this lagkadtical

implementations gpolicies in Namibia.

Mahlo (2017) argues that policies by their nature are not\fedeeor neutral; they are
linked to interests and conflict, as they are negotiated and fought over by different
interest groups. How one judges the implementation of policy outcomes is mahject

and it depends on whose values were validated in these policies (Mahlo, 2017). The
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author is cautioning African countries to only ratify agreements that they intend to

stand by, and develop policies that they intend to honour.

5.8.1 Lack of awarenessf national policies

Thefindings of the study revealed that apart from the Life Skills, and the Counselling
and Guidance educators at the two participant schools, none of the other teachers are
aware of the national policies pertaining to the OVC.

Theresearcher was not able to fully grasp the inclusion of orphaned learners, and to
address their challenges, because it was impossible to analyse the official statistics and
reports of the sampled orphaned learners (OLS); as there were no individualdiles ke

for orphaned learner at the schools.

Through the 2003 National HIV Policy for the Education Sector, the heads of
education institutions, including school principals, are responsible for the functioning,
support and monitoring effective support andrsmiling services at their institutions
(GRN, 2003). It is not, however, clarified in the policy as to where the Heads of the
education institutions will generate funding to establish centres of supportive care for

the OVC.

In 2008, the Education sectoevdsed a Sector Policy f@rphaned and Vulnerable
Children(MoE, 2008b). As a significant departure from the norm, this policy did not
only state the activities to be carried out, but it also defined the tasks and
responsibilities to be carried out byioféls at the Head Office or regional offices to

ensure responsibility. The policy specifically states the role of schools as follows:
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Schools should provide an accessible, safe and conducive learning
environment that is free of stigma and financial basrie which the legislated

Code of Conduct for Teaching Service guarantees a culture of care and gender
sensitive education. Moreover, teachers, acting n | oco ar@ar ent
custodians of the learners at schools and must adapt ssetindlbeing caring

and careful. The Education Ministry should therefore ensure that teachers are

adequately trained and can serve &s moodels (MoE, 2008b, ).

In 2013, the education sector introduced a policy for inclusive education. The Policy
states that:
The Ministy of Education recognises that barriers to learning arise when
learning needs are not met, and that learning needs stem from a range of factors,
including, inter alia: impairments; psychosocial disturbances; differences in
abilities; life experiences; ddpation; negative attitudes; inflexible
curriculum; language of instruction/learning; inaccessible or unsafe
environments; policies and | egislati ol
lack of appropriate skills. The Ministry of Education also recognibatall
children need educational support and that this support should be an integral
part of the entire education systénprovided at egry school and by every

teacher (MoE, 2013, 4).

The Namibia government strove for the implementation of thevigions of Article
20 of the Namibian Constitutiaio progressowards the targets of Education For All
(EFA) and the Millennium Development Goals (MDGSs) towards the set deadline of

2015 (lipinge &Likando, 2013). However, even though the implementation of this
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constitutional provision took two decades to be realised, its implementation was a
significant step to affirm that Namibia joined other countries in ensuring that by 2015,
children everywhereboys and girls alike, would be able to complete a full course of

primary schooling (lipinge & Likando, 2013).

Haihambo YaOtto (2013) cautions that not fgtched from the experiences of other
countries that had introduced universal schooling, reparface the issues of quality,
equity and achievement, and more importantly the issue of inclusion of learners with

special educational needs.

Nevertheless, there are already serious misgivings to the universal schooling initiatives
from many quartersnithe country. For instance, The Patriot weekly newspaper in
AScramble to i mprove education as pressu
are concerned about how the introduction of the free (universal) education policy
cripples the operations of tministry (Staff Reporter, 20}7The paper argues that

although universal schooling has a positive impact on quantity in terms of learner
enrolment, the impact does not imply to quality (Staff Reporter, 2017). Already in

2017, a year after the implemematof Universal Secondary Education (USE). Media
reports have surfacedi n 6 Food finally delivered to C
that food shortages forced some schools in Omusati Region to reduce the number of
learners staying in the hostel (Hiliwka, 2017). Grade 11 learners at some senior
Secondary Schools in the region were sent home to spare the little available food for
junior-level learners, as well as Grade 10 and 12 learners who were writirgj-end

the-year examinations (Hilukilwa, 2017).
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However, the Minister of education, Mrs Katrina HafBmarua, is adamant that
universal schooling is here to stay. In her wdids can only improve if parents and
the private sector join us, then only will we be able to sustain free education, but free

education has come to stay; it is a consi

The researchdpelieves thainstead of abolishing the School Development Fund in
favour of universal schooling, the Namibian government coulthtreduce the
Education Development Fund (EDF) that was initially mooted in Huication Act

No. 16 of 2001. As stipulated in Article 25 of the Education Act, schools should have
continued collecting the SDF from learners who can afford to settle it, and then through
the Eduction Development Fund, the MoE would assist the learners who cannot
afford to pay the SDFAs the OECD (2008) policy briefs state, it is more helpful to
focus on targeting existing education expenditure to ensure that it contributes to equity.
The OECD (208) contends that since national education resources are limited,
governments need to ensure that they are being directed to the poorer learners and

regions to meet the minimum standards.

The researchdrelievesit is not too late yet for the Namibian ggwment to engage
institutions such as the International Institute of Educational Planning (IIEP) to look

at the effects of the abolishment of the fees on the supply of teachers, classroom
situations and the rate of school diamyts. The IIEP advises thabuntries must have

the capacity to fund education through efficient tax collection and distribution of
resources before they can abolish fees across the board (Forsevier, 2006). The agency
contends that a more practical alternative would be for famdiggy according to

their means with free schooling for those who are unable to (Forsevier, 2006). OECD
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(2008) supports that extra resources also need to be channelled through schools to help
disadvantaged learners to overcome the effect of social backigaodrto tackle poor

performance. These suggestions are like the implementation of the EDF in Namibia.

Despite all the policy initiatives in Namibia, the researcher found that the situation of
the rural based schools is worrying regarding the implementafinaional Policies.

Most teachers we not aware of existing national policies pertaining to the OVC in
the country. Also, the policies did not clarify how supportive the entire education
system was going to be, including availing the resources néaslats thesuccessful
implementation opolicy directives. Anderser2(12)contends thaf the needs of the
children affected by HIV are to be met through schools, the role of the education sector
must be understood in relation to an ethics of caréerahan the functionalist

production of a future workforce.

It is known that public schools in Namibia abide by the rules and regulations of the
Education Sector, making policy directives and stipulations about the flexibility in

time scheduling in orddo meet the needs of the OVC rhetoric.

Guided by the study findings, the researcher suggests that teacher training institutions
neeadto change tact as they also sliarethe blame for Namibian trained educators
being unaware of national policies. Thars who participated in the study indicated
that they were not taught abooational policies as part of their trainingyhile

indicatingthatthose trained in Zimbabwe received such.
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5.8.2Lack of awareness of the tindards of OVC service delivery byeducators

The study revealed thatarticipant teacheraere not aware of the existence of the
Standards for OVC servicdelivery that weredevelopedby the MGECW and its
development partners. It was only afiiee researcher explained theuslards to the
teachersthat theycould in turn suggest theahdards that importantly needed to be
implemented for the OVC. However, some teaclo@esmindedly reasoned that all
Standardswere of equalimportance to the orphaned learners. Standards including
educatim, psychosocial support/counselling, and food and nutrition were cited as the

most important.

The researcher is concerned that the lack of interagency collaboration between the
Ministry of Education, Arts and Culture, and the Ministry of Gender Equatity a
Child Welfare (MGECW) will cause policy formulations to only remain with one of
the ministries which developed iteven when the policies especialhposeon OVC

were meant to be shared. It is of interest that despite the establishnbat@Y¥/C

forums on paper, they we not yet operational in the regions. These OVC forums
could serve as a vehicle through which policies pertaining to the OVC would be driven

at the regional level to the benefit of the schools.

5.8.3Process ofdisseminatingnational policies to schools

The study gave theesponses of the educators regarding the process of disseminating
national policies of the OVCs learners wenixed. While some of the educators felt
that the process was adequate in its current form, obedevel that the process
neededd be changed. The researcher gathered tlameachers that more effort sva
required to allow all educators to be involved in the policy implementation.
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The researcher found that besides the Life Skills teachers and somesoimpals

most teachers are not aware of national policies for the OVC. However, the
information of these policies was sent to schools, and the teachers suggedtad that
the effective dissemination and implementation of the policies, educators should
understand the details of the polici@herefore, the MoE in Namibia needed to do
more than just sending Policy documents to schools that were already overwhelmed

by the OVC situation. Theocumentsnightendup collecting dust in those schools.

5.8.4Improved national policy implementation for all educators

Educators arene of the major succefzctors in any inclusive education thinking, as

has been researched in the South African contere of the strategies for the

implementation of the Education Sector Policy for IE that pertains to this study is

OWiden and develop educational support

(1) Learning Support Team/Group established in each choo

(2) Every teacher takes responsibility for the educational, social and psychological
wellbeing of each learner in her/his classroom, if necessary in consultation with

and the support of the Learning Support Team/Group

The researcher argues that ighti be easy to expect other educators besides the Life
Skills teachers and school principals to know about the OVC pglianes expected
0 0 resparsibility for the educational, social and psychological wellbeing of each
learner in her/his classrogtn h o we v e r ed totbahargly isvelednin the

implementation of these policies.
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When asked whether educatorsrevall trained for inclusion principles, educators
were equivocal that the teaching cadres have not been trained for the inclusion
stratgies even though the policy expects them to be inclusive practitioners. Mahlo
(2017) rightly explains that South African teachers may feel overwhelmed by the
expectations and responsibilities for teaching learners with diverse learning needs of
learning, lecause teachers sometimes lack the skills and attitude to engage with

different kinds of learners.

Teachers who participated in this study, including Life Skills teaclers of the
perception that it weonly the Life Skills educators witouldhave a ay on the issues
of the OVC, and on the Sector Policy for Inclusive Educaiiorontradiction to the
expected outcomes of the policy implementation strategesording to the

respondents:

ANot hi ng has been done t o

ncl uJaabenl3) 0 (

fé now that they have Life SI
in schools, it is only they who attend workshops

regardi ng @&aCheri5ssues. 0

The prevailing situation in schools with limited Life Skills educators to support other
educators needs te addresseds a matter of urgenciience, it is important that all
educators are exposed to issues regarding the support of orphaned learners. As Mahlo

(2017) urges teachers to be prepared and ready to go an extra mile for learners to lessen
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the burden bresponsibilities of the Life Skills teachers.

5.85 Lessening the burden placed on Life Skills educators

The researcher concludes that theresvearrently a huge burden on the Life Skills
teachers to care for the OVGome teachers we of the percepin that Life Skills
educators we panacea to the issues of the OVC; they are convinced that the Life
Skills teachers are responsible to identify and care for and supp@M@ in school.

This mindset wa detrimental because in addition to providing Gard support to

Life Skills educators alsmustteach the subject. The Life Skills educator from SC2

complained:

ALooking at the school now,
one teacher who is responsible for Life Skills in the
school. At least if we can gwto Life Skills educators it

can be of help, so that we can help the learners and to
have time to consult their caregiverslow, all the
classes from Grades 8 to 12 depend on one Life Skills

t e a c [iTeacher)

Life Skills educators we overwhelmed by the enormous challenges theydfase
they couldonly be effective to a certain extent. School principals who participated in
the study inbrmed the researcher that theyrevdrained as Life Skills, and/or
Counselling and Guidance teachdxst treir main task wasstmanage the schools, so

they could notshare the responsibilities of the Life Skills educators. Therefore, the
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Life Skills educabrs at both case study schools&&aced with the mammoth social
challenges of a combined 1 20@rdeers and their caregivers.

The researcher obtained the same findings from the pilot study. The fantdbtat
educators in schools did not seem to undedstha special needs of the OVC snva

far cry from the stipulations of the Education Sector Palicy t he OVC t hat
Education Ministy should ensure that educators were adequately trained and could

serve as role models for the OVC (MoE, 2

Additionally, the Ministry of Education, Arts and Culture expects all schools to have
the capacit to identify and support learners with educational and psychological needs
(MoE, 2008a; MoE, 2013); however, this expectation remains a pipedream for many
schools. The MoE needs to change tact urgently because it is not ideal that even
members of the sclhbboard are not aware of the national policies that directly concern

the learners.

An educator suggested that it should not only be the responsibility of the Life Skill
teacher to counsel and guide learners, but the schools need professionalshessfer t
services. In the place of these professionals, the Ministry of Education opted for Life
Skills teachers to become teacher counsellors instead. Mushaandja et al (2013), defines
a teacher counsellor as a teacher in a primargaosrslary government sablovho

was responsible for rendering counselling or any type of psychosocial support to
learners within a schdoSome teachergolunteeedto be teacher counsellors, some

were elected by their fellow teachers, whereas others are nominated by the pincipal
based on their workloads or experience with counselling (Mushaandja et al., 2013. It

is the responsibility of the teacher counsellors (Life Skills, and/or Career and Guidance
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teacher) to care for and support the OVCs in schools.

Mushaandja et al.(2013) report that the teacher counsellors are facing many
challenges including unavailability of appropriate space and time to counsel learners,
and the | ack of skills to effectively ad
counsellors suggestahthey are appointed full time, and that principals should attend

counselling training so that they understand and support teacher counsellors

5.8.6Reducing additional tasks for educators

The researcher observed that teachers have too many extrasieiitien, in addition

to their actual teaching. This workload results in there being less or no time for many

an educator to stay informed. Teachers are supposed to be the primary custodians of
learners, and policy implementers of national policies eénigi to educationFor

instance, remaining uninformed of available educational developments. This might be

a dangerous undertaking, given that educ
custodians of learners under their care, as well as policy impteman gt .iso
disappointing to learn that teachers make insensitive comments, and statements to label

the orphaned learners, embarrassing them in front of other learners, out of ignorance

of policy directives.

The researcher suggests that the MoE shaaldiit professionals such as accountants

and sport educators to enable teachers to only focus on actual teaching, and caring for

learners.
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5.9 Conclusion from the conceptual model for inclusioncareand support for

the (OLs)

The conceptual framework aalvcedfrom concepts explained in Table § and the
conceptual model of inclusiprcareand support to orphaned learnar Namibia
presented ifFigure 4in Chapter Two fornthe backbone of the conceptual thinking
behind this study. The biecological, social support and symbolic interactionism
theories, and the two philosophical thoughts from which the conceptual model of
inclusion careand support for OLs was derived statieat there is a need to strengthen
relationships among social networks (kinship, school, community, etc.) that provide
social support, and individuals who receive such support in order to build resilience
(Bronfenbrenner, 1994; Lakey & Cohen, 2000; GldRimer, & Lewis 2002 Aksana

et al, 2009).

It is safe to conclude from this study that although the Namibian social environment
established laws and policies, the orphaned learners who participated in this study do
not have adequatsocial networks forcare andsupportfor them to become resilient
enoudn to face life on their own. Tlse orphaned learners need support from home,
school, and the community at large, for them to be present at school, to feel accepted,
to fully participate, to receive a hdiis education, and to achieve their goals so that
they can become successful in Iéhat they needre the fundamental b rsdofcthe
provebial model house which is budh the solid foundation of policies, and laws and

regulations, and the implemetita thereof.
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5.10Summary

This Chapter discussed the findings of the study under the various themes that
emanated from the data analysis as derived from the orphaned learners, their
caregivers, and the educators. In addition, the conceptual framewbdoaceptual

model advanced in Chapter 2 were briefly discussed in congruence with the findings
of the study. In the next chapter, trecommendations armcbnclusions of the study

are presented.

352



CHAPTER 6

RECOMMENDATIONS AND CONCLUSIONS

6.1Introduction

This Chapter reviews, and summarises the study, identifying the ras@arch
methods used and their implications on the study. The study sought to explore the lived
experiences of orphaned learners, and school level strategies fon¢hesran in two
selected public secondary schools in OmwRagion, Namibia. A conclusios drawn
based on the processes followed through the findings of the study, which also provided

answers to the research questiohgectives

The aims of the studyere motivated by the need to provide an understanding of the
lived experiences of orphaned learners from their own perspectives, that of their
caregivers, and their educators. The study also explored the inclusion strategies that
schools emplogd in favou of the OLs as well the implementation of the 2013
Education Sector Policy on Inclusive Education (l[H)e aim was to ensure that OLs
were not merely physically present at sclspdiut were actively engaged in the
learning processes, and eventually aeimg a holistic education to enable them to
lead andive productive lives. This goathe study foundgan be achieved with the
assistance of strengtied social networks around ti@Ls, as explained in the

conceptual frameworéind modeln Chapter Two.

6.20verview
As aforementioned in the statement of the probiler€hapter Two UNESCOhas

always been of the firm perspective that education enables people to live with dignity,
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through itdevelop their full capacities, parti@fe fully in developmengndimprove

the quality of their lives. HoweveQrphaned children do not usually experience
education the envisioned walgecause opsychosocibbarriers. UNICEF (2009)
statedhatfor vulnerablechildren to reap the benefits of educatithey had to bmore
thanbeing merely present at schools. According to Humphrey (2008), they need to be
present,to participate, be accepted, and be given opportunities to achieve their
academic goals in school settings that are well prepared for incldgierefore, @
ensure equitable access to educationafpras advocated by the OECD (2008) and
lipinge and Likando (2013), the Government of Namibia has to, not only avail policy
documents, bulsoto ensurehat there wa adequate fundirtg endure the successful

implementation of the envisaged inclusion strategies

The Mi nistry of Educati onds Orpharee® aneduc a't
Vulnerable Childrenand the 2013 Education Sector Policy for Inclusive Education
proposed solutions for exclusive educaf(i). The policies stipulatithe expectation

of all schools in the country to have the capacity to identify and support learners, who

manifest educational or psychological needs (MoE, 2008a; MoE, 2013).

However, it lasbeenfound that although a school reasentral role to play in the lives
of learners, and was well placed to respond to their needs, the realitygyouhdin
Namibian school®ld a completely differergtay In fact,Breilling (2015) found from
teacher participants in the Khomas Regioin Namibia, that althoughinclusive
education should be implemented in Namibschools argued, the teacher
participants needed to be prepared for inclusive educafidre MoE, (2008b) and

Smart, Heard and Kelly (2012) cautemhthat in a school setting, orphaned learners
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neeakd different kinds of support, including psychosocial, financial, and material

support.

To investigate the lived experiences of orphaned learners from the selected public
secondary schools in Omusati Regitheresearchebasedhe studyon the
following objectives:

1 To investigate the lived experiences of orphaned learners.

1 To explore the strategies that schools use to include orphaned learners.

1 To explore the possible solutions for inclusion.

The focus of the study was to investigate the vulnerability of orphaned learners in
relation to their schooling, as well as the inclusive practices of the selected schools. In
addition, the study also gauged the perceptions of the caregivers and educators
regarding he lived experiences of the OLs, and the impacts of these experiences on
their schooling and the basic legal framework regarding the inclusion of OVC in
Namibia Furthermoretheeducators expressed how schools devised and implemented

inclusive strategie®r orphaned and other vulnerable learners.

The numbers of vulnerable children (as part of the educationally marginalised),
increased globally over the years (SADC, 2007; Ogina, 2007, 2010; UNICEF, 2004;

2009). Similarly, the numbers increased steadilamibia, as well.

The literature review and theoretical framework are presented in ChHapte The
literature reviewed revealdédat orphaned children fag@ plethora of challenges in

life. Therefore, in theory and in practitke researchcholarainequivocallysuggestd
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that with care and support from individuals, communities, and the governments, these
vulnerable children could rise above some of their challenges, andc:cbaiacter and

resilience.

NaidooandMuthukrishna (2016) argue that stgpsocial support networks provided

by relatives, community members, rgavernmental organisations, and social service
agencies are critical to nlives.itigagdinstths,dv er s ¢
background that eonceptual model of ingkion, care and support for OLs in Namibia

was advanced in Table 6 and Figur@His conceptual model couggiide the service

delivery to OLs and OVC in Namibia, because it encompasses all the ingredients that

are needed to build an inclusive house fdrtlé educationally marginalised in

Namibia.

The study followed a qualitative research design, and the phenomenaotagieatudy
method was used. Prior to thia pilot study was conducteat the only public
secondary school in the Anamulenge Constityef the Omusati Regigro test the

research instruments.

Interviews were held with 21 individuals, including eight (8) orphaned learners, seven
(7) caregivers, and six (6) educators from two public secondary schools in the Outapi
Constituency of th@Omusati Regionfollowing a criterion sampling procedute
select them as study respondeiitse educators were purposively selectetbeding
to the roles theperformed in schools for the OVChephenomenologicahterviews,
photovoice techniqueand observationserved ashe primarysourcef information

while document revievprovidedthe secondary source dfta collection
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Data were coded and analysed using ATLAS.ti, and the emanating significant
(occurred more than five timesubthemes wee presented in Chapter Foas
findings from 3 perspectives, namely: thaitthe orphaned learnerghe caregivers,
and those of the educators in accordance with the literature rethewaretical
frameworkand theresearch methodology proceduesk/anced in Chaptes Two and

Three

In line with Lethwaie (2011), this study proposed these of thebio-ecological

systems, the social support, and the symbolic interactionism theories, as well as two
philosophical thoughts by Humphrey and the Young Foundatioreducationas

theoretical frameworkTheseheories and philosophigsovideddifferentangkesand

insight for those who work closely widnd in support obrphaned learners. Through

these theoretical framework and philosophical assumptions, supporters of OLs could
successfully foster the OLs® development
inclusionpracticesWith guidance from the conceptual model of inclusion, care and
support of OL3n Namibig service providers can greatly improve service provision to

OLs and OVC to contribute to thaiharacter building andesiliency.

The findingsof the study indicate that orphaned leasriace many social challenges,

including their inability to access state sponsored OVC welfare grants, either because

of age, or the |l ack of documentations, r
comproms e d . I n Humphreydés philosophy, the O
they do not participate, and they are usually not accéptéiiem to achieve or reca

a holistic education that coulelad to improved lives. In addition, it was clear from the

study that most orphaned learners from the$tualy siteschools face absolute poverty

and food insecurity especially due to climate changes. A few of them experience
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differential treatment, and often endure verbal, physical, emotional, and psychological
aluses at the hands of mostly their caregivers. In addition, some of the OLs attend
schools that do not have hostel facilities, and they are, therefore, forced to rent non

conventional placesr to lodge with unfamiliar people for thetim attend school.

Most orphaned learners come from poverty stricken households as was depicted in the
photographs they presented, and the rese:
general lifestyles. This situation was further confirmed by caregivers through their
detailed narrations of their household economic situations. The caregivers defined

their household situations as very diffiguitterally surviving from hand to moutthat

they were notible tomeetthe basic needs of their familie&s described by Naidoo

& Mut hukrishna (2016), poverty serves as
being and development in South African rural communities. Siligar situationwas

observedy the researchean this study wherepovertysituationsnegativelyaffeced

the wellbeing ofvulnerablechildren and youth.

In terms of the seven StandamfsOVC service deliverymostcaregivers indicated

that education was a priority for orphaned learners. Most caregivers stated that
education was very important to the figwf orphaned learneras much as food and
nutrition, health, andaunselling wee. In addition, ®me caegivers also felt that all

the severStandardsof OV service deliverywere equally importantor the needy

children

Orphaned learners narrated expnces of emotional upheavdiscause othe ill

treatmentemanatingfrom caregivers, fellow learners, and sometimes educators.
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However, it was only one of the orphaned learners who ever received counselling

services f ol | owi ng her MGECW SbocalrWoikersAd aeresalt, t o

t

many OLs exhibited &ébottled up emotions

upheavals.

There werdindings between the OLs amdregiverghatcontrastedbecause the OLs
expressed their unbearable living conditiansl experiences, whereas the caregivers
opined that the OLs lived in pleasant conditiamsl led good livesThe researcher
attributed theontrasting findings to the lack of communication between the caregivers
and their charges. According to some orplddearners, theinformed the researcher
that theydo not see the need tpenup about their problems$o their caregivers
because the caregivers neealso battling their own problesnThese contradictions
may alsobe dueto the different perspectives apdints of views, perhaps because in
terms of the caregers, thg do not know any bett¢rgnorance) and what thegave

to the aphaned learners could be out of their best alsldied efforts. Given aldbe

fact the two (OLs and caregivergme fromdifferentbackgrounds and/or generations
could have contributed to the difference in opiniofsere could also be other factors
such as the presence of the researasepointed out in the section on Limitations in
Chapter One thatould havemadesome @ the learneresponders try to make their
conditions lookverybad because they needed interventibtmsvever, the researcher,

through her observations, noted that the OLs led very eventfulftivéiseir ages

Many educatorson their partclassifiedthe orphaned learners as either those who
werewell behaved, othose that werdl disciplined. The educators opined that the

OLs® behaviour s wer e-systemicseaitihgof tlze ihame.{Thobey
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educators believed that this-dlscipline,which further turned to aggression for some

of the orphaned learners, had to do with the absence of parental care. Other behaviours
of the OLs noted by the educatqgrincluded inattentiveness in class due to day
dreaming, attention seeking behaviours, glod from school, insecure behaviours,

and general vulnerability.

The lived experiences of the orphaned learners further complicated their school
experiences and learning outcomes in multiple ways, including feelings of being
discriminated against, lack care and support, perception ofdikcipline, and lack

of school infrastructure to support the teaching and learning pescess

The findings from the two schools further revealed that each school practises its own
separat@and uniquenclusiveactivities at their respective schools. A variety of not so
systematic procedures were listed, and they included the identification of orphaned
learners with additional challenges by class teachers, hostel superintendents,
caregivers who came to reportethselves, or referral from the feeding primary
schools.

The findings also indicated that schools were aware of the impagtphan hooadn

the schooling experiences of orphaned learners in generathasd undetheir care.
However, there was a laakf resources available to thetm seek solutionsFor
instance, human resources, as in the number of Life Skills and CareenGuid
educators available to the schoeiss case in pointn addition, in material suppioas

in the educators reiteratetiime and again, thate OVC, particularly female learners

needed toiletries, including sanitary pads.
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The inclusion strategies and activiteted by the schoolsicludearrangingorphaned

learner caregiver discussions about their situations, prize giewvents, school tours,

cultural events, sports events, school feeding scheme, remedial classes, assistance with
the OVC welfare grant applications, inviting successful orphaned children to inspire
the school s6 or ph#enstodes, pirity fomhestesplasements, t h e i

and hostel fee exemptions.

The researcher felt thaaded with huge challenges and needs, the schools could have
been more innovate in fundraising; however, the schoelerealsolimited by the
resourcesvailable to themand the impoverished communitigt surrounded them

were limiting factors Schools could increase their interactions with the local
community, becaustne educators reported thadrents and guardians were eager to
support them for the sake of theirichd r e n6s education. Al so,
in close coldboration and liaison with the MGECW Socialbersto address the

psychesocial needs of the OVC.

The findings further revealed that Life Skills, and Counselling and Guidance educators
at the p@rticipating schools were aware of national policies pertaining to the OVC.
However, not many other educatatsthe schools weraware of theseolicies.The
researcher noted with concern ttia existence of the Standards for the OVC service
delivery, developed by the Ministry of Gendegualityand Child Welfare (MGECW)

and its development partnersvere not known by the educatorBom the MoE
Consequently, there wasxpectation and huge burden placed on the Life Skills

educator8 s h o ul d edssppdrt®@V@taahalsGther educators seemed to
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take Life Skills educators as panacea for the challenges of the OVC issues in their

schools.

The researcher also noted thdtiéional tasks to teaching responsibilities served as
barriers for educatots nurture learnemseeding care and suppoBurdened with too
many responsibilities, ensured that educatordd experience burn out aremained
uninformedof policiesalthough they were supposed to be the primary custodians and

policy implementers afationalpolicieson education

The study concluded that the lives of rural based orphaned learners were made
extremely difficult by their circumstances. These findings provide insight into the gap
existing in the experiences of secondeyel orphaned children in terms of school
presege, acceptance, content, participation, contacts, achievement, and character
buildingand resilience, which ought to be strengthened, as bricks to a proverbial house
presented in the c¢onc eqareandsupporiokgare 4nof OL s
Chaper Twa As argued by Naidoo & Muthukrishna (201#y, children living under
difficult circumstanceshe degree of resilience is determinedithetherthe child has

a safe, potective base, which gives her/hinsense of belongind\s cautionedby

Kendal and OO0 ,Glergeowing 2wdmbers) of children who are made
vulnerable by HIV and AIDS threatahe achievement of the Education for All (EFA)
goals, the Millennium Development Goals (MDGs 2@15), and the Sustainable
Development Goals (SDGs, Z2412030) unlesscountries madsubstantiaeffortsto

avert thisthreat

As stated from the onsdgr Namibian schools to be able to achi¢verequired level

of inclusive education, commitmentresponsibility and initiativeneeded for
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inclusivity, thd are expected from all parties involved (Mitchell et al, 2008;
Humphrey, 2008)extra ordinary commitment to achieve these has to be sfdum
anomaly might be due to the inability of the schools to effectively identify,
acknowledge and adequately respond to the needs of Bkétlling (2015) found
from teacher participants in the Khomas Region of Nantkag inclusive education
should bemplemented in Namibiaschools; however, the respondents in that study
believed that the country was nabmpletely preparecénd readyfor inclusive

education.

I n summary, as Bronfenbrennerés model of
humans daot develop in isolation, but in relation to their family and home, school,
community, and society at large, where each of those-ahasrging, multilevel
environments, as well as the intdranos among these environmentsrevi&ey to that

development.

Thereforethe researchemuldsafelyargue tlat the way orphaned learners in Namibia
are growing up without guardianship and support is disadvantageous to their
wellbeing. This is particularly worse for those who have been left on their own without
kinship or community support, let alone supgwythe traditonal authority structures.
This challenge,langwith the arguments advancedBrainstein et al.(2013).while

the researcher is not advocating tbe institutionalisation of the OLs, she is a
proponent of temporary, controlled institutionalised environméstgh as school
hostels)to be doneas a norm in Namibigp serve a inclusion,care and support
function for the educationally marginalised in the count#yguably, althoughhe

Namibian legal environment is characterised by many laws and polasegviewed
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in Chapter Twg howe\er, there wa adire need to strengthaheir implementation, as
well as strengtheninghe relationships between social networks (kinship, school,
community, etc.)providing social support, ariddividual OLs receiving the support

to build resiliencebolsteredwith the legal instruments asase oplatform.

The Vision of the 2013 sector policy omdlusive Education in Namibia is for all
children to learn and picipate fully within the mainstream of schools, and for schools
to create an accommodating and leawcartred learning environmerithe National
Policyon IEhas an ambitious strategy on monitoring and evaluation for its successful
implementation. It sites that a tool for Philosophical Framework would be developed
at national, regional, circuit, cluster and school levels (MoE, 20t researcher is

not aware that such a tool has been developed as promised in the Policy document.

In additionto its ambitious implementation strateghe policyfurtherstipulates that

an annual report on progressprepared on its implementatiompuld be tabled for

the Office of the Prime Minister/Ministry of Justice fa turn, report to the United
Nations and théfrican Union(AU) as specified by ratified international conventions
(MoE, 2013). It is also important to note that the Ministry of Education has promised
to have the Sector Policy on Inclusive Education reviewed and updated every 10 years
(MoE 2013).This Vision does not seem to have been realised for many vulnerable
children six years down the implementatigurneyof the policy,due to the given
reality on the ground itNamibianschools.lt would be interesting to see what the
country will report © the UN and the AU bodies.

Therefore life for such children becomes a cycle of povefitlge studyresearcher

concluded that in the absence of educational, material and psychosocial support for
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orphaned learners, the envisaged equitable inclusion oawephlearners as part of
the educationally marginalised in the mainstream of Namibian schools remains a

pipedream.

The researcher found that numerous | ear
choi cesd6 made on catiomal authdritehwvhithwassmfortunatet he e d
and required urgent attention from high authorities fecamsideration. It is not
acceptable andght to have Namibian children be merely present at schools without
meaningful participation, which had to be ensured for thenattnt of their full

academic potential.

The participating schools in the study were not inclusive enough to recognise and
respond to the diverse needs of their orphaned (and by extension vulnerable) learners.
As a result, the schools could not accommediferent styles or rates of learning as

is usually the expectation of national policies. Neither could the schools ensure a
quality education to all their learners through appropriate curricula, organisational
arrangements, teaching strategies, resouwnse, and partnerships with their

communities.

Consequently, there wano continuum of support and services to match the continuum

of special needs encountered by the ar@d learners in schools. Such prevailing
situatiors called for the overhaulinggfhe countrydés education
entire social services sectortife Visionsof the sector policy on Inclusiveddcation

and Education for All (EFA) are to be attained.
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6.3 Further research

Further research is recommended in this area, suitilar audiencein the same or

different phases of schooling, in other regions of the country with other contexts,
particularly those with structural differences from the Omusati Region. By comparing

rur al and ur ban or phaneds weleasrby eegiend, | i v e
considering the contrasting ethnic groupings (and thus, c diffesimigirearing

practices) in the country.

Research in this field should further look at how matters have changed with the
introduction and implementatiarf universl secondary school with effect fraz016.

Additionally, given the realities of learners staying in informal settlements to attend
schools, with no guardianshipcareh e MO E i n conjunc®$ocimdn wi t'l
Workersareurgedto further researckhe social activities of the learners renting in

flats inOmaulayilocation to attend SC2 School.

Since this study revealed that most educators were unaware of national policies, and

as such were not inclusive practitioners, further research should focusaothé

Namibian education system prepares educators for inclusive education, as well as on

the adequacy of preervice curricula and iservice training for Namibian educators.

6.4 Recommendations

The researcher supports the important call that inclusive education should clearly
define the agenda to provide and facilitate quality education for all learners,
irrespective of their characteristics or backgrounitierefore, theesearcher advances

the following recommendationgor policy and practice, and they may be short,
medium or long term. The recommendatians addressed to government ministries,
specifically those with a fiduciary responsibility for OLs, and witkg@onalpresence
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in the Omust region. These include regional government structures, asctie
Office of the Governor, Constituency@ncillors and Traditionauthority structures
at all levels Churchesand communitiest large These could implement these policy
stipulations guided by the conceptual modat, order to improve the lives of the
orphaned (and vulnerable) childrenthe region The recommendations are not listed

in order of importance.

6.4.1 Recommendatiors for Policy

The Government of the Republic of NamibiaRl$) should endeavour to keep
ministerial mandates intgandresist from the habit of creating new ministries all the
time. For instance, nationgbolicies that have beerdevelopedunder the erstwhile
Ministry of Basic Education, Sports and Cultudairing the time the Ministriesf
Education were unifiedand currently under the Ministry of Education, Arts and

Culture alienates with eveBresidentiahdministration changdecome alienated

Additionally, the rotation of ministerial functions or manestparticulagg t he o6 s oc i
we |l f ar e dashotibeen withouhthe suffering of young people (and the elderly),

who are mostly the beneficiaries/recipients of social services. The social services
functions(in the form of welfare grants, old age pensions, disability grants, study
loans, etc), since independence, hawtatel among the following government
ministries: Education, Arts and Culture, Gender Equality and Child Welfare, Youth,
Sports and Nationabervice,Labour and Social Welfard?overty Eradication and

Social Welfare, Higher Education, and Research and Innov&@iar the past years,

since independence in 1998¢ shifting of the social welfare services functions has

not only caused confusiphut also led to the recipients of such services falling through
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the cracks. Orphaned (and vulnerable) learners have consistently borne the blunt of

this government action over the pastyars since independence.

The Ministry of Education, Arts and Gure should take the interagency collaborative
function that it needs to have with all otlggivernmenministries such as the Gender
Equality and Child Welfare, Health and Social Services, Home Affairs and
Immigration, Poverty Eradication and Social Wdet and Youth, Sports, National
Service Environment and Tourism, Agriculture, Water and Forestry (MAWB)e
seriously, particularly at the regional level. This is so that the OVC can receive the
necessary assistance due to them. For instance, nat@itap established by one
ministry are not embraced by anotheven those pertaining to the Namibian child.
For example, the Child Care and Protection Act (Act 3 of 2015) is a flagship legal
instrument for Namibian childretevelopedoy the Ministry ofGender Equality and
Child Welfare (MGECW), but dspite its flagship status, i iyetto beembraced by

the education sector for implementation.

The Ministry of Education, Arts and Culture should liaise with the Ministry of
Environment and Tourism (MET)tinclude gender and climate change into the
curriculum of education and training pr o

Policy on climate change for Namibia.

The GRN should ensure uniformity in poli¢gnd practice among its Ministries
dealing wth OVC issuesand,reconsideration shoulde given to the cut off age for
the OVC welfare grant, as currently held in the MGECW Policy documietading

the currently enacte@hild Care and Protection Act (Act 3 of 2015his should
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include clarifyig the MGECW held idea that orphaned children are undeeas

old concept only, as this was practically unrealistic in rural aasrthern Namibia

where the average age of learners in the secondary phase of schooling was 20 years of
age The OVC wdiare grant should rather be extended to all eligible O&@n if

they are above 18or as long as they are in school as stipulated in MoE policy

documents, because that is the reality on the ground inbasatschools.

The GRN should avail adequdtmding for social services implementation, and invest

in the regions in accordance with findings of censuses and resaatids Findings

from this study resonate with reports of the fastl subsequemensuseports and

many research findingsf studies conducteaver the years since independence. This
appears as if local context research findings do not inform policy development and
implementation in the counti§or example regional poverty profilefjutthatpolicy
development rather seentis be driven from international conventions and legal
frameworks and therefore, policies emoting from there are not contextual and never

get owned locally

The GRN should carry to fruition its ear
in all the regions to improve the educational outcomes of impoverishget,
academically promising OVC. For instance, the national examination results from the
Divundu based (Kavango East Region) st#téhe-art Rukonga Vision School is

greatly encouraging, as thehsol, though recently established, is already rated among

the top 10 best performing schools in the
OVC drawn from all over the countr@imilarly, the academic results for the Onawa

Secondary School, which isigortedly the Vision School for the Omusati Region, is
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nationally acclaimed. However, the idea of Vision Schools appears to have ended with

these two schools.

The Ministry of Education, Arts and Culture should take the issue of psychosocial
support for éarners more seriouslgnd havebetter trained.ife Skills, and Career
Guidance educatoet schools, angeriouslyconsider the recruitment of Educational
Psychologists and/or Social Workers of its own at the regional level, and even down
to the Circuitlevel to providemuch neede@ssentiakemotionalsupport to children

who haveunresolved emotional issues frdromes. Du Plessis (20176dream of a
Social Worker for every school might tao farfetched andnattainablehowever the
Ministry of Educationcould consider a Social and/or Educational Psychologist for
every educational Circuit or every Constituencurrently, the MOE Arts and Culture
relies on the MGECW and MoHSS Social Workers who are already not erandjh
thusunable tovisit schools on @aegular basisPer haps, the shel ved |
Social Workers for the main government Ministers who require their services, might

be an option to be explored further.

Additionally, the MOE, Arts and Culture should liaise with the Ministry of Youth
Sports, and National Service to promote sports as an alternative to the boredom
currently being experienced by rural based learmsgecially For example, currently
Omusati Region, with its 12onstituencies, does not have a single standard sports

araa.
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The MOE Arts and Culture should ensure that its sector policies are well understood
by the education cadres, and avail resources to have them implemented to the word,

particularly at school levels.

The GRN through the Ministry of Higher Educatidtgesearch and Innovation or the
National Coun i | for Hi gher Education (NCHE),
should ensure thaducationalstandards are set so that the University of Namibia
(UNAM), the International Uiversity of Management (IUM) as wehs any other
institutions training educators, such the Institute of Open Learning (IOL), the Namibia
College of Open Learning (NAMCOL) and the Southern Business School (SBS),
amongst others, ensure that their-peevice curricula includes module omational
policieswith a bearing to educatiomnd their implementation theredh addition,

such institutions should train all educators on national policies in the education sector,
and specifically, those which have a bearing to OVC, HIV and AlDSnhdesrand
schools, amongst otherket sector policies on the OVC, Inclusive Education, and
Prevention and Management addrnePregnancyto mention but a fewl he wrongly

held notion amongchooleducators that it is only Life Skills and/@ounsellingard
Guidance educators wlape responsible for OVC and their issues at schools is highly

misplaced andinacceptable

6.4.2 Recommendations for pactice

The Ministry of Home Affairs and Immigration (MHAI) officials should visit schools
to issue the needed cdamentations to the OVC and other learners, and work hand in

hand with the MoE Arts and Culture (schools) and traditional authorities to ensure that
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all learners have the needed identity documentattonaccess available social

services, including welfargrants, and be able to advance in life.

The MoE Arts and Culture should provide amples@mvice training to serving
educators, and during those opportunities acquaint them with national policies that

have a bearing for schools and learners underjtivesdiction.

As ashortterm measure, the MoE Arts and Culture should work hand in hand with

t he MGE CWb0 s Soci al Wo r kitate she Llif® Skiisiampdp o r t
Counsellingand Guidance educators to adequately address the psychosocial needs of
OVC & schools.

To offset the shortcomings of childcare resting entirely on the shouldM&BCW
professionals, the MGECW should provide basic counselling trainicgrtonunity
volunteers in constitueies,including to Life Skills and other cadres of educatecs,

that they canin turn,assist Social \WWrkers tocounsel the OV@nh their communities

The MoE Arts and Culture should also lessen the burden of edsidst appointing
accountantsto deal with he financial issues of schoaolsSocial Workers and
Psychologists for schogleven based at Constituency offidesgeal withthepsychoe

social issues at schoa@sd community levels

The communities through their Villagheads, Traditional Authority sitturesand
Constituency Councillors should take the responsibility of caring for poor households,
such as those headed by children/youth or the elderly citizens, particularly those

without adequate faity/kinship care
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The MOE Arts and Cultur®musati Eduation Directorate should consider recruiting
a substantial Head for SC2 School, as a matter of urgéheyschobhad been without
a substantiv@rincipal for years, only being run by teachers acting as Principals for a

number of months at a go.

The MOEArt s and Cul ture should consider od
Junior Secondary School if it cannot invest substantially into its infrastructural and
human resources development, for it to warrant a secondary school status. There is
currenttyahugel i sservice being committed towar d:
that schoolThei dea t o Oupgraded SC2 Schodll to a
conceived, andone without much thought going into its infrastructure development

and eaching capabily improvement. Asa result, the school had always produced a
consistent dismal failure rate in Grade 12 natidenatl examinations evesince that

upgrade.

Another alternative is to have the GRiMrough the MoEand the Roman Catholic
ChurchEducationServiceagree to have the latter take over the running of the SC2
School from government, to be run as a state aided school, in the same manner as the
CanisianumRC High School irthe Anamulenge Constituency of tBenusati Region

is run That way will enable the church to make investments ifthhe s chool 6
infrastructure and human resouraegability and subsequently instil disciplinary

values currently | acking among the school

The GRN, through the MOE, Arts and Culture gldoencourag the initiation of the

Public Private Brtnerships (PPPs) in the educatsattorat all levels For example,
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currently, the GRN ought to recognise and embrace the splendid work and substantial
investment in educatian the Omusati Regiotina DAPP is doing in the Anamuleag

and Outapi Constituencigbe Dirk Mudge Trust (DMT) in the Ruacana Constituency

the Roman Catholic Church Education Service in AnamuleRgacana, Onesind

Tsandi @nstituencies, as well as other PRA®e Okahao QustituencyFor instance,

the launchin 2017 of the Friends of Education Special Initiative (FENBY the
Minister of Education was the starting point that needelde encouragedowever

seems to have died a natural death

With the sharp reduction in donor funding, the GRN should seriously consider
facilitating public private partnerships (PPP) funding to localgovernmental and

civil society organisations (NGOs/CSOs), such as the Namibia Planned Parenthood
Association (MPPA), the Namibia Red Cross Society (NCRS), the Forum for African
Women Educationalists in Namibia (FAWENASjster Namibia, Ombetja Yehinga
(OYO) and other likeminded organisations, to partner with the Ministries of
Education Arts and Culture, Gendeaguality & Child Welfare, as well as Health and
Social Services ithe implementation of nationablicies, such as the 2010 Education
Sector Policy for the Prevention and Management of Learner Pregnancy and the 2013
Sector Policy on Inclusive Education. #Wihe assistance of locally based NGOs, the
First Ladyés Start Free, Stay Free, AIDS
rolled out to all schools in the country for programme effectiveness and wider
outreach.

Most specifically, these partnershipsght to happen at the regional office levels, and
schools and community levels to promote life skills programs in the form of promotion

of HIV and AIDS prevention education, sexual and reproductive health, responsible
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parenting, and sanitation, includingppision of a reliable supply of sanitary pads for

the female learners that require them.

The GRN and MoE, Arts and Culture should review and evaluate the cost of universal
schooling, and make an overview of the Education Development Fund (EDF) as
alterndive to improving the quality of education in the country. There are already calls

for the reimplementation of SDF to assist schools in their operations. However, the

SDF was found to have been a hindering factor in this stanty therefore needs a

review, perhaps, to ensure that only learners whahble contribute, al it.

Subsequently, and as a way forward, the GRN through the MoE Arts and Culture
should never construct new schools that are not up to stanidargrms of
infrastructure and human msces capacity. Rurdlased schools should always, as a
norm, be constructed with boarding/hostel faciliti8sich boarding facilities wold
serve as temporary, controlled institutionalised environments that have the ability to

serve the purposd mclusion, care and support for t&a/C.

Research suggests that education and health were synergistic (Mind the Gap Young
Foundation, 2014). Thus, it could be argued that schools needed to teach learners, not
only the academic knowledge and cognitivelskibut also the knowledge and Ron
cognitive skills they needed to promote their own mental and physical health and

wellbeing, and successfully contribute to the economy and to their societies.

375



6.5 Summary

This chapter presented the conclusions and rewamdations for policy and practice

for consideration by government ministries and institutions with fiduciary
responsibility for the OVC and/or educationally marginalised children in the country.
The ministries that the study mostly targeted to benefinftbe study are the
Ministries of Education, Arts and Culture, Gender Equality and Child Welfare, Health
and Social Services, Poverty Eradication and Social Welfare, and Home Affairs and
Immigration. Furthermore, regional and community structures shougttuire
interagency collaborative strategies, and revive and strengthen existing structures,

such as the OVC Forum at national, regional, and local levels in Namibia.
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APPENDICES

Appendix 1 Definition of Terms/Concepts

Acceptance- refers to the degree to which communities, such as schools, acknowledge
thediversity and the right ahose who are different to operate in similar educational
and social settirgwithout making them feel thtitey do not belon{Humphrey, 2008)
Achievementi refers to the promotion of higher academic progress with better socio
emotional interactions in alusive settinggHumphrey, 2008)

Apartheid education systemi Apartheid or separate livingwas a system of
government in South Africand Namibiawhich systematically separated groups on
the basis of race classificatiofhus education during this era svprovided on the
basis of race.

Character and resilience-r ef er s t o a young personos
tasks, their selawareness and direction, setintrol, confidence and ability to
empathise with other(Naidoo& Muthukrishna, 2016)

Circles of Support- levels of support surrounding an individual/child with immediate
support coming from the family in mesgstemic settings (schools for instance), and
all supported by a legal framework in pla(@ADC, 2007)

Contacts - refer to who yong people know and develop relationships with (social
networks), who they feel comfortable interacting with, ask for advice and help from,
or work alongsidéThe Young Foundation, 2014)

Content - refers to the academic and vocational skills and qudiifica that young
people have acquired through formal education and additional §funy Young

Foundation, 2014)
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Context - relates to what young people have done in their lives, where they have been,
and that the experience that they have accumulateagémnéfhe Young Foundation,
2014)

Education for All (EFA) 7 a movement representing an international commitment to
ensuring that every child (and adult) receives good quality basic edu@ah&sCO,

2005)

Educationally Marginalised Children i refers totarget groups of needy children in
Namibia as specified in the 2013 Sector Policy for Inclusive Educ@oi, 2003)
Equality - It is about treating people in such a way that the outcome for each person
can be the same. This means putting things ssildgal instruments in place to support
people to achieve similar outcom@NESCO, 2008)

Equity - equity in education, refers ta measure of achievement, fairness, and
opportunity in educatiolUNESCO, 2008)

Exclusion - is an instance of leaving someopat, and it refers to the acts of
individuals to exclude others from association based on sex, economic status, physical
attributes, class, ethnic orientation, and other defining categories, including
marginalisation, vulnerability, and poverty (Haiham010).

Inclusion i as used in this dissertation, is in relation to all groups of educationally
marginalised children who are at risk of exclusion due to their physical, social,
psychological, and economic or any other characteri@iitdESCO, 2005)

Inclusive education - broadly defined as a system of philosophy of overcoming
barriers to learning and development for all children. Inclusive Education aims to
promote democratic principles, and a set of values and beliefs relating to equality and
socialjustice, so that all children can participate in the teaching and learning processes.

(UNESCO, 2005)
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Inclusive pedagogyi It is a method of teaching in which instructors and classmates
work together to create a supportive environment that gives eachtstgdahaccess

to learning. In these courses, the content takes into account the range of perspectives
in the class, and is delivered in a way #taves to overcome barriers (Hoodley, 2007).
Learner - in the Namibian education system coniété term éarner is used to refer

to an individualregistered, and is attending school at any primary or secondary level
in the countryMoE, 2003)

Learner diversity 1 It is the group and individual differences that we seleamners

We are living in a societyniwhich we are all learning from a diverse group of people.
Everylearnercomes from a different background and has a different way of thinking
(Hoodley, 2007)

Learner driven 1 In classroom life, learners can come to feel like either an origin or

a pawn.

Orphan - In Namibia, an orphan is a child undbe age ofl8 who has lost one
(maternal or paternal orphan) or both parents (double orphan) through death
(MGECW, 2004).

Orphaned children i children or young people who hal@st ore or both parents
throughdeath

Participation - refers to the involvement of persons with differentiated needs in the
quality of their learning experiencéddumphrey, 2008)

Photo-voice i It is a visual methodology in which cameras are given to research
participants to take pictes that represent their truth of a phenomenon. In this research,
orphaned learners were provided with disposable cameras to visually capture
situations and objects at school and home, representing their challenges to schooling

and learning (Palibroda, Kige Murdock, & Havelock, 2009).
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Policy, laws, and regulations - this refers to interventions, particularly by
governments that address social inequity and social exclusion, including the legislative
process, legal and judicial reform, policy review and ruoimg, budgetary analysis

and reform, and interventions to effect social and behavioural/attitudinal change.
Presence In this context, presence refers to the promotion of the visibility of persons
who are normally excluded from activities performed hgirtt peers in ordinary
learning contexd (Humphrey, 2008)

Schooli the term refers to education institutions from-pe@ool to secondary school.
Sheebeens A shebeen (Irish: sibin) was originally an illicit bar or club where
excisable alcoholic beveragevere sold without a licence. The term has spread far
from its origins in Ireland, to Scotland, Canada, the United States, England, Zimbabwe,
Englishspeaking Caribbean, Namibia, and South Africa. In modern South Afita
Namibig many "shebeens" arewdully legal.

Social deprivation - Social deprivation is a form of deprivation in which people are
disadvantaged and have restricted access to social resources. This might include being
unable to actively participate, or being unable to have contactreitids and family,

or even the inability to belong to social groups. This might be due to many factors such
as poverty, and social discrimination. Various measures of social disadvantage could
also exist in households where children and young peoplewtveh might include

the education level of the head of household, overcrowding, orphan hood, income,
household dependence on social grants, disability, etc. Because humans are social
creatures and skills are to some degree learnt, then social depro@itidrhave far
reaching consequences on the childrenods
Social insurancei set of interventions which support access to health care for

children, including the most vulnerable who live outside families, as well as services
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to supportcommunities and other subsidised fmboling mechanisms, preferably
with contribution payment exemptions for the poor, reaching all households and
individuals, including children.

Social justice-1 s about respecting peo pthegsiadus hu man
or characteristics. It is about the ability people must realise their potential in the society
where they live, irrespective of their backgrounds or prior expesefitdESCO, )

Social networksi It is the web of social relationships ttsatrround individuals.

Social protection’ It is a set of public actions that address poverty, vulnerability, and
exclusion throughout the life cycle. Social protection can increase the effectiveness of
investments in health, education, water supply, andaten as part of an essential
package of services for citizens.

Social Supporti It is an exchange of resources between two individuals perceived by
the provider or the recipient to be intended to enhance the wellbeing of the recipient.
It could be anyype of communication that help individuals feel more certain about a
situation and therefore feel as if they have control over the situation.

Social transfersi sets of interventions which might include regular, predictable
transfers (cash or 4kind, including fee waivers/exemptions) from governments and
other community entities to individuals or households, which could reduce childhood
poverty and vulnerability, it helps to ensure that children access basic social services,
and it reduces the risk ohitd exploitation and abuse.

Social Welfare Grants- Social welfare grants encompass-alge pensions, orphaned
children, or disability grants as provided by the Government of the Republic of
Namibia, and currently administered by the Ministry of Labouwdt Social Welfare

and the Ministry of Gender Equality and
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Directorate, was turned into a fulfiedged Ministry of Poverty Eradication and Social

Welfare with effect from March 2015.

Vulnerable child (ren) - vulnerable children are those who nemtte and protection

(MGECW, 2004).
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INTERVIEW GUIDES

Appendix 2 Interview Guide for Orphaned learners

| Introduction |

This phenomenological case studgused on orphaned learners in their school and
home settingsin order to gain andgield an irdepth understanding of their lived
experiences, and how public secondary schools ensure inclusion.

In dealing with the interview questions, the researcher ensured that the orphaned
learners tell a story of their lived gariences. It is therefore important to understand
how circumstances in the households and schools are, and how orphaned learners
suggest schools include and support them in the pursuit of their education.

U As an orphaned learner, you will be askeda@ae st i on on OWhat it
to Ilive as an orphan?06 (and other f ol
of interviews- the second interview will be important to validate the results of

the first interview.

You will be given a camera to captunstances at school and at home to reflect the
difficulties of being an orphan, those that make you feel excluded, and those that
hinder you from reaching your full educational potential as an orphaned learner.
Some of these photographs will be discussdte course of this study.

Fill in the following information.

I nterview date: eéeéeéeéeé Ti me start .
Time end:
Interview Language (choose one): English Oshiwambo

\ PART A: Orphaned Learner Basic Particulars
Sex( Mal eééé.) (Femal eééeeée. .)

,,,,,,,

Age( year of birthéeééééée. .)

Education Statusl n what gr ade ar elsyhisthegfaGeayaud e € é é é .
were supposed to be in? If no, what happened?

School attending Which school are you attendin§avid Sheehama SS (SC1)5t.

Charles Luanga (SC2)

What i s your region of wusual residencecéée:
Constituency ééééé. . eéeéeéééé. . ¢é Village €

What is your cell number contact?........cccccoeeeeviiiiiiiinenennns

PART B: Details of the Caregiver |

Who is your primary caregivet?ow are you related to your caregiver?
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What is the Region of his/ her residenceé:

Constituency éééeéee..eceééeéeé. . é Village ¢é

What i s your caregivero6s contact number é
PART C: Phenomerological Interview

Main Question:

What it is like for you to live as an orphan?

Follow up Questions:

You mentioned that €, can yol

Closing Question:
Do you have any other comments or suggestions before we close?

Thank you very much for your time!

PLEASE DESCRIBE HERE ANY IMPRESSIONS YOU HAD OF THE
INTERVIEWEE THAT MAY BE RELEVANT TO THE STUDY. The following
are examples of what you might note.

Did the respondent seem reluctant to tell their story? Enthusiastic?

7

Eééééeéeécécécéceéeeeeeéeéeécecéeecececcee
céeéeéeéeéeéeéeécceecéeéeéeéeéecécecee

Did the respondent seem comfortable/uncomfortable with the interview process?
céeéeéeéeéeéeéeéceceeceéeéeéeéeéeéece
Eééeéeééeécécécéceéeéeeeéeéecéececeéeccee

Did the respondent seem to be familiar with the policies/care for OVC?
Eééééeéeécécécéceéeeeeeéeéeéceceecéeeccee
céeéeéeéeéeéeceéecceecéeéeéeéeéecéece
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Appendix 3: Interview Guide for Caregivers

Introduction |

The case study was designed to provide information about how guardians of
the orphaned children cope. The data collection procedure involved getting to
know the guardians well, and familiarising with their routines. It also involved
listening to their explanatory narrations about their lifestyles.

This instrument is only used as a guide to lead the interviewee to volunteer
and share the required information; it should, therefore, not merely consist of
a series of questions and answers, but it should take the poin the caregivers,
Otelling a storyod.

The researcher is expected to listen carefully, ensuring that the caregivers of
the selected orphaned learners will that their opinions are being heard. In this
regard, the researcher is supposed to be more of an observer than an
interviewer, meaning that the prompts and questions should be subtle to allow
the respondent to Oweave their storyo.

The aim of the phenomenological case study was to gain an in-depth
understanding of how having to care for an orphan affects the household, while
learning about the household in which the orphan is being raised. It is,
therefore, important to understand how circumstances in the household are,
and how caregivers feel schools support orphaned learners in the pursuit of
their education.

While the researcher was obviously interested in the economic impact of the
lifestyles of the orphans, there was also an equal interest in the social, cultural,
and emotional impacts. It was likely that a number of households were
expected to be coping quite well, and fully be able to handle their situation in
all of the previously mentioned aspects. However, even when a household
may be able to manage the financial needs, they may not be able to handle
the emotional impacts. In short, the study sought to find out how the caregiver
households cope with these challenges.

It was important to take note of the respondents to specific questions when

recording information!

Fill in the information, choose or use a cross to mark the choice of
answer

I nterview date: éeééeé Ti me st
end:
Interview Language (choose one): English Oshiwambo

| PART A: BASIC CAREGIVER PARTICULARS |

,,,,,,,,,,,,,,,,,,,

Region of Residenceéééééeece. eééééécecececel
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,,,,,,,,,,,,,

Constituency ééeéée..eeéééeéeééeVillage ééeéeé
Sex (Maleééé.) (Femal eééeée. .)

Age (How old are you?), choose a range

10-18, 21-24, 25-30, 31-34, 35-40, 41-44, 45-50, 51-54, 55-60, 60+

If they are 60 and above, do they receive old age pension? If not, why?

EDUCATION STATUS OF CAREGIVER (What is your highest level of
education?)

1. College/University

2. Secondary

3. Primary Education

4. Not educated

ECONOMIC ACTIVITIES OF CAREGIVER (How do you earn a living?)

PART B: Details of the Orphaned learner |

Sex (ls the Il earner?) (Maleééée.) (Femal e
Age (How old is the learner/When was s/he born? (Age/Year of

School attending (What school is he/she attending?): David Sheehama SS

(SC1)

St. Charles Luanga (SC2)

Education Status (I n what grade is the |
Is this the grade s/he was supposed to be in? If not what happened?

RELATIONSHIP OF CAREGIVER TO CHILD (How are you related to the

orphaned learner?)

GROUP OF OVC (What type of orphan is this child?)

REASON FOR BEING OVC (Why is this child considered vulnerable? Does

the child receive a grant from government?)

PART C: Context Questions

1. If she/he is not your biological child, tell us what you know or can
remember about her/his biological parent(s).

2.ln some detail, tell us, the O6storyo6
live with you in this household? (if caregiver is not the parent)
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. What plans have you put in place as succession planning? If you are
no longer there, who will take care of the orphaned learner?
. Do you give the orphaned learner a chance to contribute to solutions

meant to address her/his challenges at home? Explain your answer?

5. How many of those are (Maleéeééé) (Fem:

6. How are they related to the orphaned learner?

. What are the lived experiences of the orphaned learner? How is he/she
managing to cope in life?

. How do these lived experiences affect her/his schooling?

PART D: School inclusion |

. Can y ou tell me about t he orphaned
(attendance, achievement/performance, support, etc.)?

. How have the orphaned learner been supported by their school
teachers?

3. Who pays for her/his school development fund or examination fees?

. What does her/his school do when the orphaned learner is unable to
pay prescribed fees or does not have the prescribed school uniforms?
Has he ever been sent home for this?

PART E: Economic Circumstances and Impacts |

.Can you describe, in some detail, your
How is your household food security situation - shortages arising from

a lack of money, etc.

3. Does your household sometimes borrow foodstuffs? From whom?

. How does your household raise money to purchase clothes, school
uniforms, and other such items needed by school going learners?

Please explain.

PART F: Emotional and Social Adjustment |

Does s/he have emotional stresses that would suggest problems
with adjustment, such as sleeping problems, crying, fighting, poor
performance in school, lack of interest in things that suggest stress
and lack of adjustment?
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2. Is the orphan accepted, (or not accepted) in your community?
Explain your answer.

\ PART G: Outside Assistance

Previous Assistance

1. As far you can remember, has your household received any assistance
from non-family member households in the community?

2. Has your household received any assistance from churches or any
other faith based community organisations?

3. Has your household received any assistance from any Government
departments [Int: such as a social worker, councillor, etc.? ]

Needed Assistance

1. Can you tell me what kind of support your household needs? [Int:
Probe for foodstuffs, clothing, school fees, etc. ]

2. Do you think assistance designed specifically for looking after OVC,
would stigmatise households receiving it? If yes, how could this be

avoided?

| PART |: Standards of OVC service

Which of the following services does the orphaned child receive, and
who provides the various services?
1. Who ensures that the orphan child enrols, attends and progresses

through school and has school materials, school uniforms, Fees
(Education)?

2. Does he/she receive counselling to cope with loss and trauma
(Psychosocial support)? From who?

3. Does he/she receive enough food to ensure adequate nutrition (Food

and Nutrition)? From who?
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4. Is the orphan protected from harm and abuse, and receive protection
when threatened or abused or when in need of care (Protection)? From
who?

5. Does the orphan live in family settings that provide adequate
supervision, shelter and material care (Shelter and Care)? Who
ensures this?

6. Does he/she receive the health services needed, including prevention
and treatment of HIV (Health)? From where?

7. Has your household received improved incomes to enable the orphan
meet his/her basic needs (Economic strengthening)? From who?

8. Has the orphan been trained in anti-stigma and discrimination

measures (Legal Services)? By who?

Which of these 3 essential services (education, psychosocial support, stigma
and discrimination, food and nutrition, shelter and care, health and economic

strengthening) do you consider the top priority services needed by orphans

////////////////

right now? éééeéeéeééeé. ., eéeééeéeé., and éeéc
Why?

Thank you very much for your time!

PLEASE DESCRIBE HERE ANY IMPRESSIONS YOU HAD OF THE
INTERVIEWEE THAT MAY BE RELEVANT TO THE STUDY. The following
are examples of what you might note.

Did the respondent seem reluctant to answer the questions? Enthusiastic?

//////////////////////////////////

eeééeééeceéeecéeecéecéeecéeecéeecéeeccececce

7z 7

ee

Did the respondent seem comfortable / uncomfortable with the interview
process?

,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,

éeééeééecéeecéecéecéecéeecéeecéecéecce

7 7

ee

Did the respondent seem to be familiar with the policies/care for OVC?

rrrrrrrrrrrrrrrrrrrrrrrrrrrrrrrrrr

teééeéceéeceéeceéeecéeecéecéecéecceeccee

sz

ee
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APPENDIX E:
Eulikilo lyomapulaapulo gaatakamithi
“OKUKONGA UUYELELE KOMBINGA YOONKALAMWENYO DHAANASKOLA

YOOTHIGWA NOMILANDU DHEITULOMO LYOOSKOLA DHAWO, MOOSKOLA
DHA HOGOLOLWA MOSHITOPOLWA SHAMUSATI.”

Ornupull; Omukunoa’_ _Okamutse kOmupuli: <Hh/Cg.................. >
Elaka lya longithwa (hogolola po limwe): Oshiingilisa
Oshiwambo

[ OSHITOPOLWA SHA A: UUKWATYA GWOMUTAKAMITHI J
OBMOPOMWEL ..o it ks s mssmns e ot ey s e
Oshikandjohogololo:. ...
OMUKARART . cocvospivinn sesivisar i s
Uukashike koo okantu. [Omulumenru...............‘...............)
{ONMBIIINTOL v s s i R L )

Comvula (Owu na comvula ngapi?), Hogolola ongundu
10-18, 21-24, 25.30, 31-34, 35-40, 41-44, 45-50, 51-b4, 55-60, 60+

Ngele oye na ocomvula omilongo hamano oku uka pomeanda, ohaya taamba openzela?
Ngele ihaya tamba, omolwashika ihaaya pewa?

UUNGUSHU GWELONGO LYOMUTAKAMITHI {Owa hulila peni meilongo lyoye?)

Oshiputudhile shopembanda
. Omoongundu dhepombanda
Omoongundu dhopevi

- Inandi mona elongo

BN o

OONZO DHIIYEMO YOMUTAKAMITHI {Ohc hupu ngiini?)
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Appendix 4: Interview Guide for Schools

Fill in the information, chooseor use a cross to mark the choice of answer

Interview date: é é é é é Ti me start:

Interview Language (choose one): _ English Oshiwambo

| PART A: BASIC PARTICULARS OF SCHOOL RESPODENT

Sex( Mal eééé., Femaleéeéée. .)
Age, How old are you)}; Choose a range
21-24, 2530, 3134, 3540, 4144, 4550, 5154, 5560, 60+

Education Level (Specify the highest educational Level attained)
College/University

Secondary

Primary

School currently working at:

David Sheehama SS (SC1)

St. Charles Luanga (SC2)

Teaching experience in year$16-10, 1:15, 16+ Years

PART B: Context Questions |

9. What is your School Role (with regard to OVC interaction€hdose the
appropriate one from the ligt

Counsellingand Guidance Teacher
Life Skills Teacher

Head of Department

School Principal

School Board Chairperson/Member

,,,,,,,

Ot her (Specify) ééeéeeeeeé.

10.For how long have you been serving in this roléx 610, 1115, 16+Years,
11.What motivates you to work with eupport orphaned learners in school?

12.Have you ever been trained for this responsibility?
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13How many orphaned | earners are there
Female (éééée.)

14.1n your opinion, what are the lived experiences of orphaned learners?

15.Howdotheselied experiences affect orphanec
academic performance?

16.Please, explain how your school supports orphaned learners to offset these?

PART C: School inclusion |

1. How does your school identify orphaned learners needing additietg

2. For orphaned children attending this school, do they achieve in school about
the same level as other children, or do they have unique performance
challenges?

3. To what extent would you say your school has responded to the orphan
situation?

4. How do aucators usually treat orphaned learners in your school? Why do
you say that?

5. How do fellow learners treat orphaned learners in your school?

6. What resources are required, that are not presently available, to help your
school better cope with the orphanédicl dr en & sThistefersto o n ? [
a variety of resources, including training needs, human resources,
counselling skills, et

7. In your opinion, what are the major factors affecting the enrolment and
completion of school by orphaned learners?

8. Whatinitiatives has your school taken to enhance the academic performance
of orphaned leaners?

9. Are there orphaned children who have ceased to attend school because of
problems with affordability of feesBchooluniforms? If yes, what has been
done, if anythng, to overcome this challenge?

10. Are there orphaned children who have ceased to attend school because of
problems of acceptability by the other learners? If yes, what did the school

do about it?
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11.What strategies are in place in your school to increasesacto schooling for
orphaned learners?

12.What strategies are in place in your school to retain orphaned learners in school
once enrolled and ensure completion of their secondary education?

13.How does your school monitor the welfare of the orphaned learaengdhe
course of the year?

14.How equitable and inclusive are extrarricular and social activities, such as
school tours and matric farewells? How does the school ensure orphaned
learners participate in such activities, particularly if they require éxb@ing
which they might not have?

15.1n your opinion, do orphaned children get a chance to contribute to solutions
meant to address their challenges at school? Explain your answer?

16.Has your school formed local (community) support to enable the inclusion of
orphaned learners@.@. resource centres, supportive educators or
management team, supportive caregivers, social servicé3, etc

17.What are the hopes and aspirations of majority of orphaned learners?

PART D: Economic Impacts on school

(Principal and School Board)

18.Has the economic situation of your school worsened due to shortages arising
from not receiving enough/adequate SDF, giedn the presence of orphaned
learners who are sometimes unable to pay the]3DF

19.Have there been any situations whgtbool development funds of orphaned
learners been exemptedi® {here documentation in this reg&id

20.What are the financial implications for your school for exempting (SDF or
examination) fees for orphaned learners?

21.Does your school send orphaned tess who are unable to pay SDF or
examination registration fees home until they are able to settle them?

22.Has specific provision been made for orphan households with regard to
financial demands from schooling, such as payment in kind, for instance?

23.Hasyours c hool 6s abil ity to purchase ot hel

presently as a result of not getting enough SDF?
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24.Does your school do fundraising events, such as raffle draws, holding braais
or renting out the school hall to raise additional funds?

PART E: Emotional and Social Adjustment

25.1n your opinion, do orphaned learners adjust well to school circumstances, or
are they facing adjustment problems?

26.Explain the level of behaviour of orphaned learners? Have you noticed
orphaned learners in youch®ol exhibiting emotional upheavals such as
crying, fighting, poor performance in school, lack of interest in things,
involvement in crime, consistent illnesses that suggest stress and lack of
adjustment? Those are emotional stresses that would suggesiems with
adjustment

27.Do any organisations visit orphaned learners at your school to provide
emotional support or psycksocial support services in the form of
counselling? Yes/No9pecify, these could include churches, companiels, etc
If yes, whatforms does it take?

28.Describe the status of HIV/AIDS education, curriculum based, as well as
additional wider programmes interventions (such as MFMC) targeted to the
wider school group in this school?

29.What sort of schoebased programmes are going orthis school, if any, to
help orphaned learners cope emotionally?

30.Have health authorities, social workers, or others worked with your school to
specifically deal with the needs of educators (school management) to better

serve the needs of orphaned learmechools?

| PART F: Outside Assistance |

31.Do orphaned children in your school receive any external suppagt,ffom
CBOs NGOs or churchekl? yes, explain what kind of support it is?

32.Has the school compiled any databases or registers ahisggions in the
region or at national level that provide services to orphaned children and their
caregiving households? Yes/Nd, yes, show evidencgEThese can be
Governmental, nogovernmental, or otherwiieAre you planning to contact

them for help?
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33.In your opinion do you think there is effective communication of national
policies in the area of OVC support to local levels, such as schools?

34.Can you name some of these national policies that government has put in place
to address the needs of OVCttlgau are aware of?

35.What initiatives, if any, currently exist or are planned at school level to
empower communities to deal with the emergent orphan situation?

36. What training has been provided for educators of your school as part of overall
capacity deelopment irrelation to inclusion in schools?

37.0verall, what resources does your school need to effectively serve needy
orphaned learners, as well as their caregiving households?

38.Does your school have links with the constituency councillor; can you give
demi |l s of your school 6s interactions

39. Are orphaned learners in your school aware of grants to families who care for
orphaned children?

40.In your opinion, are those grants reaching OVCs that are entitled to them?

not why is that?

PART G: Closing Questions |

41.Are you aware of Standards to improve service delivery to OVC? Yes or N
0
42.Which of these 3 standards (iezlucation, psychosocial support, stigma and
discrimination, food and nutrition, shelter and care, health and economic
strengthening do you consider to be top priority of services for an orphaned

|l earner? 1éééeéeéée. ., 2ééééééé. | and

43.Do you have any other comments or suggestions before we close?

Thank you very much for your time!

PLEASE DESCRIBE HERE ANY IMPRESSIONS YOU HAD OF THE
INTERVIEWEE THAT MAY BE RELEVANT TO THE STUDY. The following
areexample®f what you might note

Did the respondent seem reluctant to answer the questions? Enthusiastic?

,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,

""""""""""""""""""""""

eeeeeeeeceeeceeeceeeceeeceeeeceeeeeeeeeece
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Did the respondent seem to be familiar with the policies/care for OVC?

D D~
D D~
D D~
D D~
D D~
D D~
D D~
D D~
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D
D D

Did the respondent seem comfortable/uncomfortable with the interview process?

M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
M D
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5'awww-4 0‘5\%(3@&.{/ ‘
Topic Guide for Schools €l crol laoenrd e S Appendix F:
'INVESTIGATING THE LIVED EXPFRIENCES OF ORPHANED LEARNERS AND

SCHOOL LEVEI STRATEGIES FOR THEIR INCLUSION AT SELECTED PUBLIC
SECONDARY 8CHOOLS IN OMUSATI RECICON."

Interviewer: Schoot; Paritcipant ID: <Sc/Aut/..%..>

The phenomenclogical case study is designed to give information on how schools
ara supporting and including orphaned learners attending these schools, It involves
getting to know the schools we |, fitting into thair routines. It involves listening to ther
stories, examples, and interactions with others, atc.

This instrument should be used erly as & guide to lead the person, who Is being
interviewed, tc volunteer ane share the kind of information that is required, It should
not merely consist of a series of questions, bul should take the form of the school,
‘telling a story'

The researcher would listen carefully and ensure that the selected teachers %eel that
their opiniors have been heard. In this regard, the researcter will be more of an
observer than an interviewer, meaning that the prompts and guestions should be
subtle, to allow the respondent o ‘weave their story’”.

The aim of the phencmenological case study is to gain ar in depth understanding of
how having to carefsupport for orphars has affected the school while at the same
time learning about haw tha sehool which the arphan is attending is inc uding the
Iatter. |t is, therefore. importan: to understand Fow circums.ances in the school are
and how teachers feel schools support orphaned learnars in he pursuit of their
education,

While we a‘e, of course, interested in the eccnomic impacts, we are equally
interested in the social, cultural, and emotional impacts. Itis likely, for example that
schocls are coping quite well, and are fully able to handie their situation in all of
these respects. Hcwsver, even when a school can hande the financial
requJirements, they may nct be able tc handle the emotional impacts, Further, for
example, a rural school may end up with a child from an urban background, or a
child that has language differences, or a enild that has a different cultural
background. How. in shcrt. are they all coping with these changes?

Itis important to note who is €3y ng what when recording information at school level!
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APPENDIX F:
Eulikilo lyomapulaapulo gooskola

“OKUKONGA UUYELELE KOMBINGA YOONKALAMWENYO DHAANASKOLA
YOOTHIGWA NOMILANDU DHEITULOMO LYOOSKOLA DHAWO, MOOSKOLA
DHA HOGOLOLWA MOSHITOPOLWA SHAMUSAT!.”

Cmupuli: Oskola. Okamutse kOmupull: <Sc/iAuv/......>

Efalomo

Oshilongwahokalole shino otashi ningwa opo ku kengwe uuyelele nkene ooskola
hadhi itula mo. mwa kwatelwz oothigwa hadhi skola pocskola ndiika. Omwa
kwetelwa ckutsaya ooskela nawa, nonkene hzdhi lila cothigwa miiningomwa yawo
ya kwalukehe. Osha kwalela mo okusulakena komahokolsio Jawo. ngaashi,
oku<a athana nayakwawo.

Cetilongithe sh.no ctashi lengithwa ashike onga oshigardjimayele o<uwilika omuntu
ngono ta pulwa. opo liyambe nokuagandja uuyelele wa pumbiwa Itashi kala shira
omusholandendo gwomapulc nomayamukulo, ndele otashi kutha omufolomo
gwoskola “okugandja ehokololo.”

Omunongononi napulakene nawa, y& na wiithe ko aalorgi aahogoloiwa kutya
omaiyuvo gawo ogu wvika. Momukalo nguno, smunongenoni na kale unene a fa
omupulakeni. shivulithe omupulaaculi, shz hala Okutya, omayamukulo ge nomapulo

ge naga shune sevi. ope a gandje ompito kemuyamukuli @ “ngenge nawa ehckelolo
lys.”

Elalakana Iyoshilongwahekelolo shine okumona guveko yormuule nkene atakamitho
lyoothigwa hali etele oskela, omanga taku ifongwa vio kembirga yoskola ndjino hayi
longo othigwa. Onkerie oshl Il sha simana okuuva ko rkene cskola vi ll, nonkens
aalakamithilongi yoothigwa yu uvite komeinga yomakwathelo gooskola mokitsikiia
neilongo lyawo.

Omanga omunongenon iitula mokutseya uuhupilo, ckwi itula wo mokutseya oakalo,
omuthiguluiwakalo. nomaiyuvo. Otashi vulika, cshiholelwa. kutya ocskola otadhi
hupu nawa, 1otadhi vulu skuhumbata omitenge achihe sthimbe alihe. Ash ke,
nenando oskola tayi wulu okuhumbata omitenge dhepeshirmaliva, oteshi vulika itaya
vul okuhumkbata omitengi dhomaiyuvito goothigwa. Otashi vulika natango oskola
yokuushayi ta ka kala yina olhigwa ya za koskcla yokondoolopa, nenge othicwa yi
na uudhigu gwelaka. nenge othigwa yi ra omuthigululwasa'o gwa yooloka. Puufupi,
ayehe claya vuiL tuu okuhumbatz omi<und.J ndhino?

Osha simana okukoneka kutya olye tati shike ngele to rycla uuyelele wa gandjwa.
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Appendix 5 Scope of Work for PhD study

INVESTIGATING THE LIVED EXPERIENCES OF ORPHANED LEARNERS

AND SCHOOL LEVEL STRATEGIES FOR THEIR INCLUSION AT

SELECTED PUBLIC SECONDARY SCHOOLS IN OMUSATI REGION

This scope of work describeshe r esearcher 6s ferndatasaged
collection for thisstudy projectTheseactionswill result in the provision of raw data
requiredby the researchdor the study activitiesFor this reason, the researcher, may

recruit and train 2 researstudyassistantsn the data collection protocol and methods

as funds permit since researcher is-atiding but will oversee theentire quality

assurance process for the duration of the data collection period.

Outside of this scope of work, and as a prerequisite to beginning work on this study,
all study project staff hiredby the researchesre expected t@how evidence of
completion ofa human subjects trainingvhich the researcher already haShe
following website provides a settudy course that would be suitable for study team
memberswhich the researcher has a certificate for from previous research with human
subjects that shieas embarked on already
http://www.thi360.org/sites/default/files/webpages/RETC2/index.html

. STATEMENT OF PURPOSE

This Scope of Work defines the responsibilities and deliverabliae sésearchefor
qualitative data collection activities associated wiltmvestigating the lived
experiences of orphaned learners and school level strategies for their inclusion at
selected public secondary schools in Omusati region
NR: Main Study sites- David Sheehama SS an&t Charles Luanga SS, however
caregiversmay be found at various villages of residence within the region

.  ACTIVITIES

a. Activity 1: Participate in training on the research protocol ,
methods, and duties in the field.

THE RESEARCHER WILL BE RESPONSIBLE FOR:
1 Conducting the research activities (with School authorities and orphaned

learners) at the two schools, including the pilot study at the Onawa Secondary
School

1 Puchasing of disposable cameras, and training orphaned learners on their use
for the photo voice technique

1 Purchasing all food/snack items for distribution to participant orphaned
learners, caregivers, and school authorities

1 Paying of allagreedon fees,includingtransport and other costs incidental to
the work ofthe research study assistastaf engaged for thistudyproject.
To the extent possible, it is expected that the study team members will be
from theOutapi Constituency of the Omusati Regend will be returning to
their home at the end of each study day.

1 If funds allow,engage researclstudyassistancstaff according to the skill set
and experience requirementtbé studyas outlined below:
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http://www.fhi360.org/sites/default/files/webpages/RETC2/index.html

- 2Qualitative Interviewers assistantanay be hiedto conduct interviews with
caregivers.

Required experience/skillEExperience in qualitative interview techniques and
basic research skills is required for all. elihterviewers must have excellent
spoken bilingual language skills in English and @stmbo. (written and
spoken).

The research assistantsush be skilled in interpreting spoken English to
Oshiwambo, and spoken Oshiwambo to English. If necessary, the interviewers
should also be capable of conducting the informed consent process with
cargyivers however the researcher will try to gain consent from all caregivers
beforehand

1 The research assistantgll be responsible for the proper handling and protection
of equipment provided biyne researcherThese items may include a laptop, digital
recording devices, and 3G devices. These items shall be safely retuthed to
researcheupon completion of the contract period, or if damaged or lost through
neglect, their costs shall beimbursed bythe fudy assistant® the researcher

b. Activity 2: Conduct qualitative data collection from Caregivers at
various village sites of residence within the region

The researchewill be responsible for meeting the following:
[.  Sign indemnity, as well aspnfidentality forms

[I.  Assuring that qualitative interview data will be collectezin caregiversand
that transcription/ translation of interviews will be completed each day.
ATranscriptso ar e ex p maytalsdode camposddeas d o n e
summaries (ifenglish) of interview content recorded in the original language.
The summaries will capture the meaning and nuances of the responses of the
interview subject foeachquestion askedafd follow up questions depending
on the responses given the phenomegiold leaning of the studyThis will
be doneat the end of each day, after completing an agogesh numbeof
interviews at a given sit@s necessary.

llI.  Conductdaily quality assurance reviews,ensuring the highest standards of
data quality.

IV.  Maintaining all data records securely and confidentialigughout the course
of the study
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Table 1.Schedule for estimated daily work

Study team* Estim. Daily output  Time/hours
1 Interviewer 2-3 interviews peday Approx. 45-60 min/interview
3 transcripts peday Approx. 1 hr/transcription

Research StudyDeliverables:

1. All completed qualitative interviews in their original languages, uploaded
copies of all recordings, and Engliinguage summary transcriptions of each
interview, for each of th2 sites David Sheehama SS and St. Charles Luanga
SS9 as indicated in Tabl2, below.

2. Table 2 Orphaned LearnersCaregivers and school authoritiesto be
interviewed byesearcher

Site Orphaned Caregivers School
Learners authorities*

David Sheehama SS 3 3 4

St. Charles Luanga S: 3 3 4

Total 6 6 8

Total Interviews 20

*School authorities (School Principal, school board chair/member, life skills teacher and counselling
and guidance teacher

V. SCHEDULE OF PAYMENTS

The researchanay support funding of the data collection activiti®g theresearch
assistants. The researcher may conduct a combined training of the photo voice
technique for the orphaned learners, where transport refuns will be made, as well as
refreshmentsas funds permits follows:
1. Qualitative interview deliverables to paid in tvo parts, where the completion
of 50 % of the qualitative interviews, EnglisAnguage transcription is
completed, counts as one deliverable. That is, when the fref iterviews
are completed and transcribed into English, payment may éaseal tahe
assistanssubject to the satisfaction of interview/transcription qualitythoy
researcher The same applies to eacR Wntil all interviews are completed, as
follows:
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Table3. Percentage of total payment for the deliverables.

Deliverables Percentage of
Total Contract
value

Qualitative Interviews 3-4 Interviews 50%

3-4 Interviews 50%

Subtotal 6-8 100%

2. Alternatively, ifthe study assistanpsefer, deliverables may be invoiced at the
end of the field period, after all data collection is complete, upon approval of
quality of deliverables bthe researcher

Timeline/Work plan
Activity 2014 2015 2016/2017
QlL Q2 Q3 Q4 Q1 Q2 Q3 Q4 Q1 Q2 Q3 Q4
Meeting with X
Supervisors
UNAM x X
Department,
Faculty and PG
Study Proposal
approval process
Clearance of X
Proposal by
MOE
Research Design X
Meeting with X X
Supervisors
Literature review x X
Finalisation of
study proposal
PG Seminar X
presentation
Design interview X
guides and
research protocol
Meeting with X X
Supervisors
Plan fieldwork X
Conduct Pilot X
study
Finalise interview X
guides and
research protocol
Preliminary X X
contacts with the
region

XX XX

X
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Data collection
Meeting with
Supervisors
Further literature
review

Data Analysis
Data
interpretation
Draft write up
part 1

Meeting with
Supervisors
PG Seminar
presentation
Draft write up
part 2

Editing
Meetingwith
Supervisors
Final write up
and thesis
submission
Editing of work
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RESEARCH CONSENT

Appendix 6 Letter of request for Permission to the Permanent Secretary
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+ Private Bag 13301, Windhoek, Republic of Namibia
+ 340 Mand Avenue, Pioni

+Tel. +264 2063111 -www.unam..na

10t"November 2013

Mr Alfred llukena
Permanent Secretary
Ministry of Education
Windhoek

Republic of Namibia

Dear Mr llukena,

FORMAL REQUEST FOR PERMISSION TO CONDUCT RESEARCH IN SCHOOLS

My name isPetrina Nandjila OWUSU-AFRIYIE, and | am enrolled as a PhD
Education student,with student number 9402624, at the University of Namibia. The
research | wish to conduct in fulflment of my Doctoral dissertation is entitled
“INVESTIGATING THE LIVED EXPERIENCES OF ORPHANED LEARNERS AND
SCHOOL LEVEL STRATEGIES FOR THEIR INCLUSION AT SELECTED PUBLIC

SECONDARY SCHOOLS IN OMUSATI REGION.”
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This research study focuses on orphaned learners, their schools and homes, to yield
in-depth understanding of the lived experiences of orphaned learners, and how
schools ensure their inclusion. Specifically, the envisaged study participants include
orphaned learners, their caregivers, class teachers, Life Skills and school based

teacher-counsellors, school principals and school board chairpersons

The proposal for this research study was approved as PGSC/13/2613,and it is to be
conducted in two public secondary schools in the Ombalantu District of the Omusati
Region, namely David Sheehama Secondary School and St. Charles Luanga
Secondary School, with a pilot study to be carried out at the Onawa Secondary
School. This project will be conducted under the supervision of Dr. Cynthy K.

Haihambo ya Otto(Main Supervisor)from the University of Namibia.

| am hereby humbly seeking your consent to enable me to approach the three rural
public Secondary Schools in the Ombalantu district of the Omusati Region to provide

participants for this project.

| haveprovided you with an approval letter from the UNAM School of Post Graduate
Studiesalso representing the UNAM Research and Ethics Committee, a copy of
theapproved summary of the dissertation proposal, which includes copies of the

measure and consent and assent forms to be used in the research process.
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All interactions, responses and observations will be treated with the utmost
anonymity and confidentiality. Upon completion of the study; | undertake to provide

the Ministry of Education with a bound copy of the full research report.

In case you require any further information regarding this study, please do not

hesitate to contact me on +264 811287800 or at abenapetty@yahoo.co.uk. Please

post the response to this letter to P.O Box 26161, Windhoek.

Thank you for your time and consideration of this humble request.

Yours in educational development,

P.N Owusu-Afriyie (née Mwetulundila),Mrs
Student Number: 9402624

Dr. CK Haihambo ya Otto
Main Supervisor

Copied to:

Mr Erastus Negonga, Permanent Secretary, Ministry of Gender Equality and Child
Welfare

Mr Hopelong Ipinge, Permanent Secretary, Ministry of Veterans’ Affairs

Mrs Loide Shatiwa, Acting Regional Director of Education, Omusati Region
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UNIVERSITY OF NAMIBIA

Private Dag 13301, 340 Manclume Ndemufayoe Avenue, Plonterspark. Windhock, Namibin

The Scheol of Postgraduate
Stadies

P.Bagl3301

Windhoek, Namibia

Tel: 2063523

E-mail: cobsimemna@uson o

Date: 20 September 2015

TO WHOM IT MAY CONCERN

RE: RESEARCH PERMISSION LETTER

This letter serves to inform thit student: PETRINA NANDJILA OWUSU-AFRIYIE (
(Student number: 9402624) is a registered student in the Department of Educational
Psychology and Inclusive Education at the University of Namibia Histher res»arch
proposal was reviewed and successfully mer the University of Namibia requirements.

The purpose of tais letter is to kincly notily you that the student has been granted
permission to carry out postgradvae studics research. The School of Post Graduate
Studies has approved the research to be carried out by the studen: for purposes of
fulfilling the requirements of the degree being pursued.

The proposal adheres to ezhical principles.

Thenk you so much in advance and many regards,

Yaurs truly,

Signed;------- ' ; mThﬂ g
| &"l‘ O G
Dr. C. N.S. Shaimemanya =5
R L12 1
Signed: = =
Director: School of Pestgraduate Studies Univar |
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Appendix 7 Letter of Permission from the Permanent Secretary

REPUBLIC OF NAMIBIA
MINISTRY OF EDUCATION

Tel: 264 61 2933200 Private Bag 13186
Fax: 264 61 2933922 Windhoek
E-mail:Matthew.Shimhopileni@moe.gov.na NAMIBIA
Enquiries: MN Shimhopileni 18 November 2013
File: 11/1/1

Ms P Nandjila Owusu-Afriyie
P.O. Box 26161

WINDHOEK

Dear Ms Owusu-Afriyie

RE: REQUEST FOR PERMISSION TO CONDUCT A RESEARCH STUDY AT THREE (3)
SECONDARY SCHOOLS IN OMUSATI REGION

Your correspondence dated 10 November 2013, seeking permission to conduct a research
study at three (3) secondary schools in Omusati Region, has reference.

Kindly be informed that the Ministry does not have an objection to your request to conduct a
study at the secondary schools concerned.

You are, however, kindly advised to contact the Regional Council Office, Directorate of
Education, for authorization to go into the schools.

Kindly take note that your study activities should not interfere with the normal school
programmes. Participation should be on a voluntary basis.

By copy of this letter the Regional Director is made aware of your request.

/" aY OF ED
o 0ttiog of ha - %

Yours sincerely

( A Iukena Wi

ﬁ\!“‘ s
PERMANENT SECRETARYZLOEK, NAMS
cc: The Director:-Omusati Education Region

Secretary orm

A <11 /E%//,//j
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Appendix 8 Letter of Consent to Regional Director

\\Y Of

"\

UN'V(
25
igiwn

 Privide Bag 1230! Witk Repastoof Nambis
« S0 NG~ 6 NI A0 AWy T 0t anken,
ST 2B42DA3H) = awwunom

17 February 2014

Mrs Loide Shatiwa
Qirector of Education
Orwusaii Reyicn
Outapi

Republic of Namibia

Dear Mrs shatiwa,

FORMAL REQUEST FOR PERMISSION TO CONDUCT RESEARCH IN SCHOOLS

My name is Petrina Nandjila OWUSU-AFRIYIE, and | am enrolled as a PhD
Education stucent, with student number 3402624, at the University of Namibia. The
research | wish to conduct ir fulflmert of my Doctoral dissertation is entitied
‘INVESTIGATING THE LIVED EXFERIENCES OF ORPHANED LEARNERS AND
SCHOOL LEVEL STRATEGIES FCR THEIR INCLUSION AT SELECTED PUBLIC

SECONDARY SCHOOLS IN OMUSATI REGION."
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This research study, which | came to present to Omusati Region Education Officers
in November 2013, focuses on orphaned learners, their schools and homes, to yield
in-depth understanding of the lived experiences of orphaned learners, and how
schools ensure their inclusion. Specifically, the envisaged study participants include
orphaned learners, their caregivers, class teachers, Life Skills and school based

teacher-counsellors, school principals and school board chairpersons

The proposal for this research study was approved as PGSC/13/2613, and it is to be
conducted at two public secondary schools in the Ombalantu District of the Omusati
Region, namely David Sheehama Secondary and St. Charles Luanga Secondary
(Omuulukila Combined) Schools, with a pilot study to be carried out at the Onawa
Secondary School. This project will be conducted under the supervision of Dr.

Cynthy K. Haihambo ya Otto (Main Supervisor) from the University of Namibia.

| have been granted permission to conduct the research study by the Office of the
Permanent Secretary and am hereby humbly seeking your office’s consent to enable
me to approach the three rural public Secondary Schools in the Ombalantu district of
the Omusati Region to provide participants for this project. | plan to undertake the
Pilot Study during the week of 17t March 2014, and | entreat your office to inform

the respective School Principals.

Kindly find attached an approval letter from the UNAM School of Post Graduate

Studies also representing the UNAM Research and Ethics Committee, a copy of the
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approved summary of the dissertation proposal, which includes copies of the

measure and consent and assent forms to be used in the research process.

All interactions, responses and observations will be treated with the utmost
anonymity and confidentiality. Upon completion of the study; | undertake to provide
the Directorate with a bound copy of the full research report. | would greatly
appreciate it if your office could provide information in this regard the Heads of David
Sheehama Secondary, St. Charles Luanga Secondary and Onawa Secondary

Schools.

In case you require any further information regarding this study, please do not

hesitate to contact me on +264 811287800 or at abenapetty@yahoo.co.uk. Please

post the response to this letter to P.O Box 26161, Windhoek.

Thank you for your time and consideration of this humble request.

Yours in educational development,

P.N Owusu-Afriyie (née Mwetulundila), Ms
Student Number: 9402624
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Appendix 9 Letter of Consent to the Principals

*Aeato Dag 130", Yandices, Riguble o b=y
* 380 Wanzume NORTU 0 ST, P gsu
Tel ~284 2055111+ www Jnain g

20 April 2015
A A iRabda

Fnapaf......
S!C'/-mr/d@a hga S§
Qutzpi

Reputblic of Namibia

Dea- SirMadam,
FORMAL REQUEST FOR PERMISSION TO CONDUCT RESEARCH IN YOUR

—— e ¥ 1 -—__—__——._—_

SCHOOL

My name is Pelrina Nandjla OWUSU-AFRIYIE, and | am enrolled as a PhD
Education studert, with student number 9422624, at the University of Namibia, The
research | wish to conduct in fulfilment of my Doctoral dissertation is entitied
INVESTIGATING THE -IVED EXPERIENCES OF ORPHANED LEARNERS AND
SCHOOL LEVEL STRATEGIES FOR THEIR INCLUSION AT SELECTED PUBLIC
SECONDARY SCHOCLS IN OMUSATI REGION."
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This research study, which | came to present to Omusati Region Education Officers
in November 2013, focuses on orphaned learners, their schools and homes, to yield
in-depth understanding of their lived experiences, and how schools ensure their
inclusion. Specifically, the envisaged study participants include orphaned learners,
their caregivers, class teachers, Life Skills and school based teacher-counsellors,

school principals and school board chairpersons

The proposal for this research study was approved as PGSC/13/2613, and the
research is to be conducted at two public secondary schools in the Ombalantu
District of the Omusati Region, namely David Sheehama Secondary and St. Charles
Luanga Secondary Schools, a pilot study was carried out at the Onawa Secondary

School in March 2014 already.

I have been granted permission to conduct the research study by the Offices of the
Permanent Secretary and the Regional director, and am hereby humbly seeking your
office’s consent to enable me to approach the participants for this project, namely the
orphaned learners in Grades 11, 9 and 8 and the teachers who work closely with
them. | plan to undertake the actual data collection during the weeks of 8th to 16th
June 2015, and | thus entreat your office to render me the necessary permission to

work with your school.

Kindly find attached an approval letter from the UNAM School of Post Graduate

Studies, representing the UNAM Research and Ethics Committee, a copy of the
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approved summary of the dissertation proposal, which includes copies of the

measure and consent and assent forms to be used in the research process.

All interactions, responses and observations will be treated with the utmost
anonymity and confidentiality. Upon completion of the study; | undertake to provide
the Directorate/School with a bound copy of the full research report. This project is
conducted under the supervision of Dr. Cynthy K. Haihambo ya Otto (Main

Supervisor) from the University of Namibia.

In case you require any further information regarding this study, please do not
hesitate to contact me on +264 (0) 811287800 or at abenagetty@xahoo.co.uk.
Please post the response to this letter to P.O Box 26161, Windhoek.

Thank you for your time and consideration of this humble request.

Yours in educational development,

P.N Owusu-Afriyie (née Mwetulundila), Ms
Student Number: 9402624
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+ Private Bag 13301, Windhoek, Republic of Namibia

+ 340 Mandume No Y0 Avenue, Pioniersp

*Tel. +264 2063111 + Www.unam..na

20 April 2015

Pingpal
RViD Stheehama SC
Outapi

Republic of Namibia

Dear Sir/Madam,

FORMAL REQUEST FOR PERMISSION TO CONDUCT RESEARCH IN YOUR

SCHOOL

My name is Petrina Nandjila OWUSU-AFRIYIE, and | am enrolled as a PhD
Education student, with student number 9402624, at the University of Namibia. The
research | wish to conduct in fulfilment of my Doctoral dissertation is entitled
‘INVESTIGATING THE LIVED EXPERIENCES OF ORPHANED LEARNERS AND
SCHOOL LEVEL STRATEGIES FOR THEIR INCLUSION AT SELECTED PUBLIC

SECONDARY SCHOOLS IN OMUSATI REGION.”
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This research study, which | came to present to Omusati Region Education Officers
in November 2013, focuses on orphaned learners, their schools and homes, to yield
in-depth understanding of their lived experiences, and how schools ensure their
inclusion. Specifically, the envisaged study participants include orphaned learners,
their caregivers, class teachers, Life Skills and school based teacher-counsellors,

school principals and school board chairpersons

The proposal for this research study was approved as PGSC/13/2613, and the
research is to be conducted at two public secondary schools in the Ombalantu
District of the Omusati Region, namely David Sheehama Secondary and St. Charles
Luanga Secondary Schools, a pilot study was carried out at the Onawa Secondary

School in March 2014 already.

I have been granted permission to conduct the research study by the Offices of the
Permanent Secretary and the Regional director, and am hereby humbly seeking your
office’s consent to enable me to approach the participants for this project, namely the
orphaned learners in Grades 11, 9 and 8 and the teachers who work closely with
them. | plan to undertake the actual data collection during the weeks of 8t to 16th
June 2015, and | thus entreat your office to render me the necessary permission to

work with your school.

Kindly find attached an approval letter from the UNAM School of Post Graduate

Studies, representing the UNAM Research and Ethics Committee, a copy of the
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approved summary of the dissertation proposal, which includes copies of the

measure and consent and assent forms to be used in the research process.

All interactions, résponses and observations will be treated with the utmost
anonymity and confidentiality. Upon completion of the study; | undertake to provide
the Directorate/School with a bound copy of the full research report. This project is
conducted under the supervision of Dr. Cynthy K. Haihambo ya Otto (Main

Supervisor) from the University of Namibia.

In case you require any further information regarding this study, please do not
hesitate to contact me on +264 (0) 811287800 or at abenapetty@yahoo.co.uk.
Please post the response to this letter to P.O Box 26161, Windhoek.

Thank you for your time and consideration of this humble request.

Yours in educational development,

P.N Owusu-Afriyie (née Mwetulundila), Ms
Student Number: 9402624
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Appendix 10 Orphaned learner consent

ASSENT TO PARTICIPATE IN RESEARCH

AINVESTIGATING THE LIVED EXPERIENCES OF ORPHANED
LEARNERS AND SCHOOL LEVEL STRATEGIES FOR THEIR
INCLUSION AT SELECTED PUBLIC SECONDARY SCHOOLS IN

OMUSATI REGI ON. 0o

Dear Participant,

1. My name isPetrina Nandjila OWUSWAFRIYIE and | am a student #te Unwersity of
Namibia

2. My Supervisoy Dr. Cynthy L. Haihambo ya Ott@nd | are asking you to take part in a
research studfocusing on orphaned learners, their schools and homes, to yidgihn
understanding of the lived experiences of orphaned legrared how schools ensure
their inclusio®

3. I hope to use what | learn from the study to propose changes to the programmes put in
place to assist school going orphaned learners and their homes and schools, so
programmes will help them even more thhay already do.

4. The informed consent involg@ermission for photo release; while only shagmogr
words and thoughts directly, but not associating any names with statements made.

Research questions

How do schools identify orphaned learners willdidonal challenges?

What are the lived experiences of orphaned learners?

How do these |Iived experiences affect ory
How do schools perceive the impacts of orphanhood on learning and teaching of

orphaned learners?

What strategés do schools use to include orphaned learners in school?

What strategies can schools use in order to better include orphaned learners in

education?

7. Are schools aware of existing policies for OVC?

PR

oo

4.1f you agree to be in this study, | will ask you m @ few things over the ne&tto 36
months
| will ask you questions about what yaonderstand by inclusion
I will ask you questions about what yachooldoes to include orphaned leanerghe
schoolprogrammes
| will ask you questions about how you feel about beirgnaned
I will give you a disposable camera to photograph, instances in school and at home that
make it difficult for your inclusion and to reach your educational potential as an
orphaned learner
During that period| will alsoask youto keep a diary (to be explained by the student
researcher),
In this study wu will have the chance to decide whether you want to answer my
questionsr not

5. I'will NOT accesyour medical records.
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6. Your caregivergave permission for you to take part in this study. Please talk this over
with your caregivetbefore you decide whether or not to participBecause een

though yourcaregivers ai d Ayes, 06 you can still decide

7.1 f yowadondb be in this study, you donot
this study is up to you and no one wil/|
you change your mind later and want to st¥ju are not waiving any legal claims,
rights, or remedies because of your participation in this research study.

8. You can ask any questions that you have about the study. {fetauquestion later that
you didnodot think o+t64(0p8d287§00rask manexttonae | me
meet You may call me at any time to ask questions about the study.

9. Signing your name at the bottom means that you agne&rticipatein this studylIf you
are not able to sign your name, you do not have to.

This dudy probably will help youif you participate in this study, it will teach me important
ways to help other children like you in the future. | do not believe that you will be hurt or
upset by being in this study. If you take part in the study and believe that you have been hurt
or upset inany way, you may stop being in the study. | will not tell anyone else the things

you tell me abouyour lived experiences as an orplwaranything you tell me about yourself

or any other persomut if you tell me that someone at school or at home is hurtg you,

| must report it to the proper authorities.

Please, note that gu will be given a copy of this form after you have signed it.
Participation in this study is voluntary. Permission for your school to participate has been
sought from the Permane®écretary of the Ministry of Education and the Omusati
education Director. You are not waiving any legal claims, rights, or remedies because of
your participation in this research study.

Should you have any questions or desire further information, diegideee to contact

Ms. Petrina Nandjila OwusAfriyie Dr. Cynthy Kaliinasho Haihambo ya Otto

Principal Investigator Head of Department

Faculty of Education Depart of Educational Psychology & Inclusive
Education

University of Namibia Facultyof Education

University of Namibia

Mobile: +264 811287800 Tel: +264 61 206 3111

Email: abenapetty@ahoo.co.uk Email: chaihambo@unam.na

Please, keep this letter after completing and returning the signature page to me.

If you have any questions about your rights as a research subject, you may contact the
University of Namibia School of Postgraduate Studies Director, Dr. C. N. S Shimiveoshi
Shaimemanya by mail at Private Bag 13301, Windhoek, by pioriz64 61 206 33523, or
by email at cshaimemanya@unam.na.

Sincerely Yours,

,,,,,,,,,

ééééééééé.
P. N OwusuAfriyie, Ms
Research Student
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Please indicate whether or not you wish to allow your child to participate in this project by
ticking against one of the statements below, signing your name and returning it to me. Sign
both copies athkeep one for your records.

| DO grant permission to participate in Ms. Petrina N. Owlidur i yi eds study.

| DO NOT grant permission to participate in Ms. Petrina N. Owdigur i yi eds st u

Signature ofChild PrintedName of child

Date

Yes, | would like a copy of the results of this study. My mailing address is below.

éééeééecééeeeeceeecceceeceeeeeeeeeeeceecece
R R R R R R R R R R - R R R Y R R - Y Y N Y N N N N N Y Y Y Y - W N W)
R R R R R R R R R R Y S R N Y S R - Y Y N N N N N N Y I Y Y - W N W)
éééeééeéeeeeeececeecceceeeeeeeeeeeeeeecece
ééééeééeeeeeeeeeceecece
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Appendix 11 Caregiver Consent

Al NVESTI GATI NG THE LI VED EXPERRNEREES OF
AND SCHOOL LEVEL STRATEGIES FOR THEIR INCLUSION AT SELECTED
PUBLI C SECONDARY SCHOOLS I N OMUSATI

DearCaregiver

I am Petrina N. OWUSWAFRIYIE, a doctoral student of Dr. Cynthy K. Haihambo ya
Otto from the Department of Educational Psychology and Inclusive Education at the
University of Namibia.

| request permission for your chitthild you look afterto participatein a research

study to be used for my doctoral dissertation. | am conducting a research project
entitted Al NVESTI GATI NG THE LI VED EXPERI ENCE
LEARNERS AND SCHOOL LEVEL STRATEGIES FOR THEIR INCLUSION AT
SELECTED PUBLIC SECONDARY SCHOOLSINOMUSTI REGI ON. o
This project isfocusing on orphaned learners, their schools and homes, to yield in
depth understanding of the lived experiences of orphaned learners, and how schools
ensure their inclusian

I hope to use whatlearn from the study to prope changes to the programmes put in
place to assist school going orphaned learners and libailes andschools, so
programmewvill help them even more than thalready do.

Research questions

8. How do schools identify orphaned learners with additionalehges?

9. What are the lived experiences of orphaned learners?

10How do these | ived experiences affect

11.How do schools perceive the impacts of orphanhood on learning and teaching
of orphaned learners?

12.What strategies do schoalse to include orphaned learners in school?

13.What strategies can schools use in order to better include orphaned learners in
education?

Study activities:

1. 1 will ask your permission for your chilchild you look afteto take part in certain
tasks ovethe course of aboutté 36 months.

2. These tasks may include: (1) answering questions aftdoatt you understand by
inclusion,whaty our chi |l d has experienced regar
including them, how your child feels about being at schsan orphaned learner
and how you experience looking after your child

3. Sometimed will observe your child while he or she takes part in activitié®ate
andschool.

4. Some activities may be photographed. The child will be given a disposable camera
to teke photos of situations at school and home that make it difficulhdohis
inclusion. Some of these photographs will be discussed as part of my study.

5. During that period, Will ask your child to keep a diary (to be explained by the
studentresearcher),
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6. IwilNOTaccess your <childdés medical record

7. 1 will ask schools (class teachers, Life Skills and school based tezmimesellors,
school principals and school board chairpersons) questions regarding the strategies
they havan placefor ensuringorphaned learneds i ncl usi on.

8. | will ask caregivers of orphanedale ner s questi onslivedegar di
experiences at home and school

The project will be explained in terms that your child can understand, and your child
will participate only if le or she is willing to do so.

Only Dr. Haihambo ya Otto and | will have access to information from your child. At

the conclusion of the study, childrenbts r
At the conclusion of the study a summary of groegults will be made available to

all interestectaregives. Please indicate at the end of this consent form whether you

wish to have these results. If so, please provide your mailing address. Results should

be available in approximately 36 48 months.

Participation in this study is voluntary. Your decision whether or not to allow your
child to participate will not affect the services normally provided to your child by the
schoo) and your child will lose no benefits to which he or she is otherwisteehti

Even if you give your permission for your child to participate, your child is free to

refuse to participate. If your child agrees to participate, he or she is free to end
participation at any time. You and your child are not waiving any legal slaights,

or remedies because of your childbés part.
Should you have any questions or desire further information, please feel free to contact

Ms. Petrina Nandjila OwusAfriyie Dr. Cynthy Kaliinasho Haihambo ya Otto

Principal Investigator Head of Department
Faculty of Education Departof Educational Psycholog& Inclusive
Education
University of Namibia Faculty of Education
University of Namibia
Windhoek Windhoek
Mobile: +264 811287800 Tel: +264 61 206 3111

Email: abenapetty@ahoo.co.uk  Email: chaihambo@unam.na

Please, keep this letter after completing and returning the signature page to me.

If you have any questions about yoights as a research subject, you may contact the
University of Namibia School of Postgraduate Studies Director, Dr. C. N. S
ShimwooshiliShaimemanya by mail at Private Bag 23301, Windhoek, by pabne
+264 61 206 33523, or byreail at cshaimemanya@unama.n

Sincerely Yours,
eeeéeéeée.
P. N OwustAfriyie, Ms

Research Student
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Please indicate whether or not you wish to allow your child toggaate in this project by
ticking againstone of the statements below, signing your name and returning it to me. Sign

both copies and keep one for your records.

| DO grant permission for my child to participateNts. Petrina N. Owusé f r i yi ed s

study.

| DO NOT grant permission for my child to participate in NPgtrina N. Owusu
Afriyiebs study

Signature of Parent/Guardian Printed Parent/Guardian Name

Printed Name of Child Date

Yes | would like a copy of the results of this study. My mailing address is below.

eeeeéééeececéééececeééeeceéeééeececeéecéeececééece
éééeééeéeeeeeececeecceceeeeeeeeeeeeeeecece
I N N N N N N N Y N N N N N N N N N N N N N N
eeeeéééeececeéééeeccééeeceéeééeceéeéeececééece
éeeeééeeceéééeececeéceece
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Appendix 12 School Consent

Al NVESTI GATI NG THE LI VED EXPERRNEREES OF
AND SCHOOL LEVEL STRATEGIES FOR THEIR INCLUSION AT SELECTED
PUBLI C SECONDARY SCHOOLS I N OMUSATI

Dear Sir/Madam

I am Petrina N. OWUSWAFRIYIE, a doctoral student of Dr. Cynthy K. Haihambo ya
Otto from the Department of Educational P9ylolgy and Inclusive Education at the
University of Namibia.

| request permission for yoto participate in a research study to be used for my
doctoral dissertatioentittedii | NVESTI GATI NG THE LI VED EXP
ORPHANED LEARNERS AND SCHOOL LEVEL STRATEGS FOR THEIR
INCLUSION AT SELECTED PUBLIC SECONDARY SCHOOLS IN OMUSATI
REGI QN. 0

This research projeas focusing on orphaned learners, their schools and homes, to
yield in-depth understanding of the lived experiences of orphaned learners, and how
schods are ensuringheir inclusion.

| hope to use whdtlearn from the study to propose changes to the programmes put in
place to assist school going orphaned learners and their s¢andliomes)sothat
programmes will help them even more tharythkeady do.

Research questions

14.How do schools identify orphaned learners with additional challenges?

15.What are the lived experiences of orphaned learners?

16How do these | ived experiences affect

17.How do schools perceive tlmpacts of orphanhood on learning and teaching
of orphaned learners?

18.What strategies do schools use to include orphaned learners in school?

19.What strategies can schools use in order to better include orphaned learners in
education?

The study consists othe following activities:

9. Iwillaskt h e s c h o o permissiartaveoik withdomesidentified orphaned
learners and selected teachers, as well as the school Board Chairperson from your
schoolto take part in certain tasks over the course of abtmB86 months.

10.These tasks may include: (1) answering questions atgqutort to orphaned
learners and yows ¢ h o o | 6 sfor meludiagtthergas el ashow orphaned
learnerdeel about beingt school.

11.1 will ask schools i( the form ofclass teachers, Life Skills and school based
teacheircounsellors, school principals and school board chairpersons) questions
regarding the strategies h e y have i n pl ace for ensu
inclusion.

12.Sometimesl will observeidentified orphaned learnekghile they take part in
activities at the school.
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13. Some activities may be photographed. $ékected orphaned learnerd be given
a disposable camera to take photos of situations at S@rmtzthome thatdepict
difficulty to their schooling and heir totaiclusion. Some of these photographs
will be discussed as part of my study.

14.1 will alsoaskthe selected orphaned learneykeep a diary (to be explained by
thestudentresearcher),

15.1 will NOT accesshe orphaned learng&rs me di c a l records.

The project will be explained in terms thmtttential participantsan understand.

Only Dr. Haihambo ya Otto and | will have access to information from sclwol

At the conclusion of the studtheresponderi s r esponses wi |l | be
results only. At the conclusion of the study a summary of group results will be made
available to all interestedchoos. Please indicate at the end of this consent form
whether you wish to have these resulf so, please provide your mailing address.
Results should be available in approximately@88months.

Participation in this study is voluntariermission for youschoolto participatehas

been sought from the Permanent Secretary of the Minidtdgducation and the
Omusati education DirectoYou are not waiving any legal claims, rights, or remedies
because of your participation in this research study.

Should you have any questions or desire further information, please feel free to contact

Ms. Petrina Nandjila Owusifriyie Dr. Cynthy Kaliinasho Haihambo ya Otto

Principal Investigator Head of Department
Faculty of Education Departof Educational Psycholog& Inclusive
Education
University of Namibia Faculty of Education
University ofNamibia
Windhoek Windhoek
Mobile: +264 811287800 Tel: +264 61 206 3111

Email: abenapetty@ahoo.co.uk  Email: chaihambo@unam.na

Please, leep this letter after completing andreturning the signature page to me.

If you have any questions about your rights as a research subject, you may contact the
University of Namibia School of Postgraduate Studies Director, Dr. C. N. S
ShimwooshiliShaimemanya by mail @&rivate Bag 3301, Wndhoek, by phonat

+264 61 206 33523, or bymail at cshaimemanya@unam.na.

Sincerely Yours,

,,,,,,,,,

eééeééeéeée. .
P. N OwustAfriyie, Ms
Research Student
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Please indicate whether or not you wish to participate in this projdittidiyg againsone of
the statements below, signing your name and returning it to me. Sign both copies and keep one

for your records.

A

| DO grantpermission to participate Ms. Petrina N.Owusé& f r i yi eds study

| DO NOT grant permission to participate in MetrinaN. OwustA f r i yi eds st U

Signature oParticipant Printed Name

Printed Name oParticipant Date

Yes | would like a copy of the results of this study. My mailing addrepsagided

below.
Eéééééééééééeéeceeecéceeeceeecéeeeeceeeece
Céééééééééééeeceeecéceeeceeecéeeeeceeeece
Eéééééééééééeéeceeecéceeeceeecéeeeeceeeece
Eéééééééécéééeeceeecéceeeceeeceeeececeeeece

(0]
(0]
(0]
(0]
(0]
(0]
(0]
(0]
(0]
(0]
M-
0]
0]
0]
0]
(0]
(0]
(0]
(0]
(0]
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School Participant Assent Letter S|
(tc e completed in duplicate) |

"INVESTIGATING THE LIVED EXPERIENCES OF ORPHANED LEARN ERS AND
SCHOOL LEVEL STRATEGIFS FOR THEIR INCLUSION AT SELECTED PUBLIC
SECONDARY SCHOOLS IN OMUSATI REGION.

Dear SivMadam:

Iam Petrina N, OWUSU-AFRIYIL, & doctoral student of Dr. Cynthy K. Haihambo ya Otto from
tie Depariment of Educationzl Psychology and Inclusive Education at the University of
Namibia,

T request permission for you (o participate in a research stady © be used for my doctoral
disseration entitlad “INVESTIGATING THE LIVED 'EXPERIENCES OF ORPHANED
LEARNZRS AND SCHOOL LEVEL b’lRAlbﬁES EOR THEIR INCLUSION AT
SELECTED PUBLIC SECUNDARY SCHOOLS IN OMUSATIREGION.”,

This research project is focusing un orohaned learness. their schocls and homes, to vield in-depth
understanding of the lived experisnces of erphaned leamers, and how schools are ensuring their
inclusion.

Thape te use what [ lezrn from the swdy to proposé changes to the programmes put in place to
assist school going crphaned iearners and their scheols (and homes), so tha: programmes will
hielp them even moare than they ulready do.

Research questions

- How do schoals identify orphaned leursers with addidonal challenges?

- What are the lived experiences of orphaned leamers?

- How: do these lived experiznces affect orphancd learners’ schooling?

- How do schools perceive the impacts of orphanbood on learning and teaching of
orpkaned learners? '

What strategies do schools use to nclude orphancd learners in schowl?

6. What stretegies car sehools usein oider to betler include orphaned learners in cducation?

£ D e

VL

The study consistx of the following activities;

L. T will ask the school Prircipal's permission 1o work with some identified orphaned leamers
enc: sclected teachers, as weli s the schon Roard Chairperson from your schoel to take part
in certain tasks aver the catse of about 6 1o 36 manths,

2. These tasks may include: (1) arswering questions about support 10 orphaned learners and
your school's strategies for including them, as well as how orphaned learness feel abous
being at school.

3. I will ask schools (in the form of elass teachers, Life Skills and schon! hased tezcher-
counsellors, school prinvipals and school board chairpersons) questions reparding the
strategies they have in plaee for ensaring orphaned learners” inclusion.

4. Somerimes [ will observe identified orphaned Icarners while they take part in uctivities at the
schaol,

DATE OF IRB APPROYVAL: Initial Page 1 of 2
TRB NUMBER:
PROJECT EXPIRA TION DATE:
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Appendix 13Map of Omusati schools
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