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ABSTRACT
The study reports on an exploration of the challenges affecting School-Family-

Community partnerships in two secondary schools located in the remote rural areas
of Mogodumo Circuit, in Lebowakgomo District in Limpopo Province, South Africa. The

main research question answered was.

What are the challenges of School-Family-Community partnerships in rural
areas at Mogodumo Circuit in Limpopo Province?

This study is qualitative in design and is embedded within the interpretive
epistemology. The two secondary schools were conveniently sampled due to their
accessibility whereas participants were also purposefully sampled. The number of
participants sampled was n=32. Data was collected through documents analysis,
semi-structured questionnaires involving sampled participants, and observation by the
researcher as a silent and non-participant observer. Inductive analysis was applied to
arrange and organise data in thematic categories. From the themes discovered,
intervention strategies were developed in order to address the challenges affecting the
School-Family-Community partnerships at the two rural secondary schools.

The study revealed that there is little or no involvement of stakeholders such as
parents, community leaders (including priests, pastors, headmen, and the chief), and
community based businesspeople, and non-governmental organisations in school
events, activities and functions. The study recommends that developmental
programmes such as parenting, literacy and numeracy, and parent involvement in the
education of their children be organised for parents and community members. These
challenges affecting School-Family-Community partnerships need to be dealt with
accordingly by the active involvement and engagement of various stakeholders
including, more especially, the DBE, SMTs, NGOs, educators, learners, parents,

various community members, and private sectors.

Keywords: School-Family-Community Partnerships; Learner; Educator; Parent;
Family; School; Community; Partnership; Parental involvement and Rural.
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CHAPTER ONE

ORIENTATION TO THE STUDY

1.1. INTRODUCTION
This chapter provides the background and orientation of the study, research problem,

research questions, and objectives of the study, definition of key concepts, research
methodology, trustworthiness of the study, significance of the study, ethical

considerations, and the outline of the study.

1.2. BACKGROUND AND ORIENTATION TO THE STUDY
The vision and mission of School-Family-Community partnerships should be an end-

product of collaborative efforts by all relevant stakeholders (Bhengu & Myende,
2015:234; Berger, 2014:20). However, studies show that School-Family-Community
partnerships in South African rural areas take less consideration to the voices,
interests and needs of the broader community (Netshandama, 2010:70). The majority
of such partnerships are characterised by the lack of trust and respect due to poor
working relations and lack of the sharing of the vision. Pather (2015:212) notes that
stakeholders often complain about being side-lined in the decision-making processes
in schools and communities, and thus leaving out their significant inputs for community

building.

South African rural communities are currently faced with diverse educational, social,
political and economic challenges. Such challenges encapsulate the existence of very
high levels of poverty, teenage pregnancy, orphanage, illiteracy, inequality,
unemployment, and limited access to health and social welfare services (du Plessis,
2014:1109; Ebersbhn & Ferreira, 2012:30; Netshandama, 2010:70; Prew, 2009:1). In
addition, rural areas are facing the ever-increasing presence of Human Immune-
deficiency Virus (HIV) and Acquired Immune-Deficiency Syndrome (AIDS) related loss
and grief, caretaking responsibilities and additional financial strain. This situation
contributes to the escalating number of child-headed families, which becomes a crucial
issue in such settings. South African rural communities are further affected by issues

of affordability, accessibility, availability and low Information and Communication



Technology (ICT) literacy levels. As a result, it is hard to access information (Chisango
& Lesame, 2017:58; Du Plessis, 2014:1109; Mdlongwa, 2012:4).

A majority of rural schools have under- and unqualified educators, poor teacher
performance, poorly developed infrastructure, governance structures, poor roads, lack
opportunities and development, lack of professional help and support, shortage of
classrooms, dilapidated buildings with broken windows, limited access to water,
electricity, sanitation, and lack of school transport (Mampane & Huddle, 2017:7; du
Plessis, 2014:1109; Dichaba & Nwaozuzu, 2014:39; Badugela, 2012:37; Ebersthn &
Ferreira, 2012:30).

The content taught in rural schools is often irrelevant and thus not responding to the
learners’ immediate environment (Mampane & Huddle, 2017:7; du Plessis,
2014:1109; Berger, 2014:2; Ebersohn & Ferreira, 2012:30). Learners’ academic
performance is very poor due to a variety of socio-economic factors. Over and above,
the repetitive changing of the curriculum, insufficient training of educators, insufficient
teacher education, overpopulated classes, learners’ perpetual absenteeism, foreign
language of teaching and learning, and uncommitted and ill-discipline learners worsen
the situation (Mampane & Huddle, 2017:7; du Plessis, 2014:1109; Berger, 2014:2;
Ebersohn & Ferreira, 2012:30). This situation is exacerbated by the lack of access to
resources such as libraries and books, computer hard-wares, internet, science
laboratory and specialised science laboratory equipment. On the other hand, studies
show that parents and guardians in rural areas are still not actively involved in the
education of their children (Bhengu & Myende, 2015:234; du Plessis, 2014:11009;
Berger, 2014:20; Mdlongwa, 2012:1; Ebersdhn & Ferreira, 2012:30).

The researcher assumes that with strengthened and nurtured networks, a difference
could be made in building better rural schools, families and communities. That can
also create a better platform for engaging all the relevant stakeholders in the decision-
making processes as well as developing relevant and appropriate educational
programmes that address the real needs of the communities. It is on the basis of this
background that this study sought to explore the challenges of School-Family-
Community partnerships in rural areas at Mogodumo Circuit in Limpopo Province, in
an attempt to value and appreciate the participation of all the stakeholders in rural

education.



1.3. RESEARCH PROBLEM
Immediately after the democratisation of South Africa, schools had to be restructured

and transformed in order to create enabling and conducive learning environments for
all learners (Mampane & Huddle, 2017:7; Cornelissen, 2016:2(ii)). This structural
change was one way of redressing the educational imbalances inherited from the
apartheid era. After twenty- four years of democracy in South Africa, a majority of
schools located in rural areas seem to experience poor School-Family-Community
partnerships, which negatively impacts on the provision of quality education. As a
result, this condition deprives rural schools and community’s access, affordability and
availability of quality education (Pather, 2015:212). Moreover, relationships between
schools, families and communities in rural areas appear to be weak and thus hindering
the sharing and realisation of the vision and mission (Mampane & Huddle, 2017:7;
Cornelissen, 2016:2(ii)). The implication is that partnerships in rural areas fail to meet

the needs of the communities as compared to their counterparts in urban areas.

Globally, a number of studies were conducted focusing on the challenges facing
school-family-community partnerships. Since such studies were context-based, a one-
size-fits-all approach cannot be applicable in this context (Pather, 2015:212; Gardiner,
2008:11). Currently, no single study has been conducted to explore the challenges of

School-Family-Community partnerships at Mogodumo Circuit in Limpopo Province.

1.4. RESEARCH QUESTIONS
This study sought to answer the following research question:

e What are the challenges of School-Family-Community partnerships

in rural areas at Mogodumo Circuit in Limpopo Province?

1.4.1. Sub-questions
The following sub-questions were developed to answer the above question:

e What are the internal (school) challenges that affect School-Family-

Community partnership in rural areas at Mogodumo Circuit?

e What are the external (family and community) challenges that affect
School-Family-Community partnership in rural areas at Mogodumo

Circuit?



e Which strategies are in place to strengthen the School-Family-

Community partnerships in rural areas at Mogodumo Circuit?

1.5. PURPOSE AND OBJECTIVES OF THE STUDY1.

1.5.1. Purpose of the study
The purpose of this study was to explore the challenges of School-Family-Community

partnerships in rural area at Mogodumo Circuit in Limpopo Province.

1.5.2. Objectives of the study
In order to achieve the above purpose, this study sought to:

e Identify the internal (school) challenges that affect School-Family-

Community partnerships in rural areas at Mogodumo Circuit.

e Identify the external (family and community) challenges that affect
School-Family-Community partnerships in rural area at Mogodumo

Circuit.

e Investigate strategies that are in place to strengthen School-Family-

Community partnerships in rural areas at Mogodumo Circuit.

1.6. DEFINITION OF KEY CONCEPTS
The following are the key concepts that underpin this study:

1.6.1. Learner
A learner is “any person receiving education or obliged to receive education (SASA,

2006:4; Brunton, Chris and Associates, 2003: B-4).

With regard to this study a learner is a person who is enrolled and taught at a school
and obliged to follow the terms and conditions of that particular educational institution.

1.6.2. Educator
An educator is “any person who teaches, educates or trains other persons at an

education institution or assists in rendering education services or education auxiliary
or support services provided by or in an education department (Brunton et al., 2003:
A-3).



An educator means “any person, excluding a person who is appointed to exclusively
perform extracurricular duties, who teaches, educates or trains other persons or who
provides professional educational services, including professional therapy and

education related psychological services, at a school (SASA, 2006:4)

In this study an educator is any professionally qualified person whose duty is to teach

learners enrolled in public rural schools.

1.6.3. Parent
A parent refers to “any caregiver/guardian who assumes responsibility for nurturing

and caring for their children” (Martinez, 2015:5).

A parent means “the biological or adoptive parent or legal guardian of a learner; a
person legally entitled to the custody of a learner; or a person who undertakes to fulfil
the obligations of a person referred to in paragraphs and towards the learner’s
education at school’ (Action Plan to 2014, 2014:7).

For the purposes of this study, a parent is any adult who is a caregiver, guardian,
legally entitled to the custody of the learner or biological parent (mother or father), who
carries the responsibilities of nurturing the learner and provides all the learner’s

educational needs.

1.6.4. Family
According to Wardrop (2011:9), a family is “any of the wide variety of home

arrangements that people establish to care for and rear children”.

Family is “a child's primary care-giving unit” (Board of Education, 2013:1). In the
context of this study, a family refers to a group of people residing within the same
house with the learner, to which the learner belongs, and have the responsibility of

caring and rearing the learner.

1.6.5. School
A school is “a pre-primary, primary or a secondary school, a public school or an

independent school which enrols learners in one or more grades from grade R

(Reception) to grade twelve” (Brunton et al., 2003: B-4).



A school means “any educational institution or that part of such an institution at which
education and training, including pre-primary education, is provided and which is
maintained, managed and controlled or subsidised by a provincial education
department, excluding a University and University of Technology” (Brunton et al.,
2003:C-26).

In this study a school refers to an institution of learning offering post-primary education

from grade 8-12 in a rural community.

1.6.6. Community
A community is “a group of people who live in the same area and who, often, have a

common background and shared interests’ (Norviewu-Mortty, 2012:177).

A community is “a society at large which includes, but is not limited to, families,
businesses, faith communities, government agencies, non-profit service

organisations, other organisations, and individuals” (Board of Education, 2013:1).

In accordance with this study a community is a group of people living in the same area,
sharing the same interests, goals, values, ethics, perspectives, values, joint actions,
and create face-to-face social interactions and interrelationships.

1.6.7. Partnership
Partnership is cooperation between two or more people or groups who work together

for some purpose” (Norviewu-Mortty, 2012:177).

Healey, Flint and Harrington (2014:14) defines a partnership as “a joint working
between two or more partners on the basis of values of openness, trust, honesty and

mutual respect, agreed shared goals and regular communication between partners”.

In this study a partnership is a contractual process with a long-term commitment,
whereby two or more different stakeholders share a common vision and mission, goal
and the willingness and responsibilities to improve the quality of education. In this
study, a partnership is made up of the school, family, and community where the school

exists.



1.6.8. Parental involvement
Parental involvement refers to “the chipping in of important caregivers such as parents,

grandparents, stepparents, and foster parents in actions to enhance the educational
development of their children in order to promote their academic and social well-being”
(Moorman, Coutts, Holmes, Sheridan, Ransom, Sjuts & Rspoli, 2012:3).

Parental involvement is referred to as ‘including behaviours’ at home as well as at
school. We use the term parental involvement to encompass the gamut of activities
parents are (and other family members) engaged in helping their children succeed at
school” (Smith, Wohlstetter, Kuzin, & De Pedro, 2011:76).

For the purposes of this study parental involvement is the active engagement and
collaboration of learners’ parents with other stakeholders, aimed at improving the
relationship with their children, helping in school activities, improving learners’ self-
esteem, improving the performance and achievement, and developing the social

competency of learners.

1.6.9. Family-Community partnerships
School-Family-Community partnerships are “child-centred approaches wherein

families and professionals work together, organise, and join forces to improve
opportunities and achievement for children and teenagers across social, emotional,

behavioural and academic aspects” (Moorman et al., 2012:3).

School-Family-Community partnerships are ‘partnerships that exist between families
and schools, between the schools and their communities, and between families and
communities to improve quality of schooling, to obtain satisfying educational
experiences of students and, to strengthen the communities’ (Norviewu-Mortty,
2012:177).

For the purposes of this study, School-Family-Community partnerships are
relationships that bind all stakeholders including learners, educators, parents, families,
community members and other interested partners to share a common vision and goal

of improving the quality of education.

1.6.10. Rural
Rural by definition is “low population density together with family isolation and

community remoteness that uniquely characterise rural areas. Small schools and
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small school districts are what distinctively characterise elementary and secondary
education in these areas” (Redding & Walberg, 2012:5).

Rurality refers to “any place that is under the leadership and governance of traditional
leaders. A rural school will then be, any school found in a place led and governed by
traditional leadership” (Myende & Chikoko, 2014:251).

The concept rural means a place under the jurisdiction and authority of a traditional
leader. The two secondary schools selected for this study are situated in an area under
the authority and leadership of the headmen Mr Y and Mr X. The villages are
characterised by low population density, community remoteness, not industrialised
and are poverty-stricken. The community members are still practising primary activities
like hunting, collecting wood from the field, collecting water from the communal tap or
from the river, fishing, ploughing with donkeys or bulls. The donkeys also serve as a
mode of transport in very dusty gravel roads. These rural communities are partially
composed of subsistence stock and crop farmers. The community is still embedded in
its culture because it conducts traditional circumcision schools during winter school
vacations. The communities are characterised by social maladies related syndromes
because crime, teenage pregnancy, drugs abuse, illiteracy, unemployment, and

poverty are at an alarming rate.

1.7. RESEARCH METHODOLOGY

1.7.1. Research design and approach
This study is embedded within the interpretive epistemology, whereby multiple social

realities about the challenges of School-Family-Community partnerships are
constructed and understood from the perspectives of the participants (Gall, Gall, &
Borg, 2010:343; Johnson & Christensen, 2012:343). Data was explored, explained,
interpreted and given meaning in order to understand the above-mentioned

challenges in the target schools (Ary, Jacobs, Sorensen, & Walker, 2014:14).

Qualitative research approach was applied to obtain data through observation,
interviews questionnaires, and documents in order to explore the challenges of
School-Family-Community partnerships. Qualitative research is focused on obtaining
in-depth data through observation, open-ended questions which allows for further

probing for more details and based on their responses trying to understand their
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motivation and feeling about the issue at hand. This enabled the researcher to
generate detailed rich data. The approach allowed the researcher to explain and
understand what the participants knew, the role they played, their contributions and
the meaning they attached to School-Family-Community partnerships (Ary et al.,
2014:27). The researcher interacted with the participants within their schools, and that
brought about rich and insightful information on the challenges of School-Family-
Community partnerships (Gall et al., 2010:348; Ary et al., 2014:169).

A case study design was adopted with the goal to focus on Mogodumo Circuit and
accessing rich data, getting more clarity and detailed information by investigating,
exploring, examining relationships within the context of challenges of School-Family-
Community partnerships of the target secondary schools. The findings of this study
are not generalisable since purposeful sampling channelled the researcher to a limited
number of participants (Gall et al., 2010:337; Ary et al., 2014:483).

1.7.2. Population and sampling
Mogodumo Circuit is composed of 12 secondary schools and 19 primary schools. The

two secondary schools were conveniently sampled because they were easily
accessible as they are nearer to the researcher’s workplace. The target schools are
situated at gaChuene, a rural area located approximately 35 kilometres (km) south-
east of Polokwane City, along the R37 road. Secondary school A comprised of 498
learners, 16 educators, and 1 principal. Secondary B school had 348 learners, 11

educators including the principal.

School Learners | Educators | Principal | Parents Community members
A 5 5 1 3 2
B 5 5 1 3 2

The total study sample consisted of 32 participants.

1.7.3. Data collection
Data was gathered from School A and B in January 2017. The data collection process
unfolded according to the following phases:

e Phase 1: Documents analysis



The following documents were analysed: SMT minute books, parents’ meetings
minute book, progress report record book, and disciplinary record book. These gave
the researcher a clear understanding of the internal and external challenges affecting

School-Family-Community partnerships in Mogodumo Circuit.

e Phase 2: Semi-structured interviews

Semi-structured interviews guestionnaires were employed because they were flexible,
open-ended and gave the researcher the opportunity to probe for clarity. This also
allowed the participants to voice out their experiences in order to clarify their
perspectives (Gall et al., 2010:348; Creswell, 2012:217; Ary et al., 2014:466). The
researcher applied member checking as compared to focus group in order to ensure
that the data collected is exactly real and is what the participants had experienced.
The interviews were audio-recorded. Data collection took place at the target schools.
That made the participants feels free and comfortable in answering the questions. It
also gave the researcher a leeway to obtain verbal information that could not be
obtained in any other way and revealed what was important in attempting to
understand the challenges of School-Family-Community partnerships in a rural area.
The interviewer had better control over the type of information received and asked
specific questions to extract that oral information (Gall et al., 2010:348; Creswell,
2012:217; Ary et al., 2014:466).

e Phase 3: Observation

The researcher played the role of a non-participant observer whereby information was
only recorded without participating in the activities. The observation schedule was
used as a form of reminding and directing the researcher of what should be observed.
Furthermore, school events such as parents’ meetings, soccer and netball games,
cultural activities and the infrastructure at the two target secondary schools were
observed. In addition, issues such as teaching processes, attendance of lessons by
educators and learners, learner-teacher-interaction, parents, and community
members’ involvement were also observed. The interaction of the researcher and the
participants assisted in building empathy, trust, and understanding. The researcher
gathered data by writing field notes about the observations (Gall et al., 2010:349).
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1.7.4. Data analysis
The researcher immediately started collecting and analysing raw data inductively once

data from each target school were entered (Schools A and B) (Gall et al., 2010:348;
Creswell, 2012:217; Ary et al., 2014:466). Data was transcribed to ensure its
readability in order for ideas and themes emanating from the internal and external
challenges of School-Family-Community partnerships to be easily understood (Ary,
Jacobs, Sorensen, & Walker, 2014:14). Data patterns, themes, categories,
regularities, were noted, interpreted, and analysed on the very first day of data
collection. Furthermore, the researcher established similarities and differences from
School A and School B, categorising the emerging themes in order to shed more light
on the challenges facing School-Family-Community partnerships in the target schools.
Data analysis process was continued until data saturation was reached. The
researcher made sense, described, interpreted, and reviewed the collected data (Ary
et al., 2014:466; Creswell, 2012:217; Gall et al. 2010:348). The member checking was

done, and conclusions were drawn (McMillan & Schumacher, 2014:395).

1.8. TRUSTWORTHINESS OF THE STUDY
In ensuring the trustworthiness of the study, the following quality criteria were adhered

to:

1.8.1. Credibility
The researcher ensured that the collected data is accurate and is about the

perspectives of the participants with regard to the target secondary schools. The use
of triangulation during data collection enhanced corroboration of evidence from
different sources. Data from different sources added to the trustworthiness of the
findings and was achieved via the application of various analytic methods. Through
debriefing, the researcher invited colleagues to double-check the availability of any
discrepancies that might harm the credibility of the study (Ary et al., 2014:534;
Creswell, 2012:259).

1.8.2. Transferability
A rich detailed description of the findings of this study, as well as the data collection

methods and analysis techniques employed, guided the researcher to verify the

study’s transferability to other settings. As such, the findings of this study may not be
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transferable to other settings due to the research approach adopted in this study. In
other words, the case study approach and purposeful sampling employed limited the
researcher to generalise the findings of this study (Ary et al., 2014:534; Creswell,
2012:259).

1.8.3. Dependability
The researcher’s peers who were not involved during the research process were used

to audit-trial the collected data in order to ensure that it was what was entailed in the
interviews, observation and documents (Ary et al., 2014:534; Creswell, 2012:259). The
well-readable and organised notes and records of activities are kept in a laptop,
Universal Serial Bus (USB) and Compactible Disk (CD) in order to be retrievable for
future verification and referencing. The multiple data sources, methods, and member
checking were used during data collection and data analysis to verify the authenticity
of the findings. The themes identified were verified through individual participants
checking to see if they were aligned with what the participants intended to give during
the interviews (Ary et al., 2014:534; Creswell, 2012:259).

1.8.4. Confirmability
The researcher ensured that the data was free from bias by triangulating data

collecting methods and data sources (Ary et al., 2014:534; Creswell, 2012:259). This
stressed the neutrality of the data. My research supervisor also reviewed the data and
confirmed its authenticity (Ary et al., 2014:534; Creswell, 2012:259).

1.9. SIGNIFICANCE OF THE STUDY
The establishment and strengthening of School-Family-Community partnerships may

benefit the target schools by creating conducive teaching and learning environments.
Furthermore, the target schools may benefit from the resources, ideas, governing and
financial management training, mentoring and support that community and business
organisations may offer. Consequently, the schools would be attaining and achieving

their School-Family-Community partnerships visions and mission statements.

The establishment of policies and educational programmes may benefit the broader
community by reducing dropout, at-risk learners, late coming, absenteeism by both
learners and educators, bullying, HIV/AIDS, safety, and attendance. Learners may
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improve academically, professionally, health-wise, socially and become more

responsible members of the community.

Educators may gain good communication skills, improve academically and
professionally through professional development workshops, programmes, in-service
training programmes, and excellent experience, skills and knowledge gained through

the interaction with volunteers and mentors.

Through School-Family-Community partnerships, principals may benefit new
dynamics and strategies for enhancing relationships of trust and respect with various
stakeholders involved in education. Principals may also be capacitated with skills to
create and maintain School-Family-Community partnerships. By so doing effective
communication and networks may be created in order to promote active participation

by the relevant stakeholders.

Parents are an inevitable resourceful assets and support for teachers in enhancing the
quality of teaching and learning. This study may contribute towards developing
possible strategies for parental involvement and parenting programmes. Parents may
be capacitated to assess and make positive interventions to their children’s education.
By engaging parents in their children’s education, attendance and retention may be
improved as well as reducing absenteeism. The behaviour and the social competency
of learners may be improved in general. Parental involvement may also ensure that

locally developed practices are rewarded, sustained, and expanded.

Community members may be positively engaged in all School-Family-Community
partnerships activities. Their interests, language and culture may be respected and
prioritised, and may enhance their participation in the planning and decision-making
processes. Equally, community members may have the opportunity to share the
available resources with their local schools. In return they may be employed by the

target schools and be consumers of local goods and services.

The findings of this study may add to the existing body of knowledge and serve as a
source of reference to future researchers and policymakers. The uniqueness of the
settings may add new information to the existing body of knowledge. Policymakers
and curriculum designers may align their strategies, policies, and curriculum to serve

the interests and needs of parents, learners, schools, families, and benefit the
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community at large. In addition, transformational skills may be developed aimed at

building better rural communities.

1.10. LIMITATIONS OF THE STUDY
The study was conducted at two rural secondary schools at Mogodumo Circuit in

Limpopo Province, South Africa. The unique setting of the target schools limits the
findings of this study. The implications are that the findings of this study may not be
generalised. A small number of participants who took part in the study also decreased
the opportunities of the study to be generalisable. The time and monetary constraints
limited the researcher to sample only two of the twelve existing rural secondary
schools located within Mogodumo Circuit. This study was conducted in rural
secondary schools, and it is possible that different experiences may be found if the

same study may be conducted in any peri-urban or urban secondary schools.

1.11. ETHICAL CONSIDERATIONS
Permission to conduct this research was granted by both the Limpopo Department of

Basic Education (LDBE) and the Turfloop Research Ethics Committee (TREC)
(Johnson & Christensen, 2012:105; Creswell, 2012:228). The participants were made
aware of the purpose and procedures of the study. Participation was out of their will,
and they were free to withdraw at any time of their choice. The participants signed
consent forms as a way of showing their willingness to take part in the study. Parents
signed consent forms for learners who were part of the sampled space. Pseudonyms
or codes were used to ensure anonymity and confidentiality of the participants
(Creswell, 2012:228; Johnson & Christensen, 2012:105).

The participants were made aware of their rights to fair and equitable treatment before,
during and after their participation in the study. During the study, the participants were
not subjected to any activity that may harm them, be it physically, emotionally, and
psychologically (Johnson & Christensen, 2012:105; Creswell, 2012:228).

1.12. OUTLINE OF THE STUDY

This study is composed of five chapters outlined as follows:

e Chapter One
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This chapter provides the background of the study, research problem, research
guestions, and objectives of the study, definition of key concepts, research

methodology, trustworthiness of the study and ethical considerations.

e Chapter Two

This chapter focuses on the literature pertaining to the challenges facing School-
Family-Community partnerships. It covers aspects such as the features of School-
Family-Community partnerships, benefits of School-Family-Community partnerships,
models of School-Family-Community partnerships, and strategies to enhance School-

Family-Community partnerships in rural settings.

e Chapter Three

This chapter covers the paradigm, research approach and design, population and
sampling, data collection, and data analysis techniques adopted in conducting this

study.

e Chapter Four

This chapter presents the findings of the study.

e Chapter Five

This chapter provides a discussion, major conclusions, and recommendations for

further research.
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CHAPTER TWO

LITERATURE REVIEW

2.1INTRODUCTION
In this chapter the literature underpinning this study is presented. This chapter cover

the internal and external challenges that affect School-Family-Community partnership
in rural areas of ga-Chuene in Limpopo Province. Furthermore, the researcher pays
attention to the programmes that promote collaborative School-Family-Community
partnership. The models employed in successful School-Family-Community
partnerships to self-sustain themselves will be discussed. The literature also embraces
the benefits of School-Family-Community partnerships in rural areas.

2.2 THEORITICAL FRAMEWORK
In accordance with the research topic, there is a dire need that a good partnership

between stakeholders like learners, educators, parents, and community members
exists to collaboratively work towards the total development of the learners. Even after
South Africa has been democratised, schools in rural areas are still having a very poor
partnerships between schools, families and community members (Pather, 2015:212).
The poor involvement of parents and community members in the education of their
children negatively impacts on the provisioning of quality education. The poor
partnership hinders schools, families, community members from collaboratively
working towards a common goal of sharing duties and responsibilities of developing
the learners together (Mampane & Huddle, 2017:7; Cornelissen, 2016:2(ii)). This
shows that there are internal (school) and external (family and community) challenges
that works against the creation of a good School-Family-Community partnerships.
There is also a need to introduce developmental programmes that would enhance the

participants with regard to School-Family-Community partnerships.

Chen, Anderson and Watkins (2016:5) and Lubell (2011:11) in developmental triangle
theory suggested that it is imperative that school, parents, and community members
work together if they want to develop their children’s’ education. For the development
of their children in totality, they are bound to work together. The theory above is further

supported by Epstein’s three overlapping spheres of effect theory which stressed the
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fact that are Family, School and community are essential stakeholders that paly a vital
role in the upbringing of a child until an independent adulthood stage is attained (NEA,
2008:2).

The three stages of development of the What Works theory being development,
implementation, and sustainability were implemented by stakeholders who commonly
agreed to use them as the foundation of School-Family-Community partnerships and

successfully yielded good results (Brian, Griffin & Henry, 2013:1).

Epstein’s model of the six principles of involvement has been proven to be effective
and efficient only if school, family and community members apply them in involving
each other in the welfare and education of the children (Rahim, Mamat, Hashim,
Ariffin, Rahman, & Yusut, 2015:106; Epstein, 2014:1).

Should learners, educators, family, and community members work together, it will be
easier to take children towards their best educational heights. The study is intended
to research about the internal, external challenges that hinders School-Family-
Community partnerships and come up with developmental programmes that would
improve the stakeholders’ involvement and participation in the education of their

children.

2.3INTERNAL (SCHOOL BASED) FACTORS

2.3.1 Features of School-Family-Community partnerships
Literature reveals that in order for a School-Family-Community partnership to function

effectively stakeholders should share power in administering and managing the
partnership (Sanders; 2016:158; Epstein; Sanders; Simon; Salinas; Jansorn & Van
Voorhis, 2002: 14; Simmons, 2011:1; Naicker, 2011:iv & Wardrop, 2011:9). The
stakeholders should share the same aims, goals, a common vision and strategically
work towards developing and sustaining School-Family-Community partnership in
order to achieve their interests and needs. The partners should own the vision, have
the sense of owning the school, carry their daily responsibility in the partnership, build
up confidence and pride of their schools from the community’s view, and uplift the
cultural, social and economic status of their communities. Stakeholders should
mutually work together, share ideas and support each other to make available the

projects and programmes towards achieving the needs and interests of the
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disadvantaged and at-risk learners, families, and community members (Sanders;
2016:158; Epstein al., 2002:14; Simmons, 2011:1; Naicker, 2011: iv & Wardrop,
2011:9).

The Education Review Office (ERO) recommend that the School-Family-Community
partnership should be led by visionary and transformational leaders who engage
stakeholders towards strengthening and sustaining the partnership (Wieczorek, &
Manard, 2018:17; Lane, 2016:63; Mutch & Collins, 2012:183; Redding & Walberg,
2012:13; Naicker, 2011: iv;). A plan should be put into action in order to develop new
visionary and transformational leaders. The School-Family-Community partnership
should be inclusive to involve all partners in decision making process and respect the
concerns, efforts, and contributions of partners and allow respect and trust to rein in
the partnership. Learners should be motivated to believe in their potential to learn and
educators to be lifetime learners. Computers and Internet technology are installed to
equip learners with opportunities to access information independently (Wieczorek, &
Manard, 2018:17; Lane, 2016:63; Redding & Walberg, 2012:13; Mutch & Collins,
2012:183; Naicker, 2011: iv).
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2.3.2 Models of school-family-community partnerships

2.3.2.1 The developmental triangle models
The developmental triangle model in figure 2.1 is represented below whereby the

leaner is the centre of learning and positioned at the centre of the triangle (Chen,
Anderson & Watkins, 2016:5; Lubell, 2011:11).

School (Educators)

Instructional programmes

Community Family (Parents)

Learner at

centre

Expanded Iearninﬂ/ itty of services

Figure: 2.1. The developmental triangle (Lubell, 2011:1)

e The essence of the developmental triangle model

The school, families and community’s relationship are the basis of a triangle whereby
the school, families and community are vital role players who have a common goal of
supporting the learners, serving as the basis of learners’ development (Chen, et al
2016:5; Lubell, 2011:1). The three stakeholders including the neighbourhoods
objectively support and work towards maximising learners’ learning, at the same time
augmenting their health, educational, economic and social well-being (Chen, et al
2016:5; Lubell, 2011:11).

The advantages of the developmental triangle model

The three legs represented by arrows are pillars of learners’ development to be
provided from as early as prenatal and to the age where the learners are about to
enter the stage of being independent (Chen, et al 2016:5; 2016:5; Lubell, 2011:1). The
legs of the triangle denote strong core instructional programmes, expanded learning

opportunities, and a full variety of health services.
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Strong core instructional programmes: This is about the programmes that enhance
educators methodologically and in terms of content so as to develop learners
academically. Some programmes are meant to enrich parents, family, and community
members towards assisting learners with their schoolwork at home. Developmental
educational programmes attract the interests of parents, create a friendly environment
for them, give then opportunities in their own learning, and support them acquire skills
to be involved in their children’s education. By so doing, indirectly they are positively
enhancing their children’s interest in education and opening their chances of being
lifelong learners (Chen, et al 2016:5; Lubell, 2011:11).

Expanded learning opportunities: They are planned to enrich the learning environment
for learners, family and community members ((Chen, et al 2016:5 Lubell, 2011:11).
Learning services and support are provided to get rid of learning obstacles. Educators
are afforded a better opportunity to pay more attention on the curriculum because
learners are in a sound health status. These improve learners’ attendance, reduce
social and emotional challenges and promote teaching and learning process. The
fundamental school curriculum is adhered to, comprehensible and combined with
extended learning and development opportunities. These give learners an opportunity
to acquire various learning methods, more hours to learn during after-school,
weekend, and school vacations and to consolidate the learnt information and apply
hands-on projects, academic competitions or art projects. In this way educators have
the responsibility of planning the practical projects for the learners accurately and well
in time ((Chen, et al 2016:5; Lubell, 2011:11).

A full variety of health services: Health services are made available to learners to keep
them in a sound health status as the saying goes “A healthy mind dwells in a healthy
body”. Psychologists, nurses, social workers, psychiatrists, families, community
members, and the school are given a chance to take care of learners who are in need
of services aimed at promoting children’s well-being and remove obstacles to learning.
The school should develop partnerships with various stakeholders in the areas of
health, social services, and academics for children and adults. The school should also
ensure that there are sports, recreation facilities and culture practices to engage
learners in other activities other than educational activities alone, in order to develop
learners in totality (Chen, et al 2016:5; Lubell, 2011:11).
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The disadvantages of the developmental triangle model

The model disregards the active participation of the main role player, the learners. The
model puts learners at the receiving end of decisions taken in their absentia. For the
mere fact that learners (centre of the triangle) are not partaking in decisions making,
then some of their interests and needs might not be met by the School-Family-

Community partnerships.

2.3.2.2 What works model
WHAT WORKS MODEL (2013:3) as a School-Family-Community partnership model

is described as a process of incorporating the three stages being development,
implementation, and sustainability of the School-Family-Community partnerships. The

three stages should follow logically as they are given above:

SUSTAINAB
ILITY

IMPLEMEN
TATION

Figure: 2.2. The three stages of School-Family-Community partnerships model (The What
Works Work Program, 2013:3).

The essence of three stages of development of School-Family-Community

partnerships model

The School-Family-Community partnerships is laid on foundational conditions that has
been commonly agreed by all stakeholders including learners, educators, School
Management Teams (SMTs), parents, community members, and others (Brian et al,
2013:1; What Works, The Work Programme, 2013:2). The commonly agreed plans
are clear, well known to all partners and aimed at achieving the needs and interests

of the learners. Members of the School-Family-Community partnerships should be
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ruled by an element of trust and respect and made aware of their roles and
responsibilities which are agreed upon collectively. It is imperative that good
relationships amongst the School-Family-Community partners reign to prolong the

sustainability of the partnerships (The Work Programme, 2013:2; Brian et al, 2013:1).

The advantages of the three stages of School-Family-Community partnerships

model
Stage one: Development of the School-Family-Community Partnership.

All the stakeholders keep in their mind the vision of their school continuously driven
towards achieving the vision statements (The Work Programme, 2013:2; Brian et al,
2013:1). They are ever ready and capacitated to perform their respective duties in
order to achieve their mission. Stakeholders talk and discuss their roles in partnership
with their neighbours, friends, colleagues, and create a good collaborative relationship.
All stakeholders perform their roles within their set limits, following the right channels
and appreciating the good things they had managed to accomplish (The Work
Programme, 2013:2; Brian et al, 2013:1).

Stage two: Implementation of the School and Community Partnership

When the partnership is started all the stakeholders participate and are engaged
during the planning process so that their ideas are incorporated in the partnership
plans (The Work Programme, 2013:2; Brian et al, 2013:1). Various stakeholders
monitor their daily activities, ensure that they are leading towards the attainment of
their mission statement and keep on reviewing, refining and implementation strategies

to ensure success (The Work Programme, 2013:2; Brian et al, 2013:1).
Stage three: Sustainability of the School-Family-Community partnerships

The stakeholders entrenched the school’s culture in partnership to make it self-
supportive (The Work Programme, 2013:2; Brian et al, 2013:1). Stakeholders sustain
themselves by adhering to and working towards achieving the needs and interests of
School-Families-Community partnership. The drawn well-documented action plan with
clear roles, is regularly monitored, reviewed and refined as a good practice for

sustaining the partnership (The Work Programme, 2013:2; Brian et al, 2013:1).
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The disadvantages of three stages of School-Family-Community partnerships
model

The model does not explicitly elaborate the role to be played by learners. Learners are
included amongst the stakeholders, but the model is not elaborative as to whether they
are to partake in decision making or not. The model is quiet about incorporating the
indigenous knowledge system of the stakeholders in the curriculum. The one size fits
all kind of curriculum is not tailored for people living in rural areas. Graduates from
rural areas are forced to seek for jobs in urban areas because they are not skilled to

work in rural areas to upgrade these areas physically, socially and economically.

2.3.2.3 The Epstein’s model of the principles of involvement
The essence of Epstein model of Six Types of Family Involvement

The six types of family involvement in figure 2.3 positively improve learner’s outcomes,
academic potential, and future life (Rahim et al, 2015:106; NEA, 2008:2). They are
parenting, communicating, volunteering, learning at home, decision making, and

collaborating.

Parenting

Communicating ) ~ - ( Volunteering

Figure 2:3Epstein’s six Types of Natio
(Epstein, 2014:1)

inciples for Parent/Fami vement

e Parenting: Families and community members should attend developmental
programmes to prepare their children for school readiness and assists their

children at home.
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e Communicating: Communicate information and involve parents and community
members to actively participate in school activities and courses as well as

opportunities to participate in school programmes.

e Volunteering: Recruit parents to volunteer in training of families to enrich education,

help in other activities and physical education classes.

e Learning at home: Involve parents to actively participate in programmes that would

help them to assist, guide and support children to learn at home.

e Decision making: All School-Family-Community partnerships members participate
in policies development and implementation aimed at satisfying the interests and

needs of all stakeholders.

e Collaboration: The School-Family-Community partnerships stakeholders benefits
by working collaboratively to create a healthy and conducive educational
environment (Rahim et al, 2015:106; NEA, 2008:2).

The advantages of Epstein model of Six Types of National Principles for

Parent/Family Involvement

Parents, families and community members are given opportunities to learn the best
skills of parenting. In return these benefit their children starting from the prenatal stage
until they complete their high school education. Information is leveraged to
stakeholders evenly and timeously. The school benefits from skilful parents, family and
community members who voluntarily offer to assist the school. Parents acquire skills
to assist their children with schoolwork at home and improve the learners’ and school’s
overall performance and achievements. By involving all the stakeholders in decision
making process, the interests and needs of all stakeholders are addressed and

eventually the School-Family-Community partnerships’ vision is achieved.

The disadvantages of Epstein model of Six Types of National Principles for

Parent/Family Involvement

There are parents who are barred from parenting programmes by their work
commitments and are unable to assist their children due to work related fatigue.
Communication in rural areas is poor as anticipated due to the level of illiteracy which

limits their usage of social communication means such as e-mails, SMSs, twitter, and
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WhatsApp. As far as volunteering is concerned, family and community members prefer
to work for money to support their young ones. They spend most of their time at work.

Family and community members have to undergo a literacy training programme that
would capacitate them to assist their children in learning at home and doing their
homework. As has been mentioned above, decisions taken may not address the
needs and interests of other stakeholders because most of them spend most of their

time at their respective workplaces.

2.3.2.4 The Epstein’s three overlapping spheres of effect model
The essence of Epstein’s three overlapping spheres of effect model

The Epstein’s three overlapping spheres of effect are Family, School, and community
(NEA, 2008:2). They are indispensable role players that serve as the foundational
base for the lifeworld of the child until adulthood is reached (NEA, 2008:2).
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Figure: 2. 4. Epstein J.

The advantages of Epstein’s three overlapping spheres of effect model

The model refers the first educator (parent) of the child from birth as a sphere of
influence whereby children are taught moral and social values from home. The social
and moral values of the community at some stages intertwine with those of the family.
The family and the community have a role of influencing the child to be their valuable
asset and responsible adults in the future. Both supervise the well-being of the child

so that he/she does not become a misfit in the two spheres.

When the child starts to go to school the above spheres of effect now interfere with
what the learner is taught at school. The school as another sphere of effect exists to
enhance what the learners have been taught at home and in the community.
Furthermore, the school adds literacy and numeracy skills to argument what the

learners have already accumulated in their lifeworld to achieve their ultimate goal.
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The disadvantages of Epstein’s three overlapping spheres of effect model

The home as a sphere has an effective and efficient influence until learners are at their
secondary education; thereafter parents and family members’ influence get reduced.
At this stage peer group, school and community members have more influence over
the child than family members, and learners have developed the sense of willing to
belong to these parties. The family now has little influence on their child as compared

to the learners’ educators, peers, and community members.

2.4. INTERNAL (RURAL SCHOOL) FACTORS

2.4.1. Challenges facing learners in rural communities

Learners in isolated rural areas perform poorly, stay far away from school, have no
access to bursaries, travelling allowance, and are under poor school climate which
does not meet their psychological and developmental needs (Oyedemi & Mogano,
2017:3; Komro, Livingston, Wagenaar, Kominsky, Pettigrew, & Garrett, 2017:458;
Blank, Jacobson, & Melaville, 2012:1; Nelson et al., 2012:126; Michael, 2011:1; Kohn,
2011:4). Furthermore, learners are from low-income rural communities and low
socioeconomic status. These factors lead to low retention and some lose interest of
furthering their studies due to high-stakes testing, test nervousness, not being
attracted, challenged, and/or engaged in real-world educational issues (Oyedemi &
Mogano, 2017:3; Komro et al., 2017:458; Blank et al., 2012:1; Nelson et al., 2012:126;
Michael, 2011:1; Kohn, 2011:4).

2.4.2. Challenges experienced by educators in rural communities
In the United States of America, rural schools face hardships such as high turnover of

newly employed educators and shortage of resources (Oyedemi & Mogano, 2017:3;
Kheswa, Sandlana & Kwatubana, 2014:1; Molina, 2013:263, Vermeulen, 2013:114;
Brayn & Henry, 2012:3). The schools are poorly skilled to effectively communicate with
parents and community members and educators do not have enough contact teaching
time. Educators have to travel long distances to attend poor and sometimes irrelevant
professional development programmes and workshops. Teachers and student
teachers lack involvement training programme to collaborate with stakeholders.
Educators are not involved in policies formation but are expected to apply policies and

believe in them; as a result, they view the newly introduced policies as a vehicle
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towards demeaning public education. Educators are experiencing poor working, living
conditions, water shortage, have more work due to congested classes, poor sanitation,
and salaries. There is no integration and continuity of programmes of the curriculum
from one grade to the other. The administration finds it hard to attract funding and
qualified educators due to little salary of which most is spend on transport costs
(Oyedemi & Mogano, 2017:3; Kheswa et al., 2014:1; Molina, 2013:263, Vermeulen,
2013:114; Brayn & Henry, 2012:3).

Educators in community schools are exempted from attending pre-service, in-service
training and workshops which are attended only by educators from public schools
(Oyedemi & Mogano, 2017:3; Kheswa et al., 2014:8; Nigerian Ministry of Education,
2012:1; Van Wyk & Lemmer, 2007:301). There is a higher shortage of educators and
lecturers in the crucial areas of science and technology. Principals are fraudulently
hired for principal posts. The HIV/AIDs pandemic and its related diseases lead to death
and the higher rate of absenteeism of educators and learners and incapacitated them
to do their work effectively and efficiently (Oyedemi & Mogano, 2017:3; Kheswa et al.,
2014:8; Nigerian Ministry of Education, 2012:1; Van Wyk & Lemmer, 2007:304).

2.4.3. Challenges experienced by rural schools
For the School-Family-Community partnerships to be effective the competency of

school staff should be improved, power must be shared amongst the stakeholders and
all partners should be involved in decision making processes (Mesty, 2017:1; Price, &
Thomas, 2016:120; Aydin; Bryan & Duys, 2012:146). Stakeholders should be invited
to partake in programmes that would enhance them to assist their children with
schoolwork, collaboratively build good economic, cultural, social, and political
relationships. The curriculum, instruction, and assessment should be reformed to
prepare stakeholders for the 21st century educational demands of life and work
(Mesty, 2017:1; Price, & Thomas, 2016:120; Aydin et al., 2012:146).

2.4.4. Infrastructure as a challenge in rural areas
The South Africa National Department of Basic Education through the Accelerated

Schools Infrastructure Delivery Initiative (ASIDI) and the Development Bank of
Southern Africa (DBSA) have not alleviated the infrastructure problem by building new
schools, repairing old, dilapidated structures, providing water and sanitation, and
installing electricity (Price, & Thomas, 2016:120; Malgas, 2011:2; Naicker, 2011:72).
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Learners use a local church and mobile classrooms. Schools are unfenced,
vandalised, without administration block, computers, and science laboratories (Price,
& Thomas, 2016:120; Malgas, 2011:2; Naicker, 2011:72).

2.4.5. Learners’ benefits from community involvement
School-Family-Community partnerships develop assessment and intervention

strategies, systems, and practices towards a conducive learning and teaching
environment (Brownman, 2012:12; Blank et al., 2012:6; Williams, 2011:111; NEA,
2005:3). Schools and community resources are aligned to assist learners to gain more
information from many neighbouring collaborative schools, public and/or private
groups who offer after school activities, educational classes, and supportive services.
Businesspeople sponsor special educational events and provide learners with
scholarships. Parent/ home facilitators assist learners to attend school regularly,
complete their homework and assignments on time to improve their performance.
Clinicians and doctors provide rural learners with the required medical services to
enhance learners’ performance, despite their social, economic and health adversities
(Brownman, 2012:12; Blank et al., 2012:6; Williams, 2011:111; NEA, 2005:3).

2.4.6. Learners’ benefits from teacher-parent relationships
The School-Family-Community partnerships link parents and educators in promoting

shared responsibility for children’s academic success, improve the school's
programmes to develop learners and assist in creating conducive learning climate at
home and at school (Blank et al., 2012:9; Semke & Sheridan 2011:17; Epstein &
Sanders, 2006:86; Epstein & Sheldon, 2006:119). These ease the tension between
learners and educators, giving parents a chance to provide learner’s needs and ease
educator’s work. The teacher-parent relationship increases student achievement and
academic performance, stronger self-regulatory skills, giving fewer discipline
problems, better study habits, more positive attitudes toward school, improved
homework habits and work orientation, higher educational aspirations and the
attainment of success and maturity (Blank et al., 2012:9; Semke & Sheridan 2011:17,
Epstein & Sanders, 2006:86; Epstein & Sheldon, 2006:119).
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2.4.7. Learners’ benefiting from parents and tutors at home
Parents and tutors who participate in formal structures of the school are able to assist

learners to study at home. This leads to improved learners’ academic performance
enhancing the wellbeing of learners, and eventually opening doors to learners’
professional and vocational choices (Araque, Wietstock, Cova, & Zepeda, 2017:244;
South African Department of Education Action Plan, 2014:142; Zhan; Bray; Wang;
Lykins & Kwo, 2013:16; Longsdale, 2011:11). Tutors provide learners with
examination skills, learning difficulties, thus facilitating examination preparation, and
reducing the heavy load of educators. As a result, learners are free and prefer to ask
for clarity from their tutors than their educators (Araque, et al 2017:244; South African
Department of Education Action Plan, 2014:142; Zhan et al., 2013:16; Longsdale,
2011:11).

2.4.8. Equipping learners with workplace skills
By engaging learners in community projects, they learn valuable workplace

competencies (Schonert-Reichl, Kitil, & Hanson-Peterson, 2017:16; Longsdale,
2011:11). Skilled family and community members offer formal and informal job
observation, apprenticeship and internship opportunities for learners, educators, and
the SMT. Learners get a chance to test their recreational interests, develop a good
relationship with the community businesses and organisations and get summer and
part-time employments chances through the relationships (Schonert-Reichl, et al
2017:16; Longsdale, 2011:11).

2.5. EDUCATOR’S BENEFITING FROM SCHOOL-FAMILY-COMMUNITY
PARTNERSHIPS

2.5.1. Understanding the needs of a School-Family-Community partnership
Educators are trained to sharpen their academic and professional expertise to adapt

to new curriculum changes, develop their competency and skills to stimulate a richer
learning environment (Stacey, Havlik, & Gavin, 2014:18; Kheswa et al., 2014:2869;
Molina, 2013:237; Longsdale, 2011:11; Harmon, Gordanier, Henry, & George,,
2007:10).. Experienced educators participate in school design to restore the culture of
teaching and learning, impact positively on the general development and behaviour of

the learners, family and community members and afford educators a teaching chance
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(Stacey et al.,, 2014:18; Kheswa et al., 2014:2869; Molina, 2013:237; Longsdale,
2011:11; Harmon et al., 2007:10).

2.5.2. Educators’ benefits from experts and mentors
According to Stacey et al. (2014:18) coordinators networks district-based educators to

provide professional assistance. Experts with extensive knowledge share knowledge

with educators to broaden their scope of knowledge (Stacey et al., 2014:18).

2.6. RURAL SCHOOLS’ BENEFITS FROM SCHOOL-FAMILY-COMMUNITY
PARTNERSHIPS
The community members may provide social capital to the school, influence others

towards a positive relationship and serve as advocates of the importance of academic
success among different stakeholders (Longsdale, 2011:11; Simmons, 2011:1;
Epstein et al., 2002:14). Visionary leadership transforms schools towards achieving
the visions of the schools. A good teamwork of stakeholders promotes a collaborative
working spirit and formulates plans and strategies that lead towards the achievement
of the common goal. The stakeholders would ensure that the activities that lead to the
attainment of the desired goals of developing learners, family, and community
members educationally and socio-economic are publicly and transparently well-
implemented, executed, and accountably monitored. The School-Family-community
partnerships members would form strategic alliance with agencies for collaborative
services, ask for donations from potential donors and give each other strong collegial
support to enhance participation (Simmons, 2011:4; Longsdale, 2011:11; Epstein et
al., 2002:14).

2.7. EXTERNAL (HOME AND COMMUNITY) FACTORS AFFECTING SCHOOL-
FAMILY-COMMUNITY PARTNERSHIPS

2.7.1. External role players in School-Family-Community partnerships
In order to build or develop rural School-Family-Community partnerships seek advice

from the rural education specialists, family and community members to suit the
environment where it is introduced (Araque, et al 2017:230; Ebersohn & Ferreira,
2012:41). Family and community members should assist by ensuring that their rural
environment, culture, tradition and indigenous skills and knowledge are incorporated

in the school curriculum. Any newly established project should meet the community’s
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satisfaction, approval and be relevant for their development. The project should ensure
that relevant human resources, funds, learner’'s uniforms, learning and teaching
support materials (LTSMs) are made available for the School-Family-Community
partnerships to meet the needs and interests of learners, family, and community
members. Unity is strength, meaning that collaboratively the stakeholders should solve
issues such as counselling sessions, literacy interventions, networking, social grant
applications and access to health services. Activities such as literacy classes,
women’s group meetings, parents-teachers’ meetings, community functions should be
allowed to take place at school to increase the stakeholders’ sense of ownership of
the institution and build the confidence and pride of the stakeholders about the school
(Araque, et al 2017:230; Ebersdhn & Ferreira, 2012:41).

2.7.2. External challenges of School-Family-Community partnerships

2.7.2.1. Challenges met by rural parents
There is no parent-line for parents to access education and support services (Tyler,

2017:30; Lim, 2012:195). Hence, parents cannot acquire services with respect to child
disabilities, parenting strategies, parent-child relationships, ICT and tutor training,
custody and the treatment meant for emotionally challenged learners. As a result, they
cannot use digital curriculum materials to support learners properly. The chaplain and
pastors do not have access to Chaplaincy and Pastoral Care funding programmes that
shall enhance their support to learners’ socio-economic and religious needs. Korean
American’s culture does not allow them to be involved in the education of their children
at the school level, but only at the home level and it is difficult to get them involved and
engaged in the education of their children at school (Tyler, 2017:30; Lim, 2012:195).

2.7.2.2. Challenges faced by rural and remote families
Poverty in rural families is at its alarming rate and leads to social and behavioural

problems (Tyler, 2017:30; Brayn & Henry, 2012:3; Lim, 2012:100; Interim plan, 2011:1;
Van Wyk & Lemmer, 2007: 301). The level of unemployment is high. Being
geographically isolated and unemployment disadvantages rural families from
accessing parenting, healthcare services, energy, and clean water. Educators do not
utilise the advantage of their knowledge to educate family members. Families talk little
with their children about schoolwork and play very little role in the education of their

children. There are family members who are forbidden by their culture to share their

32



personal problems with educators. This situation makes it hard for educators to know
the physical, social and economic challenges encountered by learners. In countries
where schools are few, the partnerships between UNICEF, Ministry of Education, and
family and community members provide assistance building schools for their children
(Tyler, 2017:30; Lim, 2012:100; Interim plan, 2011:1; Brayn & Henry, 2011:3; Van Wyk
& Lemmer, 2007: 301).

2.7.2.3. Challenges experienced by rural community members
Rural community members and their schools are isolated and thus collaborate little

with institutions of higher learning (Tyler, 2017:30; De Pedro et al., 2011:73; Quinn,
2011:1; Masumoto & Brown-Welty, 2009:1). Lack of respect and trust from community
members leave educators as besieged professionals. Families and community
members lack day care centres, social, medical, psychological and behavioural
services, transport to school, and are challenged by work commitment, poverty, low-
income, unemployment, usage of foreign language of communication, school
meetings scheduled at awkward times, limited resources, changing demographics,
and at some stages they are forced to build and fund schools for their children, (Tyler,
2017:30; Redding & Walberg, 2012:8; De Pedro et al., 2011:73; Quinn, 2011:1;
Masumoto & Brown-Welty, 2009:1).

2.7.2.4. Challenges aggravated by lack of motivation and good values
Teachers, family, and community members do not practise a culture of encouraging

and motivating learners by acknowledging their ability and potential to excel in their
studies (Hurley, & Huscroft-D’Angelo, 2018:253; Redding & Walberg, 2012:8).
Unmotivated learners perform poorly, and learners are not supported and guided in
terms of dating, sports, and other issues. Learners spend most of their time outside
engaged in activities that are against their academic achievement and future interest.
Learners’ peers and community’s poor attitude towards education reduce their
interest, persistence, and perseverance in their schoolwork (Hurley, & Huscroft-
D’Angelo, 2018:253; Redding and Walberg, 2012:8).

2.7.2.5. Challenges emanating from geographical milieu
The one-size-fits-all national school administration programmes, curriculum, and

teacher training model are designed and prepared to be applied even in rural areas,

disregarding the uniqueness and indigenous knowledge system of the rural remote
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areas and the communities’ needs and interests (Hurley, & Huscroft-D’Angelo,
2018:252; Roy, 2012:525; Semke & Sheridan, 2011:5; Harmon & Schafft, 2009:4).
Rural settings experience the non-availability and non-delivery of School-Family-
Community services, high percentage of inexperienced or poorly prepared teachers,
insufficient resources, and poor facilities due to its remoteness. It is hard to organise
and gather educators to educational developmental programmes as they are sparsely
distributed throughout the rural area. It is hard and difficult to deliver furniture,
laboratory equipment and textbooks to rural areas because of long distances and poor
roads, sparsely located villages and inadequate delivering vehicles. The education
officials find it hard to guide principals, educators and monitoring and supervision their
work due to the remoteness of these areas and little is provided in terms of ICT (Hurley,
& Huscroft-D’Angelo, 2018:2520; Roy, 2012:525; Semke & Sheridan, 2011:5; Harmon
& Schafft, 2009:4).

2.7.3. EXTERNAL BENEFITS OF SCHOOL-FAMILY-COMMUNITY
PARTNERSHIPS

2.7.3.1. Parents’ benefits from School-Family-Community partnerships
e Parents as members of the School Governing Body

The South African Department of Basic Education Action Plan (2014:142) highlights
that the parent component of the School Governing Body gains skills in budget
structuring, policy formation, the governance of schools, parents’ rights, their duties,
and responsibilities in the education of their children in all official languages. The
parents’ organisation highlights that through advocacy and training, parents and
community members should promote the quality of teaching and learning, address
social problems such as school violence and drug abuse. The educators, school
management team and government officials need to promote parent participation
(Araque, et al 2017:244; South African DBE Action Plan, 2014:142)

e Parents’ benefit from learners’ behavioural and performance improvement

Parents’ involvements improve learners’ performance, attendance, retention, social
competency, learners’ behaviour and reduce absenteeism in general (Tyler, 2017:30;
De Pedro et al., 2011:72). Parent, school, family, and community’s rights to participate
in school related issues are protected by the district complaint officer. This would open
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a room for school, parents, family, and community to contribute whatever is important

to develop and sustain the partnerships (Tyler, 2017:30; De Pedro et al., 2011:72).

e Rural parents’ benefits from developmental programmes

Parents and families benefited from parents’ developmental programmes organised
by the partnerships that focus on parenting support, parental development, academic
and extracurricular activities, counselling, child development and how to deal with
emotionally challenged children in forums and workshops (Tyler, 2017:30; Aydin et
al., 2012:146; Mutch & Collins, 2012:183; Simmons, 2011:1; Elias, Bryan, Patrikakou
& Weissberg, 2011:148; Longsdale, 2011:11). The gained skills are applied to assist
and support their children on schoolwork at home and their neighbours. The parent
leadership programmes improved parent’s positive self-identity, leadership, and
communicative skills relevant for the development of school, families, and the
community members. (Tyler, 2017:30; Aydin et al., 2012:146; Mutch & Collins,
2012:183; Simmons, 2011:1; Elias et al., 2011:148; Longsdale, 2011:11).

2.7.3.2. Community’s benefits from School-Family-Community partnerships
Community members benefit from training programmes, funding and opportunities

organised by the districts (Tyler, 2017:30; Cowrie & Radmass, 2014:94; Molina,
2013:237; Allerman & Holly, 2013:1; Brownman, 2012:1; Roy, 2012:525; Lonsdale,
2011:10; Simmons, 2011:1; NEA, 2005:3). The educational skills serve as a source of
revitalisation to add more vigour to the community’s working force. Learners who gain
skills are capacitated to be future leaders. The skills acquired by stakeholders are the
prerequisite requirements in the academic, professional, working sector, and they
reduce unemployment and boost the economic status of the community at large. The
businesspeople’ s profiles get enriched as they plough back to their communities by
supporting schools, employing community members, and giving services to the
community members. Coalition Against Domestic Violence (CADV) and the National
Parent Teachers’ Association (NPTA) provide workshops related to technical areas
such as handicraft and the creative arts to schools, family, and the wider community
Some school provided gathering area/space where workshops, meetings and
activities are held. During stringent weather conditions such as hurricane and
snowstorm, community members use schools as shelter, bathrooms for taking

showers, recharging of their electronic devices, and refilling of water suppliers. Adults
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teach learners as a form of ploughing back to their communities. Learners provide
community services and development by assisting local groups and organisations in
completing the projects. Communities benefit from physical and human resources of
schools and when schools turn out to be main employers and users of local goods and
services. Black Education Officers (BEOs) and District Education Officers (DEOSs) use
rural schools as a site to teach SMTs, educators, learners, family and community
members ICT skills in ICT programmes in their home language (Tyler, 2017:30;
Cowrie & Radmass, 2014:94; Molina, 2013:237; Allerman & Holly, 2013:1; Brownman,
2012:1; Roy, 2012:525; Lonsdale, 2011:10; Simmons, 2011:1; NEA, 2005:3).

2.8. STRATEGIES FOR PROMOTING COLLABORATIVE SCHOOL-FAMILY-
COMMUNITY PARTNERSHIPS

2.8.1. Educational programmes for enhancing School- Family- Community
partnerships

School-Family-Community partnerships should provide programmes assisting
vulnerable SMTs, educators, learners, family and community members with
emotional, home-based care, sexuality education, parenting, adult education
development, and caregivers/ home tutors, creation of a good learning and teaching
environment, disability grants, food parcels, academic, professional, physical, social
and psychological challenges in order to eradicate perpetual dependency syndrome
(Tyler, 2017:23; Araque, et al 2017:244; Limpopo Department of Basic Education
(LDBE), 2013:10; Hlalele, 2012:70). The stakeholders such as the orphaned, poor
families, those affected by domestic violence, heads of child-headed families and
those neglected by their parents’ needs and interests will be catered for. Reviewed
Literacy Strategy for General Education and Training (GET) introduced programmes
whose vision is to develop multilingualism in schools, family, and communities in order
to capacitate them to play a meaningful role in a dynamic society and economy by
facilitating, supporting and monitoring the availability and accessibility of resources
(Tyler, 2017:23; Araque, et al 2017:244; LDBE, 2013:10; Hlalele, 2012:70).

2.8.2. Parent and community members’ involvement policies in School-Family-
Community partnerships

There is a need to have a national policy on parental and community members’

involvement that would ensure that they are held accountable for their children’s
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absenteeism and those who ultimately drop out (Araque, et al 2017:244; Tyler,
2017:23; Bhengu & Myende, 2015:7; Okeke, 2014:5; Van Wyk & Lemmer, 2007:306;
NEA, 2005:2). A legislation that mandates all schools to include parents in advisory
councils, school accountability teams, and governance committees should be
implemented. The structured policy should explicitly cater for parents from different
cultural groups, reflecting the role that should be played by parents, community
members, teachers, and principals in the education of their children inside and outside
the school. Stakeholders should be actively involved in the formulation of policies such
as Admission Policy, Attendance Policy, Communication Policy, Enrolment Procedure
Policy, Health Services Policy, HIV/AIDS Policy, Student Profile Policy, Student
Record Retention Policy, and Withdrawal Procedure. Stakeholders should be involved
in solving emerging problems and challenges (Araque, et al 2017:244; Tyler, 2017:23;
Bhengu & Myende, 2015:7; Okeke, 2014:5; Van Wyk & Lemmer, 2007:306; NEA,
2005:2).

2.8.3. Formation and application of strategies
The Vancouver Public Schools (VPS), the Council of Large Public Housing Authority

(CLPHA), and Vancouver Housing Authority (VHA) formed a strategic coalition of
organising the Housing Choice Voucher (HCV) programme to give voucher to low-
income rural residents whose children were enrolled at (VPS) school and are without
a home or face a great potential of being homeless (Tyler, 2017:23; Galvez &
Simington, 2015:2; Okeke, 2014:5; van Wyk & Lemmer; 2007:301). The programmes
were aimed to ensure stability at schools, fight against homelessness; reduce poor
attendance and achievement; implement the curriculum, support, and encourage the
education and training for learners, parents and community members, to enhance
them to be socio-economically empowered (Tyler, 2017:23; Galvez & Simington,
2015:2; Okeke, 2014:5; van Wyk & Lemmer; 2007:301).

2.8.4. Establishment of policies
For School-Family-Community partnerships to be established effectively, the school

and other stakeholders should introduce policies and action principles that invite the
active participation of parents and community members (Tyler, 2017:23; Bhengu &
Myende, 2015:9; Witte & Sheridan, 2011:8; Witte & Sheridan, 2011:5; Brayn & Henry,
2011:3; Simmons, 2011:6). The established policy should make available travelling
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costs, distance communicative resources from the community to school, from school
to family, and programmes to enable SMT and educators to execute their duty in deep
rural areas without infringing the cultural rights of the rural community at large.
Community members in leadership positions should be given some incentives as a
means of motivation and further increasing the eagerness of other stakeholders to be
engaged in the School-Family-Community partnerships. Furthermore, willing family
and community members should be found and trained to serve as translators,
volunteers, and bus drivers. The policies should include invitation of specialists such
as school psychologists, counsellors, and social workers to render their services to
learners, family, and community members. Parent-parent and parent-teacher
interaction policy create a chance to share members’ information, goals, plans, and
solutions for all children with behavioural challenges (Tyler, 2017:23; Bhengu &
Myende, 2015:13; Witte & Sheridan, 2011:8; Brayn & Henry, 2011:5; Simmons,
2011:8).

2.8.5. Introduction of parent and community members’ involvement
programmes

2.8.5.1. Pillars of a School-family-community partnerships
The School-family-community partnerships should be laid on foundational conditions

that have been commonly agreed by all stakeholders including learners, educators,
SMTs, parents, community members, and other sectors (Myende, Samuel, & Pillay,
2018:1; The Work Programme, 2013:2; Ebersohn & Ferreira, 2012:41; Netshandama,
2010:70; Masumoto & Brown-Welty, 2009:2). The partnership should be led by
outstanding leadership that share responsibilities, delegate duties, and involve
everyone in decision-making mechanisms and facilitate changes for the improvement
and development of the partnerships. The commonly agreed plans should be clear,
well known and aimed at achieving the needs and interests of the stakeholders.
Stakeholders of the School-family community partnerships should be aware of their
roles and responsibilities, know the communicative protocol, and have trust and
respect, and a good relationship amongst each other (Myende et al., 2018:1; The Work
Programme, 2013:2; Ebersohn & Ferreira, 2012:41; Netshandama, 2010:70;
Masumoto & Brown-Welty, 2009:2).
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2.8.5.2. Participants in establishing a school-family-community partnership
School-Family-Community partnerships should use the boundary-spanning leadership

to ensure that school leaders create a culture that embrace educator, learners, parent,
families, and community members to get fully involved in the partnership and work
towards improving the health status of learners (Mampane & Huddle, 2017:1; Myende
& Chikoko, 2014:256; Blank et al., 2011;15). Schools located in rural areas could
consequently contemplate partnering with faith-based organisations, parents,
community members, community leaders, government sectors, businesses,
hospitals/clinics, or higher education authorities (Mampane & Huddle, 2017:1; Myende
& Chikoko, 2014:257; Blank et al., 2011;17).

2.8.5.3. Development and improvement in Leadership skills
The district and School-Family-Community partnerships leaders should use a policy

standard designed by the Council of Chief State School Officers (CCSSO) aimed at
guiding leaders of what to look for in gauging, monitoring, evaluating, and supporting
improvements in educational leadership (Mesty, 2017:8; Majesty, 2017:1; Bhengu &
Myende, 2016:10). The leadership should be visionary, collaborative, and instructional
and focused on the partnership development. Stakeholders as implementers of
educational policies and people who do the spade work at ground level deserve to be

developed.

Workshops, in-service training, funding, and bursaries offered by the DBE are
essential and should be made available to develop stakeholder’s skills. Programmes
relevant to enhance stakeholders’ positive self-identity, leadership and communication
skills should be implemented. The DBE should make available the Continuing
Professional Development (CPD) programmes to all stakeholders including principals
and educators. Parents should be given the first priority in involving them in the
partnerships and should be allowed to serve on regional advisory committees. This
Educational Leadership Policy Standard (Interstate School Leaders Licensure
Consortium) ISLLC 2008 has been adopted and defined as good leadership under six

standards which are:

e Having a common shared vision for learning by all members of the School-

Family-Community partnerships
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e Develop a culture and instructional programmes that would develop learners

academically and staff professionally.

e Management of the School-Family-Community partnerships should ensure that

there is an effective and efficient learning environment.

e The School-Family-Community leadership should collaboratively respond to the
needs and interests of the community at large and make resources readily

available such as community services, generation of jobs and growing crops for.

e The leadership should ensure that they act ethically and treat all stakeholders
equally with integrity and fairness.

e The School-Family-Community leadership should understand, be answerable
and affect the political, social, legal, and cultural groups in the community to

support the development of the school-family-community partnerships.

The above-mentioned standard policy for leader’s development would be applied to
prepare and develop future leaders, guide educational leaders at schools, circuits, and
districts. It also encourages the working together of schools, families, communities,
and departmental officers for improving the performance and achievements of learners
(Mesty, 2017:8; Majesty, 2017:1; Bhengu & Myende, 2016:10).

2.8.5.4. Provisioning and implementation of the constitution requirements
The South African Action Plan’s (2014:46) vision of the schooling system in all South

African schools is to achieve the following by 2025:

Learners should attend school regularly on time; schools should be nearer to learners’
residential place to reduce unreasonable absenteeism of both learners and educators;
learners should complete their schoolwork in time; schools should exert the necessary
effort to make learners learn; learning through computers should be introduced from
grade three, and the creation of a safe and conducive learning environment where
friendships and respect reigns. Teachers should be readily available to advise and
provide guidance to learners and parents, and learners should actively be involved in

sporting and cultural activities (Action Plan, 2014:48).

Further, the employer should provide educators’ personal and professional needs,

improve educator’s salary and conditions of service so that their profession could
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become decent and competitive to other professions (Tyler, 2017:23; Action Plan,
2014:49).

The SMT should ensure that the National Curriculum is adhered to and teaching is
taking place (Tyler, 2017:23; Action Plan, 2014:157), training them to be
transformational leadership whereby harmony, creativity and internationally accepted
work ethics are promoted all the time. Parents should know and be engaged in all
activities and matters related to the school. Parents should be advanced of their
children’s performance and allow parents to contribute their supportive ideas and
apply the commonly agreed corrective measures where necessary. Learning and
teaching support materials LTSMs of high quality as described by the National
Minimum Schoolbag policy should be made available to all learners, especially to
those living in rural areas. Computers should be made available and accessible for
learners and teachers to access information. School infrastructures and facilities
should be attractive, spacious, functional, safe, and well maintained. The partnerships
should safeguard their buildings and facilities and take pride in their school (Tyler,
2017:23; Action Plan, 2014:157).

2.8.5.5. Delivery of essential public services
The South African Department of Education Action Plan’s (2014:157) goal (Number:

24) is aimed at using schools in providing health, poverty alleviation, psychosocial
support, sport, and cultural services. The following strategies shall be applied to

achieve the goal:

e The effect of nutrition in educational performance and enhancing government

support in this area is conducted at schools.
e The new integrated strategy on HIV and AIDS is launched.

e A funding and implementation strategy agreed to by a range of government and
non-government stakeholders is finalised to give effect to the new school sport

policy.

e An independent review of a variety of school safety interventions undertaken

during the previous years is completed, in order to reduce of violence in schools.
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e An independent review of a three-year drive to introduce physical education to
every quintile 1 school in the country is completed.

e Regulations should be comprehensively implemented and assessed to guide
future actions to prevent and manage of teenage pregnancy and gender issues

generally.

2.8.5.6. Assert-based approach in community building
The School-Family-Community partnerships should be built on the existing capital in

the school, parents, community, and its surroundings (Juan & Visser, 2017:8; Myende
& Chikoko, 2014:251). The home and educational assets are inevitable for the
learners’ success should be used in School-Family-Community partnerships.
Educators have to know, accept, and appreciate, used and acknowledged the cultural
capital students have. The asset-based approach is divided into three levels: primary,

the secondary and outside assets.

e Primary tier: They are assets found inside the school site such as teachers and

their skills.

e Secondary tier: This represents the immediate local community of the school

such as local businesses and associations.

e Outside tier: These are interested individuals and organisations outside the

community’s vicinity such as research institutes and universities.

The School-Family-Community partnerships central assets being teachers, the school
principal’s leadership, the experience of the school in partnerships and local
community representatives should be utilised effectively and efficiently to develop
education of learners (Juan & Visser, 2017:8; Myende & Chikoko, 2014:251).

2.9. CONCLUSION
This chapter discussed the relationship that the school must built and sustain with the

communities around its vicinity. The characteristics and models of good and functional
School-Family-Community partnerships are elaborated. The School-Family-
Community partnership should be built on a good foundation of respect, trust, and
active engagement of all the stakeholders. Furthermore, challenges that are

encountered by rural schools and the policies and strategies that could be applied to
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build a successful School-family-community partnership were also discussed. Lastly,
the chapter explained the benefits that could be achieved by all members of the
School-Family-Community partnerships. The next chapter is about the research
design chosen for this study and how the participants had been chosen. The method

that has been employed to collect and analyse data will also be discussed.

CHAPTER 3

RESEARCH METHODOLOGY

3.1INTRODUCTION
This chapter covers the research paradigm, approach and design that have been

applied to conduct this study. The population and sampling, data collection, and data

analysis procedures followed throughout the course of the study are explained.

3.2RESEARCH DESIGN
This research is a case study of two rural secondary schools at Mogodumo Circuit in

Limpopo Province. The choice of case study design was grounded on its flexibility of
allowing the researcher to explore, find relationships, and make predictions about the
real-life situation of the target secondary schools (Ary et al., 2014:483; Gall et al.,
2010:337). Case study design, further, allowed the researcher to access in-depth and
detailed description, and get more clarity about the challenges facing School-Family-
Community partnerships at the target secondary schools. This further led to the
theoretical explanations based on the findings of this study (Ary et al., 2014:483; Gall
et al., 2010:337).
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This study was entrenched within the interpretive epistemology, which is based on
multiple, socially constructed realities about the challenges affecting School-Family-
Community partnerships at two rural secondary schools of Mogodumo Circuit in
Limpopo Province (Twining, Heller, Nussbaum, & Tsai, 2017:11; Johnson &
Christensen, 2012:343; Gall; Gall & Borg, 2010:343). The implication is that reality
was constructed and understood from the participants’ viewpoints. As such,
systematic procedures were applied to explore, explain, and interpret meaning in order
to understand the challenges facing School-Family-Community partnerships at the
target schools (Twining, et al 2017:11; Gall, et al., 2010:343; Johnson & Christensen,
2012:343; Ary, Jacobs, Sorensen & Walker, 2014:14).

The qualitative research approach was employed in order to answer the research
guestion and come up with a detailed rich data 