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ABSTRACT

The purpose of this action research study was to collaborate with primary school
educators to develop guidelines for use in the school context when dealing with learner
aggression associated with psychological trauma. The intent was to develop these
guidelines in a range of different quintile schools, in order to ensure that the guidelines

are applicable to a wide range of schools and classrooms.

For the study, the constructivist paradigm was used as point of departure for the research
methodology, combined with the interpretivist and transformative paradigms. The aim of
interpretivism is the description, understanding and interpretation of reality that is multiple,
realistic and context-bound. Experts on the transformative paradigm explain that this
paradigm leads to research that can be influenced by a variety of philosophies and
theories with the common theme of emancipation and transformation of communities,
through group action. In this instance, it included educators from various schools and
circumstances to ensure that the study leads to empowerment and transformation that
could be applicable to most primary school classrooms. Three primary schools in an
education district in the North-West Province, from different quintiles, were asked to take
part in the study. This allowed the researcher to gather information from various sources
and socio-economic levels to provide a more holistic understanding of the phenomenon.
Action research has been shown to empower teachers to sustain change in the workplace
— here primary schools — to have a lasting impact on the lives of learners. Action research
was therefore deemed appropriate for the study. Action research aims to democratise the
process of knowledge creation, address inequality, limit social conflict and stress the
importance that educators should be involved in actions that are intended to change or
adapt the education system. In the study the action research process and all the cycles
therein are discussed, providing a deeper explanation of action research or, in this case,
more specifically participatory action learning and action research. Participatory action
learning and action research indicates an endless learning cycle during which those
involved generate new knowledge and draw from the newly generated knowledge to

enable sustainable and relevant social change for the community.

Educators realise that they have a collective responsibility to improve their own practice
to the benefit of the entire community. The guidelines developed during this research on

how to deal with learners demonstrating aggression based on traumatic experiences, are



thus aimed to empower educators to provide the most effective support to learners in

these situations.

The findings have shown that most teachers feel that they do not have the knowledge
they require in dealing with learners who behave in this manner, and they have come to
the realisation that the way most of them have handled these learners in the past may
have possibly done some damage. All of the participants indicated that they had come
across such learners in their classrooms, experienced a wide array of aggressive
symptoms associated with trauma. The participants furthermore also contributed richly

on how such guidelines should be developed.

From the study it was deduced that a substantial need exists to capacitate educators on
how to handle learners demonstrating aggressive behaviour based on trauma — and it is

the researcher’s hope that these guidelines will address this need.

Key terms: Aggression, educator, learner, middle childhood, psychological trauma and

posttraumatic stress disorder.



TABLE OF CONTENTS

CHAPTER 1 INTRODUCTION AND ORIENTATION ..oouuiiiiii e 1
11 Introduction, background and rationale ... 1
1.2 Problem statement and purpose of the study...........ccceeeieiiiiiiviee. 3
1.3 RESEAICN QUESHIONS ... .. i i e e e e e as 3
131 Primary research qUESHION...........cooii i 3
1.3.2 Secondary research qQUESHIONS ...........uiiii i 3
1.4 (@] gTod=T o] aex F= 1 1 Tox= U1 o o [ 4
1.4.1 Y [0 (=151 0] o S 4
1.4.2 EAUCALON ... 4
143 LBAIMET .o 4
144 Middle ChildNOOd ...........cceeiiie e 5
1.45 Psychological trauma ...........ceuviiiiiie e 5
1.4.6 Posttraumatic StreSS diSOrder.........oooooiiiiiiieeee e 6
1.5 Theoretical frameWOrK .............uuiiiiiiiiiiii e 6
1.6 Research design and methodology: OVErview ..............ccceeeeeeeeeeveevviiiennn. 8
1.6.1 Research paradigm and approach .............ccceeeeeeiiiiieeiiiiiiie e 8
1.6.2 RESEAICN UESIGN. ...t 9
1.6.3 Research methodology ... 9
1.6.3.1 Participant reCruitMENt............uveiiee e 10
1.6.3.1.1 Sampling of SChOOIS ..........uiiiii e 10
16.3.1.2 Sampling of PartiCiPANTS ...........oooiiiiiiii e 10



1.6.3.2

1.6.3.3

1.7

1.8

1.9

1.10

D= U= W (=T L= = 1o o 10

Data analysis and interpretation ...............uooiiiieeieiieeiii e 13
Role of the researCher ... 14
Ethical considerations and trustworthiness............ccoooeeiiiiiieiiiieeececces 15
Contribution of the StudY.........cccoooiiiiii e 15
Layout Of the StUAY ......cooeiiieee e 16

CHAPTER 2 INFLUENCES ON SOUTH AFRICAN EDUCATORS AND THEIR

2.1

2.2

221

2.2.2

2.2.3

2.3

2.3.1

23.1.1

2.3.1.2

2.3.13

23.1.4

2.3.2

23.2.1

PRIMARY SCHOOL CLASSROOMS............coi i 17

a1 e o [¥ox 1 o] o PO UURPPPPUPPRTRN 17
Theory of Bronfenbrenner’s ecosystemic perspective...............ceceeveevneens 18
Defining the ecosystemiC Perspective ........cccoveeeveevieeiiiiiie e 20
[STofo] (oo [[or=1 I oTe] g [o7=T o ] £ 22
Levels of system related to the education process...........ccceeeevvevvivnnnnnnnn. 25
Ecosystemic-based discussion of influences on educators..................... 26
Macrosystemic influences on the primary school educator ..................... 27
Generation Z learners in the Classroom..............eevvvviiiiiiiiiiiiiiiiiiiiiieiieeee, 27
Quality education and social iInteraction ...............ccceeieeeeiiiieiiiiiiiiee e, 28
POVEITY ..o 28
HIV and related diSEASES .......cccooeeiiiiiieieeieeeeeee s 29

The exosystemic influence of the department of basic education on

the primary School ClasSro0M ..........cooii i 30

I CIUSION < e e 30



2.3.2.2 Whole-school development ...........coooeeeeiiiieeeeicie e 31

2.3.3 The school as mesosystem — and the effects on the educator................ 33
2.3.3.1 The primary school in general ...........oooooo i 33
2.3.3.2 Influence of the school-community relationship on the school,

educator and IEAIMEN .........coiiiiiiieeeie e 33
2.3.3.3 International views and the impact on dealing with challenging

DENAVIOUN ... 35
2.3.4 The classroom as a microsystem — and the influence on the educator... 36
2.3.4.1 Barriers to learning in developing classroom contexts............cccccvvvvvnnnnn.. 36
2.34.2 DISruptive DENAVIOUN .......cooiiiiiieiee s 37
2.34.3 Coping with minor probIemMS ... 37
2.3.4.4 Family circumstances of [earners.............cceeiiiii i 38
2.4 CONCIUSION. ...ttt e e e e e e e 39

CHAPTER 3 AGGRESSION, PSYCHOLOGICAL TRAUMA AND POSTTRAUMATIC

STRESS DISORDER IN PRIMARY SCHOOL CLASSROOMS.......... 42

3.1 INEFOAUCTION. ... e e 41
3.2 Theoretical perspectives: personology and the ecosystemic

[OL=T S o1=Toa 1) PP TRPP 42

3.2.1 PEeISONOIOQY ... 42

3.21.1 What iS PEIrSONOIOQY? ... iieeieieeeieeie e e e e e e e e e e e e e e e eeaannne 43

3.2.1.2 Reasons for various personality theories...........ccccvvvvvviiiiie e 43

3.2.1.3 Definition of concepts related to personology............euveeiireeeiiiveiiiiinnnnnn. 44

Vii



3.21.31

3.2.1.3.2

3.2.1.3.3

3.2.1.34

3.2.1.35

3.214

3.2.2

3.2.2.1

3.2211

3.2.2.1.2

3.2.2.1.3

3.2214

3.22.15

3.2.2.1.6

3.3

3.3.1

3.3.2

3.3.3

3.3.3.1

3.3.3.2

3.34

=T £=T0] =1 Y 44

Nature of PersoNality ...........oeuuuiiiii i 45
Personality trailS .......coou i 45
Temperament and NATUIE ...........ovuuiiiiee e e e e e et e e e e e eeeaennn 46
Psychosocial aspects of personality development ............cccoovvvvvviiinnnnnn.. 46
Personality, situation and behaviour.................cccviiii 48

Ecosystemic view of the South African society and the influence on

the learner as INAIVIAUAL. .........ooe e 49

Societal issues in South Africa using Bronfenbrenner’'s model of child

JEVEIOPMENT ... e 50
IMICTOSYSTEIM ... et e e e e e e e e e aana s 51
MESOSYSTEIM ... et e e e e e e e e a e eaans 51
EXOSYSIEIM ... 52
MACTOSYSTEIM ...ttt e e e e e e e e e aa e eennns 52
(04 o1 0] 81013V (= 1 [PPSR 52
Influence of all the levels of the system as awhole..............c..cccevvvennninns 52
Aggression in middle childhood............coovvviiiiiiii e, 54
Introduction to aggression in middle childhood.............cccccceiiiiiiiiiiiiiininns 54
Definition Of 8ggQreSSION .....ccovuiiiiiie e 55
Influence of various factors on aggressive reactions.............cccceeeeeveevnnnnns 55
Developmental trends in aggreSSION ...........ciieeeeeeeeeeeiiiiee e e e e 56
Cultural and sub-cultural influences on aggression...........cccccvveeeeeeeenee. 56
TYPES Of AQQIESSION ...vviiiiie ettt e e e e e ee et e e e e e e eeeesennes 58



3.3.5

3.35.1

3.3.5.2

3.3.5.3

3.3.6

3.3.7

3.3.8

3.3.9

3.3.10

3.4

3.4.1

3.4.2

3.4.3

3.43.1

3.4.3.2

3.4.3.3

3.4.4

3.44.1

3.44.2

3.4.4.3

3.4.5

3.45.1

Forms of learner aggreSSION........ccceevvvvieeiiiiiiiee e e 58

Physical aggreSSION. .......oooiiiiiiiiie e 58
Verbal AgQreSSION. ......uuuiiii e e et e e e e eeeaeean 58
2 101171 T 58
Potential causes Of aggreSSIiON........ccovvvvviiiiiiie e 59
Potential effects of aggreSSION ........coooviiiiiiiiiiie e 59
Children’s emotional ProCeSSING......ccuuuuuiiii et 60
Causes of aggressive behaviour in South African schools...................... 60
Process of controlling aggreSSiON...........uuuviiiiieeeeeeeeeie e 63
Psychological trauma in middle childhood.................cccoooiiiiii, 63
Introduction to psychological trauma in middle childhood........................ 63
Definition of psychological trauma.............ccccooviiiiiiiiiiiiiiie e 63
Elements that contribute to events being traumatic..............ccccceevvvvnnnnnn.. 65
NegatiVe PErCEPLIONS......cciiiiiieiiiie et e e as 65
Sudden and unexpected EVENTS ...........iiiii i 65
Lack of manageability...............oiiiiiiiiiiic e 66
Different types of trauma ...........cooeeeeiiiiiiiiii e 66
ACULE TrAUME@ ... e 66
CRIoNIC trAUMA ......coiiiiee i 67
Y= ToTo] gl Fo TV 1 =10 1o - 67
Phases Of trauma .........oooiiiiiiiieicecee e 67
IMPACE PRASE ... i e e e e eaaeaa 67



3.4.5.2

3.4.5.3

3.454

3.45.5

3.4.6

3.4.7

3.4.8

3.4.9

3.49.1

3.4.9.2

3.4.9.3

3.49.4

3.4.10

3.5

3.5.1

3.5.2

3.5.3

3.53.1

3.5.3.2

3.5.4

3.5.5

REACHION PRASE ......veiiii e 68

AVOIdANCE PRASE ..ot 68
INtEgration PRASE.........uiiie e 68
Posttraumatic StreSS PhaSE .....uuuiiiiee e 68
SYMPLOMS Of trAUM@ ...eeveviiiiii e e e e e 69
Individuals’ reaction tO tralma..........oooeeeiiiiiiiiii e 70
Memory during and after trauma ..o 71
YU YA VZ= U =Tl o o [0TSR 71
D= ] - | 72
DISSOCIALION ...ttt ettt e e e e e e e et e e e e e e e e e e eaannn s 72
INSENSIIIVITY ...t e e e e e e e e e e e e e e eeeennnes 72
=T 0 (=151 [0 o 73
Children’s responses to traluma............uuiiieeeeeeiiiiiiiie e e e e 73
Reactions to traumatiC @XPEri€NCES. .........uuuuiiieeeeeiieeeiiiiee e 73
Introduction to posttraumatic stress disorder in middle childhood ........... 73
Definition of posttraumatic stress diSorder...........covvvvviiiiiieeeeeeeveeiiiiennn 74
Types of posttraumatic stress diSorder............cccevieeeieeieeeiiiiiiee e 75
Complex posttraumatic stress diSOrder ..........ooouvvveiiiiiieiierieeiiee e 75
Developmental trauma diSOrder ..........coouuuiiiiiiiiiieieeii e 75
Symptoms of posttraumatic stress diSorder...........cccovveeeevivveiiiiiiinieeeeeee, 75

Psychological trauma and posttraumatic stress disorder in the South

ATTICAN CONLEXL. ..o 76



3.6 CONCIUSION. ...ttt e e e e e e e 77
CHAPTER 4 RESEARCH DESIGN AND METHODOLOGY ......coviiiiiiiiii i 80
4.1 INEFOAUCTION. ... e e e 79
4.2 Research paradigm .........cooeeviiiiiie e 79
4.3 Research approach ... 81
4.4 Research design and methodology ............coiiiiiiiiiiiiiiiiiii e 82
4.4.1 RESEAICN UESIGN. . uuuiiii e e e e e s 82
4.4.2 RESEAICN QUESHIONS.....ccciiiieeei e e e e 82
44.2.1 Primary research qUESHION..........cccceeeeiiiiiiiiiiie e 83
4.4.2.2 Secondary research QUESHIONS ............uuiiiiieiiiiiiiiiee e 83
4.4.3 Research methodology............eeiiiiiiiiiiiii e 83
4.4.3.1 Participant reCruitMENt............uvuiiie e 84
443.1.1 Sampling of SChOOIS .........ouiiiiiei e 84
4.43.1.2 Biographical information of selected participants ............cccceeeevveeiiiinnnnnnn. 86
4.43.1.3 Sampling of PartiCiPANTS ...........oooiiiiiiiii e 87
4.4.3.2 D= U= W (=T aT=T = (o o 87
4.4.3.3 Data @NaAlYSIS ....ccvveiiiiie e 92
4.5 Role Of the reSEarCher ... 93
4.6 Ethical considerations and trustworthiness of the study ...........ccccccccce... 95
4.7 CONCIUSION. ...t e e e e e e e e e e 96

Xi



CHAPTER 5 FINDINGS AND DISCUSSION........cccoiiiiiiiiii .99

5.1

5.2

5.2.1

5.2.2

5.2.3

5.24

5.2.5

5.3

5.4

5.4.1

5.4.2

5.4.3

5.4.4

5.4.5

[ Yoo [V o110 o TR 98
FINAINGS CYCIE L. 98

Reactions of primary school learners in participating schools towards

PSYChOlogiCal traUMA...........uuiiiee e e e 98

Contributory factors towards aggressive behaviour of primary school
learners in participating SChOOIS ............uueiiiiiiiiii 101

Participating educators’ experience regarding learners who were

exposed to psychological trauma ............ccoevvveviiiiiiie e 103

How participating educators deal with learner aggression prior to
implementation of guidelines ... 105

Identified gaps in the knowledge of the participating educators in

dealing with learner aggression associated with psychological trauma. 107
FINAINGS CYCIE 2. 109
FINAINGS CYCIE 3 ..o 109

Participating educators’ reflection on the implementation of compiled

[0 U] To [ 1 1SS 109

Participating educator contribution to proposed guidelines that need
O DB TEMOVEM ... 110

Participating educator opinion regarding proposed guidelines that

NEed t0 DE FEMOVEA. ... ... 110

Participating educator opinions regarding possible gaps in the
Proposed QUIAEIINES ........oouuuiiiiiei e 110

Participants’ experiences regarding learner aggression during the

implementation of the proposed guidelines .............ccceeieiieiiiiveeiiiceennn. 116

Xii



5.4.6 Participants’ view on the support provided by the proposed

QUIAEIINES .. 117
5.4.7 Participants’ view on the change in understanding, skills and

knowledge of the phenomenon during the implementation cycle .......... 119
5.4.8 Participants’ views on guidelines they disagreed with ........................... 121
5.4.9 Opinions, views or ideas the participants were comfortable with

sharing during the group INtErVIEWS............covviiiiiiiiiiee e 122
55 CONCIUSION....cooiiiee 122
CHAPTER 6 CONCLUSION. ...ttt s e e e e e e e e e 12D
6.1 [T geTo [¥ox i o] o PO PP RRRPPPPTRPPR 123
6.2 Conclusions Of the StUAY ........uoiiiiiiieeee e 123
6.2.1 Conclusions regarding the secondary research questions..................... 123
6.2.1.1 What are the experiences of primary school educators regarding

learner aggression associated with psychological trauma?................... 123
6.2.1.2 How do primary school learners react when exposed to trauma?......... 125
6.2.1.3 What are the various contributory factors to aggressive behaviour

shown by primary school IearNers? .........cooevveviiiiiie e 126
6.2.1.4 What knowledge do primary school educators require to support

primary school learners showing aggression associated with

PSYchological traumMa?...........uiiii e 127
6.2.2 Conclusions regarding the primary research question.............c..cccceu.... 128
6.3 Guidelines for primary school educators in dealing with learner

aggression associated with psychological trauma...........cccccceiieeeeeeee. 129
6.4 RECOMMENUALIONS. ... 131



6.4.1 Recommendations regarding educators dealing with learner

aggression associated with psychological trauma...........ccccccceiieeeneeee. 131
6.4.2 Recommendations regarding primary school educator actions and

[ 101171 [ = 131
6.5 Recommendations for further study..........ccccooeeeiiiiiiiiiiiii e 132
6.6 Limitations of this StUdY ............iiii i 133
6.7 FINal CONCIUSION.......eiiiiiii s 133
BIB IO G R PHY .. e e e e 136
ANNEXURE S . .. e e e e e e e e e e 163

Xiv



LIST OF ABBREVIATIONS

AECMHI Australian Early Childhood Mental Health Initiative
DSM-V Diagnostic and Statistical Manual of Mental Disorders
NCTSN National Child Traumatic Stress Network

NSVS National School Violence Study

PALAR Participatory action learning and action research
PTSD Posttraumatic stress disorder

SACE South African Council for Educators

XV



LIST OF ADDENDUMS

Addendum A — Ethics certificate: North West University ............oouceiiiiiiiiiiiiiiiiinnnnn. 161
Addendum B - Letter of Permission: Department of Education ................ccceevvvvvnnnnnnn. 160
Addendum C — Letter of Informed Concent: Participants ...........c.ucveeiieeieeeeeveeviiinnnn. 163
Addendum D — Interview Schedules (CYCle 1 —3) ..oouuiiiiiiiiiieeeeecie e 166
Addendum E — Verbatim TranSCrHPLIONS .......cii ittt e e 171
Addendum F — Processing Data Into Data Segments ...........cooovevueiiinieeeeeeeeeiiiiinnn 222
Addendum G — Processing Data Segments Into Categories........cccceeveeeeeeveeeevnnnnnnnnnn. 237
Addendum H — Processing Categories INto Themes...........ccovvvviiiiii e 253
Addendum | — Proof of Language Editing..........cccouiiiii i e 263

Xvi



LIST OF TABLES

Table 1-1: Cycles in the data COllECHION. ..........ccoeiiiiiiiiii e 11
Table 3-1: Erikson’s stages of psychosocial development and basic strengths............ 47
Table 4-1: Biographical information of selected participants ...........ccccoeeeeeeeeiieeiiinnnnnnn. 86
Table 5-1: CYCIE 3: StAQE 2 ...ovvviiiii et e e e e e e e e e e e as 112

XVii



LIST OF FIGURES

Figure 1-1:

Figure 2-1:

Figure 2-2:

Figure 2-3:

Figure 3-1:
Figure 3-2:

Figure 3-3:

Figure 3-4:

Figure 3-5:

Figure 4-1:

Structural framework of ecosystemic approach focusing on the
INAIVIAUAL ..o 7

Levels of a system related to the education process focusing on the

(oY= U =] GO 20

Aspects of healthy ecology and high-risk ecology in the school context.

................................................................................................................ 23
Levels of a system related to the education process focusing on the
[<T0 [UTor= 1o ] SR PRSP PPPPPPPPPPPPPPP 24
The ecosystemic framework and the impact of a traumatic event. .......... 53
Influence of various factors on the reactions of learners ......................... 57
A causal model linking emotionality, emotional processing and
o T0 [0 (=171 o] o SR 60
Possible influences that may cause aggressive behaviour in middle
ChIlANOOd ... e 62
Symptoms of traumatic stress behaviour shown in primary school
[BAINEIS ... 70
Data collection process in the PALAR research process..........ccccccceeennn.. 88

Xviii



CHAPTER 1 INTRODUCTION AND ORIENTATION

1.1 Introduction, background and rationale

Violent and aggressive behaviour of learners and students have attracted substantial
media and research attention across South Africa (Burton & Leoschut, 2013). One
example relates to the findings of the second National School Violence Study (NSVS)
conducted in 2012 by Burton and Leoschut, in which the extent to which family and
community factors in South Africa are intersecting with levels of violent and aggressive
behaviour occurring in schools has been highlighted. The NSVS results portray that
upon entering high school, a large number of learners have previously been exposed
to violence. More than a tenth of those participating in the NSVS have seen family
members intentionally hurt one another, while one in ten learners has been assaulted
at home (Burton & Leoschut, 2013). Events of such a violent and aggressive nature

can be experienced as traumatic for those involved.

According to the National Child Traumatic Stress Network (NCTSN), in the United
States of America, trauma can be described from a psychological perspective
involving the experience of an emotionally painful or difficult event, which often leads
to the development of traumatic symptoms that have a lasting mental and physical
impact (NCTSN, 2008). Children (learners) can be exposed to traumatic events in
various ways, including neglect by parents (emotional or physical) and abuse, whether
physical, sexual or emotional, as well as exposure to violence (Collin-Vétaylorzina et
al., 2011).

The concept “traumatic event” can be classified in emotional and behavioural terms;
identification occurs by using key moments in the development during which traumatic
events have occurred (Nader, 2008; Taylor & Siegfried, 2005). Using classification of
the trauma allows one to identify conceivable trauma triggers, to predict behavioural
patterns and to identify factors that increase the risk of victimisation and possibly

increase mental health problems in future (Nader, 2008; Taylor & Siegfried, 2005).

South African research on the psychosocial impact of trauma has grown in recent
years. However, Kaminer and Eagle (2010) state there is a lack of local data on risk

and protective factors of trauma, developmental aspects of trauma and effective



intervention strategies. South Africa has a high rate of various types of violent
behaviour, such as sexual abuse, physical abuse, criminal victimisation, assault and
school-based violence (Burton, 2006; Seedat et al., 2009), in addition to a high number
of accidental injuries within and outside the home (Matzopoulos et al., 2008; Van
Niekerk et al., 2004). For most children living in such circumstances, the trauma that
follows can be described as a condition rather than an event (Finkelhor et al., 2007).

Furthermore, for many South African children, multiple traumatisations occur within a
broader context. Kaminer and Eagle (2010:226) explain that this “places a burden on
family structures as well as parental coping capacities”, on “an inadequate educational
system” and on “limited mental health services for children”. Learners’ academic
performance and holistic development (physical, emotional and social) are highly
dependent on the management of learner aggression in the school system (Singh &
Steyn, 2013). A clear understanding of contributory factors to and forms of learner
aggression is important to manage learner aggression. In this regard, various factors
contribute to learner aggression (Singh & Steyn, 2013), including school-related

factors and environmental factors.

The Bill of Rights of the Constitution of the Republic of South Africa (Republic of South
Africa, 1996) guarantees a safe environment for all citizens. After experiencing family
violence, either as witnesses or victims, children and adolescents are likely to ascribe
negative feelings towards their parents. These negative feelings can lead to learners
being aggressive (Spillane-Grieco, 2000), and “without effective behaviour
management, a positive and productive classroom and school environment will be

impossible to achieve” (Lewis et al., 2008:715).

The NSVS conducted by the Centre for Justice and Crime Prevention (2016) involved
12 794 learners from primary and secondary schools. The study determined that
15.3% of children in primary and secondary schools have experienced some form of
violence while at school. However, the findings have to be contextualised within the

family and community environments of these learners.

The same centre makes the following statement on its website:

The findings point to the need for an integrated strategy to dealing with
school violence, addressing both short-term and longer-term change.
Immediate measures such as situational prevention in the schools can limit



weapons, drugs and alcohol on school grounds, as well as making schools
generally safer.

Leoschut and Kafaar (2017) emphasise that violence (and aggression) has become a
characteristic feature of the South African society, where mostly women and children
are affected by it. Understanding violence and the causes of violent actions may
prevent or reduce child victimisation, as suggested by research.

1.2 Problem statement and purpose of the study

The purpose of this action research study was to collaborate with educators to develop
guidelines for primary school educators to apply in school context when dealing with
learner aggression associated with psychological trauma. As stated in the Introduction,
South Africa’s learners are under siege of violence and the concomitant aggression
and trauma it brings. Educators (and the school system) may benefit substantially from
guidelines on how to deal with these learners. The intent was thus to develop
guidelines in a range of different quintile schools, to ensure that the guidelines are

applicable to a wide range of educators.
1.3 Research questions

Questions form part of all scientific research studies. Formulating a clear research
guestion allowed me to remain focused and ensured that the purpose of the research

would be achieved.
1.3.1 Primary research question

The following primary research question has been formulated for the purpose of the
research: What guidelines are needed to capacitate primary school educators in

dealing with learner aggression associated with psychological trauma?

1.3.2 Secondary research questions

Underlying the primary research question, the following secondary research questions
have been formulated:
e What are the experiences of primary school educators regarding learner
aggression associated with psychological trauma?

e How do primary school learners react when exposed to trauma?



e What are the various contributory factors to aggressive behaviour shown by
primary school learners?

¢ What knowledge do primary school educators require to support primary school
learners showing aggression associated with psychological trauma?

1.4 Concept clarification
1.4.1 Aggression

Bandura (as cited in Lochman et al., 2012) explains “aggression” as interpersonal
actions that are primarily set. A person will thus react towards a specific situation in a
particular manner. These actions comprise verbal or physical behaviour that can be
disruptive or injurious to other people or objects (Lochman et al., 2012). Tremblay et
al., (1993) state that aggression can roughly be defined as occurrences leading to a
set of behaviours that range from typical and adaptive behaviour to a-typical and
maladaptive behaviour. This behaviour would most likely be anger and frustration
shown in the person’s behaviour and a wish or need to inflict pain. Aggression can
thus be viewed as behaviour that causes physical or emotional harm to the person
him- or herself or others (Gabbey & Jewell, 2016). According to Cherry (2016),
aggression refers to a range of behaviours that can lead to physical or psychological
damage to the person him- or herself, others or objects in the environment. The
manifestations of aggression can include several types, such as verbal, emotional and

physical aggression (Cherry, 2016).

1.4.2 Educator

According to Van Rensburg and Landman (cited by De Witt, 2016), an “educator”
represents a professionally trained adult who assumes the responsibility for

accompanying a child (learner) on his or her voyage to maturity.

1.4.3 Learner

“Learner” in this context indicates a primary school learner in the period between six
and twelve years of age (Bender, 1996). According to Bender (1996), a learner in

primary school can be classified as being in middle childhood. The age range of the



middle childhood cycle is approximately between six and twelve years, which mainly

represents the foundation and intermediate cycles of schooling in South Africa.

The above-mentioned definition explains a learner in the broader context. For the
purpose of the study, “learner” can be categorised as a school-going child in middle
childhood. Green (2009) explains this to be the period in life that is characterised by

the consolidation, refinement and expansion of earlier gains.

1.4.4 Middle childhood

Age six to twelve is generally defined as “middle childhood” (Bennett et al., 2016).
During middle childhood, a child develops skills to build healthy social relationships.
Green (2009) defines the middle childhood as the period between the onset and the
shedding of milk teeth.

1.4.5 Psychological trauma

The Centre of Non-violence and Social Justice (2014) based in the United States of
America, defines “trauma” as experiences or situations that are described as
emotionally painful and distressing, which influence people’s ability to cope and often
leave them feeling powerless. Furthermore, “psychological trauma” is defined in the
Diagnostic and Statistical Manual of Mental Disorders (DSM-V, 2013) as a direct
personal experience of an event that entails death or the possibility of death, as well

as events that could lead to serious injury or other physical threats.

According to the conclusion arrived at by the Australian Early Childhood Mental Health
Initiative (2010), a traumatic event or situation is when a person’s life is endangered
or when serious injuries are sustained, such as a car accident, a natural disaster, an
operation or being a victim of crime. A traumatic experience is an incident that is so
daunting that the experience overwhelms a person’s ability to handle and process the
event. The trauma-handling techniques a person has are weakened, and this leads to
a feeling of impotence (AECMI, 2010).



1.4.6 Posttraumatic stress disorder

According to the DSM-V (2013:463-464), “posttraumatic stress disorder” can be
described as follows:

The essential feature of posttraumatic stress disorder (PTSD) is the
development of characteristic symptoms following exposure to an extreme
traumatic stressor involving direct personal experience of an event that
involves actual or threatened death or serious injury, or other threat to the
physical integrity; or witnessing an event that involves death, injury, or a
threat to the physical integrity of another person, or learning about
unexpected or violent death, serious harm, or threat of death or injury
experienced by a family member or other close associate (Criterion Al). The
person’s response to the event must involve intense fear, helplessness, or
horror (or in children, the response must involve disorganized or agitated
behaviour on (Criterion A2).

Goelitz and Stewart-Kahn (2013) define PTSD as a disorder that develops due to
exposure to a traumatic event or events. PTSD requires the following symptoms for at
least a month: emotional distress and fear; disgust; helplessness; flashbacks or
nightmares of the events; avoiding situations that hold memaories of the situation; and

increased arousal.
1.5 Theoretical framework

The theoretical framework utilised in this study aimed to understand the variety of
influences South African educators are faced with as individuals in their primary school
classrooms. Apart from the broader systemic influences, it also includes psychological

trauma, PTSD and aggressive behaviour of learners

In order to achieve this goal, personology and the ecosystemic approach were the two
frameworks selected as theoretical basis of the study. As these were both highly
appropriate, | mainly focused on the mentioned theories to understand the educator
and the learner experiencing aggression associated with psychological trauma better.
Jordaan (1994) describes personology as a formal counterpart of informal knowledge
of human nature. According to Meyer et al., (2013), personology ranges from the
individual to the ecosystem. Taking the view of Meyer et al., (2013) into account, for
the purpose of this study, an ecosystemic approach was supported by the use of
personology, since human nature plays an important role in the manner in which an

individual will conduct him- or herself.



The ecosystemic approach can be explained not as a specific personality theory, but
rather an integration of particular fields of study (Meyer et al., 2013). An ecosystemic
approach emphasises a specific thought process. The term ecosystemic implies an
approach, a way of looking at the functioning of humans with the focus on systems.
An ecosystemic approach assumes that any view of the person will be regarded as
only one possible construction of reality (Meyer et al., 2013). The following diagramme
has been adapted from Jasnoski (cited in O’'Connor & Lubin, 1984:44) to explain the

structural framework of the ecosystemic approach.

Cultural

Interpersonal

Verbal

Non-verbal

Intrapersonal

Physio-

Individual

logical

Figure 1-1: Structural framework of ecosystemic approach focusing on the
individual (adapted from Jasnoski, as cited in O’'Connor & Lubin,
1984:44).

An ecosystemic approach, by its very nature, assumes that all stakeholders in the
educational context play a role in the educational structure and process. The views,
perceptions and expectations of all role players are taken into account in the decision-
making that affects the process and structures in the educational context (Meyer et
al., 2013).



The view of the person implicated in the approach is of equal importance. Meyer et
al., (2013) describe personology as a subject which everyone knows something about.
Everyone has implicit theories and ideas regarding the functioning of humans. The
study would be conducted using the branch of psychology named personology.
Personology provides remarkable benefits; it allows for the re-examining of the views
regarding human functioning and leads to a better understanding of this functioning
(Meyer et al., 2013). Meyer et al., (2013:16) define personology as follows:

Personology is the branch of psychology which focuses on the study of the
individual's characteristics and of differences between people. It therefore
covers essentially the same ground as everyday knowledge of human
nature, namely those abilities which enable us to say that we know someone
well.

The above-mentioned combination of an ecosystemic approach, supported by
personology, was used to broaden the theoretical use of personology to a larger view
of the individual and all the factors that play a role in the development and reactions
of this individual. The ecosystemic approach was then adapted to place the educator
at the centre of the theory to get a clear view of the various influences on the educator
and his or her classroom. Using this approach, | was allowed to focus mainly on the
situation of the educator in the South African context, followed by a detailed look at
psychological trauma, PTSD and aggressive behaviour of learners, as well as the
influence a learner’s personality (using personology) and ecosystemic aspects may

have on the behaviour of the learner after a traumatic event.
1.6 Research design and methodology: overview
1.6.1 Research paradigm and approach

Maree (2010) explains there are four underlying worldviews in research: positivism,
post-positivism, critical theory and constructivism. For this study, the constructivist
worldview was used, combined with the interpretivist and transformative paradigm. An
interpretivist paradigm is often used in combination with constructivism (Creswell,
2014). The aim of interpretivism is the description, understanding and interpretation of
reality that are multiple, realistic and context-bound (Merriam, 2009). The
transformative paradigm, on the other hand, leads to research that can be influenced
by a variety of philosophies and theories with the common theme of emancipation and

transformation of communities through group action. Combining these two paradigms



ensures that the educators will form part of the team attempting to change their

environment and empower themselves with new knowledge and skills.

When choosing the type of research that would be most appropriate, one has to take
into account what the research aimed at. The study aims not only to gain an
understanding of the influences on South African educators and their primary school
classrooms, but to better comprehend psychological trauma, PTSD and aggressive
behaviour of learners in these classrooms as well. Action research has been shown
not only to improve understanding of a phenomenon, but also to empower educators
to sustain change in the workplace such as schools and have a lasting impact on the
lives of learners (Joubert et al., 2016). An action research approach was deemed as

highly appropriate for the study.
1.6.2 Research design

A predominant qualitative research design was used for the study, more specifically
action research from an interpretivist and transformative research paradigm. Three
primary schools in an education district in the North-West Province, from different
quintiles, were requested to take part in the study, with a number of educators
participating. This design allowed for me (and participants) to gather information from
various sources of observation and aimed to provide a more holistic understanding of

the phenomenon and to reflect on the guidelines that would be most effective.
1.6.3 Research methodology

In order to develop guidelines for primary school educators when dealing with learner
aggression associated with psychological trauma, a qualitative research design was
used with action research methodology, from both an interpretivist and transformative
research paradigm.

Participatory action learning and action research (PALAR) was used for the purpose
of this study. PALAR aims to democratise the knowledge creation process, address
inequality, limit social conflict and stress the importance that educators be involved
with actions that are intended to change or adapt the education system (Koshy, 2005).
Wood and Zuber-Sherrit (2013) explain than PALAR follows a cycle similar to most

action research methods. In order to ensure that this method is effective, the



researcher and the participants collaborate in respect of their needs and decide on the
best course of action, implement the action all those involved decided on, evaluate the

action taken and decide on further action together.
1.6.3.1 Participant recruitment

Educational research relies on the participants’ knowledge, perceptions, experiences
or beliefs as a source of information (Joubert et al., 2016). The selection of both the
schools and the participants was done by different sampling methods. An in-depth
explanation of the sampling is presented in collaboration with the data collection in
Chapter 4.

1.6.3.1.1 Sampling of schools

Convenience and quota sampling were used in combination to select the schools for
the research. A detailed description of a sample obtained through this method can
support the reliability of the research results to a large extent (Joubert et al., 2016).
Convenience sampling allowed me to select schools based on their convenient
location and accessibility. By using quota sampling, the researcher identified
categories of schools and the required number (quota) in the identified categories.

1.6.3.1.2 Sampling of participants

Purposive sampling, that is, sampling made with a specific purpose in mind, was used

for the sampling of the participants (educators) in the selected schools.

Subsequent to my briefing the principals of the schools involved, they discussed the
possibility of the research with the educators and inquired about their opinions. The
principal then arranged that | meet those who required more information or those who

were interested to meet with me.
1.6.3.2 Data generation

| firstly obtained consent from all of the stakeholders and ensured that all ethical
conditions had been met before the data collection took place in accordance with the
conditions of the ethical clearance given by the North-West University. Before the
empirical research took place, | obtained consent from the principals of each of the
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schools, as well as consent from the district office or director of the Kenneth Kaunda

education district of North-West Province.

The data collection was rolled out in different cycles as research conducted through

action research requires. A detailed explanation of these cycles follows in Chapter 4.

Data collection in the study was done as set out in Table 1-1 below.

Table 1-1: Cycles in the data collection.

Pre-conference cycle:

Three schools and a number of educators were chosen using a combination of convenience,

guota and purposive sampling.

0 Schools in the district close to me were used in the study (convenience sampling).

0 Three schools in the district were selected: each from different group quintiles — a

school from quintile 1 and 2, a school from quintile 3, and a school from quintile 4 and 5

(quota sampling).

O Educators were recruited in each school — eventually totalling 11 (purposive

sampling).

Cycle 1 — Relationship and research

Stage 1:

Stage 2:

Stage 3:

Introduction

One-on-one action

learning set

Group action learning set

Introduction to the study
including compiling shared
objectives and purpose of
the study to participants. |
discussed the proposed
process of the research
with the participants. They
gave their input on the
proposal and we decided
on a mutually beneficial

process and aim.

During the one-on-one
action learning set, | asked
the participants questions
related to their biographic
information, teaching
experience, as well as
educators’ knowledge and
experiences of learners
who display aggression
that may be related to

traumatic experiences.

A group action learning set
took place per school with all
the participants. During
these discussions, the
participants and | informally
discussed opinions,
experiences and ideas
regarding possible
guidelines needed in dealing
with learner aggression
associated with

psychological trauma.
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Cycle 2 — Implementation

Stage 1. Implementation of guidelines (trial cycle)

During this stage of the research, the participants implemented the guidelines compiled

during the group action learning set in Cycle 1: Stage 3. During this stage, | was in

contact with the participants once a month. This ensured that the action research

process was and stayed valuable to the educators as well as the learners.

Cycle 3 — Reflection and research on implementation

Stage 1:

Stage 2:

Stage 3:

Group action learning
set reflecting on

guidelines per school

Group action learning
set reflecting on final

guidelines

One-on-one action
learning set - reflecting
about the research

process

Collaboration, collection
and analysis were used to
gather information on
Cycle 2: Stage 1
(Implementation of
guidelines). Collaboration,
collection and analysis
were conducted
separately at each school,
including all participants of
that specific school. This
was used to gather
perceptions and opinions
of the participants
regarding the gap or gaps
in the guidelines or

possible amendments or

The final guidelines
compiled from input
received from participants
from various schools were
analysed and discussed
with the participants as a
group. Reflection on the
validity and usefulness of
the guidelines for the

specific school took place.

Individual discussion and
reflections of the participants
on their knowledge and skill
development was done to
gather any and all individual
input that participants might
not want to share with a
group of colleagues.

After this, all the data
(including opinions and
experiences of participants)
were taken into account and
the final guidelines that are
appropriate for schools in all
relevant quintiles were

developed.
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changes that need to be

made.

1.6.3.3 Data analysis and interpretation

For the purpose of the study, content analysis was used. The goal of content analysis

is to identify general themes or, in this case, guidelines, in participants’ comments or

opinions, about this particular phenomenon (Leedy & Ormrod, 2010).

The qualitative data gathered during the study were the following:

Educators were requested to complete a questionnaire, combining a small
amount of quantitative data (years’ experience, etc.) with qualitative research
in the form of their opinions and specific cases they have handled where
learners show aggression after psychological trauma (Cycle 1: Stage 2). The
reason for the collection of the specific data was to ensure that educators who
formed part of the study were qualified and had adequate experience.

The opinions, experiences and ideas of the participants regarding possible
guidelines (Cycle 1: Stage 3).

The reflective individual discussions with the participants during the
implementation of guidelines stage (Cycle 2: Stage 1). The discussions were to
ensure that the implementation was and stayed within the educators’ frame of
expertise and that no learners showed severe signs of traumatic stress that
needed to be addressed by a trained professional, for example a social worker,
counsellor or psychologist.

The perceptions and opinions of the participants regarding guidelines that
needed to be amended or eliminated (Cycle 3), as well as input from the
participants regarding the final set of guidelines. This was done in Stage 1 in
the form of focus group interviews. The aim of these focus groups was to gather
information in the implementation cycle (Cycle 2: Stage 1). The interviews
allowed the educators from the specific school to share their perceptions and
opinions regarding their views on the guidelines and their effectiveness in their
school. Stage 2 allowed me to conduct semi-structured group interviews with
the participants of the schools involved after having given them the amended

guidelines. The final guidelines compiled from input received from the
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participants from the various schools were discussed with the participants as a
group, allowing the participants to agree or disagree with amendment or
changes made by other educators. Stage 3 presented the individual participant
with a safe space where he or she could share an opinion or concern that he
or she did not feel comfortable with sharing in front of other participants from
the school. This presented the participant with a final opportunity, should he or

she wish to share something with me.

The above-mentioned methods allowed me to identify where the needs of a particular
school in a specific quintile may coincide with or differ from those in another quintile.
Taking the information from various schools and comparing gaps and issues
experienced by the educator, | was able to combine and amend the guidelines in order
to ensure that the guidelines would be effective and applicable if implemented in a

large variety of schools.

All of the interviews conducted were recorded to make transcribing possible (cf.
Henning et al., 2004).

1.7 Role of the researcher

According to Maree (2010), qualitative research is a subjective investigation in which
the researcher is used as a research instrument in the data collection and data
analysis cycles. During PALAR, the role of the researcher differs from that of other
more traditional research methods.

Ethics can be seen as morally and ethically responsible behaviour of the researcher,
thus executing the research ethically and behaving ethically towards each participant.
The study was carried out on the basis of the ethical considerations discussed in more
detail later on. | was aware that there might be ethical issues due to the fact that the
study included topics that were of a sensitive nature. Trauma is a sensitive topic, and
steps were taken to protect the participants and the learners from psychological harm.

A detailed description of the ethical considerations of the study follows in Chapter 4.
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1.8 Ethical considerations and trustworthiness

To ensure that all research is conducted in a moral and ethical manner, the responsible
behaviour of the researcher and participants are valuable and necessary. A brief
description of the ethical considerations of the research involves the following:
e Consent should be obtained from all parties involved (department and
participants).
e Each participant should be provided with detailed information regarding the
study.
e All participants should be ensured that their participation is voluntary.

e The confidentiality of participants should be guaranteed.

A detailed discussion of the ethical considerations carried out in the study is presented

in Chapter 4.
1.9 Contribution of the study

Despite the enormous potential for personal reflection and development in PALAR
(Noffke, 1997), questions arose about the impact of this type of research on the
development of communities. McNiff and Whitehead (2002) unequivocally state that
clear empirical evidence suggests that research into teaching has certainly had an
influence on the quality of teaching and learning within the broad education
community. Educators realise that they have a collective responsibility to improve their
own practice to the benefit of the entire community. The research aim was to identify
and compile guidelines for primary school educators dealing with learner aggression
associated with trauma. By identifying and compiling these guidelines for educators to
apply in their classrooms and schools, educators will experience an improvement in
their relationship with learners and discipline and be empowered to provide the most

effective support to learners in these situations.

McMillan and Schumacher (2010) agree on the many benefits of action research. One
of the benefits is that stakeholders have an opportunity to cooperate in the
investigation process and can reflect on the results and on the meaning the study adds
to their practices. The study involved various stakeholders in the education process
and serves as a powerful and professional developmental action. The study can
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change the climate of a school to an open, reflective atmosphere in which it would be
acceptable to evaluate teaching methods in a transparent manner. This atmosphere
offers educators the opportunity to take risks in designing teamwork and practices that
can lead to a better understanding of their particular school community.

1.10 Layout of the study

Chapter 1: Introduction, background and rationale of the study. This chapter orientates
the reader regarding the research problem and research goals. The research design
and methodology are briefly mentioned to provide a starting point for the reader.

Chapter 2: Chapter 2 provides the reader with a background regarding the influences

on South African educators and their primary school classrooms.

Chapter 3: Psychological trauma, PTSD and aggressive behaviour are explained. The
influence a learner’s personality (using personology) and ecosystemic aspects may

have on the behaviour of a learner after a traumatic event is discussed.

Chapter 4. Chapter 4 provides a detailed description of the research design and

methodology used in the study.

Chapter 5: The data collection, data analysis, the findings of the study and the

empirical research are discussed in depth.

Chapter 6: A conclusion to the study is presented. The guidelines for educators in
dealing with learner aggression associated with psychological trauma compiled during
the course of the study are provided.

16



CHAPTER 2 INFLUENCES ON SOUTH AFRICAN EDUCATORS AND THEIR
PRIMARY SCHOOL CLASSROOMS

2.1 Introduction

The literature review of the study consists of two chapters. Chapter 2 starts with a
focus on primary school educators and the influences to which they and their classes
are exposed. This will set the scene for Chapter 3, where the focus moves to the
learners in these classrooms who may have been exposed to trauma and react with

aggression.

The role of the educator is multifaceted and complex; therefore this chapter will provide
a description and explanation of the role of the South African educator in the primary
school classroom experiencing a vast number of influences. Overall, the study aims
at compiling guidelines for primary school educators when dealing with learner
aggression. These guidelines should support educators by exploring the general role
the educator plays when dealing with behavioural challenges in the classroom.
Therefore, in order to truly understand and comprehend where educators come from,
as well as what is needed to deal with the challenges they face on a daily basis, all
contributing systems that have an influence on the educator and the classroom need
to be examined. In Chapter 2, the various influences on the educator and the primary
school classroom are explained using Bronfenbrenner’s ecosystemic approach as a
theoretical point of departure, with the educator as the main focal point. Chapter 3
then, as stated, provides an in-depth discussion of the learner as individual, which
includes the influence the environment has on the learner, as well as the role the

personality of the learner plays in his or her reaction to psychological trauma.

The NSVS conducted by the Centre for Justice and Crime Prevention (2016) revealed
that 15.3% of learners experienced some form of violence while at school. This, in
turn, influences the educator who has to deal with the learners exposed to violence on
a daily basis, often placing the educator in danger. The Bill of Rights of the Constitution
of the Republic of South Africa (Republic of South Africa 1996), guarantees a safe
environment for all citizens. However, a safe environment will be impossible to achieve
without effective behaviour management, and a positive and productive classroom and

school environment (Lewis et al., 2008). As mentioned, a safe environment is provided
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by effective behavioural management and a positive environment in the classroom
and the school. However, even within a safe environment, with effective behavioural
management and a positive environment in the classroom and the school, for various
reasons, some learners still act out in an aggressive manner. The learners’ academic
performance and holistic development (physical, emotional and social) are often highly
dependent on the management of learner aggression in the school system (Singh &
Steyn, 2013). A safe environment, effective behavioural management and a positive
atmosphere in the classroom and the school are therefore mainly the responsibility of

the educator — a system which creates serious challenges.

A clear understanding of the contributory factors and forms of learner aggression is
important for educators to manage it, as a wide range of factors contribute to learner
aggression (Singh & Steyn, 2013). These include school-related factors as well as
environmental factors. Therefore, for one to understand the behaviour of the learner,
as well as how educators should react towards behaviour displayed by learners, one
has to take a clear look at the educator’s role in the classroom and in the school
context, as well as how best to handle aggressive behaviour shown by learners in
middle childhood. Empowering an educator with the knowledge and skills to address
these issues may ensure a safe environment, effective behavioural management and
a positive atmosphere in the classroom and the school for both the educator and the
learner. In order to understand the influence of various systems on the educator, the
classroom, the school and the education processes, Bronfenbrenner's ecosystemic
perspective provides an appropriate point of departure. In this chapter, this perspective
will be adjusted to focus on the educator as an individual among all the surrounding
systems in which he or she operates, and not only on the learner, as in

Bronfenbrenner’s ecosystemic theory.

2.2 Theory of Bronfenbrenner’s ecosystemic perspective

Bronfenbrenner’s (1979) ecological systems theory places individuals in a particular
context, namely within the microsystem, mesosystem, exosystem and macrosystem.
Bronfenbrenner (1989) later engaged in self-criticism for discounting the role the
individual plays in his or her own development and focusing too much on context.
Bronfenbrenner’s earlier theories (1977 and 1979) were revised, extended and

altered. These earlier theories were ecological in nature, stressing individual-context
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interrelatedness (Tudge et al., 1997). The single most important change from earlier
writings is the concern about processes of human development. However, following
the revision and alteration, in the 1990s, the proximal processes were identified as a
key factor in development (Bronfenbrenner, 1999; Bronfenbrenner & Morris, 1998).

These proximal processes are fundamental to Bronfenbrenner's ecosystemic
perspective. The nature of proximal processes varies, according to the individual as
well as the context (Bronfenbrenner, 2005; Bronfenbrenner & Evans, 2000). Tudge et
al., (2003) define proximal processes as the development of a human that takes place
through progressive processes that represent complex interaction between an active,
evolving biopsychological human organism and the individuals, objects and symbols
in the immediate external environment thereof. To be effective, the interaction should
occur on a fairly regular basis over extended periods of time. According to Donald et
al., (2014), increasingly, efforts have been made to understand how children’s
development is shaped by their social context. Bronfenbrenner (1977) explains in his
ecosystemic perspective that child development occurs within four nested systems,
where each successive level is contained in the level or levels above it, namely the
microsystem, mesosystem, exosystem and macrosystem. All of the above-mentioned
systems interact with the chronosystem. The following diagram provides a visual

explanation of Bronfenbrenner’s theory.
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Figure 2-1: Levels of a system related to the education process focusing on

the learner (adapted from Donald et al., 2014).

2.2.1 Defining the ecosystemic perspective

Bronfenbrenner argues that to understand human development, the entire ecological
system in which growth occurs should be considered. Bronfenbrenner (1979) explains
that the system consists of mainly four subsystems that support and guide human
growth. Bronfenbrenner (in Phelan, 2004) states that a systemic theory can be
described as circles of influence that surround all people. Tudge et al., (1997) define
this perspective as a standpoint for conceptualising the maturing and changing
individual in relation to his or her changing environment — social, physical and

psychological.
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Bronfenbrenner assigns a name to each of these circles. The microsystem indicates
the individual’'s immediate environment, including family, peers and school; the
mesosystem entails the interactions and influences among various components of the
microsystem. The exosystem includes the systems (circles) in which the individual is
not directly involved; however, there is an influence of proximal relationships with other
systems (circles), for example the school system, the local town, and so forth. The
macrosystem enlightens the influence of the social systems that dominate social and
economic structures, including values, beliefs and practices. This highlights the fact
that various systems have an impact on the educator as an individual, as well as an
influence on the classroom of the educator. The core understanding of
Bronfenbrenner’s ecosystemic perspective is that all individuals, in this case
educators, exist within a particular context that influences both who that individual is
and how that individual responds to life situations. The ecosystemic perspective
emphasises that an individual (for the purpose of this chapter, the educator) cannot
be understood in isolation from factors that create both reinforcement for behaviour
and patterns of interactions.

Bronfenbrenner’s (1994) primary goal was to provide a differentiated and complex
sense of the various “systems” that influence a developing individual, and the
interrelations among these systems. Bronfenbrenner (1979) portrays the developing
person at the centre of an interconnected set of contexts, including the direct
impingement on the individual (Tudge et al., 1997). Swick and Williams (2006) explain
that each system depends on the context and the nature of the individual’s life and
offers a diversity of options and sources of growth. As previously mentioned, the
ecosystemic perspective is used in this chapter to describe the impact the environment
has on the educator and his or her primary school classroom. The reactions or
behaviour shown by an educator towards a learner and the manner in which a learner
behaves, are not only limited to how the learner as a person reacts (discussed in the
next chapter as personology), but also how the learner’s environment has shaped him
or her. This in turn has a direct impact on the educator and how the latter reacts
towards the learner. The various systems as described and discussed above, have a

major influence on any person.
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2.2.2 Ecological concepts

Donald et al., (2014) refer to the ecological theory as based on interdependence
between different individuals and their physical environment. The relationship between
the individual and the physical environment is seen holistically. Donald et al., (2014)
emphasise that each part of the environment is of equal importance. In this chapter,
reference is made to the influence and interdependence between the educator and

the physical environment in which he or she conducts his or her everyday life.

Even though a parent influences a child, vice versa, the child also influences the parent
and the educator (Brendtro et al., 2005). This falls under the same context for the
educator. Although the educator’s parents and relatives have an influence on his or
her development as an individual, the community, the school environment, parents
and learners exercise an undeniable influence as well. As with any other interaction
between the individual (child) and other people, mainly focusing on the interaction
between a learner and an educator, this means that several factors influence the
educator. The fate of the child or educator changes as the ecology changes (Ungar,
2013). Ecology can either be healthy (i.e. normal developmental milestones of the
child) or a considerable risk (i.e. aspects that influence normal developmental
milestones). Figure 2-2 shows aspects that are either healthy ecology or high-risk

ecology.
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Figure 2-2: Aspects of healthy ecology and high-risk ecology in the school

context (adapted from Lewis, 1997).

To understand systems, the relationships among the various parts of the systems
need to be examined. The various levels allow those involved to comprehend the
continuous dynamic interaction and interplay among multiple influences; therefore, it
can be derived that each system possesses critical contributing factors and causes.
Personal characteristics can contribute to positive developmental outcomes and play
a role in buffering potential risks (Dawes & Donald, 2000:19). This is an explanation
of the original theory regarding aspects of ecology and the influences on those
involved. For the purpose of this chapter, the focus will be shifted from the learner to
the educator.

Balance is a notion that is central to ecological concepts. A system can be sustained
when the relationships and cycles within the complete system are in balance. The
balance of the complete system will be threatened when there is a major disturbance
in any part of the system. The ecology of an individual’s childhood is in no way static,
but changes over time. For instance, the impact a traumatic event (e.g. neglect by

parents, emotional or physical, and abuse, whether physical, sexual or emotional) in
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the child’s life or exposure to violence may have on the learner can and most likely will
lead not only to a major primary disturbance in the ecology of the learner, but similarly
to a secondary disturbance in the case of the educator. As explained, each successive
level is contained in the levels above it. Bronfenbrenner (1979) describes natural

ecology as a set of nested structures, each inside the next like a set of Russian dolls.

For the purpose of this chapter, the ecosystemic perspective is somewhat adapted by
placing the educator at the centre of the structure. The reason for this is to ensure that
the research and the guidelines that will be compiled, focus on the educator and the
support necessitated. The following figure allows one to visually experience the impact
and influences on the South African educator. Each of the systems has a significant
impact on the individual (educator) shown at the centre of Figure 2-3 (adapted from
Donald et al., 2008). The levels illustrated in the diagram can be identified as the micro-

, meso-, exo-, macro- and chronosystems (Shaffer & Kipp, 2014).

*GenerationZ learners

Macrosystem «rowery

*Diversity

*Resources

EXOSVStem ¢|nclusion

*Whole-school development

#School-community relationships

M esosystem ¢Influence of community

sLearnerbehaviour

*Barriersto learning

M icro System *Disruptive hehaviour

*Family relationships

*Personality

Educator  stomeie

*Own experiences

Figure 2-3: Levels of a system related to the education process focusing on
the educator (adapted from Donald et al., 2014).

The following sections provide an elaboration on various systems and their

contributing factors and the influence these issues have on the educator.
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2.2.3 Levels of system related to the education process

On a daily basis, educators are those who are required to face learners’ reactions and
behaviour to the complex and multifaceted phenomena to which learners growing up
in South Africa are exposed. For those involved (educators) to understand the
development of a child and particular phenomena portrayed during a specific stage of
development, the educator is required to consider the dynamic and continuous
interaction among the various and multiple contextual influences faced by the learner.
By using the ecosystemic view, the educator will be able to gather a better
understanding of how the child might change, develop and, if necessary, be healed
(Apter, 1982). This will allow for those involved (educators) to support and assist
learners who have experienced a traumatic event or a series of traumatic experiences.
This detailed understanding will be attempted in Chapter 3, where an explanation of

trauma and the reactions of a learner after a traumatic event will be presented.

For an educator to gather the understanding needed for this support and help,
concentration needs to be, in some instances, on the levels of a system that has a
greater influence on the child involved than other, less influential, systems at the time.
However, limited changes will be made, unless all the levels of a system are
considered. During the study, all the changes and implementations have been made
on the basis of the above-mentioned. The educators and | took into account the
multiple influences on the learner involved, as well as other influences on the learner
in order to ensure that the changes made in the implementation of the guidelines were

effective and essential.

Figure 2-3 does not change or replace Bronfenbrenner's model; Bronfenbrenner’s
model is far more complex and specifically directed at understanding child
development (adapted from Donald et al., 2014). However, Figure 2-3 attempts to
show various interactions of various levels of systems that relate to the education
process and the influences on the educator as well as the learner, and the environment

they face daily.
All interactions between the primary school learner that is involved and his or her
systems should be considered in this attempt to support and empower the educator in

dealing with learner aggression associated with psychological trauma. These factors
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are likely to operate in the education process at diverse levels of the system involved.
Learning may be influenced at family level by a substantial number of factors, including
the language of the family, the resources the family has, the values held by the family,
as well as the degree of both the cognitive and emotional support the child receives at
home and at school for the task of learning (Ungar, 2013). Beyond the levels
represented in Figure 2-3, there are additional levels to be considered, namely
regional society (South African), continental society (African) and global society (the
people of the world). Even though the wider levels influence the represented levels,
there is less direct influence than on the levels indicated in the figure. It is particularly
important to understand the interactions of these various systems when considering
the wider community, especially in South Africa, where various communities have

cultural and socio-economic factors in common and have distinct subsystems within.

Keeping the ecological perspective in mind, one is able to better comprehend and
explain the reactions of an individual. The process and product of human beings vary
with time and place. Included in this is the personality of the person involved. There
have been recent extensions to the ecological paradigm, which involve the
reconceptualisation of the role of genetics in the development of the human being
(Bronfenbrenner & Ceci, 1994). The human species appears unique in its capacity to
tolerate, adapt and, in this case, create ecologies wherein the human lives and grows.
This supports the premise that educators are just as critically influenced by learners

who experience trauma as the learners are themselves.

Using the above-mentioned approach, a conclusion is drawn about how the influences
of the various levels in the education system have an impact on South African
educators and their primary school classrooms. Using this approach, the influences
and reactions in various issues will be discussed according to the various systems,

namely the microsystem, mesosystem, macrosystem and exosystem.
2.3 Ecosystemic-based discussion of influences on educators

Many role players have an influence on the education system, not only in South Africa
but also worldwide. The educators in this day and age face a variety of complex and
challenging influences. In order to fully understand the challenges South African
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educators face in their primary school classrooms, one needs to take a look at the
picture as a whole, starting with the influence of international trends on the South

African system and then working towards the educators as individuals.
2.3.1 Macrosystemic influences on the primary school educator

The macrosystem entails a variety of social and economic structures and various
values, beliefs, attitudes and ideologies in the system of a society and a culture. A

selected few of these influences on the educator are described below.
2.3.1.1 Generation Z learners in the classroom

The term “millennials” refer to Generations X, Y and Z. The emotionally blunt and post
modernistic views of Generation Z are highlighted by Nehring (2003). He explains that
the relationship between this generation’s emotions and ideologies have become
increasingly problematic, and this makes it difficult or even impossible for those
involved to find meaning in their emotional experiences. Van der Watt and Prins
(2003:578) quote a learner who wants the educator to “dance, sing, and cry ... we
expect so much more from everything now because of the media”. Sacks (1996) is of
the opinion that a new classroom approach is necessary in order to adapt to the new
generation’s views. This approach needs to ensure that teaching, interaction and
learning take place by ensuring that there is room for creative creation and application
of new knowledge by the use of new technology. Learners now have the need to
create, apply, integrate and manage their own learning. Sacks (1996) is of the opinion
that the slogan knowledge is power needs to be adjusted to imagination is power.
Faust et al., (2001) state that learners are unable to sit quietly for a demonstrative
lesson; however, they have the necessary skills to handle a multi-tasking lesson.
Generation Z learners are reluctant to use printed resources and are far more
comfortable with technology than with their educators. The above-mentioned
challenges regarding the teaching strategies required by Generation Z place an
enormous strain on the educator and the extra effort required to successfully teach
this generation.

27



2.3.1.2 Quality education and social interaction

For a primary school educator, the ability to include and adapt to the great variety of
learners in the classroom is a tremendous challenge. This includes adapting to various
cultures, worldviews and other demographic issues. Educators are also required to
adapt their teaching styles to cater to the new views of Generation Z learners. All of
this is achieved with the aim of providing quality education for all learners involved in
mind. The judgement of quality education can be done in a variety of ways. A crucial
way of judging the quality of the education is social interaction — what happens
between people — and the nature in which this interaction takes place. The interaction
between learners and educators is an integral part of the success of a primary school
as well as the study. In order for the educator to have a positive impact on the learner
and provide support and guidance during a difficult time after trauma has occurred,
the social interaction between the educator and the learner has to be conducted in a

positive and caring way.
2.3.1.3 Poverty

Poverty and education influence each other bi-directionally. It is stated in research that
this is the case because poor people often are not able to afford quality education, and
without quality education, one is constrained to a life of poverty (Van der Berg, 2008).
In the United States of America, the Equality of Education Opportunity Report of
Coleman (1966) opened the discussion of the role education can play to overcome
disadvantages faced by learners. Van der Berg (2008) posits that improvement of
educational outcomes occurs when the socio-economic status of learners rises in all
countries at all age levels and for all subjects (UNESCO EFA, 2004:48). According to
studies done in developing countries, access to education differs depending on the
income level of a person. When an individual has very few resources and his or her
basic needs are not met, Van der Berg (2008) refers to this as absolute poverty. This
level of poverty results in poor living conditions, no food, and so forth. This also affects
physical and mental well-being and influences a child’s ability to learn.

Poverty leads to poor nutrition, which affects those involved and their ability to learn.
According to the EFA Global Monitoring Report (UNESCO EFA, 2006), more than 5%

of children under the age of five in sub-Saharan Africa are underweight due to a poor
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diet and malnutrition. This makes them more vulnerable to disease and less able to
concentrate. Educators face a tremendous challenge in trying to support these
learners and ensure that they do not fall behind even though they may miss an
alarmingly high number of school days.

2.3.1.4 HIV and related diseases

Guest (2003: ix) describes HIV/AIDS as a pandemic “deadlier than war, deadlier than
tyranny, even deadlier than malaria”. HIV/AIDS is a challenge for all the role players
in an individual’s life. Carboni and Dawson (2001) found that many educators are still
having negative perceptions regarding HIV-positive colleagues and learners. This
ranges from beliefs that the disease is a punishment for immorality, to others who
would rather quit teaching than work with these individuals. There is an overwhelming
amount of research on HIV/AIDS. Quinn (2003) estimates that 29.4 million of the 42
million infected individuals worldwide reside in sub-Saharan Africa. In South Africa,

more than 1 in 10 South Africans are HIV-positive.

Education is a process that is driven by a number of people; however, in sub-Saharan
Africa, many people integral to the education process are dying (Theron, 2005). This
limitation is not only caused by HIV-positive learners, but also the following: educators
who suffer from this disease; the quality of education being effected by the loss of
experienced educators; decline in the demand of education due to fewer learners
enrolling or remaining in school; and extra costs due to temporary educators (Theron,
2005). According to the World Bank (2002), at least 12% of the educational staff and
educators in this region have HIV/AIDS. Given the involvement of educators in the
lives of learners, learners are affected by observing how the educators’ health declines
and by the absenteeism of educators. This diminishes the example of a positive role
model by an educator. As mentioned previously, healthy educators avoid densely
populated HIV/AIDS-infected areas, which leads to these areas having an increased

educator-learner ratio.

HIV/AIDS has a tremendous impact on both infected educators and educators who
are not infected. Educators who do not have HIV/AIDS face augmented workloads
and heightened responsibility; thus work demands will escalate. Therefore, whether

the educator faces learners who are infected with HIV/AIDS, colleagues with HIV/AIDS
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or an HIV/AIDS diagnosis of his or her own, there is an enormous impact on South

African educators.

2.3.2 The exosystemic influence of the department of basic education on the

primary school classroom

To ensure that education is of a high quality and that the process results in meaningful
education for those involved, educators need to ensure that education results in the
healthy development of whole, confident and competent persons, and empowers
everyone. Only then is quality education ensured. South Africa has restructured the
whole education system — qualifications, the curriculum and the education of
educators — with this in mind. To ensure that the transformation process of education
is successful, individuals are required to examine and modify their practices and
values (Donald et al., 2014).

2.3.2.1 Inclusion

“Inclusive education” is a term that refers to teaching practices and policies that focus
on the rights and needs of learners with special needs (Green, 2001). Inclusive
education creates an integrated and fairer society where a variety of learners with
special needs are optimally accommodated within the same education system (Donald
et al., 2002). Furthermore, inclusive education implies that mainstream schools are
required to restructure to be more receptive and knowledgeable regarding the wide
variety of learners’ needs (Burden, 1997; Clark et al., 1997; Engelbrecht et al., 1999;
Green, 2001).

Inclusive education in South Africa therefore indicates the integration of two separate
education systems (special needs education and mainstream education) into one
education system that can cater to the diverse needs of all learners (Naicker, 1999).
The inclusive education policy (Department of Education, 2001) allows for the
implementation of the previously mentioned, single education system and puts an end
to the previous separation between learners with basic education needs and learners
with special needs. Inclusive education focuses on providing for the education needs
of all learners, including learners with emotional and behavioural needs. Inclusion

cannot be seen as a set policy, but rather a dynamic process that includes and follows
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a bottom-up systemic approach (Burden, 1997; Clough, 1998; Green, 2001; Jones
2004).

A systemic perspective views different, multifaceted levels in a social context as a
system. Donald et al., (2002) suggests the use of a systemic model for the
implementation of inclusion in education. These systems function as a whole where
the “functioning of the whole is dependent on the interaction between all parts” (Donald
et al., 2002:82). Therefore, education has to be organised to provide support to
educators and learners on various levels. By taking these social systems into account,
behaviour is understood clearly (Engelbrecht et al., 1999; Farrel, 2006). Inclusive
education could not be implemented by using the traditional view of education. The
literature provides a variety of different arguments regarding the implementation of

inclusive education, as well as challenges created by inclusive education.

The inclusive education system in South Africa requires educators to understand
learners in context. The learner is viewed as a part of the community and cannot be
excluded in any way based solely on his or her special needs. The influence of various
systems on learners and the interaction between the learner and these systems are
of major importance. Intervention on various levels can have a positive influence on
change (Winter, 2007). In order to ensure successful promotion of inclusion in the
classroom, the educator is responsible for addressing all the factors that might have
an influence on the learner, such as classroom management, classroom relationships,
teaching methods and punishment techniques, which should be taken into account
when analysing the demands educators face on a daily basis.

2.3.2.2 Whole-school development

Holistic and systemic approaches are very promising for educators attempting school-
based interventions for learners (Weare, 2005). In order for educators to create a
promising school-based intervention or mental health programme, a clear
understanding of the reason for the intervention is required. These reasons include
parental dysfunctions and psychopathology, family structure and relations as well as
the school’s inclusive and preventive policy (Zipper & Simeonsson, 2004). In recent
years, educators and therapists have focused on learners who exhibit emotional or
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behavioural problems; they relate these problems to dysfunctions in the family, in the
school system or in the family-school relationship (Maitel & Scher, 2003). Managing
change in a human system or organisation is known as organisational development.
The aim of organisational development is to use the facilitation of the development of
both people and structures to increase the effectiveness of the organisation (Davidoff
& Lazarus, 2002). To ensure that organisational development is successful, strategic
planning is essential. Donald et al., (2010) explain that the process of conscious
decision making is as follows:
e Changes made to the organisation’s environment have to be understood and
monitored.
e Future trends have to be anticipated.
e Appropriate goals need to be set.
e Achieving these goals has to be planned and aligned with the vision of the
organisation.
e Action should be implemented.

e The action needs to be evaluated in terms of the intended outcomes.

In order for a school to be both inclusive and health-promoting, both environment-
centred and individual-centred aspects need to be developed. It is of the utmost
importance for a school to cultivate a supportive and non-discriminatory culture in
order to ensure a health-promoting school. A school presents learners with various
problems — emotional, academic and behavioural. All of these problems and
challenges are about the wisdom of knowing “how to do the right thing at the right time”
and “how to do things right” (Davidoff & Lazarus, 2002:15). In order to ensure that a
school provides a healthy environment for the educators as well as the learners, the
community is required to engage with the school on a social level, where educators
are used as the tools in these attempts. This places a major responsibility and a heavy
burden on the educator. Educators are seen as being responsible for ensuring that the
community and the school have a functioning relationship, despite all of the other

issues they face in the classroom and the school context.
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2.3.3 The school as mesosystem — and the effects on the educator
2.3.3.1 The primary school in general

Ebersohn and Ferreira (2012), Herselman (2003), Hofmeyr and Hall (1995), the
Human Rights Watch (2004), Mahlomaholo (2010) and Pandey (2010) conclude that
the features of a school or community that influence a learner or educator might
include the following: less access to staff, classrooms, electricity and running water,
as well as poorly developed infrastructure and dilapidated buildings; a shortage of
state-subsidised transport for educators and learners to schools; learners who come
from informal settlements and communities with extreme poverty, illiteracy and
unemployment; large numbers of children in classes and multi-grade classes;
principals who have to teach and unqualified educators without remedial training;
learners’ developmental and learning deficits remaining unidentified due to the lack of
early childhood development programmes; limited access to health and welfare
services; and the presence of HIV/AIDS in the communities and the loss and grief,

healthcare responsibilities and additional financial constraints associated with it.

De la Porte and Davids (2016) explain that one of the most prominent issues South
African educators and the youth have to face, other than substance abuse, is the
violence in and around schools. The NSVS (Burton & Leoschut, 2013) was conducted
for a second time to find that South African educators and learners are more commonly
being exposed to school-related violence. The latter study provides evidence that the

school-related violence has a profound impact on those involved.

2.3.3.2 Influence of the school-community relationship on the school, educator

and learner

Providing emotional and physical support to primary school learners is possible only
by building a strong school-community relationship (Flisher et al., 2000). People have
different beliefs about life and how life should be lived. The development of a
supportive school environment demands that educators acknowledge, respect and

draw on different views (Lazarus, 2006).

Social structures in South Africa have tremendously adapted in terms of urbanisation,

the decrease in family support, a decline in moral values and the effects of HIV.
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Learners are therefore confronted with confusing contradictions. It is important for
educators to realise that living conditions and the systems wherein the learner
functions, cannot be seen as independent from one another. If this connection cannot
be made, the educator will struggle to understand learners, adapt to their needs and,

ultimately, support them.

Challenging social conditions within communities have a severe impact on learners’
development potential and education and the quality of schools within these
communities (Hofmeyr & Hall, 1995). This then has a direct impact on the school and
the classroom. The literature confirms there is a significant difference in the progress
and achievements of learners in schools serving communities with higher levels of
poverty, such as rural areas, as opposed to schools in more affluent communities
(Sass et al., 2010). Therefore, to truly form a picture of the South African school system
and what educators face on a daily basis, one has to take into account the various
communities and people in these communities. The reasons for this are the
inadequate educational infrastructure, poor social conditions and the detrimental
effects of the circumstances on children’s physical growth.

South African research indicates that the circumstances of some schools are
characterised by shortcomings and unmet needs. Acar (2011) and Van Wyk and
Lemmer (2007) therefore state that relationships between the school, home and
community systems must be strengthened to support the formation of social capital
for learners’ development which, in turn, will lighten the load of primary school

educators.

Parental involvement and a good parent-educator relationship, which act as bridging
social interactions, can therefore be a form of valuable social capital for parents,
learners and educators, based on the possible positive results it holds for the various
role players. Acar (2011) argues that it is important for educators, parents and
communities to understand that various aspects contribute to learners’ academic

success when setting up new strategies and plans for better educational success.

Ali (2011) emphasises the importance of recognising that parents and educators are

essential role players, which can lead to consistency within environments at schools,
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homes and communities in which learners operate. The role of educators, as well as
that of parents and community members in the educational context, is emphasised in
various documents and articles. Warren et al., (2009) refer to several authors who
state that schools of higher confidence in the relationships among role players show
greater capacity to adapt to change and improve their practices. La Rocque et al.,
(2011) agree that families, community groups and educators each play an important
role in the academic performance of the learners involved. Therefore, these role
players should understand one another’'s roles well and there must be effective

communication among them.

The above-mentioned is supported by Bronfenbrenner’s theory, which posits that all
the various systems of an individual are interlinked with one another. Therefore, in
order for the educator to successfully support the learner in the classroom, it is
essential to acknowledge that the community of the educator and the learner has a
tremendous influence on both the way the learner would react and the way the

educator would deal with a situation.

2.3.3.3 International views and the impact on dealing with challenging

behaviour

Prior research suggests that exposure to a classroom and a school environment with
high levels of aggression may have an influence on not only children’s development
but also on the educators dealing with this class on a daily basis (Thomas et al., 2008).
Mounting evidence indicates that school environments not only contribute to
socialisation but promote childhood aggression and behavioural problems as well.
Various studies indicate that the structural features of a school, including large size,
economic disadvantages and a risky neighbourhood surrounding the school, have a
decisive influence on increased levels of learner aggression (Colder et al., 2000). This
leads to even bigger challenges for educators to face on a daily basis. Large classes
mean more learners who are awaiting the educator’s individual attention. In addition,
economic disadvantages cause educators to face issues such as learners who do not

have food, warm clothes in winter or even basic school supplies.

Thomas et al., (2008) reveal that school and learner demographics may increase the

risk of exposure to high aggression in classrooms. Howley et al., (2000) reviewed a
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large number of studies showing that larger schools are more likely than smaller
schools to have learners who act out or learners with greater difficulties in behavioural
management in the classroom. In the review, Howley et al., (2000) found increases in
aggressive classroom behaviour in correlation with classroom size as well as socio-
economic disadvantages. Howley et al., (2000) found that African-American students
were more likely than European learners to attend large urban schools and would be

more likely to be aggressive.

Findings from various approaches and studies show an increase in the number of
emotional, learning and behavioural problems in learners, affecting the learners’
school and social adjustment as well as that of the educator (World Health
Organisation, 2001). Kazdin (2000) explain if these problems are not adequately
treated, the above-mentioned difficulties increase the probability of more serious

problems, such as psychosocial and psychiatric problems in the foreseeable future.
2.3.4 The classroom as a microsystem — and the influence on the educator
2.3.4.1 Barriers to learning in developing classroom contexts

Donald et al.,, (2014) explain that in various parts of the world, “special needs
education” has a different meaning. In more developed countries, this term refers to
intrinsic factors that influence an individual; however, in countries such as South Africa
special needs education is more influenced by extrinsic factors, including severe social
and educational disadvantages. The educator is expected to deal with either the
factors that influence an individual directly or extrinsic factors that influence all of those
involved. While dealing with these factors, educators are required to provide quality

education for all learners.

In the joint report by the Commission in Special Needs in Education and Training, and
the Committee for Education Support Services in South African (Department of
Education, 1997), a range of factors that commonly occur in the South African context
and create barriers to development and learning has been identified. These barriers
include:

e socio-economic factors, such as poverty;

e social factors that place learners at risk, such as violence;

e discrimination;
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e inflexibility in the curriculum and the educator;
e unsafe school environments;
e learning difficulties and disabilities; and

e alack of parental involvement.

Taking the above-mentioned report into account, one can argue that a large number
of South African learners have to overcome barriers in order to have a chance at
making a success. In the study, the educators and | had the important role of ensuring
that learners who were exposed to these barriers were supported and understood. A
school is an ideal site for interventions and mental health programmes because
learners’ (children’s) psychiatric needs differ from those of adults (Dryfoos, 1994).

2.3.4.2 Disruptive behaviour

Disruptive behaviour should be taken seriously and not be allowed to escalate to
prolonged, dangerous and serious behaviour. Good and Brophy (1991) explain that
there are two basic methods for educators to intervene directly in disruptive behaviour.
The educator can demand appropriate behaviour from the learners involved. This can
entail short and direct demands, for example naming the learner and what is expected
from him or her. Furthermore, the educator is urged to constantly remind the learners
of their rules and what is expected from them.

The ultimate goal and constant struggle are to elicit the commitment of all learners to
participate in any and all activities for the duration of the lesson. Santrock (2009:78)
warns that “without clearly defined classroom rules and procedures, the inevitable
misunderstanding can breed chaos”. Santrock (2009) explains that for an educator to
avoid chaos, the procedures or routine includes what learners are expected to do or
not to do in the classroom or during a lesson. Three golden rules are identified that
each educator should adhere to: prevention is better than cure; communicate
outcomes with the learner; and manage the class as a group while thinking of the
individual (Good & Brophy, 1991).

2.3.4.3 Coping with minor problems

Educators learn to cope with challenges in the classroom through experience;
however, there are a number of techniques to help educators until they have acquired

37



their own set of techniques. According to the Teaching-Learning Dynamics, there are
basic techniques in coping with minor problems in the classroom. In the case where a
learner follows the rules, the educator is required to provide praise for the presenting
of positive behaviour. The praise can be directed at an individual or at the class as a
whole. This form of reinforcement can only be successful if the educator provides

positive feedback or the learners follow the rules (Jacobs et al., 2012).

According to Wheldall and Glynn (1989:13), the key rule for an educator to bear in
mind when dealing with minor misbehaviour in and around the classroom is as follows:
“... praise the good and try to ignore the misbehaviour. This is a widely used technique
known as RPI — rules, praise and ignoring.” This technique suggests that in particular
instances, the educator should ignore minor misbehaviour, for instance talking during
a lesson. This does, however, not imply that an educator should not intervene when
there is a fight or a dangerous and harmful situation. Good and Brophy (1991) disagree
with this view and state that even when the misbehaviour is minor and three or more

learners are affected simultaneously, the behaviour requires a different approach.

Sustained misbehaviour can be stopped by the educator by using eye contact.
According to Good and Brophy (1991), eye contact forces learners to pay attention.
This is because the learners will look at the educator before conducting behaviour that
is inappropriate or off-task. Moving around in the classroom therefore ensures that the
educator has a full view of the learners at all times. Once the educator calls on a
learner who is not paying attention to the lesson or who is misbehaving, the learner
will focus on the lesson in an attempt to prevent being asked a question to which he

or she does not know the answer.
2.3.4.4 Family circumstances of learners

The family as a system plays an important role in the mental health of learners (Silver
& Hagin, 1990). Independent variables, namely economic status, mother’s or father’'s
level of education, family size and structure (single parent, divorced or married), can

have a dramatic influence on the learner’'s achievements, emotional needs and
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behaviour (Gericke, 1998). Factors within the family, such as the parent-child
relationship, marital issues, alcoholism, abuse and the development of emotional and
behavioural needs, have an influence in the learner (Raymond, 2008). These
influences on the behaviour of learners will be elaborated on in Chapter 3.

A traumatic experience during the childhood caused by a broken or unstable family
background, for example divorce is regularly associated with emotional and
behavioural needs (Farrel, 2006). In the South African context, violence, crime and a
culture of no protection can be added to these. Increased aggression and
hyperactivity, for example, is related to restrictive fathers and mothers who experience
conflict in the marriage (Watson & Gross, 2000). As explained earlier, all systems
involved with the individual have a direct impact on one another. As the educator forms
part of the learner's immediate support system, all of the above-mentioned issues
have a direct impact on the educator and how the educator deals with the behaviour

presented by the learner.

2.4 Conclusion

All interactions among the primary school learners that are involved, as well as their
systems, should be considered to support and empower the educator in an attempt to
deal with primary school learners who display aggressive behaviour after a
psychological trauma. There are a large number of role players who influence the
education system, not only in South Africa but worldwide. The educators in this day
and age face a variety of complex and challenging influences. In order to ensure that
education is of high quality and that the process results in meaningful education for
those involved, it is important to take these complex and challenging influences into
account. A crucial way of judging the quality of education is social interaction — what
happens between people — and the nature in which this interaction takes place.
Education results in healthy development of whole, confident and competent learners,
and empowers all. In order for the educator to facilitate the development of these
competent learners, one has to take into account all of the other systems — classroom,
school, community and so forth — that may have an impact on the learner. Providing
emotional and physical support to primary school learners is only possible by building
a strong school-community relationship. People have different beliefs about life and
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how life should be lived. The development of a supportive school environment
demands that educators and learners acknowledge, respect and draw on different

views.

Challenging social conditions within communities have a severe impact on learners’
development potential and education and the quality of schools within the communities
where these schools are found. Teaching is a complex task, since each learner is a
unique human - physically, emotionally, mentally and socially. Knowing and
understanding learners is an important part of the educator’s planning of classroom
activities, in conjunction with the previously mentioned, the educator is required to
acknowledge the important role the family as a system plays in the mental health of
learners. Therefore, a traumatic experience during childhood caused by a broken or
unstable family background, for example divorce is regularly associated with emotional
and behavioural needs. The educator is urged to address all needs of the learners in
their classroom in order to ensure quality education. Therefore the successful
addressing and inclusion of these specific needs require a particular set of skills from

the educator.

Limited success has been achieved with school-based interventions, since reactive
and remediation orientation has not sufficiently served the needs of school
communities. This is where the interest and need for the study arose. The limited
success in the known intervention plans of schools piqued my interest. Chapter 3
provides a detailed explanation of aggression and trauma, as well as the correlation
between learners who show aggressive behaviour in the classroom after a traumatic

event.
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CHAPTER 3 AGGRESSION, PSYCHOLOGICAL TRAUMA AND
POSTTRAUMATIC STRESS DISORDER IN PRIMARY SCHOOL CLASSROOMS

3.1 Introduction

As explained in Chapter 2, the school environment and the challenges educators face
on a daily basis are complex and multifaceted phenomena. Chapter 2 uses the
ecosystemic approach to sketch the backdrop where South African educators find
themselves. Educators are not only expected to face challenges in the classroom on
a daily basis; there are also various contributing factors that influence the manner in
which educators conduct their classroom and how they handle learners. These factors
include South African education as a whole, the Department of Basic Education, the
school, the classroom and the educator as individuals. Realising that there are so
many influencing factors on the educator as individual, it is clear one has to take into
account a variety of factors when attempting to understand any human behaviour. In
the case of this study, simply focusing mainly on aggressive behaviour due to a
traumatic experience can never be viewed as a single, isolated incident. According to
research, aggression is one of the main behavioural traits that learners who
experience trauma will exhibit. However, learners who experience trauma may have
various reactions and show a range of behavioural issues. The reaction of a learner
to psychological trauma is influenced by the learner’s ecosystem and the contribution
of his or her personality, based on personology. Chapter 3 aims to show the link
between how learners’ environment and their personalities influence the way they

react towards a difficult situation.

A study conducted by Kessler et al., (1995) identifies three types of trauma most
commonly experienced by humans: the sight of an individual who is seriously injured
or killed; involvement in a fire, a flood or a natural disaster; or involvement in a life-
threatening accident. Diverse types of trauma are identified, namely acute trauma,
chronic trauma and secondary trauma (Endres, 2008). Collin-Vezina et al., (2011)
explain that there are numerous ways in which children are exposed to traumatic
events. These events include physical and emotional neglect by parents, including
physical, emotional or sexual abuse, as well as exposure to violence. For many South

African children, traumatisation occurs within a broader meso- and macrosystemic
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context. Kaminer and Eagle (2010) explain that the above-mentioned traumatic events
place “a burden on family structures as well as parental coping capacities” (Kiser &
Black, 2009; Klebanov et al., 1994).

The extent to which family and community factors in South Africa intersect with the
levels of aggressive and violent behaviour occurring in South African schools is
highlighted in the NSVS, conducted in 2012. The NSVS, conducted by the Centre for
Justice and Crime Prevention (2016), determined that 15,3% of children have
experienced some form of violence at school. The Centre for Justice and Crime
Prevention (2016) states that the findings point to the need for an integrated strategy
to deal with school violence, addressing both short and longer-term change. Leoschut
and Kafaar (2017) emphasise that violence (and aggression) is a characteristic feature
of the South African society. However, a better understanding of violence and the

causes of violent behaviour may reduce or prevent child victimisation.
3.2 Theoretical perspectives: personology and the ecosystemic perspective

There are various theories and perspectives that explain individuals, their behaviour
and development. For this study, the ecosystemic perspective and personology are
the core underlying theoretical focuses explaining the behaviour and challenges of
primary school learners who are exposed to psychological trauma. The ecosystemic
perspective is used to explain the impact or influence the environment has on the
educator (Chapter 2) as well as the learner in the classroom (Chapter 3), while
personology allows an understanding of how and why individuals react differently in

similar circumstances, based on their temperaments or personalities (Chapter 3).
The ecosystemic perspective has been discussed in some detail in Chapter 2, but the
implications thereof for learners will be discussed at a later stage in this chapter.

3.2.1 Personology

The character of man, also called personality, and the knowledge of character traits
are known as personology. Personology includes the distinctive characteristics and
gualities of a person, such as expressions, emotions and feelings. Personology is in
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no way related to the spiritual or mystical fields; personology is, however, related to

scientific and empirically based research (Meyer et al., 2003).

3.2.1.1 What is personology?

All human beings have some knowledge regarding personology. Every person has
implicit theories or ideas about how people function. Personology provides us with
important knowledge regarding the nature of human behaviour. Personology can be
defined as:

... the branch of psychology which focuses on the study of the individual's
characteristics and of differences between people. It therefore covers
essentially the same ground as everyday knowledge of human nature,
namely those abilities which enable us to say that we know someone well.
(Meyer et al., 2013:5)

3.2.1.2 Reasons for various personality theories

Several books focusing on personality theories have been written, revealing more than
30 different theories, starting as early as Levy (1970), and including Feist and Feist
(1998). Taking this into account, it shows there is a great interest in the development
of personalities and the traits thereof. This research also suggests that the journey to
understand the explanation and description of human functioning still is an ongoing
process (Meyer et al., 2013). In addition, there are various other reasons for the great
diversity of personality theories, including the following:
e Complexity of human beings and their behaviour:
Various interdependent factors determine the highly complex actions and
behaviour of humans. Meyer et al., (2013) posit that there are specific types of
factors that have an influence on behaviour, including biological factors,
environmental circumstances and stimuli, social factors and spiritual and
psychological factors. Using a multifaceted diamond, one can explain the
complexity of human functioning and the links among the various facets. Each
theory represents one facet in the diamond; in other words, each personality
theory holds value and merit regarding a possible explanation for the way in
which humans function and react.
e Ethical and practical problems in research:
For research to be practical and ethical, the researcher involved would have to

manipulate every aspect of the involved group of people and the environment
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they are exposed to over a prolonged period (Meyer et al., 2013). A perennial
controversy of personology is whether people are motivated by sexual and
aggressive drives or by finding the meaning of life; this could only be
investigated in an experimental situation. For the experiment to be valid, people
could be subjected to severe circumstances to observe the reactions of those
involved. Such research is impossible to carry out when taking ethical and
practical issues into consideration, which leads to the researcher confining
research to random studies of people.

A variety of assumptions concerning scientific research and the person
conducting the research:

There are various pre-scientific and scientific convictions on what humans are
and what precisely the science entails. According to Meyer et al., (2013), the
different personality theories are all based on various assumptions concerning
these scientific matters to understand the variety of theories and to gain insight
into areas of agreement and disagreement between the theories involved.
Thus, it is of the utmost importance that there is a clear understanding of the

assumptions upon which the theories are based.

3.2.1.3 Definition of concepts related to personology

Although some of the concepts related to personology are basic and contained in the

daily vocabulary of most people, there are particular concepts that need further

explanation.

3.2.1.3.1 Personality

Gordon Allport (1937) made a survey of as much as 50 different definitions of

personality. Today, there are substantially more definitions. Taking this into account,

one can argue that personality is a complex phenomenon, which cannot be explained

by a single, simple definition. There are various definitions for personality in the

literature, including that it is:

the unique patterns and behaviours of a person (Guilford, 1959);
that which would make a prediction of what a person would do in a specific
situation (Cattell, 1950); or

44



e the characteristic of behavioural patterns (including emotions and thoughts)
that allows everyone to adapt to their living conditions or surroundings.

According to Mdller (1993), there are clear recurring themes in these various
definitions, namely:
e Personality refers to the characteristic structure, combination and organisation
of behavioural patterns, thinking and emotions that make each person unique.
e Personality helps a person to adapt to unique daily living conditions.
e Personality refers to the dynamic nature of humankind, as well as its propensity
to react with a degree of consistency or predictability over time, in a variety of

situations.
3.2.1.3.2 Nature of personality

Dynamic organisation refers to the constant changes and growth of an individual's
personality. This growth is organised, and not random at all. When Allport (1961) refers
to personality as being psychophysical, he focuses on the composure of mind and
body functioning together as a unit. With this, Allport (1961) indicates that personality
is neither all mental nor all biological. All acts, characteristics and thought processes

are typical of a specific person; therefore, everyone is unique.

In support of the emphasis placed on the uniqueness of an individual, Allport (1961)
states that reflection on both the hereditary and environmental factors is essential.
Hereditary factors provide the personality with raw material, including intelligence and
temperament. These factors shape, expand or limit the conditions of our environment.

3.2.1.3.3 Personality traits

Schultz and Schultz (2013) regard personality traits to be predispositions that respond,
in the same or an analogous manner, to different stimuli. In other words, personality

traits are considered to be consistent and ongoing reactions to the environment.

Allport (in Schultz & Schultz, 2013) summarises the characteristics of these traits as

follows:
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In each of us, personality traits exist and form a real part of the being of that

individual. However, personality traits are not theoretical constructs that are

made up of particular behaviour.

e Personality traits cause or determine behaviour; these traits motivate the
individual to seek responses in situations and interact in their environment.

e Some personality traits may overlap, while being interrelated to distinctive
characteristics, for example aggressiveness and hostility.

e Personality traits vary with every situation the individual is part of. One

personality trait may be prominent in a specific situation, but not present in

another.

3.2.1.3.4 Temperament and nature

Temperament and nature focus on the biological and inherited aspects of an
individual. These terms also refer to emotions experienced by an individual, including
the way in which the individual deals with these emotions or expresses these emotions
(Meyer et al., 2013).

3.2.1.3.5 Psychosocial aspects of personality development

Erik Erikson has had a profound impact on psychoanalysis and providing an
understanding of the impact an individual’'s culture, in general, may have. Erikson has
developed an approach to personality, which maintains the core of Freud’'s work and
broadens his work. After a lifetime of accomplishments, accolades and honours,
Erikson has created an approach that divides the growth of personality into eight
psychosocial stages. Freud focused on biological factors, while the approach created

by Erikson emphasised psychosocial correlates (Schultz & Schultz, 2013).

Erikson proposed that in each psychosocial stage, an individual develops a series of
basic strengths. The theory states that human development involves a series of
personal conflicts. These conflicts and their potential exist at birth as predispositions
and will be prominent at various stages when change is demanded by the
environment. Each confrontation with the environment can be called a “crisis”.

According to Schultz and Schultz (2013), a crisis is the turning point faced by an
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individual in each developmental stage. This crisis will then refocus the instinctual

energy of an individual, according to the need in the specific stage of the life cycle.

Table 3-1: Erikson’s stages of psychosocial development and basic strengths
(adapted from Schultz & Schultz, 2013).

ADAPTIVE VS

STAGE AGES MALADAPTIVE WAYS OF STIEI&A\I\ISCIB%HS
COPING
Oral-sensory 5(';;? -1 Trust vs mistrust Hope
Muscular-anal | 1-3 years = Autonomy vs doubt, shame Will
Loc_omotor- 3-5years |Initiative vs guilt Purpose
genital
Latency 6-11 years ' Industriousness vs inferiority ~ Competence
12-18 Identity cohesion vs role o
Adolescence years confusion Fidelity
Vel LiEEe Intimacy vs isolation Love
adulthood years y
Adulthood £k Generativity vs stagnation Care
years
g/lga(;turlty —dle 55+ years @ Ego integrity vs despair Wisdom

Primary school learners are in Erikson’s latency stage of psychosocial development.
Erikson’s latency stage of development occurs from the age of six to eleven years.
During this stage, a child starts school and is exposed to a variety of new influences.
The ideal is that the child is taught good habits both at home and at school (Schultz &
Schultz, 2013). During the latency stage, the learner develops and grows powers of

deductive reasoning and the ability to follow rules.

Schultz and Schultz (2013) explain the importance of the behaviour and attitudes of
educators and parents. The influence of educators and parents largely determines
how learners perceive themselves, including applying and developing their skills. This
stage of development is of major importance to the development of learners’
personalities. During the latency stage, if a learner is scolded, rejected or ridiculed,
there is a likelihood that he or she may develop feelings of inadequacy and inferiority.
In contrast to this, if the learner experiences reinforcement and praise, feelings of
competence and encouragement will be fostered, which will encourage continued

striving. Erikson (1950) explains that there is a crisis present in each stage of a
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learner’'s development and the outcome of this crisis is dependent on others. The
resolution of the crisis is more focused on what is done to the learner than on what the
learner can do for him- or herself. Thus, experiencing a traumatic event will have an

impact on a learner in the latency stage.

3.2.1.4 Personality, situation and behaviour

Meyer et al., (2013) explain that most or even all psychologists would agree that both
the situation and an individual's personality play a role in the way they behave in a
specific situation. There is, however, a difference in opinion regarding the role played
by each of the individual aspects. There are three groups with a difference of opinion:
the first group accentuates the situation; the second group emphasises the role of the
person’s personality; and the last group focuses on the interaction between the person
and the situation in which he or she is. Meyer et al., (2013) explain these viewpoints
as follows:

e Situationalism is based on the view that the situation is the only or the most
important determinant of the behaviour that develops, retorting to the theories
of Freud. The most extreme form of situationalism is the opinion that all people
would behave the same in the same situation. This view is linked to the idea
that all are equal, denying genetic differences; however, the environment
shapes the individual’'s specific attributes.

e Personism is based on the view that behaviour is influenced mainly by the
individual's personality. Personism argues that individuals have fixed
characteristics or tendencies to behave in a particular way, which distinguish
individuals from one another. Personism conveys the view that the differences
among individuals are apparent in all situations.

e When behaviour is the outcome of the interaction between the situation in which
the behaviour occurs and the individual's characteristics, it is called
interactionalism. This viewpoint, therefore, acknowledges the influence of
individual differences, as well as the situation in which the individual finds him-
or herself. In short, different people react differently to different situations.

Personality theories do not have a clear or handy system for implementing a specific
theory. Although the content of personality theories varies considerably, they have

some characteristics in common. Every personality theory is based on a particular
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view of the person — particular assumptions about the existence and nature of a
person. The theory allows one to adequately explain and describe human behaviour.

The view of the person is an interesting and constantly changing aspect of the theory.

Personology identifies all characteristics of a person and allows for the individual to
find out more about him- or herself (Meyer et al., 2013). From this it can be derived
that personology is the key to understanding individuals and their behaviour. In order
for this study to be successful in compiling guidelines that primary school educators
can use when dealing with learners who are aggressive after experiencing trauma, a
particular amount of attention has to be paid to the theory that makes the learner who
he or she is. Therefore, the pervious section focused on the personality and how big
an influence the personality of a learner has on the manner in which he or she
conducts him- or herself. Personology is the key to understanding the learner and what

he or she specifically needs to be supported through a difficult time.

It should be taken into account, as mentioned in Chapter 2, that all individuals are
influenced by the systems in which they interact (the family, school and community).
However, individuals are not merely products of their environment. Each individual's
reaction towards his or her systems is guided by his or her personality. Therefore, in
order to truly understand the behaviour, shown by an individual one has to take into
account all of his or her systems (micro-, meso-, macro- and exo-) as well as the
situation the individual is in and the kind of person the individual is. South African
primary school learners face a unique and challenging environment as well as complex
family relationships and interactions. To ensure that South African primary school
learners can be understood, one has to take into account the society in which they

live.

3.2.2 Ecosystemic view of the South African society and the influence on the

learner as individual

Bray et al., (2010) explain that learners growing up in contemporary South Africa are
faced with opportunities, but more so, obstacles, trying to navigate through the diverse
South African society. In order for a primary school educator to be a productive teacher
and make a lasting impact on a learner, he or she has to realise the challenges in and

around the classroom and be equipped to handle particular situations.
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3.2.2.1 Societal issues in South Africa using Bronfenbrenner’s model of child

development

Various efforts have been made over the past years to better understand child
development and how the child is shaped by his or her social context (Brooks-Gunn
et al., 1997). According to the ecosystemic model, development is defined as the
change and continuity in the psychological characteristics of humans — in both
individuals and groups (Bronfenbrenner & Morris, 1998). Bronfenbrenner’'s model
(Bronfenbrenner, 1977, 1979; Bronfenbrenner & Evans, 2000) has had a noteworthy
influence on shaping the understanding of how diverse levels of systems in the social
context interact in child development. Bronfenbrenner’'s (1988) earlier work in 1980
referred to process as the connection between aspects of the context (e.g. social class
or culture) or particular aspects of the individual (e.g. gender) and the outcome of

interest.

Later, however, in the 1990s, the proximal processes were defined as the key factor
in development (Bronfenbrenner & Ceci, 1994). Bronfenbrenner’s bio-ecological
model of development emphasises the interaction between the development of an
individual and the systems within the social context or environment. Donald et al.,
(2010, 2014) make use of the ecosystemic and constructivist perspectives to explain
how various individuals and various levels of a system in their social contexts

continuously affect one another.

In Bronfenbrenner’s model, four interacting dimensions are central to the process:
¢ individual factors (e.g. temperament of the child or parent/caregiver)
e contexts (e.g. families, schools or local communities)
e process factors (e.g. the forms of interaction that occur in the family)

e time (e.g. changes over time in the child or his/her environment)

Taking the above-mentioned into account, it is indicated that the interactions that occur
in long-term, face-to-face relationships are most important in shaping lasting aspects
of development. As briefly explained above, as well as in Chapter 2, child development
for Bronfenbrenner (1977) happens within four inter-related systems, namely the
microsystem, the mesosystem, the exosystem and the macrosystem, which all interact

with the chronosystem.
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3.2.2.1.1 Microsystem

The microsystem is the system in which an individual constitutes various patterns of
activities and interpersonal relations and roles between individuals and the systems
they are actively involved in (including family, peer groups and other role players). The
microsystem can, therefore, be described as the immediate environment (including
physical, social and psychological environment) where the proximal processes play
out. The microsystem provides an environment for children to gather their initial
knowledge about the world. The knowledge gathered in this system offers a reference

point to those involved.

The microsystem provides the individual with a feeling of belonging, support and love,
which subsequently serve as protective factors (Landsberg et al., 2016). In developing
countries, such as South Africa, support for children by their communities, educators
and peers allows positive adjustment to hardship (Theron & Donald, 2013). In South
Africa, the role of relations with ancestors and the extended family in traditional African
communities should be considered as a potential factor that influences these children,
as children are socialised as communal beings who respect others (Theron & Theron,
2013).

3.2.2.1.2 Mesosystem

The mesosystem refers to the relationships that develop and exist between various
microsystems at a given moment in the individual's life. Mesosystems vary from
relations between the family and the child’s peer group or school. Experiences and
interactions in one microsystem may influence interactions and activities in other

systems (Landsberg et al., 2016).

Bronfenbrenner’s model provides a framework that allows for the identification and
development of various protective resources and assets in the microsystems involved.
These include a caring community, religious settings and support regarding social
problems, such as poverty and violence. This includes the spiritual domain, including
traditional and spiritual healers in the African context (Tabane, 2014).
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3.2.2.1.3 Exosystem

An exosystem refers to the various systems in which the learner is not directly involved
as an active participant; however, the learner may be influenced by either these
systems or what happens in these various settings. For example, if a parent loses his
or her job, works long hours or is unemployed, the child is not directly involved in that,
but can be influenced by the quality of the relationship he or she has with the parent
involved, as well as by other microsystems where the child has proximal relationships,
including educators and the peer group (Lerner, 2005).

3.2.2.1.4 Macrosystem

The macrosystem entails a variety of social and economic structures and various
values, beliefs, attitudes and ideologies in the system of a society and a culture. The
macrosystem in which the child lives, has an impact on the nature of the various
interactions on all the other levels. This provides structure and the content of various
inner systems and specific cultures at a given moment. The interactions include

values, beliefs, democracy, social justice and Ubuntu.
3.2.2.1.5 Chronosystem

In the context of the model, time has a prominent place at three successive levels —
micro-, meso- and macro-time. In Bronfenbrenner’'s model, the property of time is more
comprehensively described and the complexity and eternal presence thereof
acknowledged (Bronfenbrenner & Morris, 1998). This system encapsulates the
dimension of time and how these dimensions relate to the interactions between these

various systems and the influences thereof on the individuals and systems involved.
3.2.2.1.6 Influence of all the levels of the system as a whole

South Africa is a multi-cultural, multi-lingual country. De la Porte and Davids (2016)
comment on the diverse demographics and the hallmarks of South Africa, mentioning,
among others, poverty, crime and violence. However, they are also eager to include
Ubuntu and Batho Pele as a cornerstone of the South African community. De la Porte
and Davids (2016) state that the literal translation of Ubuntu is “collective morality and

personhood”. The Department of Social Development (2008) defines Ubuntu as “the
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interdependence of community members, especially in recognising, respecting and
upholding individual rights and responsibilities to promote healthy development and

responsible citizenship and ensure a safe and supportive environment”.

Taking the above-mentioned into account, in order to understand the South African
community and related events, a person should focus on both the individual as well
as the environment in which the individual lives. The ecosystemic approach allows
one to have a better understanding of the possible influence and reactions a traumatic
event may have on a learner. Barker (1995) explains that this system provides a
broader context of the understanding of an individual, as well as the relation between
the individual and his or her family, community and environment.

* Traumatic
event

— Impact of event

INCIDENCE OF TRAUMA

: : LIFE COURSE

Figure 3-1: The ecosystemic framework and the impact of a traumatic event
(adapted from Hoffman & Kruczek, 2011).

Hoffman and Kruczek (2011) explain that the ecosystemic system approach is most
commonly used in the fields of social work, education and human development.
Therefore, this approach allows for a greater understanding of how a single event may
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influence a learner and his or her behaviour. Figure 3-1 illustrates the complexities

associated with the impact of a traumatic event.

The diagram above illustrates how one traumatic event influences multiple systems
simultaneously. Learners’ reactions are not based on a single event but a number of
events. As previously explained, during the latency stage of development, learners
develop deductive reasoning; therefore it can be assumed that learners (with some
exceptions) have not yet mastered the skill of logically separating emotion from a
situation. This may lead to changes in behaviour, such as learners who act out or

completely change the way they react.
3.3 Aggression in middle childhood

Mahdi and Al-Dera (2013) state that the first aspect that needs attention when
attempting to understand aggression in middle childhood is the fact that there are
differences in how aggression presents itself. These types range from mild to hard
aggression among children, resulting from personal inadequacies, failure, poverty,
and so forth. A school-based violence study conducted by the South African Council
for Educators (SACE) in 2011 states that 1.8 million learners have experienced some
form of violence while at school; this amounts to 15.3% of the learners in South Africa.
The above-mentioned number is alarmingly high. A report from the University of
California in Los Angeles, called Conduct and Behaviour Problems: Intervention and
Resources for School-Aged Youth (revised 2015), explains that, unfortunately, many
people see punishment as the only recourse when dealing with misbehaviour.
Punishment holds many negative consequences, including negative associations with
the school and teachers. These negative attitudes may lead to more behavioural and
developmental problems. Therefore, this study was aimed at equipping educators in
dealing with misbehaviour, more specifically aggression due to a traumatic

experience.

3.3.1 Introduction to aggression in middle childhood

Kolo and Yaroson (2004) state that “a typical reaction to frustration by many children
of primary school age is aggression”. Aggression is, regardless of the presentation,
harmful, not only to the individual, but to those around the individual as well. For adults,

in this case educators, it is a challenging and draining task to deal with learners
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demonstrating aggressive behaviour. The goal of the educator should in no way
repress or destroy the feelings of the learner, but guide him or her to deal with and

accept these feelings (Anderson et al., 1994).

The history of South Africa shows that aggression and violence are an undeniable part
of the social interaction among its people and have a negative influence on those
exposed to these actions (Bester & Du Plessis, 2010; Bushman & Huesmann, 2010;
Muthukrishna, 2011; SACE, 2011). Bushman and Huesmann (2010) explain that
aggression directly influences and intrudes on a person’s basic human needs of safety
and security. According to Tremblay et al., (1993), a broad definition of aggression is
vents that lead to a set of behaviour that can range from atypical and maladapted to

typical and flexible behaviour.
3.3.2 Definition of aggression

Pearce (1989) explains the origin of the word “aggression” as follows: aggression
comes from the Latin aggredi, which loosely translates to “to attack”. With this, Pearce
(1989) implies that an aggressive individual is willing to force his or her will on another,
even if physical or psychological trauma can be caused thereby. For behaviour to be
identified as aggressive, the actions must be conducted with the intent to harm another
being, whether the harm is physical, verbal or psychological (Berkowitz, 1993:11;
Botha, 2006; Fiske, 2010; Louw & Louw, 2007).

Van den Aardweg and Van den Aardweg (1993) explain aggressive behaviour to be
degrading or hurtful, even if the behaviour is not focused on human beings, but on
animals or other objects. According to Berkowitz (1993:11), aggression can be defined
based on the behaviour of an individual. However, it is important to differentiate
between the various types of aggression and to explain what each type entails (Botha,
2012; Kassin et al., 2011).

3.3.3 Influence of various factors on aggressive reactions

The most widely accepted definition for aggression is the following: “An aggressive act
is any form of behaviour designed to harm or injure a living being who is motivated to
avoid such treatment” (Dodge et al., 2006). Shaffer and Kipp (2014) explain that there
are two categories for aggressive behaviour: instrumental aggression and hostile
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aggression. Instrumental aggression is described as situations where a person is
harmed as a means to an end, while hostile aggression is behaviour ultimately focused

on harming the victim.

3.3.3.1 Developmental trends in aggression

A study conducted by the NICHDE Early Childhood Care Research Network in 2004
sought to characterise developmental change across the early lifespan from toddler to
middle childhood. That study found that most children (70%) were rated at low
aggression across the entire study, 27% of the children showed moderate signs of
physical aggression and, finally, only 3% of the children displayed stable elevated
levels of physical aggression from the age of two to nine years of age (NICHD Early
Childhood Care Research Network, 2004). From this study, the following conclusion
has been drawn: physical aggression in early toddlerhood is normal; however, for most
children, this level of aggressive behaviour is rare in middle childhood (Alink et al.,
2006; Baillargeon et al., 2007).

3.3.3.2 Cultural and sub-cultural influences on aggression

Cross-cultural studies and ethnographic studies consistently indicate there is a direct
correlation between cultural influence and the behaviour (aggressive or peaceful) of
those involved (Gorer, 1968). Tolan et al., (2003) state that children from the lower
socio-economic strata, particularly male children, exhibit more aggressive behaviour
than those in the same age group of the middle class. No matter how one looks at
culture and economic status, there is a definite correlation between the way a child
behaves and the environment the child knows. As Figure 3-2 demonstrates, the
behaviour of a person is directly influenced by his or her past, present and future. The
interaction between the learner’s behaviour is influenced by not only internal factors,

but his or her environment, community and habits as well.
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3.3.4 Types of aggression

There are many definitions of aggression. Accordingly, there is a diversity of
classifications of aggression. Kulesza (2015) places aggression in three different
dimensions. Aggression can be categorised according to the moral content of

behaviour, aggression inflicted and the character of the person.
3.3.5 Forms of learner aggression

Aggression can be categorised into a variety of different forms, namely physical,
verbal, bullying and active and passive aggression.

3.3.5.1 Physical aggression

Physical aggression involves actions or behaviour with the sole purpose to inflict pain
on others (Berkowitz, 1993; Bushman & Huesmann, 2010; Fiske, 2010). Physical
aggression can include various forms, for example shoving, hitting and slapping,
including the use of weapons such as knives, guns, scissors and bottles, which are

used to physically disadvantage or hurt others.
3.3.5.2 Verbal aggression

Verbal aggression includes name-calling, shouting, the use of cuss words and gossip
(Berkowitz, 1993; Botha, 2006; Bushman & Huesmann, 2010; Fiske, 2010).

3.3.5.3 Bullying

Fiske (2010) states that bullying is behaviour intended to destroy the target's
friendships or feeling of belonging to his or her peer group by using exclusion,
gossiping or manipulation. Bushman and Huesmann (2010) refer to bullying as the
“silent treatment”, where an individual intentionally ignores others and does not talk to
them. A universal definition for bullying, composed by Crick and Werner (1998:710),
is as follows:

Relational aggression generally describes deliberate attempts to inflict harm
on peers through manipulation and damaging peer relationships. Common
forms of relational aggression involve giving peers the silent treatment,
excluding peers from a social group, telling lies and spreading rumours
about a peer to incite rejection, imposing conditions for friendships or
refusing to select a peer as part of a school project.
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A more contemporary view is that of Shoulberg et al., (2011), namely that bullying is
a purposeful use of aggressive behaviour in the form of a confrontation strategy and
impairing inter-individual and social relationships. These strategies include malicious
gossip, ignoring others, threatening to end a friendship and striving to control,

manipulate or taunt.
3.3.6 Potential causes of aggression

The aggression-frustration-hypothesis theory explains why an individual acts
aggressively or shows aggressive behaviour (Myburgh & Poggenpoel, 2009). The
causes of particular intrapersonal experiences, which lead to aggression, are as
follows:
e Negative feelings — anger, rage and humiliation
e Negative perceptions — helplessness, loss of opportunities and a negative self-
concept

e Negative ideas — suicidal thoughts and weakened boundaries

Unpleasant events can lead to aggressive tendencies (rage) or escaping tendencies
(fear). In the case of escaping tendencies, an individual will avoid or flee a situation
because of fear (Berkowitz, 1993). Breet et al., (2010) state that aggression is usually
dependent on internal factors (emotional and cognitive problems or weakened social

skills) as well as external factors (familial problems, abuse or neglect).
3.3.7 Potential effects of aggression

The influence of the causes and effects of aggression has immense importance in
understanding this phenomenon. Jefthas and Artz (2007) show that the South African
youth, who are exposed to elevated levels of aggression, are more prone to

depression, PTSD or rage than the youth of other countries.

Denefil et al., (2015) state that there is a possible correlation between aggressive
behaviour and PTSD. PTSD is linked to physical aggression and a constant depressed
mood, which elevates the risk of aggression. Denefil et al., (2015) believe that
symptoms of depression enhance the correlation between PTSD and several types of

aggression. This statement is supported by Angkaw et al., (2013), who mention that
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symptoms of depression indirectly reinforce the correlation between PTSD and two

forms of aggression, namely verbal and physical aggression towards oneself.
3.3.8 Children’s emotional processing

According to Schultz et al., (2004), there are three types of emotional processing that

relate to aggression, namely emotional attribution accuracy, emotional attribution bias

and empathy.

Figure 3-3: A causal model linking emotionality, emotional processing and
aggression (adapted from Schultz et al., 2004).

This diagram explains the emotional processing of a child in a simplistic way. Children
with the tendency to experience anger more often than others are classified as
aggressive (Crockenberg & Langrock, 2001). However, in contrast to the above-
mentioned figure that implies that emotional children will resort to aggression, a recent
line of research, conducted by Arsenio and team, suggest that happy children may
have a greater tolerance for frustration (Arsenio et al., 2000). They argue that positive

emotionality may protect children from interacting aggressively in particular situations.

There is growing evidence to suggest that aggressive children tend to process
emotional information differently than the way other children do. According to Schultz
et al., (2004), two initial studies have found that hostile and aggressive children tend
to attribute their anger to others. Aggressive children have shown lower levels of
empathy and empathic arousal in these studies than their peers.

3.3.9 Causes of aggressive behaviour in South African schools

International researchers Thomas and Bierman (2006) found mounting evidence that

school environments promote aggression in children. School violence and
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uncontrolled aggression among learners were closely investigated by Ocetkiewicz
(2008). Ocetkiewicz (2008) points out that the difficult stage of education (and
understanding the behaviour of the learners) is in middle school. He indicates that
aggression is a frequent phenomenon in primary school; up to 75% of learners show
aggressive behaviour in their reaction, regardless of the environment where the school
is situated. In an attempt to understand the reason for violent and aggressive
behaviour in South Africa, one must explore the problem from multiple perspectives,
considering the variety of dynamics that may have an influence on an individual.
According to Burton (2007:12), there is no single cause for violence; there is, however,
“a series of interrelated factors impacting on young people and society in general”. Du
Plessis (2008) explains the importance of understanding that a person and his or her

environment are interdependent units with dynamic interactions.

Farr et al., (2003) explain, in the report of the Children’s Institute on youth violence
and peace education programmes in South Africa, that the causes of violent and
aggressive behaviour are complex and include individual, familial, community and
cultural components. Figure 3-4 explains the relationships among the variables and
the influence they have on children and their behaviour. It outlines the influence direct
and indirect variables have on the development of antisocial behaviour, more
specifically violence and aggression, on children. The figure also shows the
interrelated impact of each on the others, ultimately leading to the antisocial behaviour

mentioned.

Taking these variables into consideration, it can be concluded that finding an ideal way

to deal with these learners will make the control of aggressive behaviour easier.
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3.3.10 Process of controlling aggression

According to Mahdi and Al-Dera (2013), Freud proposed that a way to control
aggression would be to channel the aggressive emotions into socially approved
activities, for example painting or competitive sports. In some cases, an individual has
trouble dealing with trauma, and as an effect of PTSD, the individual shows trouble

controlling emotions, more specifically aggression.

Aggression is a complex reaction. One cannot isolate aggressive behaviour as a single
incident or cause. Understanding human behaviour can also be based on Newton’s
third law of motion: every reaction has an opposite and equal reaction. If a learner is
going through much pressure or pain, there is bound to be a reaction. However, in
order for those involved to understand this reaction and support the learner, the source
of the behaviour needs to be determined. In an attempt to understand the source of
this behaviour, an in-depth look at psychological trauma will allow for a better

understanding thereof.
3.4 Psychological trauma in middle childhood

Adverse childhood experiences and stressful life events, and the impact these events
have on the development of childhood, are crucial in the understanding of trauma and

the impact of these events on children (Lu et al., 2013).
3.4.1 Introduction to psychological trauma in middle childhood

Trauma is a shocking experience that leaves permanent emotional scars. Victims
should be supported and guided in the debriefing cycle to prevent the development of
PTSD, which could lead to unpredictable reactions and behaviour (De Vos, 1999).
Trauma will be defined and explained in detail to provide a clear understanding of what
it entails and what possible consequences there may be if trauma is not dealt with.

3.4.2 Definition of psychological trauma

Trauma has a variety of definitions. According to the Substance Abuse and Mental
Health Service Administration (2014), harmful or life-threatening events or
circumstances that have a lasting impact on the mental, physical, emotional or social

well-being are seen as trauma. The Australian Early Childhood Mental Health Initiative
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(AECMHI, 2003) describes trauma as being much more than a minor upset or finding
oneself in an emergent situation for a brief period of time. Many people believe trauma
is an unexpected tragic event that is quite rare and only influences a select few.
However, numerous people are affected by trauma throughout the course of their lives
at one stage or another (AECMHI, 2013).

A traumatic experience is an incident that is so terrifying that the experience influences
and overwhelms the individual's ability to handle it and cope with it. The individual's
coping techniques are weakened and he or she feels helpless (AECMHI, 2013).
According to the AECHMHI (2013), traumatic events include situations that put an
individual's life in danger or when severe injury is sustained, for example a car

accident, an operation or being the victim of a crime.

Trauma can be described as a situation where the individuals involved are exposed to
grave danger. According to Roos et al., (2002), trauma refers to events where injury
or death is possible. These events do not form part of the normal progression of life.
Retief (2004:18) describes the definition of trauma by the Institute of Traumatology as
follows:

An individual has been exposed to a trauma if he or she is exposed to events
that has [sic] to do with his or her life circumstances or life cycles and lead
to the individual’'s normal coping abilities being weakened — and at least one
of the following should be present: (1) There is an element of latency, (2)
there is a deep, almost undeniable change in the basic life view, (3) There
is a serious overload in the individual’s normal coping ability. However, if an
individual has experienced an acute upsetting event, but does not meet the
above-mentioned definition, that individual is experiencing a crisis.

Tessa van Wijk, the trauma centre manager at the University of Johannesburg, defines
trauma in Roux (2005) as a shocking experience that leaves spiritual scars. Victims
should be supported to “debrief” in order to avoid the development of PTSD, which
can lead to unpredictable behaviour. They should have the opportunity to let go of their
rage, frustration and helplessness, after which they should be assisted in creating

something positive from a negative event.

In accordance with the DSM-V (American Psychiatric Association, 2013), trauma
refers to an event that entails death or the possibility of death or an event that leads
to severe injury or other physical threats. In contrast to this, stress is a state of reaction

to particular stressors, which lead to psychological decline or dysfunction (Selye,
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1956). Traumatic events or the exposure to trauma refer to the events themselves, for

example accidents, assaults, abuse or natural disasters (D’Andrea et al., 2011).

Australian psychiatrists, Lisa McCann and Laurie Anne Pearlman, who specialise in
sexual trauma, say that trauma develops when individuals are exposed to highly
upsetting events (McCann & Pearlman, 1990). Roux (2005) states that trauma comes
in various forms, in addition to trauma being experienced in multiple situations,
whether it is because of shortening the life span of the individual for a medical reason,

a shooting incident or the loss of a limb.

Wink (1986) explains that trauma can affect various levels of an individual’'s humanity
and can influence an individual on any of these levels: physical, emotional, spiritual,
psychological and social. Endres (2008) refers to trauma as the weakening of

individuals and their emotions, as well as their spirit, self-esteem and their worldview.
3.4.3 Elements that contribute to events being traumatic

A specialist in psychological trauma, Eve Carlson (1997), states that traumatic events
mainly differ from one another with regard to timeframe, intensity, frequency, meaning
and other factors. There are particular specific elements that make events traumatic
(Carlson, 1997). According to Endres (2008), there are three elements that should be
present for an event to be traumatic, and all three are influenced by an individual's

perceptions and experiences of the effect of the event.
3.4.3.1 Negative perceptions

Traumatic events can have an extremely negative valence when physical pain or injury
is involved, when the event is emotionally painful or when the possibility of death exists
(Endres, 2008). Hans Selye (1907-1987), known as the “father of stress”, wrote about

the stress syndrome.
3.4.3.2 Sudden and unexpected events

A sudden or unexpected facet is a key element in determining whether an event is
traumatic or not. Events that hold sudden and immediate threat are more likely to
cause overwhelming fear than events that bring forth gradual pain and danger
(Endres, 2008).
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3.4.3.3 Lack of manageability

The third element is the inability of the individual involved to manage or control events
and the threat to the individual's physical safety and psychological integrity. For
example, if an individual witnesses an accident and sees someone bleeding, the
moment the individual realises that there is nothing that he or she can do to help or
that he or she does not have the medical skills to avoid death, the individual can be
traumatised because of the sudden and extremely negative irreversible events.
Therefore, a key element of trauma is that there is a negative perception and an
experience of helplessness by the victim. In addition, the occurrence is sudden and

unforeseen, and the event cannot be managed by the individual involved.
3.4.4 Different types of trauma

Kessler et al., (1995) state that the three most common types of trauma experienced
are as follows: witnessing another individual being severely injured or murdered; being
involved in a fire, a flood or a natural disaster; or being involved in a life-threatening
accident. Distinct types of trauma are also identified, namely acute trauma, chronic
trauma and secondary trauma (Endres, 2008), which are briefly explained below.

3.4.4.1 Acute trauma

Acute trauma is a single event that usually has a fleeting time span and involves a
once-off crisis, such as a natural disaster, hijacking, a farm attack, armed robbery or
rape. Mostly, acute trauma is unexpected. Herman (1992) describes acute trauma as
an awful event experienced, withessed or heard of by the individual involved,
especially if the event is life-threatening or causes physical harm. According to Miller
(1998), acute trauma is unexpected and cannot be controlled. This type of experience
can lead to death, physical injury, a serious threat or fright. The above-mentioned
trauma has so much power and force that it is impossible for the individual to have an
effective coping mechanism. Recovering after acute trauma is usually faster than after

having experienced chronic trauma (Armfield, 1994).
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3.4.4.2 Chronic trauma

Events that are recurrent and experienced over and over again, such as neglect,
abuse or molestation, are categorised as chronic trauma (Terr, 1988). Initially all
trauma is acute; however, as soon as there is recurrence of the event, the trauma is
classified as chronic. Garbarino and Associates (1992) state that distinguishing
between single events and chronic trauma is more theoretical than realistic. Single
events can also lead to a chronic result; re-traumatisation occurs when a single
episode is relived several times. Re-traumatisation can occur in numerous ways, for
instance anniversaries of the event, medical procedures or flashbacks (Garbarino &
Associates, 1992). Individuals who experience acute trauma usually remember the
event in detail, while those who experience chronic trauma are more likely to develop

symptoms of PTSD, including dissociation and numbness towards others (Terr, 1988).
3.4.4.3 Secondary trauma

During a natural disaster, not only one individual is affected by the events; the event
also affects family, friends and, in some cases, the population. According to Retief
(2004), secondary trauma can have a greater impact on the body than when trauma
is experienced first-hand, because trauma causes a flight, freeze or fight reaction. Only
witnessing a traumatic incident can suffice for an individual to develop symptoms of
PTSD. However, what one person perceives as traumatic may have no impact on
another.

3.4.5 Phases of trauma

Miller (1998) identifies five phases in the cycle an individual goes through after trauma
has been experienced. These phases are the impact phase, the reaction phase, the
avoidance phase, the integration phase and the posttraumatic stress phase.

3.4.5.1 Impact phase

The impact phase is while the trauma is occurring or directly after the event. The
traumatised individual is forced to a halt and, biologically, he or she turns cold (Retief,
2004). During the event, an individual will experience a feeling of disbelief and it will

take a while before he or she realises the reality of the situation (Retief, 2004). During
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the impact phase, a variety of emotions can be experienced, including shock, denial

and physical and emotional numbness.
3.4.5.2 Reaction phase

The moment the affected individual find him- or herself in the reaction phase, the renal
gland produces a large amount of adrenalin, followed by signs of fight, freeze or flight
reactions (Retief, 2004). Retief (2004) explains that during this phase of trauma, an
individual is capable of actions he or she would not be capable of in a different
scenario. The feelings that have been supressed during the impact cycle will now start

to show, leading to mixed feelings by the traumatised individual.
3.4.5.3 Avoidance phase

During the avoidance phase, cortisol is released with the adrenaline (Retief, 2004).
The individual tries to avoid all people, places and situations that might remind him or
her of the event. However, as explained by Retief (2004), these attempts are never
truly successful, because there will always be reminders of the event. As soon as the
traumatised individual experiences or relives the reminder, the trauma is relived and
as clear as the first experience or encounter; this experience then is as intense as if

the event were reoccurring.
3.4.5.4 Integration phase

During the integration phase, the traumatised individual gradually returns to his or her
normal functioning (D’Andrea et al., 2011). Thus the stress hormone levels and bodily
and brain functions also return to normal (Endres, 2008). Retief (2004) explains that
the experience fades and becomes part of the individual's life story — just one of the
aspects that forms part of the individual’s experiences. Several researchers are of the
opinion that it is necessary to process the traumatic information for an individual to

recover after the trauma (Horowitz, 1986).
3.4.5.5 Posttraumatic stress phase

In some cases, the traumatised individual does not return to normal functioning, but
remains stuck in the previous phase. Although this individual tries to recover from the

incident and avoids memories of the event, it stays in his or her sub-consciousness.
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The body is constantly flooded with stress hormones, due to the possible reliving of
the event, which is a sign of posttraumatic stress (Endres, 2008). This state occurs
when an individual is not capable of processing the traumatic experience (Retief,
2004).

3.4.6 Symptoms of trauma

Understanding trauma is not a simple task, and identifying an individual exposed to
psychological trauma is even more complex. However, trauma presents with a number
of identifiable symptoms. Characteristically, three symptoms of PTSD are avoidance,
isolation and withdrawal symptoms, such as sleeping disorders and irritation, and

recurring flashbacks (David et al., 1997).

The postmodern approach to trauma is that trauma has multiple causes (Endres,
2008). According to this approach, trauma cannot be associated with any single cause
and effect. According to the postmodern approach, trauma is to be understood as
circular and holistic, in the context the event occurred, and not linear. The
consequences of the traumatic event or experience, regarding the emotional and
behavioural reaction to it of no two people will be the same. The individuals will
constantly be influenced by various values and contexts in which these individuals

function (Joseph et al., 1997).

It is important to investigate the process of trauma holistically to truly understand the
symptoms following the traumatic event, such as the “fight-or-flight” reaction that is
present with trauma through psychological, social, moral, cognitive and physical
factors. These factors and the influence thereof will vary from one individual to another
(Van der Kolk, 1987). Van der Kolk (1987) identifies five common factors that have an
influence on the reaction to sudden, unmanageable, negative events. These factors

are as follows:

biological factors

the grimness of the trauma

the developmental cycle of the individual during the trauma

the social context of the individual

previous and following life events
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In general, the above-mentioned factors have an impact on the trauma reaction
because those involved are influenced either by the perception of unmanageability or

the level at which the event is experienced as negative (Van der Kolk, 1987).

Re-experiencing Avoidance Arousal Internalising behaviour Externalising behaviour

Emotional detachment, Hyperactivity, difficulty
numbing and concentrating and
dissociation ' dissociation

Nightmares, flashbacks

Anxiety, depression and | Aggression, delinquency
and reactivity

withdrawal | and acting out

Social skills problems, y {
frustration and cognitive Disengagement Elevated ectivity levels Low self-esteem disruptiveness and

Aggression,

disturbance violence

Figure 3-5: Symptoms of traumatic stress behaviour shown in primary school
learners (adapted from Goodman & West-Olatunji, 2009).

The above figure shows the correlation between traumatic stress symptoms, the
explication of the symptoms and the academic behaviour displayed by the learner.
According to Goodman and West-Olatunji (2009), there are visible and distinctive
differences in the symptoms and behaviour exhibited by individuals, who may show

various reactions to trauma.
3.4.7 Individuals’ reaction to trauma

According to the postmodern approach, there is no simple cause-and-effect
relationship between trauma and the psychological consequences that follow (Scott &
Copping, 2010). If two people are exposed to the same experience, both will have
different reactions thereto (Carlson, 1997). Reactions to trauma include complex
processes and influence the deepest part of the inner self (McCann & Pearlman,
1990). Roux (2005) states that trauma influences an individual — body, mind and soul.
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Scott and Copping (2010) claim that studies consequently show that children with a
warm and loving relationship with their parents show fewer negative symptoms after
trauma than children who receive less support from their caretakers (Adams-Tucker,
1982).

3.4.8 Memory during and after trauma

Scientists accept that there are four cycles of the memory, namely the intake cycle,
storage cycle, recalling cycle and unlocking cycle. The difference between traumatic
memories and other memories is the way in which they are stored in the brain (Stein,
2004). According to Kalat (2006), there is evidence to explain that trauma is stored in
the limbic system, where sensation and emotions are aroused, but not language.
Therefore, it is possible for individuals who have experienced trauma to have
memories of rage or to experience anxiety or heartache; however, they may have little

or no explicit memories to verbalise their feelings.
3.4.9 Survival techniques

In order to survive after experiencing trauma, an individual develops particular
techniques (Endres, 2008). In some instances, it appears that the techniques form part
of the person’s personality, because the individual refuses to let go of these techniques
after the trauma has subsided. According to Freud (as quoted in Endres, 2008), the
ego is trapped between the id, the superego and the claims made by reality. As a
result of this conflict, anxiety develops. If the ego can no longer handle the conflict,
and because the individual cannot cope with prolonged anxiety, defence mechanisms
develop to keep anxiety at bay. In the case where personality development is in a way
in which the ego is weakened, there will be more defence mechanisms to reduce the
anxiety. Freud (as quoted in Endres, 2008) states that survival techniques are
characterised by two qualities: firstly, falsifying the reality and, secondly, the defence
mechanisms functioning subconsciously. During and after traumatic events, survival
techniques include rage and aggression, passivity or dissociation (Newman &
Newman, 1999).
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3.4.9.1 Denial

Freud (as quoted in Endres, 2008) explains that the moment anxiety presents a
serious threat, it may lead to denial. Denial develops when the threat cannot be
avoided or eliminated. Some victims of trauma use this psychological mechanism,
which allows them to deny that anything has ever happened. Stone (1980) states that
denial can last for years after the event; after all, denial is the most common reaction
to trauma. Retief (2004) explains that even the death of loved ones can be denied by
children and adolescents. He elaborates by explaining that denial defence
mechanisms of children and adolescents differ from those of adults. Adults react
mostly logically and analytically after trauma, and after a period, they grasp the
situation and adjust accordingly. In contrast to adults, denial will last much longer for
children and adolescents, who have a tendency to hold on to their existence before
the trauma (Retief, 2004).

3.4.9.2 Dissociation

Dissociation is one of the most effective ways for a person to handle overwhelming
trauma. The neuro-transmitters and neuro-hormonal systems in the brain change due
to trauma (Endres, 2008). The change in the above-mentioned systems causes a
change in the coding of the traumatic information and fragmentation of the traumatic
memory. This occurrence is called “dissociation” (Calhoun & Atkison, 1982). Benedek
(1985) states that traumatised individuals need not remember what has happened,
because their pain is buried deep in their subconscious. Children and adolescents who
are exposed to death dissociate themselves from the experience and choose to
believe that it has happened to someone else (Wickham & West, 2002). Wickham and
West (2002) conclude that the frequency and the type of trauma, as well as the age of

the victim, play a significant role in the individual’s reaction to trauma.
3.4.9.3 Insensitivity

According to Hodgkinsin and Stewart (1991), insensitivity is a defence mechanism that
prevents the traumatised individual from experiencing destruction and death. This
mechanism suppresses rage and prevents the individual from experiencing too much

pain at once. The manifestation thereof happens only after the initial impact. The

72



individual may appear as if he or she is in control, but, in fact, the individual has not

yet shown an emotional reaction to the trauma.
3.4.9.4 Repression

This defence mechanism of Freud (as quoted in Endres, 2008) refers to the process
where particular thoughts, memories or feelings are made subconscious or are
suppressed to the subconscious due to the “allow-ability”. However, repression is
different than merely forgetting (Terr, 1994). Repression of suppression is an active
process that allows for the suppression of an event more than once.

3.4.10 Children’s responses to trauma

Lewis (2009) explains that children’s reactions to trauma and stress are complex.
Responses to trauma include behavioural, cognitive, emotional, spiritual and physical
responses (Perrin et al., 2000). Husain et al., (2008) explain that the responses shown
by primary school learners after experiencing trauma have a significant interference
with interaction and learning, including their critical developmental transitions, as well
as developmental milestones (Pynoos et al., 1996). All of the above need to be
considered, as well as the developmental levels when an educator intends to assess
and understand childhood trauma. When guiding a learner in the complex and
challenging time after trauma, an educator uses the above theory as a starting point;
however, experience with learners and their reactions may be helpful as well. The
educator is expected to understand that learners may react differently towards

traumatic experiences.
3.5 Reactions to traumatic experiences

Depending on the pattern and type of trauma, 27% to 100% of children and
adolescents, especially those exposed to sudden, unexpected violence created or
caused by another individual, will develop symptoms of posttraumatic stress (Sack,
1993).

3.5.1 Introduction to posttraumatic stress disorder in middle childhood

According to Goenjian et al., (1997), the literature indicates serious long-lasting

consequences among young people after having experienced man-made or natural
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disasters. Taking this into account, as well as the high rates of child abuse and school-
based violence in South Africa, Burton (2006) explains that many young South

Africans are at risk of being exposed to trauma across multiple settings.
3.5.2 Definition of posttraumatic stress disorder

Since 1980, the term “posttraumatic stress disorder (PTSD)” has been used in
psychological literature (Endres, 2008). Before this term was brought into use in the
1980s, the effect of trauma on psychological well-being was described by using a wide
variety of terms, for example “Combat Stress Reaction” (Parry-Jones & Parry-Jones,
1994), “Rape Trauma Syndrome” (Mott, 1919) and “trauma neuroses” and “anxiety

neuroses” (Freud, as quoted in Endres, 2008).

According to the DSM-V (American Psychiatric Association, 2013), PTSD is defined
as follows:

The essential feature of Posttraumatic Stress Disorder is the development
of characteristic symptoms following exposure to an extreme traumatic
stressor involving direct personal experience of an event that involves actual
or threatened death or serious injury, or other threat to one’s physical
integrity; or witnessing an event that involves death, injury, or a threat to the
physical integrity of another individual, or learning about unexpected or
violent death, serious harm, or threat of death or injury experienced by a
family member or other close associate (Criterion Al.) The individual's
response to the event must involve intense fear, helplessness, or horror (or
in children, the response must involve disorganized or agitated behaviour)
(Criteria A2).

Coetzee (2013) describes PTSD as the result of overwhelming exposure to stressful
events or a series of events, for instance war, rape or molestation. PTSD is, however,
a normal reaction of normal people to an abnormal situation (Schiraldi, 2001). Usually,
the traumatic event that leads to PTSD is so extraordinary or intense that it would
upset almost any individual. These events are usually sudden and can be dangerous
for all involved. In addition, the results of this type of traumatic event can overwhelm
an individual's ability to react in a normal and appropriate way. Goelitz and Stewart-
Kahn (2013) define PTSD as a disorder that develops after having been exposed to a
traumatic event. However, the disorder requires that the following symptoms are
present for at least a month: emotional reactions and fear, helplessness, flashbacks
or nightmares of the event, avoiding situations that can hold memories of the event

and hyperarousal.
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3.5.3 Types of posttraumatic stress disorder

Even though PSTD is commonly known as a single condition, after extensive studies

have been conducted, the types of PSTD can be classified as follows:
3.5.3.1 Complex posttraumatic stress disorder

Posttraumatic stress has been adapted to include complex PTSD as a possible type
of PTSD. A proposal to include complex PSTD in the DSM-V has been submitted to a
revision panel (Herman et al., 2009). Included in the proposal are some diagnostic
criteria. It is stated that changes in the following are to be observed:

e regulation of effected impulses

e attention and awareness

e self-perception

¢ relationships with others

e somatic and medical problems

3.5.3.2 Developmental trauma disorder

Extensive clinical research has shown that the exposure to trauma in an individual's
childhood can have a negative effect on not only the psychological functioning of the
child but also the child’s psychological and personality development (Ford, 2005).
Under the leadership of Van der Kolk (2005) and some other researchers, the
diagnosis for developmental trauma disorder in middle childhood has been developed.
The diagnostic criteria suggested (Ford, 2011) are the inability to regulate emotions,

somatic processes and attention-seeking behaviour.

Developmental trauma disorder is mostly apparent in children who experience long-

term posttraumatic consequences (Ford, 2005).
3.5.4 Symptoms of posttraumatic stress disorder

Sue et al. (as quoted in Roux, 2005) identify the following three symptoms as a
prerequisite for the diagnosis of PTSD:
e The reliving of the events in dreams or disturbing memories.

e Being emotionally blunted or avoidance of stimuli that are related to the trauma.
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e Heightened autonomous excitement (that can broadly be explained as self-

preservation).

Denefil et al., (2015) elaborate further on the clinical symptoms of PTSD that can be
observed:

¢ Unfounded arousal: An individual always keeps tabs on his or her surroundings,
as if the individual is constantly in danger.

e Explosive reaction: An individual reacts radically to the faintest surprise.

e Emotionally blunted: An individual does not possess the skills to fully or partially
regulate emotions.

e Aggression: An individual tends to feel empowered in the establishment of
dominance. Although this mostly refers to physical forms of aggression, it can
also include emotional and verbal aggression.

e Weak memory and problems with concentration: An individual has problems
with concentration or recalling thoughts.

e Depression: In the conditions of posttraumatic stress, depression can manifest

and everything seems hopeless.

Taking the above-mentioned into account, it can be concluded that individuals with
PTSD display the following symptoms: lack of sleep, anxiety, depression and
heightened aggression. Aggressive behaviour can also be associated with PTSD
(Flanagan et al., 2014).

3.5.5 Psychological trauma and posttraumatic stress disorder in the South

African context

Jackson et al., (2005:471) state the following:

If we are to truly understand trauma and its impact on the lives of victims of
violence, we must begin to understand trauma as a complex issue of
multiple traumatic experiences, where the single incident is only a major
traumatic event along a continuum of traumatic experience within the lives
of victims of violence.

The above-mentioned quote is supported by Benjamin and Crawford-Brown (2010) in
their research regarding the limitations of existing diagnostic frameworks. Current and
past traumatic experiences, as well as community violence, will inevitably influence

those involved. Benjamin and Crawford-Brown (2010) argue that the four core criteria
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presented by the DSM-V are not adequate with regard to the impact of traumatic
situations on people in South Africa. Perry (2001) explains that the relationship
between trauma and violence does not only take place at an individual level, but is

also conceptualised at individual, interpersonal and community levels.

According to the NCTSN (2008) in the United States of America, trauma can be
described as follows from a psychological perspective: It involves the experience of
an emotionally painful or difficult event, which often leads to the development of
traumatic symptoms that have a lasting mental and physical impact. Children
(learners) can be exposed to traumatic events in various ways, including neglect by
parents (emotional or physical) and abuse, whether physically, sexually or emotionally,

as well as exposure to violence (Collin-Vezina et al., 2011).
3.6 Conclusion

South African research on the psychosocial impact of trauma has grown in recent
years. However, there is a lack of local data on risk and protective factors of trauma,
developmental aspects of trauma and effective intervention strategies. South Africa
has a high rate of various violent behaviours, namely sexual abuse, physical abuse,
criminal victimisation, assault and school-based violence, in addition to a high number
of accidental injury within and outside the home. For most children living in such

circumstances, trauma can be described as a condition rather than an event.

Learners’ academic performance and holistic development (physical, emotional and
social) are highly dependent on the management of learner aggression in the school
system. A clear understanding of contributory factors and forms of learner aggression
is important to manage learner aggression. The reactions and actions of learners are
unique and differ among individuals. Particular reactions have an impact on a learner
in the classroom and, by effect, also the educators involved. In the study, | aimed to
include educators in the process of compiling guidelines as to dealing with learners
who show aggressive behaviour after a traumatic experience. The following chapter
will explain the methodology used in the research. In layman’s terms, | shall explain
the worldviews, methods and procedures used to compile adequate data to compile

guidelines for the educators involved and to ensure that these guidelines can be
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implemented in the various and diverse socio-economic communities throughout
South Africa.
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CHAPTER 4 RESEARCH DESIGN AND METHODOLOGY

4.1 Introduction

As mentioned in Chapter 3, trauma symptoms and aggressive behaviour portrayed by
learners after experiencing trauma are complex phenomena that cannot only be
analysed according to the behaviour one would expect. In order to compile guidelines
that are both effective and practical for educators who deal with learner aggression, it
was of the utmost importance that the voice of educators be clearly heard in the
research process. The inclusion of their opinions and experiences has allowed me to
mould the guidelines and ensure that the guidelines do not only have theoretical value
but practical value as well. PALAR was viewed as an appropriate point of departure

for the research.
4.2 Research paradigm

Creswell (2014) states that social constructivists are of the opinion that individuals
seek understanding of their world. However, individuals develop subjective meanings
and compile their own interpretations of their experiences. The constructivist
worldview will be used to combine the subjective meanings of the educators with the

historical and cultural norms of each of the individuals.

Johnson (2009:449) shares that for research in the field of education, “educational
research needs multiple thoughtful perspectives”. For the purpose of this study, both
the interpretivist paradigm and the transformative paradigms have been used in
combination with one another. This has allowed for an understanding of the reality of
the educators’ daily struggles as well as to empower those involved and lead to radical

changes in society.

An interpretivist paradigm is often used in combination with constructivism (Creswell,
2014). As Creswell (2014) states, researchers recognise that their own background
shape their interpretation of a situation, and their position in the research is determined
by the acknowledgement of their interpretation that will flow from their historical,
cultural and personal experiences. The researchers’ interpretation of a situation or
experience will be influenced by their background. The aim of interpretivism is the

description, understanding and interpretation of reality that is multiple, realistic and
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context-bound (Merriam, 2009). However, in order to ensure that the study is actively
growing and adding to the community, this study combines the interpretivist paradigm

with the transformative paradigm.

Mertens (2009) explains that the transformative paradigm leads to research that can
be influenced by a variety of philosophies and theories with the common theme of
emancipation and transformation of communities, through group action. Combining
these two paradigms ensures that the educators will form part of the team attempting

to alter their environment.

The emphasis on involving educators of schools at grassroots levels who deal with
learner aggression directly (as against e.g. the principal and the school management
team), was of grave importance to obtain rich data and participation within the PALAR
approach. Joubert et al., (2016) mention that action research has shown to empower
educators in the attempt to sustain change in schools, and in addition to the
empowerment of educators, action research has a lasting impact on the lives of
learners. Action research (cf. Koshy, 2005) was used, as this form of research aims to
democratise the knowledge creation process, to address inequality, to limit social
conflict and to stress the importance that educators be involved with actions that are

intended to change or adapt the education system.

Reeves and Hedberg (2003) explain that by using an interpretivist paradigm, one is
allowed to place the analysis in a particular context. Using an interpretivist paradigm
in combination with transformative paradigm, | have been permitted to inquire
regarding the particular social phenomenon of learner aggression associated with
psychological trauma. These paradigms rely on both the trained researcher and the
human subject (in this case educators) as instruments to conduct research and
understand the phenomenon described. In this research, the educators have been
used for the observation of learners and the behaviour they portray, as well as sharing
their views regarding the best way to handle these behaviours in conjunction with the
educators. | conducted the various research cycles sharing in the discussion and

reflections with the educators to fully understand the behaviour shown by the learners.
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4.3 Research approach

A researcher is offered three research approach options: quantitative research, which
generates data, objective measurements and numerical polls, using questionnaires
and surveys (Gray, 2014); qualitative research, which allows researchers to collect
data in the participants’ natural setting (Creswell, 2014); and a mixed-method
approach, which includes at least one quantitative and one qualitative method (Gray,
2014). To ensure that the views and contributions of an individual are understood and
add value to a study, a qualitative research approach is most appropriate for the aim
of this study.

According to Leedy and Ormrod (2010), qualitative research involves the examining
of characteristics that cannot easily be measured in numerical values and is used as
a research design that focuses on the study of social and human problems (Creswell,
2007). Creswell (2014) refers to common agreements regarding the core
characteristics of qualitative research. Creswell (2014) explains that there are various
sources, such as Hatch (2002) and Marshall and Rossman (2011), which agree on the
characteristics that define qualitative research. To ensure that a complex picture and
understanding of the problem or issue are developed, qualitative research is used. A
holistic account of the phenomenon is created by reporting various perspectives,
identifying the many factors involved in the phenomenon and creating a larger picture
using all the information gathered.

In the case of this study, | have conducted the research at the school, where educators
develop a good understanding of the impact the situation has, through first-hand
experience, as well as what knowledge is necessary to equip themselves in dealing
with daily challenges that include dealing with the above-mentioned learners. Taking
this into account, a qualitative research approach was deemed the most appropriate
for the purpose of this study. A qualitative research design has enabled me to act as
a key instrument in gathering the participants’ views regarding the phenomenon by
using the opinions, experiences and knowledge of educators in their natural setting
(where they feel most comfortable) to develop holistic guidelines for educators in
dealing with learner aggression associated with psychological trauma by joining hands

with the educators.

81



4.4 Research design and methodology
4.4.1 Research design

Three primary schools in a district, from different quintiles, were asked to take part in
the study. According to Leedy and Ormrod (2010), qualitative research involves the
examining of characteristics that cannot easily be measured in numerical values.
Qualitative research is used as a research design that focuses on the study of social

and human problems (Creswell, 2007).

This design gave me the ability to interpret and make sense, as well as develop a
critical understanding, of a specific phenomenon (cf. Leedy & Ormrod, 2010). Koshy
(2005) explains action research as a constructive investigation during which a
researcher or a participant uses his or her knowledge to (re)construct particular issues
on the basis of their own experiences. PALAR is an endless learning cycle during
which the participants, and | generated new knowledge and drew from the newly
generated knowledge to enable sustainable and relevant social change for the
community (cf. Koshy, 2005). The data collection strategies chosen were used as a
combination to effectively compile guidelines for primary school educators dealing with

learner aggression associated with psychological trauma.

Kearney et al., (2013) explain that PALAR has the potential to promote learning and
development of the participants and the researcher, to encourage an abundance of
learning and knowledge to those in the community, and to help create relevant, useful
and contextualised knowledge. Furthermore, they state that PALAR focuses on a
smaller number of people in the community who will actively engage themselves in
addressing a complex and important issue because they are directly affected by both
the problem and the solution.

4.4.2 Research questions

One cannot only have a paradigm, a research method or a research design. The aim
of research is not maintained by the design or method chosen, but by the research
guestion the researcher aims to answer. All studies are compiled of various parts, and

guestions and answers to these questions form part of all known studies. In order for
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me to remain focused and work with a specific goal in mind, clear research questions

were formulated to use as guidelines.
4.4.2.1 Primary research question

The following primary research question has been formulated for the purpose of the

research:

What guidelines are needed to capacitate primary school educators in dealing with

learner aggression, when associated with psychological trauma?

4.4.2.2 Secondary research questions

Underlying the primary research question, the following secondary research questions
have been formulated:
e What are the experiences of primary school educators regarding learner
aggression associated with psychological trauma?
e How do primary school learners react when exposed to trauma?
e What are the various contributory factors to aggressive behaviour shown by
primary school learners?
e What knowledge do primary school educators require to support primary school

learners showing aggression associated with psychological trauma?

By answering these questions, | aim to compile guidelines for primary school
educators that are both useful and practical.

4.4.3 Research methodology

A qualitative research approach with a methodology based on action research from a
joint interpretivist and transformative research paradigm allowed for the development
of guidelines for primary school educators when dealing with learner aggression
associated with psychological trauma.

According to Dick (2004), the two aims of action research are to take planned action
in order to improve situations and research the change in order to enhance one’s
understanding. Kearney et al., (2013) identified three components of PALAR that

guide the process. The components are, as explained above, action research
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methodology, that is, the functional plan that links the development of relationships
that are democratic, supportive and trusting, continues critical reflection in a learning

context and provides all participants with the deserved recognition.

Action research methods and procedures were used to obtain a reliable and valid body
of data to conclude opinions and formulate innovative ideas. Therefore, the research
paradigm, research design and research methodology were deliberately designed to
meet the requirements of this research. As supported by Joubert et al., (2016), the
researcher is encouraged to experience the world through the eyes of the participant
to ensure that meaning is related to the experiences and views of the participants. The
use of PALAR is to democratise the knowledge creation process, limit social conflict,
address inequality and stress the importance that all educators should be involved in
the actions that are intended to change or adapt the education system.

4.4.3.1 Participant recruitment

The participants in educational research rely on knowledge, perceptions, experiences
or beliefs as source of information (Joubert et al., 2016). Depending on the nature of
the research, the research results are often obtained from a representative sample of
the population (Strydom, 2012). As the total accessible population can be considered
potential stakeholders in a research project, and not everyone can necessarily be
accommodated, a decision should be made about sampling methods (Joubert et al.,
2016). The selection of both the schools and participants was done by different

sampling methods.
4.4.3.1.1 Sampling of schools

According to Leedy and Ormrod (2010), when a researcher deliberately selects and
uses his or her data sources, it is called non-probability sampling. | deliberately
selected the schools in the study. Convenience and quota sampling were used in
combination to select the schools for the research. McMillan and Schumacher (2014)
state that convenience sampling can mainly be based on the availability of cases or
elements to be included in a study. The reliability of the research results is supported
by a detailed description of a sample taken in this way (Joubert et al., 2016).
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Convenience and quota-sampling were used in conjunction with one another. When
using quota-sampling, the researcher identifies categories of people and the required
number (quota) in the identified categories. Sampling was done by means of
convenience sampling until the quota had been reached (cf. Maree, 2010). More
specifically non-proportional quota sampling (sampling that is done until a minimum
number in a sub-population has been reached) was done, regardless of what the

proportions in the population were (cf. Maree, 2010).

Eligible schools were identified in my region. | obtained a list from the Department of
Education of the various quintiles in which the schools in my district had been
classified. | made contact with schools in the bottom two quintiles, the third quintile
and the top quintiles. | discussed the aim of the research with the principal and
explained the process.

School 1 — quintile 1 — was very eager to take part in the study and to obtain all help
available. However, this school is affected by many external influences or obstacles,
such as transport being late that leads to school only starting at 10 o’clock, learners
taking care of younger siblings, and so forth. This made it difficult to stick to a fixed

arrangement with both the principal and the educators.

School 2 — quintile 4 — assured me upon the initial discussion that there were
educators interested in taking part in the study. On returning the following week for a
final decision, | noticed the attention paid to and effort made for the learners in both of

the participants’ classrooms.

The selection of School 3 — quintile 3 — proved more difficult. | approached two schools
who declined to be a part of the research process. The third school contacted was
intrigued by the explanation and asked to discuss the option with the educators. |
received feedback within a couple of days, and the educators and the principal were
very positive regarding the research as well as what they would be able to gain in the

process.
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4.4.3.1.2 Biographical information of selected participants

The following data represents the biographical information, teaching experience and

gualifications of the participants.

Table 4-1: Biographical information of selected participants

GENDER
Male 1
Female 10
AGE
20-29 3
30-39 3
40 — 49 2
50 - 59 3
60+
YEARS TEACHING EXPERIENCE

0 -5 years 5
6 — 10 years 1
11 - 15 years 1
16 — 20 years
21 — 25 years 2
26 — 30 years 2

HIGHEST QUALIFICATION
Teaching diploma 3
Teaching degree 2
Degree and diploma 3
Honours degree 3

Master’s degree

Doctorate
Other — please indicate

POST LEVEL
Teacher 10

Head of department
Deputy principal

Principal 1
PHASES(S) YOU ARE TEACHING

Foundation phase 3

Intermediate phase 8

Senior phase
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4.4.3.1.3 Sampling of participants

Purposive sampling was used for the sampling of the participants (educators) in the
selected schools. Purposive sampling is used in particular situations where sampling
is done with a specific purpose in mind (Maree, 2010).

The principals of the schools involved discussed the possibility of the research with
the educators and inquired about their opinions. The principal then arranged for those
of the educators who required more information or those who were interested to meet
with me. During this process, | explained the research, the aim of the study and the
criteria for participation to the educators. The participants who were interested all met

the required criteria and could take part in the study.
4.4.3.2 Data generation

Preceding the data collection in the research process, | obtained the consent of the
district office or director of the Kenneth Kaunda education district of the North-West
Province (Addendum B), the principal of the school involved as well as the educators
who took part in the study. | ensured that all ethical conditions were met before data
collection took place (see Addendum C).

This schematic representation of the data collection process briefly explains the
PALAR process. Following the schematic representation is a detailed explanation of

the data collection process.
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In qualitative research, the researcher is the primary tool in the identification and data
collection process. Mayan (2001) therefore says that the researcher has direct access
to the world through his or her own interpretations. The way in which data have been
obtained (or generated) is discussed in terms of the variety of strategies used in this
study. A qualitative research approach was used in the study. Leedy and Ormrod
(2010) motivate the use of qualitative research as a research design. Joubert et al.,
(2016) state that the researcher has to decide the type of data required for this study,
as well as the site demarcated where data are collected. Mills (2007) argues that action
researchers usually follow one of three approaches to collect data: experience,

inquiries and testing or evaluation.

For the purpose of this study, all three of the above-mentioned approaches were used.
The experiences of the participants were used, as well as inquiries about their
knowledge, perceptions and experiences. After the above-mentioned approaches had
been completed, testing or evaluation of what had been compiled and gathered was
done. The data collection in the study was divided into cycles that were divided into
stages (as briefly explained in Chapter 1). Data collection in the study was done in

cycles, as explained below.
Pre-conference cycle

Three schools were chosen using a combination of convenience and quota sampling.

e Schools in the district close to me were used in the study (convenience
sampling).

e Three schools in the district were selected: each from different group quintiles

— a school from quintile one and two, and a school from quintile four (quota

sampling).

After having selected a school, | asked the principal of the selected school for goodwill
permission and discussed the research with the principal. | asked the principal if he or
she felt that the school, including the educators and learners, would benefit from the
study. If the research could add value to the school, that school would be included. If
the principal did not feel that his or her school was in need of these guidelines, a

different school from that quintile group was selected.
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Purposive sampling was used to select educators per school to take part in the study.
As previously mentioned, the participants had to adhere to the following criteria:

e have an accredited teaching qualification

¢ have a minimum of three years’ experience

e be primary school educators only

e have experience with learners who have experienced traumatic events and

show signs of aggressive behaviour
Cycle 1
Stage 1 — Introduction

The introduction to the study included compiling shared objectives and the purpose of
the study to the participants. | discussed the proposed process of the research with
the participants. They gave their input on the proposal and we decided on a mutually

beneficial process and aim.
Stage 2 — One-on-one action learning set

During the one-on-one action learning set, | asked the participants questions related
to their biographic information, teaching experience and knowledge and experiences

of learners who displayed aggression that might be related to traumatic experiences.
Stage 3 — Group action learning set

The group action learning set took place per school with all of the participants. During
these discussions, the participants and | informally discussed opinions, experiences
and ideas regarding possible guidelines needed in dealing with learner aggression
associated with psychological trauma. This would give insight into the understanding
and perspectives of those involved (cf. Hesse-Biber, 2010).

Cycle 2
Stage 1 — Implementation of guidelines (trial cycle)

During this stage of the research, the participants implemented the guidelines
compiled during the group action learning set in Cycle 1: Stage 3. During this stage, |

was in contact with the participants once a month. This ensured that the action
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research process was or stayed valuable to the educators as well as the learners. |
took time with the participants to discuss the implementation of the guidelines
compiled. The participants and | met in the set timeframe, and by using the

discussions, | could ensure that the input given would be useful.
Cycle 3
Stage 1 — Group action learning set reflecting on the guidelines per school

Collaboration, collection and analysis were used to gather information on Cycle 2:
Stage 1 (implementation of guidelines). Collaboration, collection and analysis were
conducted separately at each school, including all participants of that specific school.
This was used to determine the perceptions and opinions of the participants regarding
the gap or gaps in the guidelines or possible amendments or changes that needed to

be made.

This action learning set is focused on clearly formulated goals (Joubert et al., 2016).
This was used to gather information on Cycle 2: Stage 1 (implementation of
guidelines). Each learning set was conducted separately at each school, including all
participants of that specific school. This set was used to put together the perceptions
and opinions of the participants regarding the gap or gaps in the guidelines or possible

amendments or changes that needed to be made.

| used the information accumulated from the various participants, including all
information from all three participating schools, to compile a list of guidelines
appropriate for use in different quintile schools. After compiling the guidelines, the

research moved on to Stage 2.

* The participant received a list of all guidelines prior to Stage 2 to ensure that the
participants had enough time to go through the guidelines and comment where they

felt a guideline was not valuable or if a guideline needed to be amended.
Stage 2 — Group action learning set reflecting on final guidelines

The final guidelines compiled from reflections received from participants from the
various schools were discussed with the participants as a group (to ensure that the

guidelines were appropriate for the specific context of each individual school). The
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participants were allowed to easily and spontaneously add their final input (pointing

out the guidelines that would work or would not work in their respective schools).
Stage 3 — One-on-one action learning set reflecting on the research process

Individual discussion and reflections of the participants on their knowledge and skill
development were done to gather any and all individual input that participants might

not want to share with a group of colleagues.

After this, | took all the data (including opinions and experiences of participants) into
account, and the final guidelines that were appropriate for schools in all quintiles were

developed.
4.4.3.3 Data analysis

According to Creswell (2007:167) qualitative data analysis entails:

classifying things, persons, and event and the properties which
characterize them and the seeking to identify and describe patterns and
themes in an attempt to understand and explain these patterns and themes.

Data analysis can be described as the process of making sense of the data that have
been gathered, in order to answer the set research questions. According to Creswell
(2007), the data analysis and interpretation process is intuitive and relative. Due to
this, the qualitative researcher depends on sights, intuition and perception in the

analysis of data.

Leedy and Ormrod (2010) explain that the goal of content analysis is to use
participants’ comments and opinions about a particular phenomenon to identify
general themes or in this case guidelines; therefore in the case of this study, content
analysis was used. The qualitative data that were gathered during the study were the
following:

e Cycle 1: Stage 3 — The opinions, experiences and ideas of the participants

regarding possible guidelines.
e Cycle 2: Stage 1 — The reflective individual interviews of the participants during

the implementation of guidelines stage.
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e Cycle 3: Stage 1 — The perceptions and opinions of guidelines the participants
wanted to add or eliminate, as well as input from the participants regarding the

final set of guidelines.

The central focus of content analysis, according to Leedy and Ormrod (2010), is to
identify themes in participants’ communications. Based on the analysis of the different
categories in terms of similarities and differences, the data segments were categorised
and concomitant to several themes. The themes were regarded as the findings of the

inquiry.

Data analysis was done in three cycles, as recommended by Wellington (2000):
e Data reduction: Data are gathered, summarised and categorised.
e Data representations: Ordered data are graphically illustrated or visually
represented.
e Conclusion: Data are interpreted and meaning is given thereto. The researcher

identifies themes and makes assumptions.

All interviews conducted were recorded by me to make transcribing possible (cf.
Henning et al.,, 2004). All the unprocessed data were read carefully, analysed
according to the categorisation (tagging) and then interpreted regarding general
themes. An in-depth discussion of the analysis of the data gathered is found in Chapter
5.

45 Role of the researcher

As the researcher, one has many roles to fulfil. Primarily, my role as researcher was
to facilitate the practical and theoretical implementation of the guidelines. My focus
was on understanding and compiling guidelines, through a process, to ensure that the
educators find the guidelines practical and useful. Throughout the entire process, my
role was mainly to negotiate among the educators of various schools. To ensure this,
| captured the viewpoints and contributions of all those involved. | recorded the
interviews and made additional notes to ensure that nothing was lost. Throughout the
entire research process, | ensured that both the educators involved and | followed the

ethical standards and regulations as stipulated by the Department of Basic Education
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as well as the North-West University. The following steps were followed throughout

each cycle of the research:
Pre-conference cycle

e | decided on the research design and selected the participants.
e | compiled invitations or introductory material after receiving approval from the

education district.
Cycle 1 — Stage 1: Introductory

e Introduction to groups.
¢ | reviewed the objectives and purposes as well as the process of research.

e Scan the issue: place the research problem in context.
Cycle 1 — Stage 2: Individual semi-structured interviews

e | posed questions to the participants (adaptable).
Cycle 1 — Stage 3: Open-ended focus group interview

e | took part in the discussion.
¢ | mediated the opinions and discussions of the participants.

e | compiled a list of guidelines the participants had decided on.
Cycle 2 — Stage 1: Implementation of guidelines (semi-structured interviews)

e | was in contact with the participants once every two to three weeks to monitor
and note any or all ideas and opinions the participants might have.

e | took time with the participants to discuss the implementation of the guidelines
compiled. The participants and | met on the set timeframe, and by using the
discussions, | could ensure that the input given would be useful. This ensured
that the PALAR process was valuable to the educators as well as to the

learners.

Cycle 3 — Stage 1: Focus group interviews
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¢ | gathered the perceptions and opinions of the guidelines used in Cycle 2: Stage
1.

Cycle 3 — Stage 2: Focus group semi-structured interviews

e | identified guidelines the participants wanted to add or guidelines that possibly
needed to be eliminated.

* | compiled guidelines from information gathered from various schools to create a set
of guidelines.

e | discussed the final guidelines from information gathered from various schools
with the participants.

e | compiled the final input from the participants.
Cycle 3 — Stage 3: Structured individual interviews

e | conducted structured interviews to get more insight into the individual
perceptions and opinions of the participants if there were aspects the

participants were not comfortable with sharing in front of the other participants.
4.6 Ethical considerations and trustworthiness of the study

The expectation is that the researcher’s morally and ethically responsible behaviour is
of enormous value and a necessity. The researcher is executed to conduct research
ethically and to behave ethically towards each participant. The study was carried out
based on the following ethical considerations:
e Consent was obtained from the Department of Basic Education in the district.
(Addendum B)
e Informed consent: The participants were approached in their private capacity
to voluntarily participate in the research. (Addendum C)
¢ Oral and written information was provided to each participant on the nature and
purpose of the research as well as each participant’s involvement.
e The voluntary nature of participants’ participation was emphasised and it
explicitly stated that a participant can withdraw from the research at any stage

(without giving a reason or any fear of prejudice).
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e The confidentiality of participants’ communications was guaranteed, as well as
confidentiality regarding the identity of participants. For the group interviews,
anonymity of the participants could not be guaranteed, but confidentiality was
requested from group members. No other persons or institutions were or would

be made public by the research.

Only participants that signed the confidentiality agreement were allowed to take part
in the study. The raw data were and would at all times be locked and electronically
protected by a password. All data that were gathered were anonymised at all times.
The conversations between the participants and me took place in a private place.
There was or would be no names or identification on any data whatsoever and no data
or reports were lying around during the research period. | stressed the importance of
privacy at the beginning of the research. | also explained to the participants that their

privacy would be respected at all times.

Confidentiality ensures that appropriate measures are implemented to prevent
disclosure of information that might identify the participant either during the course of
the research or afterwards, for example anonymising data or pooling results. No
names or identification were or would be put on the data. When the data were
gathered, all parties involved signed confidentiality agreements. The data were and
will be properly locked away at all times. No participants’ or institutions’ names were
or would be disclosed, as the importance of confidentiality was stressed. | called an
“ethics meeting” (in the introductory stage) to explain to all parties involved the
importance thereof to keep any and all information disclosed during the process
confidential and that the information should, for no reason, be discussed outside of the
group. As a registered psychologist, | had the skill and connections to provide

emotional support to any participant should the need arose.
4.7 Conclusion

This chapter provided a detailed explanation of the research methodology used in the
study. To compile guidelines for primary school educators in dealing with learner
aggression associated with psychological trauma, a qualitative research approach
was chosen to support the PALAR design that was chosen. The research relied greatly

on the knowledge and experience of the educators for this form of research. The
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various sections in this chapter explained the methods used to generate data and to
analyse the data. In the following chapter, the analysis of the data collected will be
explained. Chapter 5 will allow an exploration of the process and the interviews to
support the guidelines compiled with the assistance of the educators.
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CHAPTER 5 FINDINGS AND DISCUSSION

5.1 Introduction

As mentioned in Chapter 4, the aim of the research was to compile guidelines that
were both effective and practical for educators who deal with learner aggression in the
primary school classroom. In order to ensure this, it was of the utmost importance to
include the educators’ contributions. In order to examine the data holistically and to
ensure that the true picture was sketched, data from all three participating schools
were combined. The educators who took part in this research process were from
various schools (all in different quintiles), different genders and races, as well as a
wide variety of age groups with a combined experience of over 110 years in the
education system. This not only allows one to see the gap in knowledge educators
have, as a whole, but also allows for the guidelines to be relevant and useful to schools
in different quintiles and learners with various backgrounds. Throughout the chapter,
these schools are referred to as School 1 (quintile 1), School 2 (quintile 4) and School

3 (quintile 3) to ensure privacy and confidentiality.
5.2 Findings Cycle 1

All the participants of a participating school attended meetings. During this stage, the
participants and | could informally discuss their opinions, ideas and experiences
regarding possible guidelines needed by primary school educators in dealing with
learner aggression associated with psychological trauma. The main aim was to have
preliminary guidelines compiled at the end of the interview. After the discussions at all
three participating schools, | combined the guidelines, removing duplicate guidelines

and determining where repetitive data had been gathered.

The questions asked during this stage and the responses to them are presented

below.

5.2.1 Reactions of primary school learners in participating schools towards

psychological trauma

Question 1 was as follows:
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In your experience, how do primary school learners react when exposed to
psychological trauma? (See Addendum H.)

The reactions of the participants were as follows:

Some learners withdraw completely and keep to themselves. They struggle to
share their feelings and thoughts. Other learners lose track and stop being the
responsible, good, hardworking learners they were. (Participant 1)

They perform very bad in the classroom, and they are always negative,
reserved and confused. (Participant 2)

The learners react in different ways, but most learners become very quiet and
reserved. They don't like to play with other learners anymore. They feel much
safer when they are in their corner alone and most of the time when you try to
talk to them they will just keep quiet and some will cry. (Participant 3)

Well, some learners struggle to adapt after such trauma. They withdraw and
completely shut down. Other learners take action into their own hands and start
to do wrong activities, such as drinking, smoking and bullying. (Participant 4)

They become aggressive and full of anger all the time. (Participant 5)

Primary school learners are emotionally immature and trauma experiences are
handled as such. Most learners will overreact through anger. Where others will
close themselves off. | think that because of the emotional immaturity they
would do anything else but face the actual feelings of being exposed to
psychological trauma. Learners are so unique from each other, it is difficult to
distinguish which learners are reacting to which situation. | think learners
struggle to understand — why and what now — of a psychological trauma.
(Participant 6)

The learner does not always change in behaviour. He or she would casually tell
a friend; then the friend would come forward and inform me. Some act quietly,
but most of the time they do not change. You wouldn't tell that something is
wrong if you don’t know the details. (Participant 7)

They tend to show anti-social signs; they do not interact much and hardly
speak. The learners become very withdrawn. (Participant 8)

In my experience, some learners withdraw from their friends and any extra-
mural activities which they participated in. They find an excuse as to why they
want to stay in break times or they say they are unwell to lay in the sick bay.
Other learners become louder, they make themselves noticeable, either by
fighting or bullying or being disruptive in class. They are absent from school;
they leave the house in uniform, but they do not get to school. (Participant 9)

Learners differ. Some are very aggressive, some learners withdraw themselves
and some learners want all you attention. (Participant 10)
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Children who have experienced trauma react in different ways. A sign of trauma
usually show in their work — it is incomplete or not done. It is also accompanied
by emotional outburst; sometimes they can become aggressive and hurt others.
They are hurting and want others to feel their pain. Some become withdrawing
and refuse to communicate. (Participant 11)

From the reaction of the participants, the following themes were identified in all three
schools. The reactions of primary school learners exposed to psychological trauma
can be viewed as follows: 1) emotional overreaction; 2) anti-social, 3) emotional-
avoidant and withdrawn behaviour; 4) refusal to communicate; 5) reckless negative
and reserved emotional and aggressive behaviour — drinking, smoking, bullying; 6)
poor scholastic performance; 7) aggressive outbursts; 8) high absenteeism; and 9)

attention-seeking behaviour.

The literature supports what educators observe on a daily basis as well as conclusions
made by the research. During the traumatic event, an individual experiences a feeling
of disbelief and it takes a while before the individual realises the reality of the situation
(Retief, 2004).

Retief (2004) also explains that during this phase of trauma, an individual is capable
of actions which he or she would not be able to apply in a different scenario. The
individual tries to avoid all people, places and situations that might remind him or her
of the event. However, as explained by Retief (2004), these attempts are never truly
successful, because there are always reminders of the event. The body is constantly
flooded with stress hormones, due to the possible reliving of the event; this is a sign
of posttraumatic stress (Endres, 2008). This state occurs when an individual is not
capable of processing the traumatic experience (Retief, 2004). Characteristically, the
three symptoms of PTSD are avoidance, isolation and withdrawal symptoms, such as

sleeping disorders and irritation, and recurring flashbacks (David et al., 1997).
Based on the above-mentioned, the following findings became apparent:

Primary school learners exposed to psychological trauma react in various ways. These
reactions mostly include, among others, anti-social, emotional-avoidant and withdrawn
behaviour or aggressive emotional outbursts. Learners present a refusal to
communicate, as well as negative and reserved emotional and aggressive behaviour

that includes drinking, smoking, bullying. The educators observed that poor scholastic
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performance was evident in most cases, and according to them, high absenteeism

seemed to have a significant influence on the poor performance of learners.

5.2.2 Contributory factors towards aggressive behaviour of primary school

learners in participating schools
Question 2 was as follows:

What are the various contributory factors to aggressive behaviour shown by primary

school learners? (See Addendum H.)

The reactions of some of the participants were as follows:

Parents drinking at home and beating learners, then they act the same at
school. Parents are not involved in learners’ education, so learners don't care
about education, and when confronted, they get aggressive. (Participant 1)

| do not know. (Participant 2)

The learners who have aggressive behaviour, some of them | due [sic] to what
happens at home. My father did this to my mom and now | am going to do the
same to other people. They think that is the only way to solve a problem or
release their anger. (Participant 3)

(Participant lists on fingers)

1. Parents are not involved in the children’s lives.

2. Learners that are exposed to drinking and smoking by their parents and
others.

3. Children being abused by their parents or other family members.

4. Children being bullied by others.

5. Children having to take responsibility for their younger brothers and
sisters because of the absence of their parents (Participant 4).

They fight with others the whole time. Or they just insult each other. (Participant
5)

There are a few — no discipline because of an absent father or mother or parents
work late in the evenings. Learners can do what they want at home. Behaves
aggressive[ly] to discipline due to the fact that [the] learner is not used to [it].
Then some learners are over-disciplined. The learner is physically disciplined
and reacts aggressively because that is what the learner is used to, because
they follow guardians’ example. Some learners are not able to deal with
emotional things (basic everyday interactions) so the first reaction is anger
(name calling, hitting, bullying, etc.). Reacting aggressively is like second
nature to our children in our school; it's the reaction they see from parents,
guardians and role models and thus they think it is appropriate. (Participant 6)
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Most of the learners who act aggressive[ly] are those who perform poorly in
their school work. The fact that they don’t know the answer and can’t keep up
with the workload makes them aggressive. Most of these learners do not have
a support structure at home. (Participant 7)

Various aspects of abuse, like abuse by parents and bullying in the school, also
largely contribute to aggression. (Participant 8)

| think mainly, the loss of a parent. Learners who have lost their parents feel
very alone. Even if they live with a loving guardian, they feel the void. And some
of the learners who still have their parents are being abused in one way or
another. These learners normally don’t know how to ask for help or how to share
what is happening to them. (Participant 9)

Uhm, | would say divorce, death and friends and hormones. (Participant 10)

Changes in the home environment. Changes in the child’s immediate frame of
references. Divorce and death of apparent make them feel angry; they don’t
have measures in place to cope with the anger and it becomes a means of
feeling better if they can hurt someone else. An inside emotion is expressed
outwardly. Moving to a new school. (Participant 11)

From the reaction of the participants, the following themes were identified in all three
schools. Contributory factors towards aggressive behaviour of learners in participating
schools are as follows: changes in the immediate frame of reference (drastic, e.g.
divorce or death, or less significant, e.g. moving); parental abuse (physical or
emotional) and neglect or the lack of a support structure; siblings taking on the parental
role; lack of ability to ask for help; and lastly, being emotionally unequipped or
struggling to deal with emotional interactions, which leads to attention-seeking

behaviour — mostly aggressive and revengeful reactions.
Based on the above-mentioned, the following findings became apparent:

There are a variety of factors that influence a learner’s behaviour; however, during the
study, the participants shared the most apparent factors in the primary school
classroom. Learners exposed to changes in their immediate frame of references,
which can be drastic changes such as divorce or death or less significant changes
such as moving, are extremely likely to show aggressive behaviour. Parental abuse
(physical or emotional) and neglect or the lack of a support structure influence the
learning of the child to a large extent. Due to absent parents or parental neglect,
siblings take on the parental role. This puts an extreme burden on learners, a burden

most primary school learners are not emotionally ready for. Most learners who show
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aggressive behaviour lack the ability to ask for help; this, in turn, leads to learners
feeling frustrated. According to participants, most primary school learners are
emotionally unequipped to deal with emotional interactions, and this may lead to
attention-seeking behaviour, mostly in the form of aggressive and revengeful

reactions.

5.2.3 Participating educators’ experience regarding learners who were

exposed to psychological trauma
Question 3.1 was as follows:

Have you experienced aggressive behaviour of learners that can be traced to
psychological trauma? (See Addendum H.)

All of the participants involved in the study have experienced learners with aggressive
behaviour due to psychological trauma.

Question 3.2 was as follows:
How would you describe these experiences? (See Addendum H.)

The reactions of the participants were as follows:

After his mother passed away, he went to live with his grandmother. The learner
is very aggressive whenever he is confronted. He runs away and starts kicking
and screaming and bites. (Participant 1)

The learner undermines teachers and parent. They abuse other learners.
(Participant 2)

The learner was aggressive and | could see that she was full of anger. The
thing[s] that were the causes of this was abuse and anger at home. The anger
was building up. There was a learner who was very angry and her father
abandoned her. She will fight with anger and she will make up [sic] victims feel
the physical pain. She dealt with her anger. (Participant 3)

Learners that experience trauma are very short-tempered. Sometimes learners
can make a joke with them, but they take it very personally. They are very
sensitive about matters at home. They will fright[en] and hit each other without
any second thoughts [sic]. The main cause of the trauma remains a secret.
When parents is [sic] called for meetings, they are surprised to hear about these
kinds of behaviour. (Participant 4)

The learners often bully other learners and they show no respect to the other
learners in their class. (Participant 5)
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The learner's mother passed away while he was in Grade 3. Now he has
changed a lot. He shows aggressive behaviour towards teachers and learners.
He feels more comfortable disturbing others. He doesn’t want to come to
school; he is lazy. The father beats him like a man when he doesn’t obey.
(Participant 6)

If learners are abused or bullied, they tend to lash out; they bully other learners
in retaliation. Learners also tend to react aggressively when they are
reprimanded in class. (Participant 7)

[The] learner lost her mother when she was only 14 days old. She is very
aggressive towards other learners. Learners may say or do a simple thing([s]
and she would physically attack them, and she is hard to get off other learners.
(Participant 8)

The learner’s parents divorced. The parents, especially the father, spoke to the
mother and the children as if they were worth nothing. So the learner started
talking that way at school and with the other learners. He became a verbal bully
with a very short temper. (Participant 9)

A learner who was physically abused, but also mildly mentally impaired was the
scariest outburst that | have ever seen. She would grab anything to use as a
weapon to hit or hurt anyone who dares to mess with her. | saw her hit a boy
with an umbrella. She was so physically strong during those outbursts and hard
to control. | used to have to physically remove her from the class and | would
take her away to cool off in a time-out zone. (Participant 10)

From the reaction of the participants, the following final themes were identified in all
three schools. The participants agreed that they faced the following in the primary
school classroom: disrespectful, aggressive behaviour without regard to
consequences (learner becomes a verbal bully); being very short-tempered; learners
modelling aggressive reactions of parents, guardians and role models; learners
undermining authority and showing aggressive behaviour towards discipline; and
scholastic underperformance leading to aggressive behaviour. However, the intensity
and the duration of these types of behaviour are different with each learner in his or

her specific situation.

The participants deal with a wide variety of issues in the classroom. Focusing on
learners who are exposed to psychological trauma, the participants deal with some
learners who indulge in disrespectful, aggressive behaviour without regard for the
consequences. In these cases, a learner becomes a verbal bully with a very short
temper. Other learners model aggressive reaction of parents, guardians and role

models, which is portrayed in the behaviour in the classroom and on the playground.
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Learners undermine authority and indulge in aggressive behaviour towards discipline.

Scholastic underperformance leads to aggressive behaviour.

5.2.4 How participating educators deal with learner aggression prior to

implementation of guidelines
Question 4 was as follows:

How do you normally handle learner aggression when associated with trauma? (See
Addendum H.)

The reactions of the participants were as follows:

| talk to the learner and try to establish trust. | tell them that their behaviour is
not how they normally are and that | am there for them if they need to talk or
want advice. (Participant 1)

By talking to them, encouraging them towards positive behaviour. | tell them to
associate with people who are always good. And | refer them to the social
worker to deal with. (Participant 2)

| try to talk to the learner and get them to trust me, | try to get them to open up
to me. It might take time, but when you finally win his or her trust, they will talk
to you. (Participant 3)

Methods are different from learner to learner. With smaller learners, | normally
try to calm them down. | sit down and talk to them, but the language is a barrier.
Bigger learners are more difficult. They don’t give you time to talk. Some just
don’t open up to you. They speak in their mother tongue, which makes it difficult
to help or understand them. (Participant 4)

| talk to them politely and try to figure out the nature and cause of the problem.
(Participant 5)

| try to stay calm as possible. Most of the time, we as teachers have no idea
what trauma a learner has been through or if there is any trauma. When a
learner does confide in you (which very seldom happens since they don’t want
to share or talk about it), it is confidential and other teachers don’t know or
understand the child’s behaviour. But whenever a learner acts aggressively
towards him- or herself or another learner, | am calm and try to talk to the
learner later on about the situation and let them speak about why they were so
angry. | try to get the learner to understand that they could have handled it
better and [there are] consequences to their actions, and kind words get a lot
further. (Participant 6)

| would ask the learner to come see my privately, then | would talk about his or
her good characteristics. Then | would ask why they are acting negatively.
(Participant 7)
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| try to be understanding and empathetic. | would normally talk to the learner
privately and not reprimand in front of others. (Participant 8)

| try to have personal one-on-one sessions with learners. Speak to them and
try to find out what the issue is and why they are acting in this specific way. |
am very patient, but persistent when speaking to the learner. | also pay close
attention to them, | will move them closer to my desk — almost away from other
learners, but still include them in activities and discussions. (Participant 9)

| always try to have sympathy for the learner, and ignore the aggression as far
as possible. Every now and again the learner will act totally unacceptable and
you as teacher has [sic] to take charge. | would talk to the learner alone at first,
but if the behaviour continuous, I will address them in the class. (Participant 10)

| try to isolate what causes the outburst. | usually remove the student out of the
group and talk to them on their level. | try to remain calm and discuss the
incident and not attack the child’s character. It normally comes out as to what
is bothering them and why they react the way they do. They normally admit they
were wrong and can’t understand why they do it. | usually discuss it with parents
and | always advise counselling. (Participant 11)

From the reaction of the participants (see all responses in Addendum E), the
following themes were identified in all three schools. The participants seemed to use
one or more of the following as guidelines for dealing with learner aggression
associated with trauma prior to the participation of the study:

e Face-to-face verbal communication with the learner privately.

e Referral to social worker.

e Establish trust with the learner.

e Be understanding and empathetic.

e Sympathetic reactions towards learners

e Encourage positive behaviour from the learner.

e Pay close attention to learners.

e Discuss issues with parents and advise counselling.

e Avoid drastic reactions by ignoring the aggression as far as possible.

e [solate causes of aggressive outbursts.

e Remove the learner from the group.
However, the participants were still applying a variety of methods in dealing with

learners. From three schools, in different quintiles, the above-mentioned were used by

most of the educators according to their responses.
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5.2.5 lIdentified gaps in the knowledge of the participating educators in

dealing with learner aggression associated with psychological trauma
Question 5 was as follows:

What knowledge do you, as educator, feel will empower you adequately to support
primary school learners showing aggression associated with psychological trauma?
(See Addendum H.)

The reactions of the participants were as follows:

Can | give you a list? Uhm, no just joking. | would like to know what the
symptoms are of learners who show aggression because of trauma. How do |
approach learners is somewhat difficult ... and who to contact that will help that
does not include the social worker, because that is no use. (Participant 1)

How to teach them positive behaviour and show them they can be better people
in the future if they focus on their schoolwork. How to encourage them to
participate in school activities. (Participant 2)

The knowledge of how to handle these learners. We are dealing with learners
from different backgrounds, so it is difficult. (Participant 3)

Being able to understand the learner will be a big asset, but | know that is not
something you can help with. To know how to handle learners who experienced
different types of trauma would help. Sexual and physical abuse might have
different strategies as to how to approach the situation or the learner. Overall it
is difficult to build a trust relationship with the learners in our school. (Participant
4)

To be able to know how to identify learners exposed to different types of trauma.
| would like to know where we can get professional help, like a social worker. |
would like to know how to support these learners in the class as well.
(Participant 5)

Sometimes | feel that we as teachers all need a degree in psychology to be
able to help the learners properly, but that is impossible to expect. | would like
to have more knowledge through a course or a programme. | would like to have
knowledge on 1) how to identify a child with psychological trauma, 20 what to
say and how to react if a child tells you about his or her trauma, 3) how can |
help or what can | do, 4) who can | contact to help and 5) what coping
mechanisms can | give a child who confides in me. (Participant 6)

The school does have a social worker who comes in once a week, but I think it
does not help a lot. We need more social workers. The school is a double-
medium school that consists of +1 800 learners. We need someone who can
be at the school daily. So if the learner shows aggression, then if who [sic]
immediately be referred for help. (Participant 7)
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| would like to know the effects of a trauma on a child — mentally, socially and
academically. | would also want to be able to help learners overcome those
effects in a positive way. (Participant 8)

| think a better understanding of what they are going through. Most of the things
that they are experiencing. | have not experienced or dealt with all of the issues
learners have to deal with. This makes it difficult to completely understand and
which approach to take when helping a learner. (Participant 9)

| don’t think there can only be set knowledge to support you. You have to have
a relationship with the learners and they need to know that even if you
reprimand them that you still love them. (Participant 10)

| think my experience over time helps a lot. | feel | lack the necessary knowledge
needed, at times to help a child. | always refer as this is not my area of
expertise, and | feel that any school should have a counsellor or psychologist
from the Department, who is solely available to assist the learners and
teachers. (Participant 11)

From the reaction of the participants, the following themes were identified in the

participating schools. The participants experienced during their education process that

they were guided and trained in assisting and supporting learners with scholastic

issues. However, learners present with issues that are difficult to deal with without

knowledge. The participating educators felt that the following were gaps in their

knowledge:

Not knowing what symptoms after psychological trauma are.

Not knowing how to:

identify learners exposed to psychological trauma,;

build a relationship with the learner and teach learners positive behaviour;
approach learners;

build a trust relationship with learners; and

0O O O O O

support learners in the classroom.
Not knowing who to contact for help with the learners.
Not knowing what the effects of trauma on a child are — mentally, socially and

academically.

In addition, they felt that:

any school should have a counsellor or psychologist from the department;
gathering more detailed knowledge through a course or programme was

required; and
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e they needed to know which corrective reaction towards a child while sharing
about trauma was the best.

Based on the themes gathered during the study, there is a clear gap in the knowledge
of primary school educators in dealing with learners who show aggression after
experiencing psychological trauma. It is possible to fill the gap in knowledge of these

educators using a set of guidelines aimed to be compiled during this study.
5.3 Findings Cycle 2

During this cycle the participating educators applied the guidelines created in each
school. During this phase the was no concrete data gathered, however the researcher
was in contact with the participant ensuring that the participants were coping and that

there were no issues with the process. (See Addendum H.)
5.4 Findings Cycle 3

Each stage was conducted separately at each school, including all participants of that
specific school. During the reflections, | put together the perceptions and opinions of
the participants regarding the gap or gaps in the guidelines or possible amendments
or changes that needed to be made. In order to ensure that the participants had ample
time to read through and formulate opinions regarding the guidelines, they received a
list of all guidelines prior to the interview to go through and were requested to comment

where they felt a guideline was not valuable or needed to be amended.

5.4.1 Participating educators’ reflection on the implementation of compiled

guidelines
Question 1 was as follows:

If you reflect on the trial implementation cycle, were the guidelines effective in
supporting you in dealing with learner aggression associated with psychological

trauma? (See Addendum H.)

The participants of all three participating schools agreed that the guidelines were

effective in supporting them in dealing with learner aggression; however, some of the
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participants stated that some amendments needed to be made to the guidelines to

ensure optimal effectivity.

5.4.2 Participating educator contribution to proposed guidelines that need to

be removed
Question 2 was as follows:

Are there any of the guidelines that were a part of the trial cycle that you as educator

feel the need to be removed? (See Addendum H.)

The participants of School 1 stated that spending time with their learners would be
problematic due to the fact that many of their learners used public transport. One of
these participants felt that no exceptions needed to be made for learners. The
participants of School 2 stated that no guidelines had to be amended or removed. The
participants of School 3 stated that some of the guidelines had to be amended in order

to ensure full effectivity in their school environment.

5.4.3 Participating educator opinion regarding proposed guidelines that need

to be removed
Question 3 was as follows:

Taking the guidelines suggested to be removed, what are your opinions as educators
regarding these specific guidelines? (Did you find them to be unnecessary or
effective?) (See Addendum H.)

Only the participants of School 1 disagreed with one another. In compliance with the
proposed guidelines, the other participants of the school felt that a softer approach

was needed after a bad incident.

5.4.4 Participating educator opinions regarding possible gaps in the

proposed guidelines
Question 4 was as follows:

Are there guidelines that should be added to the list? Why do you feel that adding

these guidelines will improve the experience? (See Addendum H.)
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The participants of all three participating schools agreed that the guidelines were
useful; however, in some cases, adjustments were needed regarding these guidelines.
A participant from School 2 was of the opinion that educators needed to be trained on
how to effectively implement these guidelines. These guidelines are given below in
table format to illustrate the percentage of participants who agreed or disagreed with

the guidelines, as well as the reasons to support their answers.
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Table 5-1: Cycle 3: Stage 2

Guidelines compiled and submitted for review

Guidelines

Yes, it
will work

No, it will
not work or
has to be
amended

Participants’ reactions during
reflection

Reason why it will not work /
how the guideline needs to be
amended

1. Maintain usual routines. A
return to “normalcy” will
assure the child that he/she
is safe and life will go on
after the event.

100%

The involvement of a parent or a
guardian is of great importance.
We cannot fight a battle alone.

2. The problems of the learner
should under no
circumstances be discussed
with learners or educators.

36%

64%

All educators involved in the
education or interaction with the
learner have to be informed of
the situation to ensure support.
Learners involved do not need
detail regarding the learner.

3. Firm limits should be set, and
logical (rather than punitive)
consequences should be set
for inappropriate behaviour.

100%

4. Provide the learner with a
safe place to talk to him or
her. A designate time and
place for sharing should be
set.

82%

18%

And the guideline of spending
time with learners after school
will be a problem, a lot of our
learners make use of transport.

e Taking time constraints into
account.

e Depending on what kind of
problem it is (a child being
abused at home)
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No, it will
Yes, it | not work or | Participants’ reactions during

will work | has to be reflection

amended

Reason why it will not work /
how the guideline needs to be
amended

Guidelines

e Confidentiality is the most
important element; no
confidentiality should be
broken without a learner’s
permission. Even though a
little understanding from
peers could help.

e Avoid exposing young
learners to too much

5. Explain to the other learners
in the class what is going on | 64% 36%
with the learner in their class.

information.

6. Questions about the e Learners use school
traumatic event should be transport; no time or place to
answered simply and talk after school.
realistically, clarifying e Time and transport have an
misconceptions and influence on spending time
distortions. If the learner asks | 100% with learners.
these questions at a time or e Time is very limited.

place that is not appropriate,
give the learner a time and
place when you will answer
the questions.

7. Situations may be reminders
of the traumatic event(s);
provide additional support to
learners; e.g. for the child
who does not like being
alone, provide him/her with a

100%
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No, it will

Reason why it will not work /

Guidelines \_(es, it | notwork or | Participants’ rea_ctions during how the guideline needs to be
will work | has to be reflection
amended
amended
partner to accompany
him/her.
This may be difficult due to
the lack of free time. Most
learners need this one-on-one
8. Once or twice a week, spend talk, but it is sometimes
one-on-one time with the 55% 45% impossible to help them.
learner. The learner then becomes too
dependent on the support and
if he/she changes grades, it is
like a setback.
This may be difficult to
. . anticipate (loud noises,
9. \é\éaégi:];slgﬁnrgﬁfiggygﬂtw shouting). This gliminates the
the ordinary, such as making | 82% 18% element of SUTprse and you
e . do not receive the true
sudden loud noises or turning .
off the lights. reaction.
The educator must
sympathise with the learner.
10. Be aware of other children’s
reaction to the traumatised
learner and to the information
shared. Protect the 100%

traumatised learner from
peers’ curiosity and protect
classmates from details of
the learner’s trauma.
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No, it will

Reason why it will not work /

Guidelines \_(es, it not work or | Participants rea_ctlons during how the guideline needs to be
will work | has to be reflection
amended
amended

The department requires e Even though each learner
evaluations for any concessions should be treated the same,
or any special treatment. some cases do need
| feel there can be no individual attention. In case of
exceptions. No matter what trauma, soft words, etc.
happened to them they should e Depending on the learner's

11. No exceptions should be be treated the same. situation, some exceptions

made for learers. Learners | . 550 | totally disagree. You need to may need to be made.

should be handled exactly
the same.

have a softer approach after a
bad incident.

e All learners’ circumstances
and situations are different.

e The Department of Education
has its own programme to
support these learners —
required to give permission
for all learners if they have
extra time.
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In order to ensure that all of the participants had shared all of their ideas and opinions
regarding the research, and that no one felt pressured or intimidated, | conducted final
individual reflective discussions with all of them. This provided the individuals with the
opportunity to share input that they might not have wanted to share with a group of

colleagues.

5.4.5 Participants’ experiences regarding learner aggression during the

implementation of the proposed guidelines
Question 1 was as follows:

What were your experiences as educator regarding learner aggression associated
with psychological trauma during the implementation of the proposed guidelines? (See
Addendum G.)

The reactions of the participants were as follows:

Hopefully, there was a lot of improvement and seeing some progress on
handling that kind of situation. | think this really helped a lot. (Participant 1)

| still feel lost at times, but the guidelines help to feel more in control. (Participant
2)

| have realised that during the implementation of the guidelines there were
things | didn’t do right in the past and the guidelines helped a lot. (Participant
3)

The proposed guidelines were effective but some were not. What | have also
experienced is that learners also liked to be approached with sympathy.
However, my knowledge or approach has really changed now that | know how
to approach learners. (Participant 4)

They were mostly positive. For the first time in a long time | feel there is hope
with these kids. (Participant 5)

That all children don’t act in the same way and that finding what works may take
time. (Participant 6)

| still [feel] the same as at the beginning. You should always win the learner’'s
trust. You should handle every learner with love. (Participant 7)

Learners would normally act out because they want you to notice that
something is wrong, like their cry for help. Some do it without even knowing that
they are giving the impression that something is wrong. (Participant 8)

As a teacher | have a lot of experience of learner aggression associated with
psychological trauma. One of my learners left school because he couldn’t
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handle the loss of his mother. His behaviour became uncontrolled,
disrespectful. He does not want to listen to elders, even at home. (Participant
9)

Trauma may spark aggression in learners. Through the implementation of the
guidelines | have come to find that if these learners are handled in an
appropriate manner, with the additional support and assistance. They will be
able to cope much better (academically and socially). (Participant 10)

Not all children react in the same way. When implementing the proposed
guidelines you have to first tend to the individual need of the learner in particular
and then choose a plan of action that is going to be implemented. You can’t
follow these exact guidelines as proposed, because you have to think of the
individual. (Participant 11)

From the reaction of the participants, the following final themes were identified in all
three schools. The participants’ views had changed during the implementation of the
proposed guidelines in the following ways: a realisation of wrongful approaches in the
past as well as changes in approaches; guidelines empowered educators to feel more
in control in these situations; and lastly, educators realise that learners’ reaction to
psychological trauma will vary; however, these guidelines allow educators to adapt

their approach towards issues encountered.
Based on the above-mentioned, the following findings became apparent:

The educators involved realised they had a gap in their knowledge and felt that the
guidelines empowered them to handle this sensitive matter in the correct way. The
research had brought to the attention of the educators that all learners were unique,

including the way in which they reacted and which approach worked for an individual.
5.4.6 Participants’ view on the support provided by the proposed guidelines
Question 2.1 was as follows:

Did the implementation of these guidelines give you a clear idea on how to support
learners showing aggressive behaviour due to psychological trauma? (See
Addendum G.)

All the participants from all three schools agreed that the guidelines had provided them
with a clear understanding of how to support learners showing aggressive behaviour

due to psychological trauma.
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Question 2.2 during the individual interview, was as follows:

If so, please elaborate. (See Addendum G.)

Yes. It did, because we now know exactly what to do and where to start and
how these learners should be treated. (Participant 1)

Yes. | didn’t have prior knowledge on how to identify or support learners that
has [sic] experienced trauma. (Participant 2)

Yes. It gave me an idea of how to support those learners showing aggressive
behaviour due to trauma. (Participant 3)

Yes. The guidelines also makes identifying learners who are going through a
difficult [situation] possible. (Participant 4)

Yes. | now think about learner behaviour and my reactions completely
differently. (Participant 5)

Yes. It served as a reminder to see each case individually and to respond with
calmness. (Participant 6)

Yes. There is definitely something that can be used to apply to each learner.
(Participant 7)

Yes. One realises that learners go through so much more than we know. They
deal with situations that we may never have dealt with. So the guidelines gives
you a perspective that we don’t know. It prepares you so that you may have to
dig deeper insight [sic] as to help these learners. (Participant 8)

Yes. Learners would come freely to talk about something that has happened.
They understand that there is help when they feel the need to talk to someone.
These learners who are open to discuss their situations were feeling much
better after talking. (Participant 9)

Yes, it did. The guidelines were truly enlightening as it provided me with
supporting information on how to handle a learner who has been through a
psychological trauma and how to help that learner overcome his or her
challenges. (Participant 10)

Yes. [It] definitely gave a clear idea on how to support the learner in such a
situation. Once again, not all the learners are the same, and you need to
analyse the situation first before you can choose a method of handling it. The
guidelines give well thought-out plans of what can be done. (Participant 11)
From the reaction of the participants, the following final themes were identified in all
three schools. The educators felt that the guidelines provided the following: knowledge
of where to start and how learners should be treated; an understanding that learner
behaviour involves more than just one incident; understanding how to support those

learners showing aggressive behaviour due to trauma; identifying learners who are
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going through a difficult process; and universal use. The guidelines can be applied to

all learners who face this phenomenon.

Based on the above-mentioned, one can come to the conclusion that these guidelines
provided all the educators in the study with the knowledge and skills they need (or
might lack) in order to support a learner in need. The participants implemented these
guidelines during a three-month trial cycle, ensuring that the information was not only

theoretically correct but carried practical value as well.

5.4.7 Participants’ view on the change in understanding, skills and knowledge

of the phenomenon during the implementation cycle
Question 3.1 was as follows:

When comparing your knowledge and understanding of the phenomenon before and
after the implementation cycle, was the implementation cycle successful according to

you or not? (See Addendum G.)

All of the participants from the various participating schools agreed that the
implementation had been successful. It was found that not one of the participants
disagreed on the success of the implementation cycle.

Question 4 during the individual interview, was as follows:

Did the implementation of the guidelines change the knowledge and skills you as
educators have to support primary school learners showing aggression associated

with psychological trauma? (See Addendum G.)

The participants unanimously acknowledged that their knowledge and skills had been
altered and improved by the implementation of these guidelines, with the exception of

one participant from School 3.
Question 4.2 during the individual interview, was as follows:

If so, in which way? (See Addendum G.)
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The participants declared that the reasons for their believing that the implementation
was successful were that the guidelines provided the following (supported by verbatim
transcriptions):

Yes. It changed the knowledge and skills as there are already signs of progress.
(Participant 1)

Yes. Learner behaviour can be identified because of trauma. Now educators
can understand that learners are not just naughty; there might be something
more to it. (Participant 2)

| now have more knowledge and skills that | can implement at school and in my
class. (Participant 3)

Yes. At first | did not know what to look for, but now | can identify that particular
behaviour and know how to speak to them. (Participant 4)

Yes. They helped me to gain knowledge on how to handle certain situations.
(Participant 5)

No. | think it only expanded my knowledge. (Participant 6)

Every learner is unique and handle trauma differently. Every learner will be
handled differently. (Participant 7)

Yes. Primary school learners are more open about their experiences. But they
are more delicate and fragile when dealing with issues. One has to be more
sensitive when dealing with them. (Participant 8)

Not really, because I've studied learner support. Out of that | already could take
action or handle a learner who needs support. (Participant 9)

Yes. | am much better equipped with the knowledge on how to handle these
types of learners. The guidelines provide solid support and assistance in this
area. (Participant 10)

Yes, it gave me a clear guideline on a plan of action. Before the guidelines you
kind of felt lost in these cases. (Participant 11)

Taking the above-mentioned into account, the following was identified as a way in

which the implementation changed the knowledge and skills of the educators:

e Changes in approach towards the learner:
0 Actions to secure learners.
o Simple instructions on how learners should or should not be treated.

o Practical ways in which learners should be treated differently.
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It changed the knowledge and skills as there are already signs of progress.
(Participant 1)

| didn’t have prior knowledge on how to identify or support learners that has
[sic] experienced trauma. (Participant 2)

Having knowledge helps to identify the situation and guidelines help to
handle the situation better. (Participant 4)

| now have more knowledge and skills that | can implement at school and in
my class. (Participant 3)

The following was identified as a way in which the implementation changed the

knowledge and skills of the educators:

e Knowledge and understanding of dealing with these situations:

(0}

(0]

(0]

Visible changes in the behaviour of the learner.

Ability to identify red flags.

Allow the educator to identify changes in the behaviour of a learner sooner
and more accurately.

Prevent basic mistakes which may aggravate the affected learner’s

aggressive state.

| have never been someone to totally see an incident resolved. | always
referred to a psychologist or counsellor to deal with an episode. (Participant
6)

One realises that learners go through so much more than we know. They
deal with situations that we may never have dealt with. So the guidelines
gives [sic] you a perspective that we don’t know. It prepares you so that you
may have to dig [sic] deeper insight as to help these learners. (Participant
10)

Taking the above-mentioned into account, the following was identified as a way in

which the implementation changed the knowledge and skills of the educators:

e Prevention of the wrong approach of behaviour towards a learner:

o

An incident (learner’s behaviour) was resolved.

5.4.8 Participants’ views on guidelines they disagreed with

Question 5 was as follows:
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Which of the guidelines, if any, do you disagree with? Please motivate why. (See
Addendum G.)

The participants did not believe that any of the guidelines should be removed; however
one of the five participants from School 1 as well as one of the four participants from

School 3 felt that some amendments were needed.

5.4.9 Opinions, views or ideas the participants were comfortable with sharing

during the group interviews
Question 6 during the individual interview was as follows:

Is there anything you want to share that you did not feel comfortable with sharing in
the group interviews? (See Addendum G.)

None of the participants was of the opinion that there was an issue that they could not
share in the group; nevertheless, one participant from School 2 stressed the fact that

the school was in need of a counsellor on a permanent basis.
5.5 Conclusion

The data gathered during the study allowed me to compare the reactions and
behaviour of learners exposed to trauma in the participating schools. By comparing
the reactions and behaviour, | ensured that a broad spectrum of reactions was
covered. The data gathered during the study made it possible to identify contributory
facts towards aggressive behaviour shown by learners in the participating schools.
The data determined what the experiences of primary school educators were
regarding learner aggression associated with psychological trauma — an important
factor in determining the necessity of the study. The data allowed me to identify the
gap in the skills and knowledge of educators in supporting and dealing with aggressive
behaviour due to psychological trauma. By identifying this gap, research can strive to
fill it. In accomplishing this, | obtained a comprehensive understanding and was
sufficiently informed regarding the needs of primary school educators when dealing

with learner aggression associated with psychological trauma.
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CHAPTER 6 CONCLUSION

6.1 Introduction

Educators, regardless of the socio-economic or geographic setting of their school,
share a huge responsibility in helping learners deal with everyday problems,
regardless of the nature thereof. Educators and their valuable contributions and input
were the foundation of the study. By using PALAR, | was able to gather the information
required from the educators involved and combined them to illustrate how various
educators, in different settings, experienced this issue. As | worked with the educators
to ensure that they were comfortable and agreed with what the findings stated, the
result was that all of those involved shared knowledge and skills to achieve the best

possible result.
6.2 Conclusions of the study

The research was conducted at three schools, all in different quintiles. Using the
findings from all three schools in conjunction with one another allowed me to form a
clear holistic view of issues and challenges faced by primary school educators
regarding aggressive behaviour of primary school learners caused by psychological

trauma.
6.2.1 Conclusions regarding the secondary research questions

6.2.1.1 What are the experiences of primary school educators regarding learner

aggression associated with psychological trauma?

According to the information gathered, the educators experienced a great variety of
aggressive behaviour in their primary school classrooms after learners were exposed
to psychological trauma. Learners start being disrespectful towards the educator, as
well as presenting aggressive behaviour without regard for the consequences. This
places a great responsibility on the shoulders of these educators when dealing with
these learners, as the educator realises that the learner is acting out due to the
exposure to trauma, the educators are still required to protect themselves and other
learners in the classroom. The challenge that the learners who were exposed to

trauma will undermine authority and show aggressive behaviour when confronted with
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discipline places enormous pressure on the educator. These learners require a great
deal of support and understanding, however with the pressure educators experience
from various systems it is a challenging tasks for educators to juggle all that is required
of them. Even more so behaviour presented by learners after being exposed to
psychological trauma. The anti-social withdrawn behaviour leads to conflict between
learners, as other learners do not understand why someone who they regard as a
friend’s behaviour changes drastically. Which in turn comes back to the educator to
deal with. Primary school learners exposed to psychological trauma react in various
ways. These reactions could also include, among others, a refusal to communicate,
as well as negative and reserved emotional and aggressive behaviour that includes
drinking, smoking, bullying. The educators observed that poor scholastic performance
was evident in most cases, and according to them, high absenteeism seemed to have
a significant influence on the poor performance of learners All of the above mentioned

factors impact the educator directly.

As mentioned in Chapter 3, a school-based violence study conducted by SACE in
2011 states that 1.8 million learners experienced some form of violence while at
school; this amounts to 15.3% of the learners in South Africa. The research supports
the views and opinions of participants regarding the alarmingly high number of violent
outbursts of learners. Breet et al., (2010) state that aggression is mainly dependent on
internal factors (emotional and cognitive problems or weakened social skills), as well
as external factors (familial problems, abuse or neglect). Denefil et al., (2015) state
there is a possible correlation between aggressive behaviour and PTSD. The above-
mentioned statement is supported by Angkaw et al., (2013), when they mention that
symptoms of depression indirectly reinforce the correlation between PTSD and two

forms of aggression, namely verbal and physical aggression.

The experiences of the participants (educators) were of major importance in the
attempt to compile the guidelines for educators. Even though the educators were from
various schools, all in different quintiles and a variety of socio-economic settings, there
was a substantial overlap in their contributions. Educators deal with many challenges
in the classroom. Research shows an alarmingly high incidence of violence in South
African schools. However, the research and educators agree that these violent and
aggressive outbursts stem from deep within the learners. After exposure to trauma,
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studies found that learners experience PTSD (Goenjian et al., 1997). The reactions of
learners seen by educators support this theory; from the study it became clear that

educators indeed experience a variety of types of aggressive behaviour by learners.
6.2.1.2 How do primary school learners react when exposed to trauma?

Some learners withdraw completely and keep to themselves. They struggle
to share their feelings and thoughts. Other learners lose track and stop
being the responsible, good, hardworking learners they were. They become
more socially involved with activities they didn’t normally do and stop doing
homework and school work. (Participant 1)

The learners react in different ways, but most learners become very quiet
and reserved. They don't like to play with other learners anymore. They feel
much safer when they are in their corner alone and most of the time when
you try to talk to them, they will just keep quiet and some will cry. (Participant
2)

Well, some learners struggle to adapt after such trauma. They withdraw and
completely shut down. Other learners take action into their own hands and
start to do wrong activities, such as drinking, smoking and bullying.
(Participant 4)

A human being is a complex and multifaceted individual. No person will react exactly
the same in any situation as explained in Chapter 3 by using Personology. This is
supported in the findings as the educators stressed the fact that primary school
learners exposed to psychological trauma react in various ways, depending on the
learner. | have found that the reactions of learners include, among others, anti-social,
emotional-avoidant and withdrawn behaviour or aggressive emotional outbursts.
Some learners withdraw completely and keep to themselves. They struggle to share
their feelings and thoughts with anyone — including family friends and teachers. Poor
scholastic performance is evident in most cases, and the high level of absenteeism
has a major influence on the poor performance of learners. In this case there is
referred to high performing learners, as well as lower performing learners. Instead of
focusing on their scholastic performants, they are involved with activities they did not
associate with before exposure to this event. A refusal to communicate, as well as
recklessly negative and reserved emotional and aggressive behaviour, which includes

drinking, smoking and bullying, is at the order of the day according to those involved.
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As discussed in Chapter 3, learners in middle childhood will react towards trauma in a
complex and unique manner. Perrin et al., (2000) explain that responses towards
trauma can include behavioural, cognitive, emotional, spiritual and physical
responses. However, the research of Sack (1993) suggests that depending on the
type of trauma, 27% to 100% of learners in this age group will develop symptoms of
PTSD. Denefil et al., (2015) explain that clinical symptoms of PTSD that can be
observed are as follows: unfounded arousal; explosive reactions in which learners
react radically to the faintest surprise; being emotionally blunted as the individual does
not have the skills to fully regulate emotions; aggression, when the individual tends to
feel empowered in the establishment of power; weak memory and problems with

concentration; and depression.

Most of the reactions shared by the participants can be categorised according to the
symptoms discussed by Denefil et al., (2015), such as being emotionally blunted and
displaying aggressive behaviour, which includes anti-social, emotional-avoidant and
withdrawn behaviour or aggressive emotional outbursts. Weak memory and problems
with concentration causing poor scholastic performance are evident in most cases,
and the high level of absenteeism has a significant influence on the poor performance.
Depression is shown by a refusal to communicate as well as recklessly negative and
reserved emotional and aggressive behaviour, which includes drinking, smoking and

bullying.

6.2.1.3 What are the various contributory factors to aggressive behaviour

shown by primary school learners?

As Bronfenbrenner's theory in Chapter 3 clearly explains, no individual can be seen
as independent of his or her surroundings. As the ecosystemic theory explains, an
individual is directly influenced from any and all systems they are in contact with.
Taking this into consideration, the contributory factors towards aggressive behaviour
of learners in participating schools could range from an intrinsic factor or factors within
any of the other systems. According to what the participants have identified as possible
contributing factors, the factors may include the following: changes in the immediate
frame of references (drastic, e.g. divorce or death, or less significant, e.g. moving);
parental abuse (physical or emotional) and neglect or the lack of a support structure;

siblings taking on the parental role; a lack of the ability to ask for help; and lastly, being
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emotionally unequipped to deal with emotional interactions, which leads to attention-

seeking behaviour, causing mostly aggressive and revengeful reactions.

As mentioned in Chapter 3, the aggression-frustration-hypothesis theory explains why
an individual will act aggressively or show aggressive behaviour (Myburgh &
Poggenpoel, 2009). This includes negative feelings (anger, rage and humiliation),
negative perceptions (helplessness, loss of opportunities and a negative self-concept)

and negative ideas (suicidal thoughts and weakened boundaries).

There is a variety of influences and causes of particular behaviour. However, there
have been some contributory factors that the participants felt had a much greater
impact on the behaviour of primary school learners; these factors fit into the findings
of Myburgh and Poggenpoel (2009). Negative feelings caused by parental abuse,
physical or emotional, and neglect or the lack of a support structure influence a learner
to a large extent. Due to absent parents or parental neglect, siblings take on the
parental role. Negative perceptions and a feeling of helplessness, by exposure to
changes in their immediate frame of references, occur. These can be drastic changes
such as divorce or death or less significant changes such as moving, where children
are extremely likely to show aggressive behaviour. Learners who lack the ability to ask
for help may lead to their feeling frustrated. Negative ideas are formed, and according
to participants, the reason for this is that most primary school learners are emotionally
unequipped to deal with emotional interactions, which in turn, leads to attention-

seeking behaviour and mostly aggressive and revengeful reactions.

6.2.1.4 What knowledge do primary school educators require to support
primary school learners showing aggression associated with
psychological trauma?

The patrticipants experienced that during their pre-service training, they were guided
and trained in helping and supporting learners with scholastic issues. However,
learners present with issues that are difficult to deal with without knowledge. Educators
feel empowered and equipped to deal with scholastic issues a learner may present.
Although it is clear that they would welcome the skills to deal with learners presenting
with behavioural issues, the educators realise that they have an immense gap in skill
when it comes to facing these issues. According to the participants, obtaining the

necessary tools in dealing with a learner who experiences a difficult phase is of
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enormous value. The participants shared that they would like to know how to identify
learners exposed to trauma, build a relationship with them and teach them positive
behaviour, approach them, build a trust relationship with them and support them in the
classroom. The participants also shared a need to know who to contact for learners in
need of help, and they proposed that any school should have a counsellor or

psychologist from the Department of Education.

A detailed discussion regarding the education system of South Africa as well as the
impact on the educator was presented in Chapter 2. As explained one major question
regarding South African schools is, where learners with different needs fit in
(UNESCO, 1994). The importance of education can in no way be diminished or seen
as of less value because the learner has different needs, whether physical, emotional
or psychological. Educators were required to adapt and change their classroom
environment for any and all learners who expect them to do so. Inclusion was
theoretically possible according to the South African Schools Act (84 of 1996) in all
South African schools (Department of Education, 1996). In 1996, the Minister of
Education requested detailed research to be done regarding inclusive education and
that recommendations regarding special needs and support system services in the
line of education and training. Based on this, the policy for inclusive education, of which
the goal is to address the problem of exclusion, to transform the educational process
and to ensure that all learners have access to the education curriculum (Laauwen,
2004), was set in use (Department of Education, 2001). The major problem with this,
according to the participants, is that there is a focus on inclusion for learners with, for
example, impaired sight or hearing, but as is clear throughout the entire study, there
is little focus on psychological issues than need to be included in the classroom. South
Africa is a unique and complex country with a large number of religions, cultures and
views to take into account. All of these factors have an influence on the way learners
react to a situation. Educators feel that they face this struggle with little or no
knowledge of how to handle learners during or after a traumatic event.

6.2.2 Conclusions regarding the primary research question

The recommendations regarding the manner in which educators should deal with
primary school learners are presented as the guidelines compiled by all the educators
from the various schools, following in this chapter.
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The motivation behind these guidelines is that educators who have limited knowledge
with regard to educational psychology or counselling will be able to read through the
guidelines and implement them without major training or workshops. These guidelines
are presented in a more compact manner in an attempt for educators to have them on

hand and be able to go through them if needed in a quick and easy manner.

6.3 Guidelines for primary school educators in dealing with learner

aggression associated with psychological trauma
Maintain classroom routines

Maintain usual classroom routines as far as possible. A return to “normalcy” will assure

the child that he or she is safe and life will go on after the event.
Set firm limits

Firm limits should be set, and logical (rather than punitive) consequences should be
incorporated for inappropriate behaviour. It is important that the learner has

boundaries and knows what will happen if he or she behaves in a particular manner.
Create a safe space

Provide the learner with a safe place to talk. A designated time and place for sharing
or support should be set with the learner if he or she asks for this. Under all
circumstances this should be honoured by the educator involved. Taking time
constraints into account in the classroom, it should preferably be done during
assembly, break or after school.

Provide additional support

Situations may be reminders of the traumatic event or events. Provide additional
support for learners; for example, the child who does not like being alone could be

provided with a partner to accompany him or her.

Answer questions
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Answer questions regarding the traumatic event simply and realistically, clarifying
misconceptions and distortions for the learner. If the learner asks these questions at
a time or place that is not appropriate, give the learner a time and place when or where
you will answer the questions (refer to guideline 1.3).

Give a fair warning

Warn the learner as far as possible when you are planning to do something out of the
ordinary, such as making sudden loud noises or turning off the lights. The educator
should have empathy for the learner.

Keep an eye on the other learners

Be aware of other children’s reaction to the traumatised learner and to the information
shared. Protect the traumatised learner from peers’ curiosity and protect classmates

from details of the learner’s trauma.
Sharing information with other learners

This should never be done without discussing your intentions with the learner
beforehand. Confidentiality is the most important element; confidentiality should never
be broken. If the educator feels that the support and understanding of the classmates
would be valuable, explain to the other learners in the class what is going on with the

learner, but avoid exposing young learners to too much information.
Provide fair individual attention

Learners should be treated the same; however, some cases do need individual
attention. Depending on the learner’s situation, some exceptions may need to be
made, for example in the case of trauma, revert to speaking softly instead of shouting.

All learners’ circumstances and situations are different.
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6.4 Recommendations

6.4.1 Recommendations regarding educators dealing with learner aggression

associated with psychological trauma

The guidelines were compiled by taking all of the comments and amendments of the
educators (from all three schools) into account. By doing this, an attempt was made
to provide primary school educators with guidance in dealing with learners who
experienced psychological trauma. During this process, we did not only make possible
recommendations in an attempt to support educators, but the educators themselves
felt that they should have the necessary knowledge and experience to recommend

how this issue could be successfully addressed.

6.4.2 Recommendations regarding primary school educator actions and
knowledge

As the action research has allowed me to come to a new conclusion with the
participants involved, all recommendations are made as a result of what | have learnt
from this process. The study sketches South Africa as a country with a variety of
religions, cultures and worldviews that one has to take into account. The religion,
culture and worldview of an individual has a direct impact on his or her reactions to
situations. All of these factors have an influence on the way learners react to a
situation. As explained in Chapter 2, one major question regarding South African
schools is where learners with different needs fit in (UNESCO, 1994).

Educators are required to adapt and change their classroom environment for every
learner who needs them to do so. During the research process, the participants have
shared their thoughts regarding the struggle they face regarding learners who react
aggressively due to psychological trauma and the limited knowledge they possess
about dealing with these learners. Educators are guided and trained in supporting
learners with a large variety of scholastic issues. However, the participants have
indicated that primary school educators deal with various issues that are difficult to
deal with without knowledge.

| found that reactions of learners include, among others, anti-social, emotional-

avoidant and withdrawn behaviour or aggressive emotional outbursts. Poor scholastic
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performance is evident in most cases, and the high level of absenteeism has a major
influence on the poor performance of learners. A refusal to communicate, as well as
recklessly negative and reserved emotional and aggressive behaviour that includes
drinking, smoking and bullying. This makes the work of the educators very difficult.
Chapter 3 explain that children in middle childhood react towards trauma in a complex
and unique manner. There are various influences and causes for particular behaviour.
However, there have also been some contributory factors that the participants felt had
a much greater impact on the behaviour of primary school learners; these factors fit
into the findings of Myburgh and Poggenpoel (2009).

Adaptations made to the education process of educators will greatly improve the
knowledge needed by South African educators. In addition to supporting learners
scholastically, educators indicate they lack the knowledge needed in dealing with
learners. The educators indicated that they required more guidance and knowledge
regarding identification of learners in need, building relationships with learners and
providing emotional support to learners in the classroom. This is addressed in the final

guidelines presented in this chapter.
6.5 Recommendations for further study

From my interpretation of the findings, the following aspects for further study will truly
be beneficial for all current and future primary school educators:
e Research regarding the possibility of minimising or eliminating contributory
factors towards aggressive behaviour of learners.
e Research regarding the effect educators’ personal development has on their
classroom and the way they deal with learners.
e Research on the influence of the educator-learner relationship and how this
affects the learner’s willingness to share difficult emotions.
e Research as to the value of adding a basic counselling component to the
educator’s training.
e Research as to improvement and support that can be provided by assigning a

counsellor to each school.
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| believe these recommendations will be beneficial, not only for educators but to
learners as well, in their attempts to deal with and support one another in a country

where trauma and disruption are a fact of life.
6.6 Limitations of this study

The study aimed to compile guidelines for primary school educators in dealing with
learner aggression associated with psychological trauma. The possible limitations of
the study are that, although | went to great lengths to ensure the inclusion of schools
of different quintiles in an attempt to ensure that the guidelines would be applicable to
most or even all schools, the fact that all of the schools included were in the same
district might have an effect on the effectiveness of the guidelines in the same quintile
school in a different district. In my attempt to include as large a number of educators
as possible it might be the case that not all the participants were as open and direct

with their views and opinions as they would have been in a smaller group.
6.7 Final conclusion

The study provides insight into the daily lives of primary school educators. The
research shows that more primary school educators are exposed to learner

aggression than initially thought.

The main concern of the participants and me was that the trauma experienced by
learners in their classroom caused the learners to be treated in a different way and to
react in a different way than before the trauma. The study provides guidelines for
successfully supporting and dealing with these learners. However, | strongly feel that
the words of Bernie Geary can be included in the education process of any and all

educators.

Focusing on relationships and connection plants us firmly in the social world and
reduces the tendency to isolate, individualise and pathologize traumatised children
and their families — Bernie Geary

133



BIBLIOGRAPHY

Acar, E. 2011. Effects of social capital on academic success: a narrative synthesis.

Educational research and review, 6(6):456-461.

Adams-Tucker, C. 1982. Proximate effects of sexual abuse in childhood: a report
on 28 children. American journal of psychiatry, 139(10):1252-1256.

Alban-Metcalfe, J. & Alban-Metcalfe, J. 2001. Managing attention
deficit/hyperactivity disorder in the inclusive classroom: practical strategies for
teachers. London: David Fulton.

Aldwin, C. 2011. Stress and coping across the lifespan. (In Folkman, S., ed. The
Oxford handbook of stress, health and coping. New York, NY: Oxford University
Press. p. 15-34).

Ali, S. 2011. Perceived teacher and parental acceptance-rejection, and academic
achievement, adjustment, and behaviour of children: literature review. International

journal of peace and development studies, 2(5):138-147.

Alink, L.R.A., Mesman, J., Van Zeijl, J., Stolk, N., Juffer, F. & Koot, H.M. 2006. The
early childhood aggression curve: development of physical aggression in 10-to 50-
month old children. Child development, 77:954-966.

Allport, G.W. 1937. Personality: a psychological interpretation. New York, NY: Holt,
Rinehart & Winston.

American Psychiatric Association. 2013. Diagnostic and statistical manual of mental
disorders. 5th ed. Washington, DC: APA.

Anderson, G., Herr, K. & Nihlen, A. 1994. Studying your own school: an educator’s
guide to qualitative practitioner research. Thousand Oaks, CA: Corwin.

Anderson, G., Herr, K. & Nihlen, A. 1994. Studying your own school: an educator’'s

guide to qualitative practitioner research. Thousand Oaks, CA: Corwin.

134



Angkaw, A.C., Ross, B.S., Pittman, J.O.E., Kelada, A.M.Y., Valencerina, M.A.M. &
Baker, O.G. 2013. Post-traumatic stress disorder, depression and aggression in
OEF/OIF veterans. The society of federal health professionals, 178(10):1044-1050.

Apter, S. 1982. Troubled children: troubled systems. New York, NY: Pergamon.

Armfield, F. 1994. Preventing post-traumatic stress disorder resulting from military

operations. Journal for military medicine, 159(12):739-46.

Arsenio, W.F. & Lemerise, E.A. 2000. An integrated model of emotion processes

and cognition in social information processing. Child development, 71(1):107-118.

Australian Early Childhood Mental Health Initiative. Department of Human Services,
Victoria. 2010. Child development and trauma guide.
http://www.secasa.com.au/infosheet/Child-development-and-trauma_guide_intro.pdf
Date of access: 21 Nov. 2016.

Ausubel, D.P. 1968. Educational psychology: a cognitive view. New York, NY: Holt,

Rinehart and Winston.

Baillargeon, R.H., Zoccolillo, M., Keenan, K., Cété, S., Pérusse, D., Wu, H.X., Boivin,
M. & Tremblay, R.E. 2007. Gender differences in physical aggression: a
prospective population-based survey of children before and after 2 years of age.

Developmental psychological journal, 43(1):13-26.
Barker, R.L. 1995. The social work dictionary. Washington, DC: NASW Press.

Bender, C.J.E. 1996. Kinderontwikkeling vanuit 'n opvoedkundige perspektief.
Pretoria: University of Pretoria. (Handleiding vir MA (MW) (Spelterapie)).

Bender, G. & Emslie, A. 2010. Prevalence and prevention if interpersonal violence
in urban secondary schools: an ecosystemic perspective. Acta acedemia,
42(4):171-187.

Benedek, E.P. 1985. Children and disaster: emerging issues. Psychiatric
analisis:168-172.

135


https://srcd.onlinelibrary.wiley.com/action/doSearch?ContribAuthorStored=Arsenio%2C+William+F
https://srcd.onlinelibrary.wiley.com/action/doSearch?ContribAuthorStored=Lemerise%2C+Elizabeth+A
https://srcd.onlinelibrary.wiley.com/toc/14678624/2000/71/1
https://www.ncbi.nlm.nih.gov/pubmed/?term=Baillargeon%20RH%5BAuthor%5D&cauthor=true&cauthor_uid=17201505
https://www.ncbi.nlm.nih.gov/pubmed/?term=Zoccolillo%20M%5BAuthor%5D&cauthor=true&cauthor_uid=17201505
https://www.ncbi.nlm.nih.gov/pubmed/?term=Keenan%20K%5BAuthor%5D&cauthor=true&cauthor_uid=17201505
https://www.ncbi.nlm.nih.gov/pubmed/?term=C%C3%B4t%C3%A9%20S%5BAuthor%5D&cauthor=true&cauthor_uid=17201505
https://www.ncbi.nlm.nih.gov/pubmed/?term=P%C3%A9russe%20D%5BAuthor%5D&cauthor=true&cauthor_uid=17201505
https://www.ncbi.nlm.nih.gov/pubmed/?term=Wu%20HX%5BAuthor%5D&cauthor=true&cauthor_uid=17201505
https://www.ncbi.nlm.nih.gov/pubmed/?term=Boivin%20M%5BAuthor%5D&cauthor=true&cauthor_uid=17201505
https://www.ncbi.nlm.nih.gov/pubmed/?term=Boivin%20M%5BAuthor%5D&cauthor=true&cauthor_uid=17201505
https://www.ncbi.nlm.nih.gov/pubmed/?term=Tremblay%20RE%5BAuthor%5D&cauthor=true&cauthor_uid=17201505
https://www.ncbi.nlm.nih.gov/pubmed/17201505

Benjamin, L. & Crawford-Brown, S. 2010. The psychological impact of continuous
traumatic stress: limitations of existing diagnostic frameworks. Symposium on

continuous traumatic stress.

Bennett, J.R., Negley, S.K., Wells, M.S. & Connolly, P. 2016. Addressing well-being
in early and middle childhood: recreation therapy skills aimed to develop emotional

health. Therapeutic recreation journal, 4(1):21-32.

Berkowitz, L. 1993. Aggression: its causes, consequences, and control. New York,
NY: McGraw-Hill.

Bertram, C. & Christiansen, I. 2014. Understanding research: an introduction to

reading research. Pretoria: Van Schaik.

Bester, S. & Du Plessis, A. 2010. Exploring a secondary school educator’s
experiences of school violence: a case study. South African journal of education,
30:203-229.

Botha, A.J. 2006. The facilitation of aggression management in secondary schools

in Mpumalanga. Johannesburg: University of Johannesburg. (Thesis — PhD).

Botha, A.J. 2012. Power and privilege: white female teachers’ experiences of
aggression. (In Roux, C., ed. Safe spaces: human rights education in diverse

contexts. Amsterdam: Sense Publications. p. 151-168).

Bray, R., Gooskens, I., Khan, L., Moses, S. & Seekings, J. 2010. Growing up in the
new South Africa: childhood and adolescence in post-apartheid Cape Town. Cape
Town: HSRC Press.

Breet, L., Myburgh, C. & Poggenpoel, M. 2010. The relationship between the
perception of own locus of control and aggression of adolescent boys. South African
journal of education, 30(4):511-526.

Brendtro, L., Ness, A. & Mitchell, M. 2005. No disposable kids. Bloomington, IN:

National Educational Service.

Bronfenbrenner, U. 1977. Toward an experimental ecology of human development.
American psychologist, 32:513-531.
136



Bronfenbrenner, U. 1979. The ecology of human development: experiments in

nature and design. Cambridge, MA: Harvard University Press.

Bronfenbrenner, U. 1989. Ecological systems theory. (In Vasta, R., ed. Annals of
child development. Vol. 6. Greenwich, CT: JAI Press. p. 187-249).

Bronfenbrenner, U. 1994. Ecological models of human development. (In

International encyclopedia of education. Vol. 3, 2nd ed. Oxford: Elsevier. p. 37-43).

Bronfenbrenner, U. 1999. Environments in developmental perspective: theoretical
and operational models. (In Fiedman, S.L. & Wachs, T.D., eds. Measuring
environment across the life span: Emerging methods and concepts. Washington,

DC: American Psychological Association. p. 3-28).

Bronfenbrenner, U. 2005. The bioecological theory of human development. (In
Bronfenbrenner, U., ed. Making human beings human: bioecological perspectives

on human development. Thousand Oaks, CA: Sage. p. 3-15).

Bronfenbrenner, U. & Ceci, S. 1994. Nature-nurture re-conceptualized in
developmental perspective: a bio-ecological model. Psychological review, 101:568-
586.

Bronfenbrenner, U. & Evans, G.W. 2000. Developmental science in the 215t
century: emerging questions, theoretical models, research designs and empirical

findings. Social development, 9:115-125.

Bronfenbrenner, U. & Morris, P.A. 1998. The ecology of developmental processes.
(In Damon, W. & Lerner, R.M., eds. Handbook of child psychology: theoretical
models of human development. Vol. 1, 5th ed. New York, NY: Wiley. p. 993-1023).

Brooks-Gunn, J., Duncan, G. & Aber, J. 1997. Neighbourhood poverty: context and
consequences for children. Vol. 1. New York, NY: Russell Sage Foundation.

Brophy, J.E. 1996. Teaching problem students. New York, NY: Guilford Press.

Burden, A. 1997. Children with special educational needs: the inclusion/exclusion
dilemma. Paper presented at the 35th Annual Conference of the Education
Association of South Africa. Amanzimtoti.

137



Burton, P. 2006. Easy prey: results of the national youth victimisation study. South

African crime quarterly, 16:1-6.

Burton, P. & Leoschut, L. 2013. School violence in South Africa: results of the 2012
national school violence study. Cape Town: Centre for Justice and Crime

Prevention. (Monograph series, 12).

Bushman, B.J. & Huesmann, L.R. 2010. Aggression. (In Fiske, S.T., Gilbert, D.T. &
Lindzey, G., eds. Handbook of social psychology. 5th ed. New York, NY: John
Wiley & Sons. p. 833-863).

Calhoun, K.S. & Atkison, B.M. 1982. A longitudinal examination of fear reactions in

victims of rape. Journal of counseling psychology, 29:655-661.

Carboni, A. & Dawson, L. 2001. The role of academic discipline and gender in high
school teachers’ aids-related knowledge. Journal of School Health, 71(1):3-8.

Carlson, E. B. 1997. Trauma assessments. New York, NY: Guilford Press.

Cattell, R.B. 1950. Personality: a systemic theoretical and factual study. New York,
NY: McGraw-Hill.

Centre for Justice and Crime Prevention. 2016. School violence in South Africa.
http://www.cjcp.org.za-school-violence-in-soth-africa.html Date of access: 1 Mar.
2016.

Centre of Non-violence and Social Justice. 2014. What is trauma?
https://www.tfec.org/wp-content/uploads/Murk_WhatisTrauma.pdf Date of access: 1
Mar. 2016.

Cherry, K. 2016. What is aggression? http://www.verwey.com/what-is-aggression-
2794818 Date of access: 21 Nov. 2016.

Clark, C., Dyson, A., Millward, A. & Skidmore, D. 1997. New directions in special

needs: innovations in mainstream schools? New York, NY: Teachers College Press.

Clough, P. 1998. Managing inclusive education: from policy to experience. London:

Sage.

138



Coetzee, H. 2016. Die gevolge van traumatiese ervarings.
http://www.hanscoetzee.co.za/die-gevolge-van-traumatiese-ervarings/DoA:22 Date
of access: 22 Jun. 2017.

Coetzee, W. 2013. Die impak van intergeneratiewe trauma. Verkennende
perspektiewe tesame met enkele pastorale kantaantekeninge. Acta theologica:2.

Coetzee, W. 2013. Trauma — die meedoénlose vyand: praktiese riglyne vir

pastorale begeleiding. Potchefstroom: V & R Drukkery.

Colder, C.R., Mott, J.A., Flay, B.R. & Levy, S. 2000. The relationship between
neighbourhood danger and childhood aggression: a test of mediational mechanisms.

American journal of community psychology, 28:83-103.

Coleman, J.S. 1966. Equality of educational opportunity (COLEMAN) study
(EEOS). Ann Arbor, MI: Inter-university Consortium for Political and Social
Research [distributor], 2007-04-27. https://doi.org/10.3886/ICPSR06389.v3.

Collin-Vézina, D., Coleman, K., Milne, L., Sell, J. & Daigneault, I. 2011. Trauma
experiences, maltreatment-related impairments, and resilience among child welfare
youth in residential care. International journal of mental health and addiction, 9:577-
589. doi:10.1007/511469-011-9323-8.

Colwey, S. 2009. Teaching skills for dummies. West Sussex: Wiley.

Compas, B.E. 2009. Coping, regulation, and development during childhood and
adolescence. New directions for child and adolescent development, 124:87-99.
doi:10.1002/cd.245.

Coutinho, M.J. & Repp, A.C. 1999. Inclusion: the integration of students with
disabilities. Belmont, CA: Wadsworth.

Creswell, J.W. 2007. Qualitative inquiry and research design: choosing among five

approaches. 2nd ed. Thousand Oaks, CA: Sage.

Creswell, JW. 2013. Qualitative inquiry and research design: choosing among five

approaches. 3rd ed. Thousand Oaks, CA: Sage.

139



Creswell, JW. 2014. Research design: qualitative, quantitative and mixed methods

approaches. 4th ed. Thousand Oaks, CA: Sage.

Crick, N.R. & Werner, N.E. 1998. Response decision processes in rational and
overt aggression. Child development, 69(6):1630-1639.

Crockenberg, S. & Langrock, A. 2001. The role of specific emotions in children’s
responses to interparental conflict: a test of the model. Journal of family psychology,
15(2):163-182.

D’Andrea, W., Sharma, R., Zelechoski, A.D. & Spinazzola, J. 2011. Physical health
problems after single trauma exposure: when stress take root in the body. Journal of
the American psychiatric nurses association, 17(6):378-392.

Davidoff, S. & Lazarus, S. 2002. The learning school: an organisation development
approach. 2nd ed. Cape Town: Juta.

Dawes, A. & Donald, D. 2000. Improving children’s chances: developmental theory
and effective interventions in community context. (In Donald, D., Dawes, A. & Louw,

J., eds. Addressing childhood adversity. Cape Town: David Philip. p. 1-25).

De La Porte, A. & Davids, C. 2016. The context of community trauma in South
Africa. (In Herbst, A. & Reitsma, G., ed. Trauma counselling: principles and practice
in South Africa today. Cape Town: Castle Graphics South. p. 44-64).

De Vos, A.S. 1999. Conceptualisation and operationalisation. (In De Vos, A.S.,
Schurink, E.M. & Strydom H., eds. Research at grass roots: a primer for the caring

professions. Pretoria: Van Schaik).
De Witt, M. 2016. The young child in context. 2nd ed. Pretoria: Van Schaik.

Denefil, O., Prokop, I. & Bobak, M. 2015. Consequences of post-traumatic stress
disorder: proneness to interpersonal conflict or depression. Social, health, and

communication studies journal, 2(1):25-37.

Department of Education in South Africa. 1996. South Africa Schools Act no 84 of
1996. Pretoria: Government Printer.

140


https://psycnet.apa.org/search/results?term=Crockenberg,%20Susan&latSearchType=a
https://psycnet.apa.org/search/results?term=Langrock,%20Adela&latSearchType=a

Department of Education in South Africa. 1997. Quality education for all:
Overcoming barriers to learning and development. Report of the National
Commission in Special Needs in Education and Training and the National Committee
for Education Support Services. Pretoria: Department of Education.

Department of Education in South Africa. 2001. Education White Paper 6: special

needs education: building an inclusive education and training system: July 2001.

Department of Social Development. 2008. National policy guidelines for victim
empowerment.
http://www.dsd.gov.za/index2.php?option=com_docman&task=doc_view&gid=84&lte
mid=3/ Date of access: 13 Aug. 2018.

Dick, B. 2004. Action research literature: themes and trends. Action research,
2:425-444.,

Dishion, T.J., McCord, J. & Poulin, F. 1999. When interventions harm: peer groups
and problem behaviour. American psychologist, 54:755-764.

Dodge, K.A., Coie, J.D. & Lynam, D. 2006. Aggression and antisocial conduct in
youth. (In Damon, W. & Lerner, R.M. (Series eds.) & Eisenberg, N. (Vol ed.), eds.
Handbook of child psychology. New York, NY: Wiley. p. 99-166).

Donald, D., Lazarus, S. & Lolwana, P. 2008. Educational psychology in social

context. 3rd ed. Cape Town: Oxford University Press.

Donald, D., Lazarus, S. & Lolwana, P. 2010. Educational psychology in social

context. 4th ed. Cape Town: Oxford University Press.

Donald, D., Lazarus, S. & Moolla, N. 2014. Educational psychology in social
context. 5th ed. Cape Town: Oxford University Press.

Dryfoos, J.G. 1994. Full-service schools: a revolution in health and social services

for children, youth and families. San Francisco, CA: Jossey-Bass.

Dugard, J., Mintoor, A., Ngwenya, M., Nkosi, P. & Wilson, S. 2005. Almost a boss-
boy: farm schools, farm life and social opportunity in South Africa: a draft research
report for discussion. Johannesburg: University of Witwatersrand.

141


http://www.dsd.gov.za/index2.php?option=com_docman&task=doc_view&gid=84&Itemid=3/
http://www.dsd.gov.za/index2.php?option=com_docman&task=doc_view&gid=84&Itemid=3/

Ebersohn, L. & Ferreira, R. 2012. Rurality and resilience in education: place-based
partnerships and agency to moderate time and space constraints. Perspectives in
education, 30(1):30-42.

Endres, A. 2008. Getraumatiseerde adolessente se soeke na hoop: 'n pastorale

model. Pretoria: University of Pretoria. (Thesis — PhD).

Engelbrecht, P. & Green, L. 2009. Promoting learner development. Pretoria: Van
Schaik.

Engelbrecht, P., Green, L., Swart, E., & Muthukrishna, N. 2001. Promoting learner

development: preventing and working with barriers to learning. Pretoria: Van Schaik.

Engelbrecht, P., Green, L., Naicker, S. & Engelbrecht, L., eds. 1999. Inclusive

education in action in South Africa. Pretoria: Van Schaik.

Ensink, K., Robertson, B., Zissis, C. & Leger, P. 1997. Post-traumatic stress
disorder in children exposed to violence. South African medical journal,
87(11):1526-1530.

Erikson, E.H. 1950. Childhood and society. New York, NY: Norton.

Farrel, M. 2006. The effective teacher’s guide to behavioural, emotional and social

difficulties. London: Routledge.

Faust, J., Ginno, E.A., Laherty, J. & Manuel, K. 2001. Teaching information literacy
to generation Y: tested strategies for reaching the headphone-wearing, itchy mouse
fingered, and frequently paged. Presentation at ACRL Conference, California State

University, Hayward, CA. [Elektronies]. http://www.library.csuhayward.edu Date of

access: 11 Nov. 2019.

Finkelhor, D., Ormrod, R.K. & Turner, H.S. 2007. Poly-victimisation: a neglected

component in child victimization. Child abuse and neglect, 31:7-26.

Fiske, S.T. 2010. Social beings: core motives in social psychology. 8th ed. New

Jersey, NJ: Wiley.

142



Fiske, S.T. & Ladd, H.F. 2003. Balancing public and private resources for basic
education: school fees in post-apartheid South Africa. Working Papers Series
SANO03-03. Duke: Terry Stanford Institute of Public Policy.

Flanagan, J.C., Teer, A., Beylotte, F.M., Killeen, T.K. & Back, S.E. 2014. Correlates
of recent and lifetime aggression among veterans with co-occurring PTSD and

substance use disorders. Mental health and substance use, 7(4):315-328.

Flisher, A., Cloete, K., Johnson, B., Wigton, A., Adams, R. & Josua, P. 2000.
Health-promoting schools: lessons from Avondale primary school. (In Dawes, A. &
Donald. D., eds. Childhood and adversity: psychological perspectives from South
African research. Cape Town: David Phillips. P. 113-130).

Ford, J.D. 2005. Treatment implications of altered affect regulation and information

processing following child maltreatment. Psychiatric annals, 35:410-419.

Ford, J.D. 2011. History of interpersonal violence, abuse, and nonvictimisation
trauma and severity of psychiatric symptoms among children in outpatient psychiatric

treatment. Journal of interpersonal violence, 26:3316-3337.

Gabbey, A.E. & Jewell. T. 2016. What is aggressive behaviour?
http://www.healthline.com/health/aggressive-behavior Date of access: 21 Nov.
2016.

Garbarino, J. & Associates. 1992 Children and families in the social environment.
New York, NY: Aldine-de Gruyter.

Gericke, L. 1998. The development of a psychoeducational program for primary
school teachers on the identification of children with learning, emotional and

behavioural problems. Pretoria: University of Pretoria. (Thesis — PhD).

Goelitz, A. & Stewart-Kahn, A. 2013. From trauma to healing: a social worker’'s

guide to working with survivors. New York, NY: Routledge.

Good, T.L. & Brophy, J.E. 1991. Looking in classrooms. 5th ed. New York, NY:

HarperCollins.

143


http://www.healthline.com/health/aggressive-behavior

Goodman, R.D. & West-Olatunji, C.A. 2009. Traumatic stress, systemic oppression,
and resilience in post-Katrina New Orleans. Spaces for difference: an

interdisciplinary journal, 1:51-68.

Gorer, G. 1968. The danger of equality: and other essays. New York, NY:
Weybright and Talley.

Grant, K.E., Compas, B.E., Stuhlmacher, A.F., Thurm, A.E., McMahon, S.D. &
Halpert, J.A. 2003. Stressor and child and adolescent psychopathology: moving
from markers to mechanisms of risk. Psychological bulletin, 129:447-466.
doi:10.1037/0033-2909.129.3.447.

Green, L. 2001. Theoretical and contextual background. (In Engelbrecht, P. &

Green, L., eds. Promoting learner development. Pretoria: Van Schaik).

Green, L. 2009. Promoting development during middle childhood. (In Engelbrecht,
P. & Green, L., eds. Promoting learner development: preventing and working with

barriers to learning. Pretoria: Van Schaik).

Guest, E. 2003. Children of AIDS. Africa’s orphan crisis. Pietermaritzburg:
University of Natal Press.

Guilford, J.P. 1959. Personality. New York, NY: McGraw-Hill.

Hatch, J.A. 2002. Doing qualitative research in educational settings. Albany, NY:
State University of New York Press.

Hawkins, J.D., VonCleve, E. & Catalano, R.F. 1991. Reducing early childhood
aggression: results of a primary prevention program. Journal of the American

academy of child and adolescent psychiatry, 30:208-217.

Henning, E., Van Rensburg, W. & Smit, B. 2004. Finding your way in qualitative
research. Pretoria: Van Schaik.

Herman, J.L. 1992. Complex PTSD: a syndrome in survivors of prolonged and

repeated trauma. Journal of traumatic stress, 5(3): 377-391.

144


https://onlinelibrary.wiley.com/toc/15736598/1992/5/3

Herman, J.L., Cloitre, M. & Ford, J.D. 2009. Proposal for adding complex PTSD as

a new diagnosis to DSM-V. (Unpublished manuscript ).

Herselman, M.E. 2003. ICTs in rural areas in South Africa. Informing science

proceedings:945-955.

Hesse-Biber, S.N. 2010. The practice of qualitative research. 2nd ed. London:

Sage.

Hodgkinsin, P.E. & Stewart, M. 1991. Coping with catastrophe. New York, NY:
Routledge.

Hoffman, M.A. & Kruczek, T. 2011. A bioecological model of mass trauma:

individual, community, and societal effects. The counseling psychologist, XX(X):1-4.

Hofmeyr, J. & Hall, G. 1995. The national teachers education audit — synthesis
report. Braamfontein, Johannesburg: Centre for Education Policy Development.

Horowitz, M.J. 1986. Stress-response syndromes: a review of posttraumatic and

adjustment disorders. Hospital and community psychiatry, 37:241-249.

Howley, C., Strange, M. & Bickel, R. 2000. Research about school size and school
performance in improvised communities. ERIC Digests. www.ericdigests.org/2001-
3/size.htm Date of access: 21 Sept. 2018.

Human Rights Watch. 2004. Forgotten schools: right to basic education for children
on farms in South Africa, 16(7), May.

Human Sciences Research Council-Education Policy Centre. 2005. Emerging
voices: a report on education in South African rural communities. Commissioned by

the Nelson Mandela Foundation. Cape Town: HSRC Press.

Husain, S.A., Allwood, M.A. & Bell, D.J. 2008. The relationship between PTSD
symptoms and attention problems in children exposed to the Bosnian war. Journal

of emotional and behavioural disorders, 16(1):52-62.

Jackson, A. L., Veneziano, C. & Ice, W. 2005. Violence and trauma: the past 20

and next 10 years. Journal of interpersonal violence, 20(4):470.

145



Jacobs, M., Vakalisa, N.C.G. & Gawe, N. 2012. Teaching-learning dynamics. 4th

ed. Cape Town: Pearson Education South Africa.

Jefthas, D. & Artz, L. 2007. Youth violence: a gendered perspective. (In Burton, P.,
ed. Someone stole my smile: an exploration into the causes of youth violence in
South Africa. Monograph series 3. Cape Town: Centre for Justice and Crime
Prevention. p. 37-56).

Johnson, R.B. 2009. Toward a more inclusive scientific research in education.
Educational researcher, 38(6):449-457.

Jones, C.A. 2004. Supporting inclusion in the early years. New York, NY: Open

University Press.

Jones, V. 2007. | felt like | did something good — the impact on mainstream pupils
of a peer tutoring programme for children with autism. British journal of special
education, 34(1):3-9.

Jordaan, W.J. 1994. Menseregte: 'n sielkundige perspektief. (In Muller, J. & Vos,

C., eds. Menswaardig. Pretoria: Orion.).

Joubert, 1., Hartell, C. & Lombard, K. 2016. Navorsing: 'n gids vir die

beginnernavorser. Pretoria: Van Schaik.
Kalat, J.W. 2006. Biological psychology. Belmont, CA: Wadsworth.

Kaminer, D. & Eagle, G. 2010. Psycho-social effects of trauma and violence:
implications for intervention. Psycho-social effects of trauma and violence, 16:229-
245,

Kassin, S., Fein, S. & Markus, H.R. 2011. Social psychology. Belmont, CA:

Wadsworth, Cengage Learning.

Kazdin, A.E. 2000. Psychotherapy for children and adolescents: directions for

research and practice. New York, NY: Oxford University Press.

146



Kearney, J., Zuber-Skerritt, O. & Wood, L. 2013. Community-university
partnerships: using participatory action learning and action research. International

journal of community research and engagement, 6:113-130.

Kessler, R.C., Anthony, J.C., Blazer, D.G., Bromet, E., Eaton, W.W., Kendler, K. &
Zhao, S. 1997. The US national comorbidity survey: overview and future directions.

Epidemiologia psichiatria sociale, (6):4-16.

Kiser, L.J. & Black, M.M. 2005. Family processes in the midst of urban poverty:
what does the trauma literature tell us? Aggression and violent behaviour,
10(6):715-750.

Klebanov, P.K., Brooks-Gunn, J. & Duncan, G.J. 1994. Does neighbourhood and
family poverty affect mothers’ parenting, mental health, and social support? Journal
of marriage and the family, 56(2):441-455.

Kolo, F.D. & Yaroson, M. 1995. Management of pupils’ behavioural problems by
teachers and headmasters in Soba local government primary schools. Zaria journal
of educational studies, 1(1):61-70.

Koshy, V. 2005. Action research for improving practice: a practical guide.
Thousand Oaks, CA: Sage.

Kulesza, W. 2015. Aggression in opinion of primary school students education.
Scientific journal, 1(2):155-160.

La Rocque, M., Kleiman, I. & Darling, S.M. 2011. Parental involvement: the missing
link in school achievement. Preventing school failure, 55(3):115-122.

Laauwen, H. 2004. Explaining “non reform” in special needs education policy in

South Africa. Pretoria: University of Pretoria. (Dissertation — PhD).

Landsberg, E., Kruger, D. & Swart, E. 2016. Addressing barriers to learning: a

South African perspective. 3rd ed. Pretoria: Van Schaik.

Lau, B.W.K. 2002. Does the stress in childhood and adolescence matter? A
psychological perspective. The journal of the royal society for the promotion of
health, 122:238-244. doi:10.1177/146642400212200411.

147



Lazarus, S. 2006. Indigenous approaches to health promotion: challenges for
education support in South Africa. South African journal of psychology, 36(3):521-
546.

Leedy, P.D. & Omrod, J.E. 2010. Practical research: planning and design. 9th ed.
Upper Saddle River, NJ: Pearson.

Leoschut, L. & Kafaar, Z. 2017. The frequency and predictors of ply-victimisation of
South African children and the role of schools in its prevention. Psychology, health
and medicine, 22(supl): 81-9. do0i:10.1080/13548506.2016.1273533.

Lerner, R.M. 2005. Foreword: Urie Bronfenbrenner: career contributions of the
consummate developmental scientist. (In Bronfenbrenner, U., ed. Making human
beings human. Bioecological perspectives on human development. London: Sage.

p. IX-Xxvi).

Lewis, J.A., Lewis, M.D., Daniels, J.A. & D’Andrea, M.J. 2003. Community
counselling: empowerment strategies for a diverse society. 3rd ed. Pacific Grove,

CA: Brooks/Cole-Thomson Learning.

Lewis, R., Romi, S., Katz, Y.J. & Qui, X. 2008. Students reaction to classroom
discipline in Australia, Israel, and China. Teaching and teacher education, 24:715-
724,

Lochman, J.E., Powell, N.P., Whidby, J.M. & FitzGerald, D.P. 2012. Aggression in
children. (In Kendal, P.C., ed. Child and adolescent therapy: cognitive-behavioral
procedures. 4th ed. New York, NY: The Guildford Press.).

Louw, D.A. & Louw, A.E. 2014. Die ontwikkeling van die kind en adolessent. 2nd

ed. Bloemfontein: Psychology Publications.

Lu, S., Wei, Z., Gao, W., Wu, W,, Liao, M., Zhang, Y., Li, W, Li, Z. & Li, L. 2013.
White matter integrity alterations in young healthy adults reporting childhood trauma:
a diffusion tensor imaging study. Australian & New Zealand journal of psychiatry,
47(12):1183-1190

148


https://journals.sagepub.com/home/anp

Lund, C., Boyce, G., Flisher, A.J., Kafaar, K. & Dawes, A. 2009. Scaling up child
and adolescent mental health services in South Africa: human resource

requirements and costs. Journal of child psychology, 50(9):1121-1130.

Mahdi, H.S. & Al-Dera, A.S. 2013. The impact of teachers’ age, gender and
experience on the use of information and communication technology in EFL

teaching. English language teaching, 6(6):57-67.

Mahdi, H.S. & Al-Dera, A.S. 2013. The impact of teachers’ age, gender and
experience on the use of information and communication technology in EFL

teaching. English language teaching, 6(6):57-67.

Mahlomaholo, S.M.G. 2012. Early school leavers and sustainable learning

environments in rural contexts. Perspectives in education, 30(1):101-110.

Maitel, S. & Scher, A. 2003. Consulting about young children: an ecosystemic
developmental perspective. (In Cole, E. & Siegel, J.A., eds. Effective consultation in

school psychology. Goéttingen: Hogrefe & Huber. p. 336-364).
Maree, K. 2010. First steps in research. 4th ed. Pretoria: Van Schaik.

Marshall, C. & Rossman, G.B. 2011. Designing qualitative research. 5th ed.
Thousand Oaks, CA: Sage.

Mastropieri, M.A. & Scruggs, T.E. 2007. The inclusive classroom: strategies for

effective instruction. New Jersey, NJ: Pearson/Merril Prentice Hall.

Matzopoulos, R., Du Toit, N., Dawad, S. & Van As, S. 2008. Assessing the
prevention response to child road traffic injuries. (In Van Niekerk, A., Suffla, S. &
Seedat, M., eds. Crime, violence and injury prevention in South Africa: data to
action. Tygerberg: Medical Research Council University of South Africa Crime,
Violence and Injury Lead Programme. p. 14-29).

Maxwell, J. 1992. Understanding and validity in qualitative research. Harvard
educational review, 62(3):279-300.

149



Mayan, M.J. 2001. An introduction to qualitative methods: a training model for
student professionals. Alberta: International Institute for Qualitative Methodology,

University of Alberta.

McCann, L. & Pearlman, L.A. 1990. Psychological trauma and the adult survivor:

theory, therapy and transformation. New York, NY: Brunner/Mazel.

McMillan, J.H. & Schumacher, S. 2010. Research in education: evidence-based

inquiry. 7th ed. Upper Saddle River, NJ: Pearson Education.

McNIff, J. & Whitehead, J. 2002. Action research: principles and practice. London
& New York, NY: Routledge Falmer.

Merriam, S.B. 2009. Qualitative research: a guide to design and implementation.

2nd ed. San Francisco, CA: Jossey-Bass.

Mertens, D.M. 2010. Research and evaluation in education and psychology. 3rd

ed. London: Sage.

Meyer, W.F., Moore, C. & Viljoen, H.G. 2013. Personology: from individual to

ecosystem. 4th ed. Cape Town: Clyson Printers.

Miller, T.W. ed. 1998. Children of trauma: stressful life events and their effects on

children and adolescents. Madison, CT: International Universities Press

Mills, G.E. 2007. Action research: a guide for the teacher researcher. 3rd ed.
Upper Saddle River, NJ: Merrill/Prentice Hall.

Moll, I. & Drew, S. 2006. Implementing White Paper 6 screening, identification,
assessment and support: participant’s manual. Wits: Sisonke Consortium on behalf

of Department of Education.
Moller, A.T. 1993. Perspektiewe oor persoonlikheid. Durban: Butterworths.

Muthukrishna, N. 2011. Structural violence effects on the educational life chances
of children from low-income families in KwaZulu-Natal, South Africa. Journal of
psychology in Africa, 21(1):63-70.

150



Myburg, C. & Poggenpoel, M. 2009. Meta-synthesis on learners’ experience of
aggression. South African journal of education, 29(4):445-460.

Nader, K. 2008. Understanding and assessing trauma in children and adolescents:
Measure, methods, and youth in context. New York, NY: Routledge Taylor Francis

Group.

Naicker, S. 1999. Inclusive education in South-Africa. (In Engelbrecht, P., Green,
L., Naicker, S. & Engelbrecht, L., eds. Inclusive education in South Africa. Pretoria:
Van Schaik. p. 12-23).

Naicker, S. 2002. Department of Education on White Paper on inclusive education

and report on special schools.

National Child Traumatic Stress Network. 2008. Child welfare trauma training
toolkit: trauma referral tool.
http://www.nctcnet.org/nctsn_assets/pdfs/ICWT3_SHO_Referral.pdf Date of access:
8 Dec. 2016.

Nehring, N. 2003. Jigsaw youth versus generation X and postmodernism. (In
Ulrich, J.M. & Harris, A.L., eds. GenXegesis: essays on alternative youth

(sub)culture. Madison, WI: University of Wisconsin-Madison Press. p. 59-78).

Newman, B.M. & Newman, P.R. 1999. Development through life. Apsychosocial
approach. Belmont, CA: Wadsworth.

Noffke, S. 1997. Themes and tensions in US action research: towards historical
analysis. (In Hollingworth, S., ed. International action research: A casebook for

educational reform. London: Falmer.).

O’Connor, W.A. & Lubin, B., eds. 1984. Ecological approaches to clinical and
community psychology. New York, NY: John Wiley & Sons.

Pandey, D. 2010. A study of the impact of a development programme for teachers
of mathematics and physical science in rural secondary schools in South Africa.

Pretoria: University of Pretoria. (Thesis — MEd).

151



Parker, Z., Dawes, A. & Farr, V. 2004. Interpersonal youth violence prevention. (In
Suffla, S., Van Niekerk A. & Duncan, N., eds. Crime, violence and injury prevention
in South Africa: developments and challenges. Tygerberg: South African Medical
Research Council. p. 22-39).

Patton, G., Glover, S., Bond, L., Butler, H., Godfrey, C., Bowes, G. & Di Pietro, G.
2000. The gatehouse project: a systemic approach to mental health promotion in

secondary schools. Australian and New Zeeland journal of psychiatry, 33:17-21.

Pearce, J. 1989. Fighting, teasing and bullying: effective ways to help your child

cope with aggressive behaviour. Northamptonshire: Thorsons Publishers.

Perrin, S., Smith, P. & Yule, W. 2000. The assessment and treatment of post-
traumatic stress disorder in children and adolescents. Journal of child psychology

and psychiatry, and allied disciplines, 41(3):277-89.

Perry, B.D. 2001. The neurodevelopmental impact of violence in childhood. Chapter
18: in textbook of child and adolescent forensic psychiatry. (In Schetky, D. &
Benedek, E.P., eds. Textbook of Child and Adolescent Forensic Psychiatry.
Washington, DC: American Psychiatric Press. p. 221-238).

Phelan, J. 2004. Some thoughts on using an ecosystem perspective. Models for
understanding, 68:1-2.

Pynoos, R.S., Steinberg, A.M. & Goenjian, A. 1996. Traumatic stress in childhood
and adolescence: recent developments and current controversies. (In Van der Kolk,
B.A., McFarlane, A.C. & Weisaeth, L., eds. Traumatic stress: the effects of
overwhelming experience on mind, body, and society. New York, NY: Guilford. p.
331-358).

Quinn, A. 2003. S. Africa turns on AIDS — but some fear too late.

http://www.learnscapes.co.za/HIVnews.htm. Date of access: 3 March 2018

Raymond, E.B. 2008. Learners with mild disabilities: A characteristic approach.

Boston, MA: Pearson.

152


https://www.ncbi.nlm.nih.gov/pubmed/?term=Smith%20P%5BAuthor%5D&cauthor=true&cauthor_uid=10784075
https://www.ncbi.nlm.nih.gov/pubmed/?term=Yule%20W%5BAuthor%5D&cauthor=true&cauthor_uid=10784075

Reeves, T.C. & Hedberg, J.G. 2003. Interactive learning systems evaluation. New

Jersey, NJ: Educational Technology Publications.

Republic of South Africa. 1996. Constitution of the Republic of South Africa, Act
108 of 1996. Durban: Typeface Media.

Retief, Y. 2004. Genesing vir trauma in die Suid-Afrikaanse konteks. Paarl: Struik
Christelike Boeke.

Roos, V., Du Toit, R.S. & Du Toit, M. 2002. A counselors guide in dealing with
trauma, death and bereavement. Pretoria: University of Pretoria.

Roux, A.M.P. 2005. Pastorale berading aan sekondére slagoffers van misdaad en

trauma in die pre-adolessente ouderdomsgroep. Pretoria: UNISA. (Thesis — PhD).

Sack, W. 1993. A 6-year follow-up study of Cambodian refugee adolescents

traumatized as children. Journal of American child psychiatry, 4:431-437.

Sacks, P. 1996. Generation X goes to college: an eye-opening account of teaching

in postmodern America. Chicago, IL: Open Court.

Sagor, R. 2005. The action research guidebook. A four-step process for educators
and school teams. Thousand Oaks, CA: Sage.

SAMHSA. 2014. SAMHSA'’s working concept of trauma and framework for a
trauma-informed approach. Rockville, MD: National Centre for Trauma-Informed
Care (NCTIC), SAMHSA.

Santrock, J.W. 2009. Educational psychology. 4th ed. Boston, MA: McGraw Hill.

Sass, T., Hannaway, J., Xu, Z. Figlio, D. & Feng, L. 2010. Value added of teachers
in highpoverty schools and lower poverty schools. CALDER Working Paper 52.
Washington, DC: The Urban Institute.

Schiraldi, G.R. 2001. The post-traumatic stress disorder sourcebook. Boston, MA:
McGraw-Hill.

Schultz, D., Izard, C.E. & Bear, G. 2004. Children's emotion processing: relations to

emotionality and aggression. Development and psychopathology, 16(2):371-387.
153


https://www.cambridge.org/core/search?filters%5BauthorTerms%5D=DAVID%20SCHULTZ&eventCode=SE-AU
https://www.cambridge.org/core/search?filters%5BauthorTerms%5D=CARROLL%20E.%20IZARD&eventCode=SE-AU
https://www.cambridge.org/core/search?filters%5BauthorTerms%5D=GEORGE%20BEAR&eventCode=SE-AU
https://www.cambridge.org/core/journals/development-and-psychopathology
https://www.cambridge.org/core/journals/development-and-psychopathology/volume/78881DC279E8DE3469356A9FE0BB4E4E
https://www.cambridge.org/core/journals/development-and-psychopathology/issue/92AC17716557990EF3C53C09757B448C

Schultz, D.P. & Schultz, S.E. 2013. Theories of personality. 9th ed. Wadsworth,
OH: Cengage Learning.

Scott, K.L. & Copping, V.E. 2010. Promising directions for the treatment of complex
childhood trauma: the intergenerational trauma treatment model. Journal of

behaviour analysis of offender and victim: treatment and prevention, 1(3):273-283.

Seedat, M., Van Niekerk, A., Jewkes, R., Suffla, S. & Ratelele, K. 2009. Violence
and injuries in South Africa: prioritising an agenda for prevention. The lancet,
374(9694):1011-1022.

Seedat, S., Nyamai, C., Njenga, F., Vythilingum, B. & Stein, D. 2004. Trauma
exposure and post-traumatic stress symptoms in urban African schools: survey in

Cape Town and Nairobi. British journal of psychiatry, 184(2):169-175.
Selye, H. 1956. The stress of life. New York, NY: McGraw-Hill.

Shaffer, D.R. & Kipp, K. 2014. Developmental psychology: childhood and

adolescence. 9th ed. Belmont, CA: Wadsworth.

Shelton, E.N. 2003. Faculty support and student retention. The journal of nursing
education, 42(2):68-76.

Shoulberg, E.K., Sijtsema, J.J. & Murray-Close, D. 2011. The association between
valuing popularity and relational aggression: the moderating effects of actual
popularity and physiological reactivity to exclusion. Journal of counselling and
development, 83:349-354.

Silver, A.A. & Hagin, R.A. 1990. Disorders of learning in childhood. New York, NY:
John Wiley and Sons.

Singh, G.D. & Steyn, M.G. 2013. Strategies to address learner aggression in rural

South African secondary schools. Koers, 78(3):8.

South Africa. 1996. South African Schools Act 84 of 1996.
<https://www.gdeadmissions.gov.za/Content/Files/SchoolsAct.pdf> Date of access:
7 Mar. 2016.

154



South African Council of Educators (SACE). 2011. School-based violence report.

Pretoria: SACE Policy and Research Division.

Spillane-Grieco, E. 2000. From parent verbal abuse to teenage physical

aggression. Child and adolescent social work journal, 17(6):411-430.

Stein, M.B. 2004. Hippocampal volume in women victimized by childhood sexual
abuse. Psychology of medicine, 27:951-959.

Stoecker, R. 1999. Are academics irrelevant? Roles for scholars in participatory

research. American behavioural scientist, 42:840-854.

Stone, H W 1980. Using behavioral methods in pastoral counseling Minneapolis,

MN: Fortress Press.

Strydom, H. 2012. Sampling in the qualitative paradigm. (In De Vos, A.S., Strydom,
H.; Fouche, C.B. & Delport, C.S.L., eds. Research at grass roots: for the social
sciences and human service professions. 4th ed. Pretoria: Van Schaik. p. 222-
235).

Suliman, S., Mkabile, S.G., Fincham, D., Ahmed, R., Stein, D.J. & Seedat, S. 2009.
Cumulative effect of multiple trauma on symptoms of posttraumatic stress disorder,
anxiety and depression in adolescents. Comprehensive psychiatry, 50(2):121-127.

Swick, K.J. & Williams, R.D. 2006. An analysis of Bronfenbrenner’s bio-ecological
perspective for early childhood educators: implications for working with families

experiencing stress. Early childhood educational journal, 33(5):371-378.

Tabane, R. 2014. The ecological model of human development: an African
perspective. (In Okeke, C., Van wyk, M. & Phasha, N., eds. Schooling, society and

inclusive education. Cape Town: Oxford University Press. p. 81-98).

Taylor, N. & Siegfried, C. 2005. Helping children in the child welfare system heal
from trauma: a systems integration approach. Los Angeles, CA: National Child

Stress Network.

155



Terr, L. 1988. What happens to early memories of trauma? A study of twenty
children under age five at the time of documented traumatic events. Journal of the

American academy of child and adolescent psychiatry, 7:96-114.

Theron, L. & Donald, A. 2013. Educational psychology and resilience in developing
contexts: a rejoinder to Toland and Carrigan (2011). School psychology
international, 34(1):51-66.

Theron, L.C. 2005. Educator perception of educators’ and learners’ HIV status with

a view to wellness promotion. South African journal of education, 25(1):56-60.

Theron, L.C. & Theron, A. 2013. Positive adjustment to poverty: how family
communities encourage resilience in traditional African context. Cultural psychology,
19(3):391-413.

Thomas D.E. & Bierman, K.L. 2006. The impact of classroom aggression on the
development of aggressive behavior problems in children. Development and
psychopathology, 18(2):471-487.

Thomas, D.E., Bierman, K.L. & The Conduct Problems Prevention Research Group.
2006. The impact of classroom aggression on the development of aggressive
behaviour problems in children. Development and psychopathology journal,
18(2):471-487.

Thomas, D.E., Bierman, K.L., Thompson, C.I. & Powers, C.J. 2008. Conduct
problems prevention research group. Double jeopardy: child and school
characteristics that predict aggressive-disruptive behavior in the first grade. School
psychology review, promoting social justice, 37(4):516-532

Tolan, P.H., Gorman-Smith, D. & Henry, D.B. 2003. Longitudinal family and peer
group effects on violence and nonviolent delinquency. Journal of clinical child
psychology, (2):172-86.

Tremblay, R., Masse, B., Perron., LeBlanc, M., Schwartzman, A. & Ledingham, J.
1993. Early disruptive behaviour, poor school achievement, delinquent behaviour,
and delinquent personality; analysis. Journal of consulting and clinical psychology,
60:61-72.

156



Tudge, J.R.H., Gray, J. & Hogan, D.M. 1997. Ecological perspectives in human
development: a comparison of Gibson and Bronfenbrenner. (In Tudge, M.S., &
Valsiner, J. eds. Comparisons in Human Development: Understanding Time and

Context. Cambridge: Cambridge University Press. p. 12-23.

Tudge, J.R.H., Odero, D.A., Hogan, D.M. & Etz, K.E. 2003. Relationship between
the everyday activities of pre-schoolers and their teachers’ perceptions of their
competence in the first years of school. Early childhood research quarterly, 18:42-
64.

UNESCO. 1994. The Salamanca statement and framework on special needs
education. Adopted at the world conference on special needs education,

Salamanca, Spain, 7-10 June 1994.

UNESCO. 2004. Education for all: the quality imperative. EFA (Education for All)
Global Monitoring Report 2005. Paris: UNESCO.

UNESCO. 2006. Strong foundations: early childhood care and education. EFA
(Education for All) Global Monitoring Report 2007. Paris: UNESCO.

Ungar, M. 2013. Resilience, trauma, context, and culture. British journal of social
work, 38(2):218-235.

Van den Aardweg, E.M. & Van den Aardweg, E.D. 1993. Psychology of education.
2nd ed. Pretoria: E & E Enterprises.

Van der Berg, S. 2008. Poverty and education: educational policy series.

Van der Kolk, B.A. 1987. The psychological consequences of overwhelming life

experiences: psychological trauma. Washington, DC: American Psychiatric Press.

Van der Watt, J.S. & Prins, J.G.M. 2003. Interpretasieskemas binne jeugpastoraat
in 'n postmoderne kultuur: 'n eko-hermeneutiese perspektief. Nederduitse
gereformeerde teologiese tydskrif, 44(3/4):578-589.

Van Niekerk, A., Du Toit, N., Nowell, M.J., Moore, S. & Van As, A.B. 2004. Child
burn injury: epidemiological, management and emerging injury prevention studies.
(In Suffla, S., Van Niekerk, A. & Duncan, N., eds. Crime, violence and injury

157



prevention in South Africa: developments and challenges. Tygerberg: MRC-UNISA
Crime, Violence and Injury Lead Programme. p. 145-157).

Van Wyk, N. & Lemmer, E. 2007. Redefining home-school-community partnerships
in South Africa in the context of the HIV/Aids pandemic. South African journal of
education, 27(2):301-316.

Walther-Thomas, C., Korinek, L., McLaughlin, V. & Williams, B.T. 2000.
Collaboration for inclusive education: developing successful programs. Boston, MA:

Allyn and Bacon.

Warren, M., Hong, S., Rubin, C.L. & Uy, P.S. 2009. Beyond the bake sale: a
community based relationship approach to parent engagement in schools. Teachers
college record, 111(9):2209-2254.

Watson, G.S. & Gross, A.M. 2000. Family determinants. (In Hersen, M. &
Ammerman, R.T., eds. Advanced abnormal child psychology. 2nd ed. London:
Lawrence Erlbaum Associates (LEA). p. 81-111).

Weare, K. 2005. Taking a positive, holistic approach to the mental and emotional
health and well-being of children and young people. (In Newnes, C. & Radcliffe, N.,
eds. Making and breaking children’s lives. Ross-on-Wye: PCCCS Books. p. 115-
122).

Wellington, J. 2000. Educational research: contemporary issues and practical

approaches. London: Continuum.

West-Olantuniji, C., Frazier, K.N. & Kelly, E. 2011. Wraparound counselling: an
ecosystemic approach to working with economically disadvantaged students in

Urban school settings. Journal of humanistic counselling, 50:222-237.

Wheldall, K. & Glynn, T. 1989. Effective classroom learning. New York, NY:

Blackwell.

Wickham, R. & West, J. 2002. Therapeutic work with sexually abused children.

London: Sage.

Wink, W. 1986. Unmasking the powers. Philadelphia, PA: Fortress Press.
158



Winter, S.M. 2007. Inclusive early childhood education: a collaborative approach.

New Jersey, NJ: Pearson.

Wood, L. & Zuber-Skerrit, O. 2013. PALAR as a methodology for community
engagement by faculties of education. South African journal of education, 33(4):1-
15.

World Bank. 2002. Education and HIV/AID S. A window of hope. World Health
Organisation 1998. Health Promotion Glossary.

World Health Organisation. 2001. The world health report 2001 — mental health:
new understanding, new hope. http://www.who.int/whr/2001/en/whr01_en.pdf Date
of access: 18 Sept. 2018.

Zipper, I.N. & Simeonsson, R.J. 2004. Developmental vulnerability in young
children with disabilities. (In Fraser, M.W., ed. Risk and resilience in childhood. An

ecological perspective. Washington, DC: NAWS Press. p. 161-182).

Zuber-Skerritt, O. 2002. Participatory action learning and action research (PALAR)
for community engagement: a theoretical framework. Educational research for social
change, 4(1):5-25.

159



ANNEXURES

ADDENDUM A — ETICAL SERTIFICATE: NORTH WEST UNIVERSITY

HORTH-WES T UHIVERS T ol
YU IBESTI ¥ BORDHE-BOPHIR WA
ROORAWES- UMIERSITEIT

Ptvams Bag K8001 Folcteferoor
Souts Alra, S
Tal [0V EEEND
Pk [O7 H) S350
‘sh: hifpiwsw reusc.o
natPubnal Fesearnch Efhics Hesgulalory Comerd Bes
Tad 27 18 G 2540
Lrmil | Ehosi@mwasccn
ETHICE APFROVAL CERTIFCATE OF 3TUDY
Hameed on moprossl by e ESics Commillbeg 1 e Facully of Educallon Sdaters (ETREC) of 3002 T afer Leimg revawsd =l
e mastng Beld on FANINENT, the horth-Wed Liskrerely issficonsl Amsswrch Ethes Reguistory Commites (MWLHLRERD) herebry
AppEoTE your shedy am indcaled below. Tha implies el e RAU-RERS grants B par misslion S, prowded B scedel cosditorm
womcfed belrw @ mel ard pending ey e suthossaion B ey be cecessary, Be ebody may be inkebed, umng e rlhics
“umker o
Snudy B Guldelines for primary cohcol sducaiors dealing with lsarmar aggreccion acsoolated with
pGyohodaglkoal brauma.
Erosect bipd. Prof JF Hay
Eroepgt oge. W Botha

Erpacs i by uuunuuuuuunuuuu
S e P —
Application Typa: HA&
Commanasan dat 2017-08-30 Expiry date JHE-03-30 Fisa: | hA |

Speclal cordiBons of e apercyal OF appllcabia).

= TreraieSee of s irlormsd coreer® Soourrsst = e eguegss sppicabs o Fe sy parScizents shooid ba subrriSsd iz DINELC [F
AsphoacE]

Bl &y resmrh of powrmmenisl o privels eiicicre, penimsics Mol 5 b chiziced o e pubarfSes nd povcsd o e
LEREC L scpoval im ssouined SEEFORE sporowal —ar Se oSmred Fon Fes scthorSan

Garsaral condibonms:
Hhls o efsce spprovel @ sabject o sl declersiione, un g g Iwopowsd s ngnesd n Pe spplcston ben, gvae
ol e folkowdng
+  The b eder [princips reresfipei] musdl mpod n B peecaibsc! Sormmal o e SALAUEST e ESRED
- EvmEly jor ax piterees reoE e on B peprses of e dody el upon corrpisine ol B oroyend
- Wi ey Jsiey N o o’ ey Vs e (o ety metes Bl mismugty sowed shies orincigies] dusiog B oo of e ppsa’
- A=zrualy 8 s o proects mEy &8 cEncerly ealscies’ for ar s’ s
+ T[he agroyel i orictly & s propoas’ | aipuaess’ o e e eion fonr. Ao sy Shange o B poocasi be dewmes necanmeyr
:ilrulhmnfhﬂn'r e sy wacs muad spoly S epproes’ of Beas cherpes o Be ERIET  Wouls' tere be devn'sd fom B
=ty gopca s’ ] w of much e e sooTwEl X mmedieieily snd aicoetcely Do
£ mhﬁw:ﬁi—hlﬂﬁ“hm”hm M ld B pro@c heve b coobis sitsr s enory dels §ooEE
EpEicaion nund be ned b B SELLIENT s ESVED s e ooy s recwves Salbve or o e sty de's
+ v e e of eivos) mepormbdiy e SHLLREND eed ERED refeine Ve g da
- mouaE FooEEr i SNy efovmeiion or el &y e dunng e oo ar afler compleion o e wiu
= iz am furier quesborz oeed Fddfioosl Tomeion, ey frifer modbliceon o ooy B condio! o oo ressest o B in'omeed!
COFEWY DrocEan
- -ﬂ-ﬂ-—-wmw
creiTEca’ rincipiar or rechcan of fhe propss’ W revesed or morsscies’
rmmﬂmmm-mmm-LMuwmmmnma_m
e mmews ATuN rseo ans epocing of sdveE Fren PR ool aoew Brely e’ ey,
s NIRRT TR s cEione s o FTETEET N CoTyenio Jeet | necanmy.

+ ESRELC o be coniscied or Atter ecfornahars or vy seoo fecycleter e Lons Con ey B oy ar 0108 T 4558

The IRERC would ke %o meman e pour servion s acenthl and researcher, aed wistes pou wall with your peofec!.  Plassa da nsl
=i bty o cortact e IRERC or ESRED 1o mry Forther amouries o1 cpouests b owsiebuanoe.

oL e ey

DigEally signed by
Prof LA Prof LA Du Plessls
Du Plessis 0o 20170402

Profl Linda du Pless s
Chair Ml isatfusioss’ Sereerch Efbcy Sepulefony Sommifes (FREST)

160



ADDENDUM B — LETTER OF PERMISSION: DEPARTMENT OF EDUCATION

Dear Mr. Motara

School of Education Studies
Tel: 018 285 2026
E-mail:

Johnnie.Hay@nwu.ac.za

Private Bag X6001, Potchefstroom
South Africa, 2520

Tel: 018 299-1111/2222
The Circuit Manager Web: http://www.nwu.ac.za

North-West Department of
Education

Dr Kenneth Kaunda District
Tlokwe Circuit

8 O.R. Tambo Street

Permission to conduct research: Miss N Botha (Student Number: 23389699)

Miss Botha is a registered MEd student at the Potchefstroom Campus of the NWU.
The title of her dissertation is: Guidelines for primary school educators dealing with

learner aggression associated with psychological trauma.

Different quintiles in Tlokwe Circuit, as well as work with these teachers to create
guidelines that will be useful in dealing with learner aggression associated with
psychological trauma. The data will be collected by means of individual and focus
group interviews with teachers who will voluntary participate. These interviews will be
conducted after school hours and will not impact on the teaching programme of the

school at all.

The identity of the participants, the school, parents and learners will not be made public
in any research report or further publications. The research will also adhere to the
ethical guidelines of the Ethics Committee of the NWU and ethical clearance will be

obtained from this committee.

161


mailto:Johnnie.Hay@nwu.ac.za

| am a registered Educational and Clinical Psychologist with the Health Professions
Council of South Africa (HPCSA) and as supervisor of the study, | will ensure that the
research will also adhere to the ethical guidelines of the Professional Board of

Psychology.

Should you need more information about the research, you are very welcome to
contact me. Miss Botha can also furnish you with more information about the research.

Her contact details are as follows: 081 024 8632 or email: nbotha06@gmail.com.

Thank you in anticipation for considering this request.
Yours faithfully.

Prof JF Hay
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ADDENDUM C - LETTER OF INFORMED CONCENT: PARTICIPANTS

Private Bag X6001, Potchefstroom
South Africa, 2520

Tel: 018 299-1111/2222
Web: http://www.nwu.ac.za

School for Education Studies
Tel: 018 285 2026
E-mail:

(This will be inserted as soon as

schools are willing to take part in the

research)

Potchefstroom

Dear (Insert principal name here)
Permission to conduct research: Miss N Botha (Student Number: 23389699)

Miss Botha is a registered MEd student at the Potchefstroom Campus of the NWU.
The title of her dissertation is: Guidelines for primary school educators dealing with

learner aggression associated with psychological trauma.

For the purposes of her research she needs to collect data from teachers at your
school, as well as work with these teacher to create guidelines that will be useful in
dealing with learner aggression associated with psychological trauma. The data will
be collected by means of individual and focus group interviews with teachers who will
voluntary participate. These interviews will be conducted after school hours and will

not impact on the teaching programme of the school at all.

The identity of the participants, the school, parents and learners will not be made public
in any research report or further publications. The research will also adhere to the
ethical guidelines of the Ethics Committee of the NWU and ethical clearance will be

obtained from this committee.

| am a registered Educational and Clinical Psychologist with the Health Professions

Council of South Africa (HPCSA) and as supervisor of the study, | will ensure that the

163


mailto:Johnnie.Hay@nwu.ac.za

research will also adhere to the ethical guidelines of the Professional Board of

Psychology.

Should you need more information about the research you are very welcome to
contact me. Miss Botha can also furnish you with more information about the research.

Her contact details are as follows: 081 024 8632 or email: nbotha06@gmail.com.

Thank you in anticipation for considering this request.
Yours faithfully.
Prof JF Hay

Subject Group Educational Psychology and Learner Support

INFORMED CONSENT: PARTICIPANTS
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Dear participant
Please carefully read Sections 1 and 2, before signing the consent form.
Section 1: Information regarding the research project

Miss N Botha is a registered student for the MEd-degree in Educational Psychology
at the North-West University (Potchefstroom Campus). The title of her dissertation is:
Guidelines for primary school educators dealing with learner aggression
associated with psychological trauma. Her project leader is Prof JF Hay, and you
are welcome to contact him at 018 285 2026, or at Johnnie.Hay@nwu.ac.za if you

require more information regarding the research.

Permission has been granted to conduct the study by the Department of Education of
the Dr. Kenneth Kaunda District, the governing body of (school’s name will be inserted)
as well as the principal of (Insert school name). Ethical clearance to conduct the
research has been granted by the Research committee of the North-West University
(pending approval). Focus group and individual interviews will be conducted with the
teachers of (Insert school's name) who are voluntarily willing to take part in the
research. With your consent, all interviews will be recorded.

Section 2: Ethical considerations

l, (Full name and surname):

read the information regarding Miss Botha'’s research project, as set out in Section 1
above, and | have attended the information session regarding the research. | declare
that | understand what the research project entails and what my role as participant
entails. | have had the opportunity to discuss all relevant aspects of the research with
Miss Botha. | hereby declare that | willingly take part in the research. | also understand
that | may withdraw from the research at any time without being prejudiced — and that

confidentiality will be and needs to be maintained at all times.

Signature Date
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ADDENDUM D - INTERVIEW SCHEDULES (Cycle 1 - 3)
CYCLE 1: Stage 2

COMPLETE THE FOLLOWING INFORMATION BY MARKING THE APPLICABLE
BLOCK WITH AN X

GENDER

Male

Female

AGE

20-29

30 -39

40 - 49

50 -59

60+

YEARS TEACHING EXPERIENCE

0-5YEARS

6 — 10 YEARS

11 - 15 YEARS

16 — 20 YEARS

21 - 25 YEARS

26 — 30 YEARS

31 -35YEARS

36 —40 YEARS
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HIGHEST QUALIFICATION

Teaching diploma

Teaching degree

Degree + diploma

Honours degree

Master’s degree

Doctorate

None of the above — please indicate

POST LEVEL

Teacher

Head of Department

Deputy-principal

Principal

CYCLE(s) THAT YOU ARE TEACHING

Foundation cycle

Intermediate cycle

Senior cycle
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CYCLE 1: Stage 2

. In your experience, how do primary school learners react when exposed to

psychological trauma? Please describe in full.

. What are the various contributory factors to aggressive behaviour shown by primary

school learners? Please elaborate in detail.

. Have you experienced aggressive behaviour of learners that can be traced to
psychological trauma? If so, how would you describe these experiences? E.g. what
type of psychological trauma was involved and how did the aggressive behaviour

come to the fore?

. How do you normally handle learner aggression when associated with trauma?

Please discuss in detail.

. What knowledge do you, as educator, feel will empower you adequately to support

primary school learners showing aggression associated with psychological trauma?

THANKS FOR YOUR TIME AND INPUTS!

CYCLE 3: Stage 1

1. In your opinion as educators, if you reflect on the trial implementation cycle,
were the guidelines effective in supporting you in dealing with learner

aggression associated with psychological trauma?

2. Are there any of the guidelines that were a part of the trial cycle that you as

educator feel the need to be removed?

3. Taking the guidelines suggested to be removed — what are your opinions as
educators regarding these specific guidelines? (Did you find them to be

unnecessary/effective?)
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4. In your opinion are there guidelines that should be added to the list? Why do

you feel that adding these guidelines will improve the experience?

CYCLE 3: Stage 2

1. After looking at the guidelines compiled (gathered and compiled from all the
various participating schools), are there any of the guidelines on the list that

you do not think will work in the context of your school?

2. Do the rest of you as educators of this school agree/disagree with this? If so/not

please motivate.

3. Are there any other inputs to be given regarding the guidelines?

4. Are there any other inputs to be given regarding the guidelines?

CYCLE 3: Stage 3

. What were your experiences as educator, regarding learner aggression associated

with psychological trauma, during the implementation of the proposed guidelines?

. Did the implementation of these guidelines give you a clear idea on how to support
learners showing aggressive behaviour due to psychological trauma? If so/not —

please elaborate.

. When comparing your knowledge and understanding of the phenomenon before
and after the implementation cycle, was the implementation cycle successful

according to you or not? Why?

. Did the implementation of the guidelines change the knowledge and skills you as
educators have to support primary school learners showing aggression associated

with psychological trauma? If so, in which way?

. Which of the guidelines — if any — do you disagree with? Please motivate why.
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6. Is there anything you want to share that you did not feel comfortable with sharing

in the group interviews?
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ADDENDUM E — VERBATIM TRANSCRIPTIONS
CYCLE 1: Stage 2

SCHOOL 1:

Participant 1

Researcher:

Good morning. Thank you for allowing me to speak with you. There are a few snacks

if you are hungry.
Participant:

Hi. Thank you, it looks tasty.
Researcher:

| have a few questions | would like to ask you, feel free to answer them any way you
see fit. Are you ready to start?

Participant:
Yes.
Researcher:

In your experience, how do primary school learners react when exposed to

psychological trauma?

Participant:

Some learners withdraw completely and keep to themselves. They struggle to share
their feelings and thoughts. Other learners lose track and stop being the responsible,

good, hardworking learners they were.
Researcher:

What do you mean lose track of who they were?
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Participant:

They become more socially involved with activities they didn’t normally do and stop

doing homework and school work.

Researcher:

What are the various contributory factors to aggressive behaviour shown by learners?
Participant:

Well, I think in our case parent play a big role.

Researcher:

Wold you please explain what you mean?

Participant:

Parents drinking at home and beating learners, then they act the same at school.
Parents are not involved in learners’ education, so learners don't care about education,

and when confronted they get aggressive.
Researcher:
You mean the learner gets aggressive?

Participant:

Yes. Learners who are being physically abused at home, and when someone at school
hurts them they over react. Especially learners who are bullied, eventually turn into

bullies themselves.
Researcher:

Have you experienced aggressive behaviour of learners that can be traced to

psychological trauma?

Participant:

Yes | have.
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Researcher:

How would you describe these experiences? For example what type of psychological

trauma was involved and how did the aggressive behaviour come to the fore?

Participant:

After his mother passed away, he went to live with his grandmother. The learner is
very aggressive whenever he is confronted. He runs away and starts kicking and

screaming and bites.

Researcher:

That must be very challenging?

Participant:

It is, but | have to say whenever he is treated calmly he responds well.
Researcher:

How do you normally handle learner aggression when associated with trauma?

Participant:

| talk to the learner and try to establish trust. | tell them that their behaviour is not how
they normally are and that | am there for them if they need to talk or want advice.

Researcher:

| am sure they appreciate knowing that you are there. What knowledge do you feel will
empower you to support learners showing aggression associated with psychological

trauma?

Participant:

Can | give you a list? Uhm, no just joking. | would like to know what the symptoms are
of learners who show aggression because of trauma. How do | approach learners is
somewhat difficult, o0 and who to contact that will help that does not include the social

worker, because that is no use.
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Researcher:

Thank you very much for you time and input. You were very helpful. I will contact you

for the next meeting.
Participant:
Thank you for helping us to understand or try to understand these kids.

Participant 2:

Researcher:

Good morning. Thank you for allowing me to speak with you. There are a few snacks

if you are hungry.
Participant:

Hello. No thank you.
Researcher:

| have a few questions | would like to ask you, feel free to answer them any way you

see fit. Are you ready to start?
Participant:

Yes.

Researcher:

In your experience, how do primary school learners react when exposed to

psychological trauma?

Participant:

They perform very bad in the classroom, and they are always negative, reserved and

confused.

Researcher:
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What are the various contributory factors to aggressive behaviour shown by primary

school learners?
Participant:

| do not know.
Researcher:

Have you experienced aggressive behaviour of learners that can be traced to

psychological trauma?

Participant:

Yes.
Researcher:

How would you describe these experiences? E.g. what type of psychological trauma

was involved and how did the aggressive behaviour come to the fore?
Participant:

The learner undermines teachers and parent[s]. They abuse other learners.
Researcher:

How do they abuse the learners?

Participant:

By threatening or beating other learners inside and outside the classroom.
Researcher:

How do you normally handle learner aggression when associated with trauma?

Participant:
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By talking to them, encouraging them towards positive behaviour. | tell them to
associate with people who are always good. And | refer them to the social worker to

deal with.
Researcher:

What knowledge do you feel will empower you to support learners showing aggression

associated with psychological trauma?

Participant:

How to teach them positive behaviour and show them they can be better people in the
future if they focus on their schoolwork. How to encourage them to participate in school

activities.
Researcher:

Thank you very much for you time and input. You were very helpful. | will contact you

for the next meeting.
Participant:
Bye.

Participant 3:

Researcher:

Good morning. Thank you for allowing me to speak with you. There are a few snacks

if you are hungry.
Participant:

Hi. It is my pleasure.
Researcher:

| have a few questions | would like to ask you, feel free to answer them any way you
see fit. Are you ready to start?
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Participant:
Let’s go.
Researcher:

In your experience, how do primary school learners react when exposed to

psychological trauma?

Participant:

The learners react in different ways, but most learners become very quiet and
reserved. They don't like to play with other learners anymore. They feel much safer
when they are in their corner alone and most of the time when you try to talk to them

they will just keep quiet and some will cry.
Researcher:

What are the various contributory factors to aggressive behaviour shown by primary

school learners?

Participant:

The learners who have aggressive behaviour some of them | due to what happens at
home. My father did this to my mom and now | am going to do the same to other

people. They think that is the only way to solve a problem or release their anger.
Researcher:
How do the learners show this reaction?

Participant:

By living in an abusive home the learner becomes a bully. If a learner is bullied, he or
she becomes aggressive and revengeful. Some learners do this because they seek

attention.

Researcher:
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Have you experienced aggressive behaviour of learners that can be traced to

psychological trauma?
Participant:

Yes.

Researcher:

How would you describe these experiences? E.g. what type of psychological trauma

was involved and how did the aggressive behaviour come to the fore?

Participant:

The learner was aggressive and | could see that she was full of anger. The thing([s]
that were the causes of this was abuse and anger at home. The anger was building
up. There was a learner who was very angry and her father abandoned her. She will
fight with anger and she will make up victims feel the physical pain. She dealt with her

anger.
Researcher:
How do you normally handle learner aggression when associated with trauma?

Participant:

| try to talk to the learner and get them to trust me, | try to get them to open up to me.

It might take time, but when you finally win his/her trust they will talk to you.
Researcher:

What knowledge do you feel will empower you to support learners showing aggression

associated with psychological trauma?

Participant:

The knowledge of how to handle these learners. We are dealing with learners from

different backgrounds, so it is difficult.

Researcher:
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Thank you very much for taking the time to talk to me. | will contact you for our next

meeting.
Participant:
Have a nice day.

Participant 4:

Researcher:

Good morning. Thank you for allowing me to speak with you. There are a few snacks
if you are hungry.

Participant:
It is good to see! Thank you that will be nice.
Researcher:

| have a few questions | would like to ask you, feel free to answer them any way you

see fit. Are you ready to start?
Participant:

Yes, go ahead.

Researcher:

In your experience, how do primary school learners react when exposed to

psychological trauma?

Participant:

Well, some learners struggle to adapt after such trauma. They withdraw and
completely shut down. Other learners take action into their own hands and start to do

wrong activities, such as drinking, smoking and bullying.

Researcher:
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What are the various contributory factors to aggressive behaviour shown by primary

school learners?

Participant:

(Participant lists on fingers)

6. Parents are not involved in the children’s lives.

7. Learners that are exposed to drinking and smoking by their parents
and others.

8. Children being abused by their parents or other family members.

9. Children being bullied by others.

10. Children having to take responsibility for their younger brothers and

sisters, because of the absence of their parents.

Researcher:

Have you experienced aggressive behaviour of learners that can be traced to

psychological trauma?
Participant:

Yes.

Researcher:

How would you describe these experiences? E.g. what type of psychological trauma

was involved and how did the aggressive behaviour come to the fore?

Participant:

Learners that experience trauma are very short-tempered. Sometimes learners can
make a joke with them, but they take it very personally. They are very sensitive about
matters at home. They will fright and hit each other without any second thoughts. The
main cause of the trauma remains a secret. When parents is called for meetings they

are surprised to hear about these kinds of behaviour.

Researcher:
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How do you normally handle learner aggression when associated with trauma?

Participant:

Methods are different from learner to learner. With smaller learners | normally try to
calm them down. | sit down and talk to them, but the language is a barrier. Bigger
learners are more difficult. They don’t give you time to talk. Some just don’t open up
to you. They speak in their mother tongue, which makes it difficult to help or

understand them.
Researcher:

What knowledge do you feel will empower you to support learners showing aggression

associated with psychological trauma?

Participant:

Being able to understand the learner will be a big asset, but | know that is not
something you can help with. To know how to handle learners who experienced
different types of trauma would help. Sexual and physical abuse might have different
strategies as to how to approach the situation or the learner. Overall it is difficult to

build a trust relationship with the learners in our school.
Researcher:

Thank you very much for taking the time to talk to me. | will contact you for our next

meeting.
Participant:
Thank you for trying to help. Have a nice day.

Participant 5:

Researcher:

Good morning. Thank you for allowing me to speak with you. There are a few snacks

if you are hungry.
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Participant:

Good morning. It is my pleasure. Oh, yes | would love to.
Researcher:

| have a few questions | would like to ask you, feel free to answer them any way you

see fit. Are you ready to start?
Participant:

Okay let’s start.

Researcher:

In your experience, how do primary school learners react when exposed to

psychological trauma?

Participant:

They become aggressive and full of anger all the time.
Researcher:

What are the various contributory factors to aggressive behaviour shown by primary

school learners?

Participant:

They fight with others the whole time. Or they just insult each other
Researcher:

Have you experienced aggressive behaviour of learners that can be traced to
psychological trauma?

Participant:
Yes.

Researcher:
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How would you describe these experiences? E.g. what type of psychological trauma

was involved and how did the aggressive behaviour come to the fore?

Participant:

The learners often bully other learners and they show no respect to the other learners

in their class.

Researcher:

How do you normally handle learner aggression when associated with trauma?
Participant:

| talk to the politely and try to figure out the nature and cause of the problem.
Researcher:

What knowledge do you feel will empower you to support learners showing aggression
associated with psychological trauma?

Participant:

To be able to know how to identify learners exposed to different types of trauma. |
would like to know where we can get professional help, like a social worker. | would
like to know how to support these learners in the class as well.

Researcher:

Thank you very much for taking the time to talk to me. | will contact you for our next

meeting.
Participant:
Goodbye.
SCHOOL 2:

Participant 6

Researcher:
183



Good morning. Thank you for allowing me to speak with you. There are a few snacks

if you are hungry.

Participant:

Good morning to you to. It is nice to see you again. Thanks you, this baby is quiet

hungry.
Researcher:

| have a few questions | would like to ask you, feel free to answer them any way you
see fit. Are you ready to start?

Participant:
Yes, let me just sit down.
Researcher:

In your experience, how do primary school learners react when exposed to

psychological trauma?

Participant:

Primary school learners are emotionally immature and trauma experiences are
handled as such. Most learners will overreact through anger. Where others will “close”
themselves off. | think that because of the emotional immaturity they would do anything
else but face the actual feelings of being exposed to psychological trauma. Learners
are so unique from each other, it is difficult to distinguish which learners are reacting
to which situation. | think learners struggle to understand — why and what now — of a

psychological trauma.
Researcher:

Wow, thank you for the detailed answer. What are the various contributory factors to

aggressive behaviour shown by learners?

Participant:
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There are a few — no discipline because of an absent father or mother or parents work
late in the evenings. Learners can do what they want at home. Behaves aggressive|ly]
to discipline due to the fact that learner is not used to. Then some learners are over
disciplined. The learners is physically disciplined and reacts aggressively because that
is what the learner is used to, because they follow guardians’ example. Some learners
are not able to deal with emotional things (basic everyday interactions) so the first
reaction is anger (name calling, hitting, bullying, etc.). Reacting aggressively is like
second nature to our children in our school it's the reaction they see from parents,

guardians and role models and thus they think it is appropriate.
Researcher:

Have you experienced aggressive behaviour of learners that can be traced to
psychological trauma?

Participant:
Yes.
Researcher:

What type of psychological trauma was involved and how did the aggressive behaviour

come to the fore?

Participant:

A learner strangled another learner for an R 2. This specific learner does not react
well to discipline, on a previous occasion he threw his table and chair over, because
of mathematics homework that wasn’t finished and punishment was double the
homework. He felt that was unfair that he was punished even though he was not the
only one. Because of his previous aggressive behaviour, it helped me to react calmly
in the situation where he strangled his friend for the R 2.

Researcher:

That must be very challenging?

Participant:
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You don't even know the half of it.
Researcher:

How do you normally handle learner aggression when associated with trauma?

Participant:

| try to stay [as] calm as possible. Most of the time we as teachers have no idea what
trauma a learner has been through or if there is any trauma. When a learner does
confide in you (which very seldom happens since they don’t want to share/talk about
it). It is confidential and other teachers don’t know or understand the child’s behaviour.
But whenever a learner acts aggressively towards him/herself or another learner. | am
calm and try to talk to the learner later on about the situation and let them speak about
why they were so angry. | try to get the learner to understand that they could have
handled it better and consequences to their actions and kind words get a lot further.

Researcher:

| am sure they appreciate knowing that you are there. What knowledge do you feel will
empower you to support learners showing aggression associated with psychological

trauma?

Participant:

Sometimes | feel that we as teachers all need a degree in psychology to be able to
help the learners properly, but that is impossible to expect. | would like to have more
knowledge through a course or a program. | would like to have knowledge on, 1) how
to identify a child with psychological trauma, 20 what to say and how to react if a child
tells you about his/her trauma, 3) how can | help/what can | do, 4) who can | contact

to help and 5) what coping mechanisms can | give a child who confides in me.
Researcher:

Thank you very much for you time and input. You were very helpful. I will contact you

for the next meeting.

Participant:
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Thank you so much for your help. | feel all schools need this.
Participant 7
Researcher:

Good morning. Thank you for allowing me to speak with you. There are a few snacks

if you are hungry.

Participant:

Morning. Can we please make this quick, | left my class with a student.
Researcher:

Sure, we will be as quick as possible. | have a few questions | would like to ask you,

feel free to answer them any way you see fit. Are you ready to start?
Participant:

Yeah.

Researcher:

In your experience, how do primary school learners react when exposed to

psychological trauma?

Participant:

The learner usually does not change in behaviour He/she would casually tell a friend
then the friend would come forward and inform me. Some act quietly, but most of the
time they do not change. You wouldn’t tell that something is wrong if you don’t know
the details.

Researcher:

What are the various contributory factors to aggressive behaviour shown by learners?

Participant:
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Most of the learners who act aggressive, are those who perform poorly in their school
work. The fact that they don’t know the answer and can’t keep up with the workload
makes them aggressive. Most of these learners do not have a support structure at

home.
Researcher:

Have you experienced aggressive behaviour of learners that can be traced to

psychological trauma?
Participant:

Yes!

Researcher:

How would you describe these experiences? For example what type of psychological
trauma was involved and how did the aggressive behaviour come to the fore?

Participant:

The learner’'s mother passed away while he was in Gr 3. Now he has changed a lot.
He shows aggressive behaviour towards teachers and learners. He feels more
comfortable disturbing others. He doesn’t want to come to school, he is lazy. The father

beats him like a man, when he doesn’t obey.
Researcher:
How do you normally handle learner aggression when associated with trauma?

Participant:

| would ask the learner to come see my privately, then | would talk about his/her good

characteristics. Then | would ask, why they are acting negatively.

Researcher:

188



| am sure they appreciate knowing that you are there. What knowledge do you feel will
empower you to support learners showing aggression associated with psychological

trauma?

Participant:

The school does have a social worker who comes in once a week, but | think it does
not help a lot. We need more social workers. The school is a double medium school
that consists of £ 1800 learners. We need someone who can be at the school daily.
So if the learner shows aggression then if who immediately be referred for help.

Researcher:

Thank you very much for you time and input. You were very helpful. I will contact you

for the next meeting.

Participant:

Thank you. | have to run. Bye.
Participant 8
Researcher:

Good morning. Thank you for allowing me to speak with you. There are a few snacks

if you are hungry.

Participant:

Good morning. Thank you, this is going to be nice.
Researcher:

| have a few questions | would like to ask you, feel free to answer them any way you

see fit. Are you ready to start?

Participant:

Yes | am.
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Researcher:

In your experience, how do primary school learners react when exposed to

psychological trauma?

Participant:

They tend to show anti-social signs, they do not interact much and hardly speak. The

learners become very withdrawn.
Researcher:
What are the various contributory factors to aggressive behaviour shown by learners?

Participant:

Various aspects of abuse, like abuse by parents and bullying in the school also largely

contribute to aggression.
Researcher:

Have you experienced aggressive behaviour of learners that can be traced to

psychological trauma?
Participant:

Yes.

Researcher:

How would you describe these experiences? For example what type of psychological

trauma was involved and how did the aggressive behaviour come to the fore?

Participant:

If learners are abused or bullied, they tend to lash out; they bully other learners in
retaliation. Learners also tend to react aggressively when they are reprimanded in

class.
Researcher:
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How do you normally handle learner aggression when associated with trauma?

Participant:

| try to be understanding and empathetic. | would normally talk to the learner privately
and not reprimanded in front of others.

Researcher:

What knowledge do you feel will empower you to support learners showing aggression

associated with psychological trauma?

Participant:

| would like to know the effects of a trauma on a child — mentally, socially and
academically. | would also want to be able to help learners overcome those effects in

a positive way.
Researcher:

Thank you very much for you time and input. You were very helpful. | will contact you

for the next meeting.

Participant:

Thank you very much for your help and trying to make our lives easier.

Participant 9

Researcher:

Good morning. Thank you for allowing me to speak with you. There are a few snacks

if you are hungry.
Participant:
Hallo again, thanks | will get some later.

Researcher:
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| have a few questions | would like to ask you, feel free to answer them any way you

see fit. Are you ready to start?

Participant:

Yes, | am.
Researcher:

In your experience, how do primary school learners react when exposed to

psychological trauma?

Participant:

In my experience, some learners withdraw from their friends and any extra mural
activities which they participated in. They find an excuse as to why they want to stay
in break times or they say they unwell to lay in the sick bay. Other learners become
louder, they make themselves noticeable, either by fighting or bullying or being
disruptive in class. They are absent form school — they leave the house in uniform, but

they do not get to school.
Researcher:
What are the various contributory factors to aggressive behaviour shown by learners?

Participant:

| think mainly, the loss of a parent. Learners who have lost their parents feel very
alone. Even if they live with a loving guardian they feel the void. And some of the
learners who still have their parents are being abused in one way or another. These
learners normally don’t know how to ask for help or how to share what is happening

to them.
Researcher:

Have you experienced aggressive behaviour of learners that can be traced to

psychological trauma?

Participant:
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Oh yes | have.
Researcher:

How would you describe these experiences? For example what type of psychological
trauma was involved and how did the aggressive behaviour come to the fore?

Participant:

Learner lost her mother when she was only 14 days old. She is very aggressive toward
other learners. Learners may say or do a simple thing and she would physically attract
them and she is hard to get off other learners.

Researcher:

How do you normally handle learner aggression when associated with trauma?

Participant:

| try to have personal one-on-one sessions with learners. Speak to them and try to find
out what the issue is and why they are acting in this specific way. | am very patient,
but persistent when speaking to the learner. | also pay close attention to them, | will
move them closer to my desk — almost away from other learners, but still include them

in activities and discussions.
Researcher:

| am sure they appreciate knowing that you are there. What knowledge do you feel will
empower you to support learners showing aggression associated with psychological

trauma?

Participant:

| think a better understanding of what they are going through. Most of the things that
they are experiencing. | have not experienced or dealt with all of the issues learners
have to deal with. This makes it difficult to completely understand and which approach

to take when helping a learner.

Researcher:
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Thank you very much for you time and input. You were very helpful. | will contact you

for the next meeting.

Participant:

Good luck!!

SCHOOL 3:

Participant 10

Researcher:

Good morning. Thank you for allowing me to speak with you. There are a few snacks

if you are hungry.

Participant:

Morning. Thanks I will finish my coffee first.
Researcher:

| have a few questions | would like to ask you, feel free to answer them any way you

see fit. Are you ready to start?
Participant:

Yes | am.

Researcher:

In your experience, how do primary school learners react when exposed to

psychological trauma?

Participant:

Learners differ. Some are very aggressive, some learners withdraw themselves and

some learners want all you attention.
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Researcher:

What are the various contributory factors to aggressive behaviour shown by learners?
Participant:

Uhm | would say divorce, death and friends and hormones.

Researcher:

Have you experienced aggressive behaviour of learners that can be traced to

psychological trauma?
Participant:

Yesl!!

Researcher:

How would you describe these experiences? For example what type of psychological
trauma was involved and how did the aggressive behaviour come to the fore?

Participant:

The learner’s parent divorced. The parents, especially the father spoke to the mother
and the children as if they were worth nothing. So the learner started talking that way
at school and with the other learners. He became a verbal bully with a very short

temper.

Researcher:

That must be very challenging?
Participant:

Yes | was so tired.

Researcher:

How do you normally handle learner aggression when associated with trauma?
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Participant:

| always try to have sympathy for the learner, and ignore the aggression as far as
possible. Every now and again the learner will act totally unacceptable and you as
teacher has to take charge. | would talk to the learner alone at first, but if the behaviour

continuous | will address hem in the class.
Researcher:

What knowledge do you feel will empower you to support learners showing aggression
associated with psychological trauma?

Participant:

| don’t think there can only be set knowledge to support you. You have to have a
relationship with the learners and they need to know that even if you reprimand them
that you still love them.

Researcher:

Thank you very much for you time and input. You were very helpful. I will contact you

for the next meeting.
Participant:
That was quick. Thanks.

Participant 11

Researcher:

Good morning. Thank you for allowing me to speak with you. There are a few snacks

if you are hungry.
Participant:
Oh no thanks. | am trying to watch my figure.

Researcher:
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| have a few questions | would like to ask you, feel free to answer them any way you

see fit. Are you ready to start?
Participant:

Yeah.

Researcher:

In your experience, how do primary school learners react when exposed to

psychological trauma?

Participant:

Children who have experienced trauma react in different ways. A sign of trauma
usually show in their work, it is incomplete or not done. It is also accompanied by
emotional outburst, sometimes they can become aggressive and hurt others. They are
hurting and want others to feel their pain. Some become withdrawing and refuse to

communicate.
Researcher:
What are the various contributory factors to aggressive behaviour shown by learners?

Participant:

Changes in the home environment. Changes in the child’s immediate frame of
references. Divorce and death of apparent make them feel angry, they don’t have
measures in place to cope with the anger and it becomes a means of feeling better if
they can hurt someone else. An inside emotion is expressed outwardly. Moving to a

new school.
Researcher:

Have you experienced aggressive behaviour of learners that can be traced to
psychological trauma?

Participant:
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Yes | have seen a few in my years.
Researcher:

How would you describe these experiences? For example what type of psychological

trauma was involved and how did the aggressive behaviour come to the fore?

Participant:

A learner who was physically abused, but also mildly mentally impaired was the
scariest outburst that | have ever seen. She would grab anything to use as a weapon
to hit or hurt anyone who dares to mess with her. | saw her hit a boy with an umbrella.
She was so physically strong during those outbursts and hard to control. | used to
have to physically remove her from the class and | would take her away to cool off in

a time out zone.

Researcher:

That must be very challenging?

Participant:

Well it kept me on my toes.

Researcher:

How do you normally handle learner aggression when associated with trauma?

Participant:

| try to isolate what causes the outburst. | usually remove the student out of the group
and talk to them on their level. I try to remain calm and discuss the incident and not
attack the child’s character. It normally comes out as to what is bothering them and
why they react the way they do. They normally admit they were wrong and can’t
understand why they do it. | usually discuss it with parents and | always advise

counselling.

Researcher:
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| am sure they appreciate knowing that you are there. What knowledge do you feel will
empower you to support learners showing aggression associated with psychological

trauma?

Participant:

| think my experience over time helps a lot. | feel | lack the necessary knowledge
needed, at times to help a child. | always refer as this is not my area of expertise, and
| feel that any school should have a counsellor/psychologist from the department —

who is solely available to assist the learners and teachers.
Researcher:

Thank you very much for you time and input. You were very helpful. | will contact you

for the next meeting.

Participant:

Thank you so much for listening. | look forward to working with you.

CYCLE 3: Stage 1
SCHOOL 1:
Researcher:

Good morning everyone | would like to start by thanking all of you for taking time to
participate in this study. In your opinion as educators, if you reflect on the trial
implementation cycle, were the guidelines effective in supporting you in dealing with

learner aggression associated with psychological trauma?

Participant 3:

Yes, definitely.

Participant 1:
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Yes, but some of them will be a problem.
Researcher:
Can you please explain where you think there would be a problem?

Participant 1:

The department requires evaluations for any concessions or any special treatment.

Participant 2:

And the guideline of spending time with learners after school will be a problem, a lot

of our learners make use of transport.
Researcher:

Are there any of the guidelines that were a part of the trial cycle that you as educator

feel the need to be removed?

Participant 2:

Yes, | feel there can be no exceptions. No matter what happened to them they should

be treated the same.

Participant 3:

| totally disagree. You need to have a softer approach after a bad incident.
Researcher:

What are your opinions as educators regarding these specific guidelines? Did you find

them to be unnecessary/effective?

Participant 3:

NO! | think all of the guidelines work, there are a few that need to be adapted, but we

wrote that down.

Researcher:
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In your opinion are there guidelines that should be added to the list? Why do you feel

that adding these guidelines will improve the experience?
Participants:

No we just feel there should be a few adjustments.
Researcher:

Thank you all for you time and input. Please take a set of guidelines on the table and

remember to comment your opinion please. | will arrange the follow meeting with you.

SCHOOL 2:
Researcher:

Good morning everyone | would like to start by thanking all of you for taking time to
participate in this study. In your opinion as educators, if you reflect on the trial
implementation cycle, were the guidelines effective in supporting you in dealing with

learner aggression associated with psychological trauma?

Participant 7:

There were no extreme situations during the trial cycle in my classroom. But | used

the guidelines on less severe incidents and they worked.
Participant 6:

Yes they did.

Researcher:

Are there any of the guidelines that were a part of the trial cycle that you as educator

feel the need to be removed?

Participant 6:
All of the guidelines have to stay.
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Researcher:

What are your opinions as educators regarding these specific guidelines? Did you find

them to be unnecessary/effective?

Participant 6:

No, | think we both agree nothing should be removed.
Researcher:

In your opinion are there guidelines that should be added to the list? Why do you feel
that adding these guidelines will improve the experience?

Participant 6:

| think we have to add something regarding training for teachers.

Participant 7:

| feel the guidelines can work, but teacher will have be receive training or be presented

with a workshop on how these guidelines should be applied.
Researcher:

Thank you all for you time and input. Please take a set of guidelines on the table and

remember to comment your opinion please. | will arrange the follow meeting with you.

SCHOOL 3:
Researcher:

Good morning everyone | would like to start by thanking all of you for taking time to

participate in this study.

Researcher:
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In your opinion as educators, if you reflect on the trial implementation cycle, were the
guidelines effective in supporting you in dealing with learner aggression associated

with psychological trauma?

Participant 3:

Yes | think extremely so.

Participant 1:

Yes.
Participant 4:
Definitely.
Researcher:

Are there any of the guidelines that were a part of the trial cycle that you as educator
feel the need to be removed?

Participant:
No, just a few hat need to be adjusted.
Researcher:

In your opinion are there guidelines that should be added to the list? Why do you feel

that adding these guidelines will improve the experience?

Participant:

The involvement of a parent or a guardian is of great importance. We cannot fight a
battle alone.

Researcher:

Thank you all for you time and input. Please take a set of guidelines on the table and

remember to comment your opinion please. | will arrange the follow meeting with you.

CYCLE 3: Stage 3
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SCHOOL 1:
Participant 1
Researcher:

What were your experiences as educator, regarding learner aggression associated

with psychological trauma, during the implementation of the proposed guidelines?

Participant:

Hopefully there was a lot of improvement and seeing some progress on handling that
kind of situation. | think this really helped a lot.

Researcher:

Did the implementation of these guidelines give you a clear idea on how to support
learners showing aggressive behaviour due to psychological trauma? If so/not —
please elaborate.

Participant:

Yes. It did, because we now know exactly what to do and where to start and how these

learners should be treated.
Researcher:

When comparing your knowledge and understanding of the phenomenon before and
after the implementation cycle, was the implementation cycle successful according to

you or not? Why?

Participant:

The implementation was successful, because at first we were doing thing hazardously
without any knowledge and understanding, but now we have a clue on how to deal

with these situations.

Researcher:
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Did the implementation of the guidelines change the knowledge and skills you as
educators have to support primary school learners showing aggression associated

with psychological trauma? If so, in which way?

Participant:

Yes. It changed the knowledge and skills as there are already signs of progress.
Researcher:

Which of the guidelines — if any — do you disagree with? Please motivate why.

Participant:

| don’t disagree with any of the. | just think there are a few that need to be changed. |

wrote all of that done on the guidelines you gave us.
Researcher:

Is there anything you want to share that you did not feel comfortable with sharing in

the group interviews?

Participant:

No. | appreciate everything you are trying to do. You are most welcome here. Thank

you.
Researcher:

| truly appreciate you saying that. | will try my best to help even more.

Participant 2

Researcher:

What were your experiences as educator, regarding learner aggression associated

with psychological trauma, during the implementation of the proposed guidelines?

Participant:
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| still feel lost at times, but the guidelines help to feel more in control.
Researcher:

Did the implementation of these guidelines give you a clear idea on how to support
learners showing aggressive behaviour due to psychological trauma? If so/not —

please elaborate.

Participant:

Yes. | didn’t have prior knowledge on how to identify or support learners that has

experienced trauma.
Researcher:

When comparing your knowledge and understanding of the phenomenon before and
after the implementation cycle, was the implementation cycle successful according to

you or not? Why?

Participant:

Yes. Having knowledge helps to identify the situation and guidelines help to handle

the situation better.
Researcher:

Did the implementation of the guidelines change the knowledge and skills you as
educators have to support primary school learners showing aggression associated

with psychological trauma? If so, in which way?

Participant:

Yes. Learner behaviour can be identified because of trauma. Now educators can

understand that learners are not just naughty, there might be something more to it.
Researcher:

Which of the guidelines — if any — do you disagree with? Please motivate why.

Participant:
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No, all of them work. We just need some changes to a few. | wrote all of them down

for you.
Researcher:

Is there anything you want to share that you did not feel comfortable with sharing in

the group interviews?

Participant:

No I think as you know | was very verbal during the interviews.

Participant 3

Researcher:

What were your experiences as educator, regarding learner aggression associated
with psychological trauma, during the implementation of the proposed guidelines?

Participant:

| have realised that during the implementation of the guidelines there were things |

didn’t do right in the past and the guidelines helped a lot.
Researcher:

Did the implementation of these guidelines give you a clear idea on how to support
learners showing aggressive behaviour due to psychological trauma? If so/not —

please elaborate.

Participant:

Yes. It gave me an idea of how to support those learners showing aggressive

behaviour due to trauma.

Researcher:
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When comparing your knowledge and understanding of the phenomenon before and
after the implementation cycle, was the implementation cycle successful according to

you or not? Why?

Participant:

It was successful cause | managed to get learners to open up to me and they trusted

me. That was a great feeling.
Researcher:

Did the implementation of the guidelines change the knowledge and skills you as
educators have to support primary school learners showing aggression associated

with psychological trauma? If so, in which way?

Participant:

| now have more knowledge and skills that | can implement at school and in my class.
Researcher:

Which of the guidelines — if any — do you disagree with? Please motivate why.
Participant:

None of them.

Researcher:

Is there anything you want to share that you did not feel comfortable with sharing in

the group interviews?

Participant:

Not at all.

Participant 4

Researcher:
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What were your experiences as educator, regarding learner aggression associated

with psychological trauma, during the implementation of the proposed guidelines?

Participant:

The proposed guidelines were effective but some were not. What | have also
experienced is that learners also liked to be approached with sympathy. However, my

knowledge or approach has really changed now that | know how to approach learners.
Researcher:

Did the implementation of these guidelines give you a clear idea on how to support
learners showing aggressive behaviour due to psychological trauma? If so/not —

please elaborate.

Participant:

Yes. The guidelines also makes identifying learners who are going through a difficult

possible.
Researcher:

When comparing your knowledge and understanding of the phenomenon before and
after the implementation cycle, was the implementation cycle successful according to
you or not? Why?

Participant:
It was successful because | could see some changes from the learners’ side.
Researcher:

Did the implementation of the guidelines change the knowledge and skills you as
educators have to support primary school learners showing aggression associated

with psychological trauma? If so, in which way?

Participant:
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Yes. At first | did not know what to look for, but now | can identify that particular

behaviour and know how to speak to them.
Researcher:

Is there anything you want to share that you did not feel comfortable with sharing in

the group interviews?

Participant:

No thank you.

Participant 5

Researcher:

What were your experiences as educator, regarding learner aggression associated
with psychological trauma, during the implementation of the proposed guidelines?

Participant:

They were mostly positive. For the first time in a long time | feel there is hope with
these kids.

Researcher:

Did the implementation of these guidelines give you a clear idea on how to support
learners showing aggressive behaviour due to psychological trauma? If so/not —

please elaborate.

Participant:
Yes. | now think about learner behaviour and my reactions completely differently.

Researcher:
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When comparing your knowledge and understanding of the phenomenon before and
after the implementation cycle, was the implementation cycle successful according to

you or not? Why?

Participant:

The implementation cycle gave new strategies on how to approach learners during
traumatic times. Not all learners are the same, so you have to treat them differently —

the guidelines help with this.
Researcher:

Did the implementation of the guidelines change the knowledge and skills you as
educators have to support primary school learners showing aggression associated

with psychological trauma? If so, in which way?

Participant:

Yes. They helped me to gain knowledge on how to handle certain situations.
Researcher:

Which of the guidelines — if any — do you disagree with? Please motivate why.
Participant:

| think only adaptions are needed.

Researcher:

Is there anything you want to share that you did not feel comfortable with sharing in

the group interviews?

Participant:

Not at all.

SCHOOL 2:
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Participant 6

Researcher:

What were your experiences as educator, regarding learner aggression associated
with psychological trauma, during the implementation of the proposed guidelines?

Participant:
That all children don’t act in the same way and that finding what works may take time.
Researcher:

Did the implementation of these guidelines give you a clear idea on how to support
learners showing aggressive behaviour due to psychological trauma? If so/not —

please elaborate.

Participant:

Yes. It served as a reminder to see each case individually and to respond with

calmness.
Researcher:

When comparing your knowledge and understanding of the phenomenon before and
after the implementation cycle, was the implementation cycle successful according to
you or not? Why?

Participant:

| have never been someone to totally see and incident resolved. | always referred to
a psychologist/counsellor to deal with an episode.

Researcher:

Did the implementation of the guidelines change the knowledge and skills you as
educators have to support primary school learners showing aggression associated
with psychological trauma? If so, in which way?

Participant:
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No. | think it only expanded my knowledge.

Researcher:

Which of the guidelines — if any — do you disagree with? Please motivate why.
Participant:

All have merit and could be used successfully in helping a traumatised child.
Researcher:

Is there anything you want to share that you did not feel comfortable with sharing in

the group interviews?

Participant:

| still feel counsellors should be assigned permanently to schools.
Participant 2
Researcher:

What were your experiences as educator, regarding learner aggression associated

with psychological trauma, during the implementation of the proposed guidelines?

Participant:

| still the same as at the beginning. You should always win the learner’s trust. You

should handle every learner with love.
Researcher:

Did the implementation of these guidelines give you a clear idea on how to support
learners showing aggressive behaviour due to psychological trauma? If so/not —

please elaborate.

Participant:

Yes. There is definitely something that can be used to apply to each learner.
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Researcher:

When comparing your knowledge and understanding of the phenomenon before and
after the implementation cycle, was the implementation cycle successful according to
you or not? Why?

Participant:
Yes. Especially for a teacher just starting out.
Researcher:

Did the implementation of the guidelines change the knowledge and skills you as
educators have to support primary school learners showing aggression associated

with psychological trauma? If so, in which way?

Participant:

Every learner is uniqgue and handle trauma differently. Every learner will be handled
differently.

Researcher:

Which of the guidelines — if any — do you disagree with? Please motivate why.
Participant:

None of them.

Researcher:

Is there anything you want to share that you did not feel comfortable with sharing in

the group interviews?

Participant:

No thank you. | said everything | wanted to.

SCHOOL 3:
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Participant 10

Researcher:

What were your experiences as educator, regarding learner aggression associated
with psychological trauma, during the implementation of the proposed guidelines?

Participant:

Learners would normally act out because they want you to notice that something is
wrong, like their cry for help. Some do it without even knowing that they are giving the

impression that something is wrong.
Researcher:

Did the implementation of these guidelines give you a clear idea on how to support
learners showing aggressive behaviour due to psychological trauma? If so/not —
please elaborate.

Participant:

Yes. One realises that learners go through so much more than we know. They deal
with situations that we may never have dealt with. So the guidelines gives you a
perspective that we don’t know. It prepares you so that you may have to dig deeper

insight as to help these learners.
Researcher:

When comparing your knowledge and understanding of the phenomenon before and
after the implementation cycle, was the implementation cycle successful according to

you or not? Why?

Participant:

Yes. It makes me understand more. It makes me more aware of my learners, so | am

able to pick up when the behaviour changes.

Researcher:

215



Did the implementation of the guidelines change the knowledge and skills you as
educators have to support primary school learners showing aggression associated

with psychological trauma? If so, in which way?

Participant:

Yes. Primary school learners are more open about their experiences. But they are
more delicate and fragile when dealing with issues. One has to be more sensitive when

dealing with them.
Researcher:
Which of the guidelines — if any — do you disagree with? Please motivate why.

Participant:

| do not disagree with any of the guidelines. | find them quite resourceful. Definitely

something | could apply in my classroom
Researcher:

Is there anything you want to share that you did not feel comfortable with sharing in

the group interviews?

Participant:

No thank you.

Participant 11

Researcher:

What were your experiences as educator, regarding learner aggression associated

with psychological trauma, during the implementation of the proposed guidelines?

Participant:
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As a teacher | have a lot of experience of learner aggression associated with
psychological trauma. One of my learners left school because he couldn’t handle the
loss of his mother. His behaviour became uncontrolled, disrespectful. He does not

want to listen to elders — even at home.
Researcher:

Did the implementation of these guidelines give you a clear idea on how to support
learners showing aggressive behaviour due to psychological trauma? If so/not —
please elaborate.

Participant:

Yes. Learners would come freely to talk about something that has happened. They
understand that there is help when they feel the need to talk to someone. These

learners who are open to discuss their situations were feeling much better after talking.
Researcher:

When comparing your knowledge and understanding of the phenomenon before and
after the implementation cycle, was the implementation cycle successful according to

you or not? Why?

Participant:

Yes. Our school does need these guidelines. Daily are a lot of things happening in our
kids’ lives. We as teachers must take these guidelines into actions to secure our

learners.
Researcher:

Did the implementation of the guidelines change the knowledge and skills you as
educators have to support primary school learners showing aggression associated
with psychological trauma? If so, in which way?

Participant:

Not really, because I've studied learner support. Out of that | already could take action

or handle a learner who needs support.
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Researcher:
Which of the guidelines — if any — do you disagree with? Please motivate why.

Participant:

None of the guidelines. | just don’t agree that we should discuss the problem with other
learners. Kids are sensitive. Other classmates would make a joke about that problem,

which can cause more problems.
Researcher:

Is there anything you want to share that you did not feel comfortable with sharing in

the group interviews?

Participant:

No thank you.

Participant 12

Researcher:

What were your experiences as educator, regarding learner aggression associated
with psychological trauma, during the implementation of the proposed guidelines?

Participant:

Trauma may spark aggression in learners, through the implementation of the
guidelines | have come to find that if these learners are handled in an appropriate
manner, with the additional support and assistance. They will be able to cope much

better (academically and socially).
Researcher:

Did the implementation of these guidelines give you a clear idea on how to support
learners showing aggressive behaviour due to psychological trauma? If so/not —

please elaborate.
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Participant:

Yes it did. The guidelines were truly enlightening as it provided me with supporting
information on how to handle a learner who has been through a psychological trauma;
and how to help that learners overcome his/her challenges.

Researcher:

When comparing your knowledge and understanding of the phenomenon before and
after the implementation cycle, was the implementation cycle successful according to
you or not? Why?

Participant:

Yes. The implementation was successful as it provided the simple do’s and don’ts of
handling such a situation. It guided me and prevented me from making basic mistakes
which may aggravate the affected learner’s aggressive state.

Researcher:

Did the implementation of the guidelines change the knowledge and skills you as
educators have to support primary school learners showing aggression associated
with psychological trauma? If so, in which way?

Participant:

Yes. | am much better equipped with the knowledge on how to handle these types of

learners. The guidelines provide solid support and assistance in this area.
Researcher:

Which of the guidelines — if any — do you disagree with? Please motivate why.
Participant:

No just a few amendments. | wrote all of them down for you.

Researcher:
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Is there anything you want to share that you did not feel comfortable with sharing in

the group interviews?

Participant:

No thank you.

Participant 4

Researcher:

What were your experiences as educator, regarding learner aggression associated

with psychological trauma, during the implementation of the proposed guidelines?

Participant:

Not all children react in the same way. When implementing the proposed guidelines
you have to first tend to the individual need of the learner in particular and then choose
a plan of action that is going to be implemented. You can't follow these exact

guidelines as proposed, because you have to think of the individual.
Researcher:

Did the implementation of these guidelines give you a clear idea on how to support
learners showing aggressive behaviour due to psychological trauma? If so/not —

please elaborate.

Participant:

Yes. Definitely gave a clear idea on how to support the learner in such a situation.
Once again not all the learners are the same and you need to analyse the situation
first before you can choose a method of handling it. The guidelines give well thought

out plans of what can be done.

Researcher:
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When comparing your knowledge and understanding of the phenomenon before and
after the implementation cycle, was the implementation cycle successful according to

you or not? Why?

Participant:

| think that | learnt a lot during the implementation cycle. Because usually | am quite
unclear on how to handle these types of situations. The guidelines at least gave us a

few ideas on how to start at least.
Researcher:

Did the implementation of the guidelines change the knowledge and skills you as
educators have to support primary school learners showing aggression associated

with psychological trauma? If so, in which way?

Participant:

Yes, it gave me a clear guideline on a plan of action. Before the guidelines you kind of

felt lost in these cases.

Researcher:

Which of the guidelines — if any — do you disagree with? Please motivate why.
Participant:

| wrote the guidelines | feel need to be changed on the form.

Researcher:

Is there anything you want to share that you did not feel comfortable with sharing in

the group interviews?

Participant:

No thank you, we discussed everything in the group interview.
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ADDENDUM F — PROCESSING DATA INTO DATA SEGMENTS

QUESTION 1:

In your experience, how do primary school learners react when exposed to

psychological trauma?

CYCLE 1: Stage 3

SCHOOL 1

SCHOOL 2

SCHOOL 3

o Withdraw.

e Struggle sharing
feelings and thoughts.

¢ Feel safe alone.

e Struggle to adapt.

e Stop doing homework
and school work.
[}

¢ Drinking, smoking and
bullying.

e Aggressive.

e React in different ways.

“Close” themselves off.

Act quietly.

Show anti-social signs
- do not interact much
and hardly speak.
Does not change in
behaviour.

Would casually tell a
friend.

Make themselves
noticeable - fighting or
bullying or being
disruptive in class.
Absent form school.

o Withdraw themselves.

Very aggressive.
Some want all your
attention.

Work is incomplete or
not done.

QUESTION 2:

What are the various contributory factors to aggressive behaviour shown by primary

school learners?

SCHOOL 1

SCHOOL 2

SCHOOL 3

¢ Alcohol abuse by parent
[}

¢ Over disciplined.

Changes in home
environment.
Changes in immediate
frame of references.

New school.
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eDon'’t care about
education.

e Bullied - become
aggressive and
revengeful.

e Abused.

¢ Bullied by others.

¢ Seek attention.

¢| do not know.

o |f hurt they over react.

e Parents not involved.

e Exposed to drinking +
smoking.

e Responsibility for
younger sibling -
absence of their
parents.

e The loss of a parent.
[ )

e Can’t deal with basic
emotional interactions -
first reaction is anger
(name calling, hitting,
bullying, etc.).

e Do what they want at
home.

[ )

¢ No discipline - absent
parents (work late).

QUESTION 3.1:

Have you experienced aggressive behaviour of learners that can be traced to

psychological trauma?

SCHOOL 1 SCHOOL 2 SCHOOL 3
e Yes. e Yes. e Yes.
e Yes. e Yes. e Yes.
e Yes. e Yes.
e Yes e Yes.
e Yes.
QUESTION 3.2:
If so, how would you describe these experiences?
SCHOOL 1 SCHOOL 2 SCHOOL 3

¢ Aggressive when
confronted.
[}

e Make others feel
physical pain.

¢ No discipline - absent
parent.

e Parents work late in the
evenings.

¢ Can do what they want
at home.

e Aggressive to discipline
— learner is not used to.

Parent divorced.

The parents spoke as if
they were worth
nothing.

Learner verbal bully -
very short temper.
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e Fright & hit each other.
¢ Bully others

e Undermine teachers
and parent.

e Mother passed away —
live with grandmother.

e The main cause of the
trauma remains a
secret.

¢ Very short-tempered.

¢ Very sensitive about
matters at home.

Aggression.

The loss of a parent —
feel the void.

Don’t know how to ask
for help or to share
what is happening to
them.

Aggressive reaction
see from parents,
guardians and role
models.

QUESTION 4:

How do you normally handle learner aggression when associated with trauma?

SCHOOL 1

SCHOOL 2

SCHOOL 3

e Refer them to the
social worker.

e Tryto calm them
down.

e Try to establish trust.

e Encourage positive
behaviour.

e | am there for them.

e Methods are different

from learner to learner.

Stay as calm as
possible.
Talk to the learner.

Personal one-on-one
sessions with learners.

Confidential — teachers
don’t know or
understand the child’s
behaviour.

Be understanding and
empathetic.

Pay close attention to
them.

Move them closer to
my desk.

Ask to come see my
privately.

Discuss the incident
and not attack the
child’s character.
Always have sympathy
for the learner.

Ignore the aggression
as far as possible.

If behaviour continuous
- address them in the
class.

e Discuss it with parents.
¢ Advise counselling.
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QUESTION 5:

What knowledge do you, as educator, feel will empower you adequately to support

primary school learners showing aggression associated with psychological trauma?

SCHOOL 1

SCHOOL 2

SCHOOL 3

eHow do | approach
learners is somewhat
difficult.

¢ The knowledge of how
to handle these
learners.

e How to handle learners
who experienced
different types of trauma
would help.

e What the symptoms are
of learners who show
aggression because of
trauma.

[}

e How to identify learners
exposed to different
types of trauma.

¢ Who to contact that will
help that does not
include the social
worker.

e How to build a trust
relationship.

[}

More knowledge
through a course or a
program.

What to say and how
to react if a child tells
you about his/her
trauma.

Who can | contact to
help.

What coping
mechanisms can | give
a child who confides in
me.

Know the effects of
trauma on a child —
mentally, socially and
academically.

Help learners
overcome those effects
in a positive way.
Understanding of what
they are going through.

e How to build a
relationship with the
learners.

e Experience over time
helps a lot.

¢ Any school should
have a
counsellor/psychologist
from the department.
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CYCLE 3: Stage 1

QUESTION 1:

If you reflect on the trial implementation cycle, were the guidelines effective in

supporting you in dealing with learner aggression associated with psychological

trauma?
SCHOOL 1 SCHOOL 2 SCHOOL 3
e Yes, definitely. e They worked. e Yes | think extremely
o ¢ Yes they did. SO.
e Yes.
o Definitely.
QUESTION 2:

Are there any of the guidelines that were a part of the trial cycle that you as educator

feel the need to be removed?

SCHOOL 1 SCHOOL 2 SCHOOL 3

) e All of the guidelines e No,
have to stay.

e | feel there can be no
exceptions.

QUESTION 3:

Taking the guidelines suggested to be removed — what are your opinions as educators

regarding these specific guidelines? (Did you find them to be unnecessary/effective?)

SCHOOL 1 SCHOOL 2 SCHOOL 3
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o | totally disagree. You
need to have a softer
approach after a bad
incident.

e The guidelines work,
there are a few that
need to be adapted, but
we wrote that down.

¢ No, nothing should be
removed.

e No guidelines
should be remove,
only adapted.

QUESTION 4:

Are there guidelines that should be added to the list? Why do you feel that adding

these guidelines will improve the experience?

SCHOOL 1

SCHOOL 2

SCHOOL 3

e No, we just feel there
should be a few
adjustments.

e | think we haveto add |e

something regarding
training for teachers.
e Teacher training on
how these guidelines
should be applied.

The involvement of a
parent or a guardian is
of great importance.
We cannot fight a battle
alone.

CYCLE 3: Stage 2

Guidelines compiled and submitted for review

Noitwill 1 oo ason why it will
o Yeg it | notwork not who/how the
Guidelines will or has to L
guideline needs to
work be
be amended.
amended
1. Maintain usual routines. A return | X X X
to “normalcy” will assure the child | X X X
that he/she is safe and life will go | X X X
on after the event. X X
e All teachers have to
2. The problems of the learner be informed of
should under no circumstances | X X X | X X X X X situation. Learners
be discussed with learner or X X X don’t need detail.
teachers. eEducators need to
know exactly what is

227



happening so that
they can be able to
help.

eEducators need to
know what is
happening in the
learner’s life so that
he/she will be able to
handle the child
properly.

eDiscussion with other
teachers, because
they may have the
same problem as
you.

eMostly other
teachers should also
know what is going
on with the learner.

eOther teachers may
need to be made
aware of situation to
accommodate the
learner.

eDiscuss it with other
teachers, so they can
understand why
learners’ behaviour
has changed.

elearner may be
acting out in some
cases, but only feel
comfortable taking to
one. So share so that
the other teacher can

understand.
3. Firm limits should be set, and | X X X
logical (rather than punitive) | X X X
consequences should be set for | X X X
inappropriate behaviour. X
4. Provide the learner with a safe X X X : .
place to talk to. A designated | { { { e Time constraints.
time and place for sharing should Knowledge on how
XX to handle the

be set.

situation is
sometimes limited.
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eBut do not give much
personal info.

oIt will depend on
what kind of problem
it is (a child being
abused at home)

e Confidentiality even
though a little
understanding from
peers could help.

o Other learners may

5. Explain to the other learners in | X X X make the learner feel
the class what is going on with | X X X | XX X X excluded and
the learner in their class. X targeted.

eNot all learners in the
lower grade classes
will understand how
serious a situation is
and will make a joke
about it.

elearners have a
tendency of teasing
each other. Although
the teacher may
mean ell, learners
will see it as a way to
tease the learner.

6. Questions about the traumatic
event should be answered simple
and realistic -  clarifying
misconceptions and distortions.
If the learner askes these
questions at a time or place that
IS not appropriate — give the
learner a time and place when
you will answer the questions.

XXX

XXX

XXX
XX

7. Situations may be reminders of
the traumatic event/s, provide | X X X
additional support to learners. | X X X
E.g. For the child who doesn’tlike | X X X
being alone, provide them with a X
partner to accompany them.

el earners use school

8. At once or twice a week, spend | X X X x X XXX | transport, no time or
one-on-one time with the learner. | X X X place to talk after
school.
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eNo time as learners
are using common
transport.

eTine and transport
have an influence on
spending time with
learners.

eTime is very limited.

e This may be difficult
due to the lack of
free periods and
time.

eTime is a big issue.
Most learners need
this one-on-one talk,
but it is sometimes
impossible to help
them. If it is one or
two of them then | is
fine, but we sit with a
lot of trauma cases.

el earner then
becomes too
dependent on the
support and if they
change grades, it is
like a setback.

9. Warn learner if you will be doing

eNot always possible
when you give class
— you go with the
lesson if differ from

protect classmates from details
of the learner’s trauma.

i ) XXX big class.
something out of the ordinary, : —
like making sudden loud noises XXXXX AXX *This may be difficult
or turning off the lights. to _ant|C|pate (.IOUd

noises, shouting).

e This eliminates the
element of surprise
and you don’ receive
the true reaction.

10. Be aware of other children’s
reaction to the traumatised
. ! XXX
learner and to the information
. XX X
shared. Protect the traumatised XX X
learner from peer’s curiosity and X X
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11. No exceptions should be made

for learners. Learners should be
handled exactly the same.

XXX
XX

XX XXX

eNot for the first while
after trauma.

e The educator must
sympathise with the
learner.

eEven though each
learner should be
treated the same,
some cases do need
individual attention.
In case of trauma,
soft words, etc.

eDepending on the
learner’s situation,
some exceptions
may need to be
made.

o All learners’
circumstances and
situations are
different.

12. Consider

making
accommodations and
modifications to academic work
for a brief time - shorten
assignments, allow additional
time to complete assignments
and provide additional support.

XXX
XXX

XX XXX

eNot allowed by
department.

¢ This will not work
due to departmental
issues.

eDepartment of
education has their
own program to
support these
learners.

eDepartmental
regulation.

oIf the department
allows it.

eDepartment is
required to give
permission for all
learners if they have
extra time.

CYCLE 3: Stage 3

QUESTION 1
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What were your experiences as educator, regarding learner aggression associated
with psychological trauma, during the implementation of the proposed guidelines?

SCHOOL 1 SCHOOL 2 SCHOOL 3

¢ A lot of improvement o o

and some progress on

handling that kind of e An appropriate manner,
situation. : with the additional
. ¢ You should always win support and
o ) the learner’s trust. You assistance.
. should handle every e First tend to the
learner with love. individual need of the
e | realised there were learner in particular.

things | didn’t do right -

but some

were not.

¢ My knowledge or
approach has really
changed now that |
know how to approach
learners.

e They were mostly

positive.
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QUESTION 2

Did the implementation of these guidelines give you a clear idea on how to support

learners showing aggressive behaviour due to psychological trauma?

SCHOOL 1

SCHOOL 2

SCHOOL 3

Yes
Yes
Yes
Yes
Yes
Yes

e Yes
e Yes

Yes
Yes
Yes
Yes

If so/not — please elaborate.

SCHOOL 1

SCHOOL 2

SCHOOL 3

¢ Now know exactly what
to do and where to start
and how these learners
should be treated.

e | didn’t have prior
knowledge on how to
identify or support
learners that has
experienced trauma.

e Can be identified
because of trauma. Now
educators can
understand that learners
are not just naughty,
there might be

something more to it.

e It served as a reminder
to see each case
individually and to
respond with

calmness.

One realises that
learners go through so
much more than we
know.

It prepares you so that
you may have to dig
deeper insight as to
help these learners.
The guidelines were
truly enlightening as it
provided me with
supporting information
on how to handle a
learner who has been
through a psychological

trauma.
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o ¢ Definitely gave a clear
idea on how to support
the learner in such a

situation.

¢ | now think about
learner behaviour and
my reactions completely

differently.

QUESTION 3

When comparing your knowledge and understanding of the phenomenon before and

after the implementation cycle, was the implementation cycle successful according to

you or not?
SCHOOL 1 SCHOOL 2 SCHOOL 3
e The e Yes e Yes.
implementation o Yes e Yes.
was successful e Yes.
e Yes. e | think that | learnt
e It was successful a lot
e |t was successful
Why?
SCHOOL 1 SCHOOL 2 SCHOOL 3
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¢ Knowledge and
understanding, but now
we have a clue on how
to deal with these
situations.

[ ]

¢ | could see some
changes from the
learners’ side.

¢ On how to approach
learners during
traumatic times.

¢ Not all learners are the
same, so you have to
treat them differently —
the guidelines help with
this.

Especially for a
teacher just starting
out.

It makes me
understand more. It
makes me more aware
of my learners, so | am
able to pick up when
the behaviour changes.

It guided me and
prevented me from
making basic mistakes
which may aggravate
the affected learner’s
aggressive state.

The guidelines at least
gave us a few ideas on
how to start at least.

QUESTION 4

Did the implementation of the guidelines change the knowledge and skills you as

educators have to support primary school learners showing aggression associated

with psychological trauma?

e Yes.
e Yes.

SCHOOL 1 SCHOOL 2 SCHOOL 3
e Yes. ¢ |t only expanded. e Yes.
e Yes. e Yes. e Not really.
¢ | now have more e Yes
knowledge and skills. e Yes.

If so, in which way?
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SCHOOL 1 SCHOOL 2 SCHOOL 3
o e Every learner is unique | e Delicate and fragile
and handle trauma when dealing with
differently. Every issues.
o learner will be handled | e Knowledge on how to
differently. handle these types of
learners.
[ ]
QUESTION 5

Which of the guidelines — if any — do you disagree with? Please motivate why.

SCHOOL 1

SCHOOL 2

SCHOOL 3

e | don't disagree with
any of them. | just think
there are a few that
need to be changed.

e No, all of them work.
We just need some
changes to a few.

e None of them.

e | think only adaptions
are needed.

e All have merit and
could be used
successfully.

¢ None of them.

¢ | do not disagree with
any of the guidelines.

¢ None of the guidelines.

e No just afew
amendments.

¢ | feel need to be
changed on the form.

QUESTION 6

Is there anything you want to share that you did not feel comfortable with sharing in

the group interviews?

SCHOOL 1

SCHOOL 2

SCHOOL 3

e No. | appreciate
everything you are
trying to do. You are
most welcome here.
Thank you.

o | still feel counsellors
should be assigned
permanently to
schools.

No thank you.
No thank you.
No thank you.
No thank you we
discussed
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e No I think as you know | ¢ No thank you. | said everything in the
| was very verbal everything | wanted to. group interview.
during the interviews.

e Not at all.

¢ No thank you.

e Not at all.

ADDENDUM G — PROCESSING DATA SEGMENTS INTO CATEGORIES
CYCLE 1: Stage 3
QUESTION 1:

In your experience, how do primary school learners react when exposed to

psychological trauma?

SCHOOL 1 SCHOOL 2 SCHOOL 3
e Struggle to share - o ¢ Withdraw themselves.
feelings and thoughts. .
¢ Feel safer alone — e “Close” themselves off.
withdraw. e Anti-social signs — e Very aggressive.
e Struggle to adapt. silent.
o e Withdrawn. e Some want all you
e Stop doing homework o attention.
and school work. o Make themselves e Work is incomplete or
o noticeable — fighting/ not done.
bullying/disruptive.
o ¢ Does not change.
e Tell afriend..
e Destructive behaviour - | ¢ Absent form school.
drinking, smoking and
bullying.
e Become aggressive.
¢ React in different ways.

QUESTION 2:

What are the various contributory factors to aggressive behaviour shown by primary

school learners?
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SCHOOL 1

SCHOOL 2

SCHOOL 3

e Parents drinking at
home.
[}
, then they act
the same at school.
[}

eDon't care about
education when
confronted they get
aggressive.

o |f hurt they over react.

e Parents not involved.

e Exposed to drinking and
smoking.

¢ Children take
responsibility for
younger sibling -
absence of their parents

e |f bullied, turn into
bullies.

e Bullied - become
aggressive and
revengeful.

¢ Abused.

¢ Bullied by others.

¢| do not know.

¢ Bully - seek attention.

¢ Over disciplined.
[ ]

e The loss of a parent.
[ )

¢ No discipline - absent
parents (work late).
[ ]

e Can’t deal with
emotional things (basic
everyday interactions) -
first reaction is anger
(name calling, hitting,
bullying, etc.).

¢ Do what they want at
home.

Changes in home
environment.

Changes in immediate
frame of references.
New school.

QUESTION 3.1:

Have you experienced aggressive behaviour of learners that can be traced to

psychological trauma?

SCHOOL 1 SCHOOL 2 SCHOOL 3
e Yes. e Yes. e Yes.
e Yes. e Yes. e Yes.
e Yes. e Yes.
e Yes e Yes.
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QUESTION 3.2:

If so, how would you describe these experiences?

SCHOOL 1

SCHOOL 2

SCHOOL 3

¢ Aggressive when

confronted.

e Fright & hit each other
without second

thoughts.

e Make up victims feel the
physical pain.
¢ Bully others

e Undermine teachers
and parent.

¢ Father abandoned her.

e Mother passed away —
lives with grandmother.

e The main cause of the
trauma remains a
secret.

¢ Very short-tempered.

¢ \Very sensitive about

matters at home.

No discipline - absent
parent.

Parents work late in the
evenings.

Can do what they want
at home.

Aggressive to discipline
due to the fact that
learner is not used to.
Most do not have a
support structure at
home.

Abuse contributes to
aggression.

The loss of a parent -
feel the void.

Don’t know how to ask
for help or to share
what is happening to
them.

Not able to deal with
emotional things (basic
everyday interactions) -

first reaction is anger

Parent divorced.

The parents spoke as if
they were worth
nothing.

Learner verbal bully —

ver y short temper.

239




(name calling, hitting,

bullying, etc.).

Aggressive reaction
see from parents,
guardians and role

models.

QUESTION 4:

How do you normally handle learner aggression when associated with trauma?

SCHOOL 1

SCHOOL 2

SCHOOL 3

Refer them to the
social worker to deal
with.

| try to talk to the
learner.

Try to calm them
down. | sit down and
talk to them, but the
language is a barrier.

Try to establish trust.
Get them to trust me, |
try to get them to open
up to me.

Encourage them
towards positive
behaviour.

Try to talk to the
learner later on.

Personal one-on-one

sessions with learners.

Speak to them and try
to find out what the
issue is.

Ask to come see my
privately.

Try to stay as calm as
possible.

Always have sympathy
for the learner.

Discuss the incident
and not attack the
child’s character.

If behaviour continuous
- address them in the
class.

Ignore the aggression
as far as possible.
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e | am there for them. If
they need to talk or
want advice.

e Methods are different
from learner to learner.

Usually confidential
and other teachers
don’t know or
understand the child’s
behaviour.

Try to be
understanding and
empathetic.

Pay close attention to
them.

Move them closer to
my desk.

e Usually discuss it with
parents.

¢ Always advise
counselling.

QUESTION 5:

What knowledge do you, as educator, feel will empower you adequately to support

primary school learners showing aggression associated with psychological trauma?

SCHOOL 1

SCHOOL 2

SCHOOL 3

e What the symptoms are
of learners who show
aggression because of
trauma.

e How to identify learners
exposed to different
types of trauma.

[

More knowledge
through a course or a
program.

What to say and how
to react if a child tells
you about his/her
trauma.

e How to build a
relationship with the
learners.

e Experience over time
helps a lot.

¢ Any school should
have a
counsellor/psychologist
from the department.
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eHow do | approach
learners is somewhat
difficult.

¢ The knowledge of how
to handle these
learners.

e How to handle learners
who experienced
different types of trauma
would help.

¢ \Who to contact that will
help that does not
include the social
worker.

e How to build a trust
relationship.

[ ]

o Know the effects of
trauma on a child —
mentally, socially and
academically.

e Who can | contact to
help.

e What coping
mechanisms can | give
a child who confides in
me.

e Help learners
overcome those effects
in a positive way.

¢ Understanding of what
they are going through.

QUESTION 1:

If you reflect on the trial implementation cycle, were the guidelines effective in

supporting you in dealing with learner aggression associated with psychological

CYCLE 3: Stage 1

trauma?
SCHOOL 1 SCHOOL 2 SCHOOL 3
e Yes, definitely. e They worked. e Yes | think extremely
o e Yes they did. SO.
e Yes.
o Definitely.

QUESTION 2:

Are there any of the guidelines that were a part of the trial cycle that you as educator

feel the need to be removed?
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SCHOOL 1

SCHOOL 2

SCHOOL 3

e | feel there can be no
exceptions.

e Allof the
guidelines have to
stay.

e No,

QUESTION 3:

Taking the guidelines suggested to be removed — what are your opinions as educators

regarding these specific guidelines? (Did you find them to be unnecessary/effective?)

SCHOOL 1

SCHOOL 2

SCHOOL 3

o | totally disagree. You
need to have a softer
approach after a bad
incident.

e The guidelines work,
there are a few that
need to be adapted, but
we wrote that down.

¢ No, nothing should be
removed.

e No guidelines
should be remove,
only adapted.

QUESTION 4:

Are there guidelines that should be added to the list? Why do you feel that adding

these guidelines will improve the experience?

SCHOOL 1

SCHOOL 2

SCHOOL 3

e No, we just feel there
should be a few
adjustments.

e | think we have to add
something regarding
training for teachers.

e Teacher training on
how these guidelines
should be applied.

¢ The involvement of a
parent or a guardian is
of great importance.
We cannot fight a battle
alone.
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CYCLE 3: Stage 2

Guidelines compiled and submitted for review

ves it rl:lc?tl\sv\l(;l:IkI Reason why it will
Guidelines will or has to nc_)t W.hO/hOW the
work be guideline needs to
be amended.
amended
13. Maintain usual routines. A
return to “normalcy” will assure 11/11
the child that he/she is safe and
life will go on after the event.

e All teachers have to
be informed of
situation. Learners
don’t need detalil.

eEducators need to
know exactly what is
happening so that
they can be able to
help.

14. The problems of the learner *Educators r_1eed to
should under no circumstances know w_hat IS
4/11 7/11 happening in the

be discussed with learner or

teachers.

learner’s life so that
he/she will be able to
handle the child
properly.

e Discussion with other
teachers, because
they may have the
same problem as
you.

eMostly other
teachers should also
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know what is going
on with the learner.

¢ Other teachers may
need to be made
aware of situation to
accommodate the
learner.

eDiscuss it with other
teachers, so they
can understand why
learners’ behaviour
has changed.

elLearner may be
acting out in some
cases, but only feel
comfortable taking to
one. So share so
that the other
teacher can
understand.

15.  Firm limits should be set, and
logical (rather than punitive)
11/11
consequences should be set for
inappropriate behaviour.
16. Provide the learner with a eTime constraints.
time and place for sharing should to handle the
be set. situation is
sometimes limited.
eBut do not give much
personal info.
e|t will depend on
what kind of problem
it is (a child being
abused at home)
17.  Explain to the other learners 711
in the class what is going on with 4/11

the learner in their class.

e Confidentiality even
though a little
understanding from
peers could help.

¢ Other learners may
make the learner feel
excluded and
targeted.
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eNot all learners in the
lower grade classes
will understand how
serious a situation is
and will make a joke
about it.

elLearners have a
tendency of teasing
each other. Although
the teacher may
mean ell, learners
will see it as a way to
tease the learner.

18.

Questions about the
traumatic event should be
answered simple and realistic —
clarifying misconceptions and
distortions. If the learner askes

: . 11/11
these questions at a time or
place that is not appropriate —
give the learner a time and place
when you will answer the
guestions.
19. Situations may be reminders
of the traumatic event/s, provide
additional support to learners.
E.g. For the child who doesn’'t| 11/11
like being alone, provide them
with a partner to accompany
them.
el earners use school
transport, no time or
place to talk after
school.
eNo time as learners
are using common
transport.
eTine and transport
20. At once or twice a week, have an influence on
spend one-on-one time with the | 6/11 5/11 spending time with

learner.

learners.
eTime is very limited.

e This may be difficult
due to the lack of
free periods and
time.

eTime is a big issue.
Most learners need
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this one-on-one talk,
but it is sometimes
impossible to help
them. If it is one or
two of them then | is
fine, but we sit with a
lot of trauma cases.

el earner then
becomes too
dependent on the
support and if they
change grades, it is
like a setback.

eNot always possible
when you give class
— you go with the

handled exactly the same.

21. Warn learner if you will be lesson if differ from
doing something out of the| XXX big class.
ordinary, like making sudden | X XX XXX e This may be difficult
loud noises or turning off the| XX to anticipate (loud
lights. noises, shouting).

e This eliminates the
element of surprise
and you don’ receive
the true reaction.

22. Be aware of other children’s
reaction to the traumatised

. . XXX
learner and to the information

: XXX

shared. Protect the traumatised XX X
learner from peer’s curiosity and

. XX
protect classmates from details
of the learner’s trauma.

eNot for the first while
after trauma.

e The educator must
sympathise with the
learner.

23. No exceptions should be made |  , eEven though each
for learners. Learners should be XXX XX | learnershould be
XX treated the same,

some cases do need
individual attention.
In case of trauma,
soft words, etc.
eDepending on the
learner’s situation,
some exceptions
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may need to be
made.

e All learners’
circumstances and
situations are
different.

eNot allowed by
department.

¢ This will not work
due to departmental
issues.

eDepartment of
education has their

24. Consider making own program to
accommodations and support these
modifications to academic work learners.

: g XXX
for a brief time - shorten XX X XX XXX e Departmental
assignments, allow additional regulation.
time to complete assignments oIf the department
and provide additional support. allows it.

eDepartment is
required to give
permission for all
learners if they have
extra time.

CYCLE 3: Stage 3
QUESTION 1

What were your experiences as educator, regarding learner aggression associated

with psychological trauma, during the implementation of the proposed guidelines?

SCHOOL 1 SCHOOL 2 SCHOOL 3
° . ° °
e |realised there were
things | didn’t do right - e An appropriate manner,
. . with the additional
e You should always support and
o win the learner’s trust. assistance.
You should handle e First tend to the
e A lot of improvementand | €very learner with individual need of the
some progress on love. learner in particular.
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handling that kind of
situation.

e My knowledge or
approach has really
changed now that | know
how to approach
learners.

e They were mostly
positive.

but some

were not.
QUESTION 2

Did the implementation of these guidelines give you a clear idea on how to support

learners showing aggressive behaviour due to psychological trauma?

SCHOOL 1 SCHOOL 2 SCHOOL 3
e Yes e Yes o Yes
e Yes e Yes o Yes
e Yes e Yes
e Yes e Yes
e Yes
e Yes

If so/not — please elaborate.

SCHOOL 1 SCHOOL 2 SCHOOL 3

¢ Now know exactly what to e Itservedasa ¢ One realises that
do and where to start and reminder to see learners go through so
how these learners should each case much more than we
be treated. individually and to know.

e | didn’t have prior respond with e It prepares you so that
knowledge on how to calmness. you may have to dig
identify or support learners | e deeper insight as to
that has experienced help these learners.
trauma. e The guidelines were

¢ Can be identified because truly enlightening as it
of trauma. Now educators provided me with
can understand that supporting information
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learners are not just on how to handle a

naughty, there might be learner who has been
something more to it. through a psychological
. trauma.

e Definitely gave a clear
idea on how to support
the learner in such a

¢ The guidelines also make situation.

identifying learners who are
going through a difficult
possible.

¢ | now think about learner

behaviour and my reactions
completely differently.

QUESTION 3

When comparing your knowledge and understanding of the phenomenon before and

after the implementation cycle, was the implementation cycle successful according to

you or not?
SCHOOL 1 SCHOOL 2 SCHOOL 3
e The e Yes e Yes.
implementation e Yes e Yes.
was successful e Yes.
e Yes. e | think that | learnt
e |t was successful a lot
e |t was successful
Why?
SCHOOL 1 SCHOOL 2 SCHOOL 3
¢ Knowledge and o ¢ It makes me
understanding, but now understand more. It
we have a clue on how makes me more aware
to deal with these Especially for a of my learners, so | am
situations. teacher just starting able to pick up when
o out. the behaviour changes.
[}
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¢ | could see some
changes from the
learners’ side.

e On how to approach
learners during
traumatic times.

¢ Not all learners are the
same, SO you have to
treat them differently —
the guidelines help with
this.

¢ |t guided me and
prevented me from
making basic mistakes
which may aggravate
the affected learner’s
aggressive state.

e The guidelines at least
gave us a few ideas on
how to start at least.

QUESTION 4

Did the implementation of the guidelines change the knowledge and skills you as

educators have to support primary school learners showing aggression associated

with psychological trauma?

SCHOOL 1 SCHOOL 2 SCHOOL 3
e Yes. ¢ |t only expanded. e Yes.
e Yes. e Yes. e Not really.
¢ | now have more e Yes
knowledge and skills. e Yes.
e Yes.
o Yes,
If so, in which way?
SCHOOL 1 SCHOOL 2 SCHOOL 3

e Every learner is unique
and handle trauma
differently. Every
learner will be handled
differently.

e Delicate and fragile
when dealing with
Issues.

¢ Knowledge on how to
handle these types of
learners.
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QUESTION 5

Which of the guidelines — if any — do you disagree with? Please motivate why.

SCHOOL 1 SCHOOL 2 SCHOOL 3

e | don't disagree with ¢ All have merit and ¢ | do not disagree with
any of them. | just think could be used any of the guidelines.

there are a few that successfully. ¢ None of the guidelines.
need to be changed. e None of them. ¢ No just a few

¢ No, all of them work. amendments.
We just need some e | feel need to be

changes to a few.

e None of them.

e | think only adaptions
are needed.

changed on the form.

QUESTION 6

Is there anything you want to share that you did not feel comfortable with sharing in

the group interviews?

SCHOOL 1

SCHOOL 2

SCHOOL 3

No. | appreciate
everything you are
trying to do. You are
most welcome here.
Thank you.

No | think as you know
| was very verbal
during the interviews.
Not at all.

No thank you.

Not at all.

e | still feel counsellors

should be assigned
permanently to
schools.

No thank you. | said

everything | wanted to.

No thank you.
No thank you.
No thank you.
No thank you we
discussed
everything in the
group interview.
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ADDENDUM H — PROCESSING CATEGORIES INTO THEMES
CYCLE 1: Stage 3
QUESTION 1:

In your experience, how do primary school learners react when exposed to

psychological trauma?

SCHOOL 1 SCHOOL 2 SCHOOL 3
e Emotionally distant. o e Emotionally withdraw.
e Rigid. J
o ¢ Anti-social, avoidant
and withdrawn e Emotional aggressive
behaviour. outbursts.
e Reckless and o
o aggressive behaviour —
fighting/ bullying. e Attention-seeking
o e Confide in a friend. behaviour.
¢ High absentee number.
e \Various reactions.

QUESTION 2:

What are the various contributory factors to aggressive behaviour shown by primary

school learners?

SCHOOL 1

SCHOOL 2

SCHOOL 3

e Parental abuse and neglect.

¢ Abusive home leads to
bullying.

[ ]

e Reckless scholastic
behaviour.

¢ Aggressive reaction towards
confrontation.

e Emotionally overreaction.

¢ Siblings taking on the
parental role.

e Victims become aggressive
and revengeful.

e Attention-seeking behaviour.

¢ Over disciplined.
[

e Parental absents.
[ ]

¢ Emotionally unequipped
for daily emotional
interaction.

o No parental guidance.

e Changes in home
environment.
[ ]

e Changes in immediate
frame of references.
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QUESTION 3.1:

Have you experienced aggressive behaviour of learners that can be traced to

psychological trauma?

SCHOOL 1

SCHOOL 2

SCHOOL 3

e Yes —100%.

e Yes— 100%.

e Yes—100%.

QUESTION 3.2:

If so, how would you describe these experiences?

SCHOOL 1

SCHOOL 2

SCHOOL 3

e Aggressive behaviour
without regard to
consequences.

[

¢ Parental neglect or

e Undermines authority.

e Parental neglect.

e Aggressive behaviour
towards discipline.

e Lack of support
structure.

e Abuse contributes to
aggression.

e Parental neglect or
abuse.

e Learner verbal bully —
very short temper.

abandonment. e Model aggressive
reaction of parents,
guardians and role
models.
[ ]
QUESTION 4:

How do you normally handle learner aggression when associated with trauma?

SCHOOL 1

SCHOOL 2

SCHOOL 3

[ ]

e Referral to social
worker.

e Establish trust.

e Verbal communication.
[ ]

e [Face-to-face time with
learners.

e Sympathetic reactions
towards learners.
[ ]
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e Encourage positive
behaviour.

e Methods differ from
learner to learner.

Address issues
privately.

Avoid drastic reactions.
Mostly confidential —
teachers are not
notified of the issues.
Be understanding and
empathetic.

Pay close attention to
learners.

e Discuss the incident

and not attack the
child’s character.

e Ignore the aggression

as far as possible.

e Discuss issues with

parents.

e Advise counselling.

QUESTION 5:

What knowledge do you, as educator, feel will empower you adequately to support

primary school learners showing aggression associated with psychological trauma?

SCHOOL 1

SCHOOL 2

SCHOOL 3

¢ Aggressive symptoms
after trauma.

e |dentify learners.

[ ]

¢ Approaching learners.

e How to build a trust
relationship.
[ ]

eHow to handle learners.
¢ \Who to contact for help.

More knowledge —
course/program.
Correction reaction
towards a child while
sharing regarding
trauma.

Effects of trauma on a
child — mentally,
socially and
academically.

Coping mechanisms to
teach the learner

Help learners
overcome those effects
in a positive way.

¢ Build a relationship with
the learners.

e Experience over time
helps a lot.

¢ Any school should
have a
counsellor/psychologist
from the department.
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CYCLE 3: Stage 1

QUESTION 1:

If you reflect on the trial implementation cycle, were the guidelines effective in
supporting you in dealing with learner aggression associated with psychological

trauma?

SCHOOL 1 SCHOOL 2 SCHOOL 3

e Yes. e Yes.. e Yes.

QUESTION 2:

Are there any of the guidelines that were a part of the trial cycle that you as educator

feel the need to be removed?

SCHOOL 1 SCHOOL 2 SCHOOL 3

o e All of the guidelines o
have to stay.

o NO exceptions.

QUESTION 3:

Taking the guidelines suggested to be removed — what are your opinions as educators
regarding these specific guidelines? (Did you find them to be unnecessary/effective?)

SCHOOL 1 SCHOOL 2 SCHOOL 3
e Softer approach needed | ¢ No, nothing should be e No guidelines
after a bad incident. removed. should be remove,
e Some need to be only adapted.
adapted.
QUESTION 4:
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Are there guidelines that should be added to the list? Why do you feel that adding

these guidelines will improve the experience?

SCHOOL 1 SCHOOL 2 SCHOOL 3
e Adjustments. e Add regarding training |e Parental involvement is
for teachers. of great importance.

e Teacher training on
how these guidelines
should be applied.

CYCLE 3: Stage 2

Guidelines compiled and submitted for review

No it will Reason why it will
Yes it | notwork
Guidelines will | orhasto not V\Il_hO/how the
work be guideline needs to
amended be amended.

12. Maintain usual routines. A
return to “normalcy” will assure
the child that he/she is safe and
life will go on after the event.

100%

e All educators
involved in the
education or
interaction with the
learner have to be

36% 64% informed of the

situation, to ensure

support. Learners
involved do not need
detail regarding the

13. The problems of the learner
should under no circumstances
be discussed with learner or
teachers.

learner.
14.  Firm limits should be set,
and logical (rather than punitive)
100%
consequences should be set for
inappropriate behaviour.
15. Provide the learner with a .Igrl?sr':rgaitlnr?seinto
safe place to talk to. A designate
82% 18% account.

time and place for sharing

should be set eDepending on what

kind of problem it is
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(a child being abused
at home)

16. Explain to the other learners

e Confidentiality is the
most important
element — no
confidentiality should
be broken without
learner’s permission.

in the class what is going on with | 64% 36% .

the learner in their class. Even thoug_h a little
understanding from
peers could help.

e Avoid exposing
young learners to too
much information.

17. Questions about the el earners use school
traumatic event should be transport, no time or
answered simple and realistic — place to talk after
clarifying misconceptions and school.
distortions. If the learner askes 100% e Time and transport

. . 0 .
these questions at a time or have an influence on
place that is not appropriate — spending time with
give the learner a time and place learners.
when you will answer the Time is very limited.
guestions.

18. Situations may be reminders
of the traumatic event/s, provide
additional support to learners.

E.g. For the child who doesn't | 100%
like being alone, provide them

with a partner to accompany

them.

e This may be difficult
due to the lack of
free time. Most
learners need this
one-on-one talk, but

19. At once or twice a week, Itis sombeltlmef] I
spend one-on-one time with the | 55% 45% Impossible to help

learner.

them.

eLearner then
becomes too
dependent on the
support and if they
change grades, it is
like a setback.

258




20.

Warn learner if you will be
doing something out of the

e This may be difficult
to anticipate (loud
noises, shouting).
This eliminates the
element of surprise

handled exactly the same.

ordinary, like making sudden | 82% 18% d don’ )
loud noises or turning off the and you don receive
lights. the true reaction.

e The educator must
sympathise with the
learner.

21. Be aware of other children’s
reaction to the traumatised
learner and to the information
shared. Protect the traumatised | 100%
learner from peer’s curiosity and
protect classmates from details
of the learner’s trauma.

eEven though each
learner should be
treated the same,
some cases do need
individual attention.
In case of trauma,
soft words, etc.

e Depending on the
learner’s situation,
some exceptions

22. No exceptions should be made mgyéeneed to be
for learners. Learners should be | 45% 55% ' !

e All learners

circumstances and
situations are
different.

e Department of
education has their
own program to
support these
learners - required to
give permission for
all learners if they
have extra time.

CYCLE 3: Stage 3

QUESTION 1

What were your experiences as educator, regarding learner aggression associated

with psychological trauma, during the implementation of the proposed guidelines?
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e Things | didn’t do right.

e Guidelines help to feel
more in control.

e Approach has really
changed.

e Mostly positive.

e Learners’ reaction vary.
eHandle every learner
with love.

e An appropriate manner,
with the additional
support and
assistance.

e First tend to the
individual need of the
learner in particular.

QUESTION 2

Did the implementation of these guidelines give you a clear idea on how to support

learners showing aggressive behaviour due to psychological trauma?

e Yes—100%.

e Yes —100%.

e Yes —100%.

If so/not — please elaborate.

¢ Knowledge on where to
start and how learners
should be treated.

e Educators can
understand that learner
behaviour involves more
than just one incident.

e How to support those
learners showing
aggressive behaviour
due to trauma.

¢ Make identifying
learners who are going
through a difficult
possible.

¢ | now think about
learner behaviour and
my reactions completely
differently.

e See each case
individually.

e Respond with
calmness.

e Can be used to apply
to each learner.

¢ Provided me with
supporting information
on handling a learner
who has been through
a psychological trauma.

o Definitely gave a clear
idea on how to support
the learner in such a
situation.
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QUESTION 3

When comparing your knowledge and understanding of the phenomenon before and

after the implementation cycle, was the implementation cycle successful according to

you or not?
SCHOOL 1 SCHOOL 2 SCHOOL 3
e Implementation e Implementation 100% | Implementation 100%
100% successful successful successful
Why?
SCHOOL 1 SCHOOL 2 SCHOOL 3

¢ Knowledge and
understanding regarding
how to deal with these
situations.

[}

¢ Changes from the
learners’ side.

¢ Approaching learners
during traumatic times.

¢ Treat learners differently
— the guidelines help
with this.

e Makes me more aware
of my learners, so | am
able to pick up when
the behaviour changes.

e Prevent basic mistakes
which may aggravate
the affected learner’s
aggressive state.

¢ |deas on how to start.

QUESTION 4

Did the implementation of the guidelines change the knowledge and skills you as

educators have to support primary school learners showing aggression associated

with psychological trauma?

SCHOOL 1

SCHOOL 2

SCHOOL 3

¢ Yes - more knowledge
and skills. (100%)

e Expanded knowledge.

o Yes (75%)
e Not really (1 educator)

If so, in which way?

261



SCHOOL 1

SCHOOL 2

SCHOOL 3

e Every learner is unique
and handle trauma
differently.

e Delicate and fragile
when dealing with
issues.

e Knowledge on how to
handle these types of
learners.

QUESTION 5

Which of the guidelines — if any — do you disagree with? Please motivate why.

SCHOOL 1

SCHOOL 2

SCHOOL 3

e Do not disagree with
any of them (4 out of 5)

e Only adaptions are
needed (1 out of 5).

¢ All have merit and
could be used
successfully (2 out of
2).

e Do not disagree with
any of them (3 out of 4)

e Only adaptions are
needed (1 out of 4).

QUESTION 6

Is there anything you want to share that you did not feel comfortable with sharing in

the group interviews?

SCHOOL 1

SCHOOL 2

SCHOOL 3

e No - 100%.

e Counsellors should be
assigned permanently
to schools — 50%.

e No — 50%.

e No - 100%
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