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CHAPTER 3: 

RESEARCH METHODOLOGY AND STRATEGIES 

 

 

3.1 INTRODUCTION 

 

In Chapter 2, I situated the current study within existing literature by reviewing studies 

relevant to the focus of the study. In Chapter 3, I describe, explain and elaborate on the 

research methodology and strategies that I used in the current study. I justify my choices 

of Interpretivism as meta-theory and qualitative research as methodological paradigm. I 

elaborate on my choice of research design and the selection of cases and participants. 

Furthermore, I explain the different phases of the current study and the data collection 

and documentation techniques used. I also discuss the manner in which I conducted the 

data analysis and interpretation.  I set out the quality criteria of the study and conclude 

the chapter with a discussion on ethical considerations. Table 3.1 gives an outline of the 

research methodology and process followed in the study.  

 

Table 3.1: An outline of the research methodology and process. 

PARADIGMATIC ASSUMPTIONS 
Methodological paradigm: Qualitative research  
Meta-theoretical paradigm: Interpretivism 

RESEARCH DESIGN 
Comparative case study 

Selection of case: Convenience sampling 
Selection of participants:  Purposeful sampling 

DATA GENERATION 
Data collection techniques: Data documentation techniques: 
Focus groups  Verbatim transcripts 
Observation Field notes, research journal, visual data 
Intervention artefacts Visual data  

DATA ANALYSIS AND INTERPRETATION 
Constructivist grounded thematic analysis and interpretation (Charmaz, 2000) 

QUALITY CRITERIA OF THE STUDY 
Credibility, transferability, dependability, confirmability, authenticity 

ETHICAL CONSIDERATIONS 
Expertise of the researcher; confidentiality, anonymity and trust; positional discrepancies; cultural 

differences; sensitive information obtained; role of the researcher 
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3.2 PARADIGMATIC ASSUMPTIONS 

 

In this section, I describe the methodological paradigm, my choice of the application of 

participatory rural appraisal (PRA) principles and the meta-theoretical paradigm that I 

used in the current study.   

 

3.2.1 Methodological paradigm 

 

I elected for a qualitative paradigm as qualitative research in a holistic and inductive 

approach, where a specific social phenomenon is explored, understood and described, 

rather than explained or predicted. I explored and attempted to understand and interpret 

the implementation of the asset-based approach by teachers within a natural environment. 

In this manner, I aimed to make sense of participants’ experiences and perceptions. I 

aimed to adopt an insider perspective (emic approach), which entails an in-depth enquiry, 

where I explored the social phenomenon in a naturally occurring environment (Anderson, 

2002; Babbie & Mouton, 2001; Berg, 2007; Freebody, 2003; Mayan, 2001; McMillan & 

Schumacher, 2002; Patton, 2002; Spencer, Ritchie, Lewis & Dillon, 2003).  

 

I agree with Merriam (2002) that reality is not a static concept, but changes with time. 

Furthermore, different meanings of reality exist. Therefore, as a qualitative researcher I 

was interested in understanding the participating teachers’ interpretations of the 

implementation of the asset-based approach within their specific context (see 3.4.2) 

within a specific time frame of three years. Patton (2002) explains qualitative research as 

an attempt to comprehend situations as unique and as part of a specific context. This 

understanding is an end in itself, as the focus is not on predicting the future, but rather on 

striving to understand the nature of the specific setting. The aim is to gain a fuller picture 

and an in-depth understanding of what the world looks like in that particular setting, what 

it means for participants to be in that setting, what their lives are like and which meaning 

they ascribe to experiences.  
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In the current study, I actualised the characteristics of qualitative research described by 

Bogdan and Biklen (2003). I made use of a naturally occurring environment as direct 

source of data. I selected four schools through convenience sampling to explore teachers’ 

use of the asset-based approach. Due to the descriptive nature of qualitative research, I 

presented my data in the form of letters and symbols. I did not only focus on the 

outcomes of the study, but considered the whole research process as important. I did not 

attempt to prove hypotheses or to generalise the outcomes of the study.  I analysed data 

inductively, with the aim of gaining an in-depth understanding of the phenomenon 

studied. I was interested in the understanding and true reflection of the participants’ 

different meanings and perspectives.  

 

 

3.2.2 Applying participatory rural appraisal (PRA) principles 

The STAR3 research intervention, in which the current study is located, utilises PRA. 

Social development practitioners emphasise the valuable role that indigenisation and 

grassroots involvement may play in the planning and implementation of social support 

and development (Bar-On & Prinsen, 1999; Busza, 2004; Chambers, 1994a, 2004; 

Ferreira, 2006; Kondrat & Juliá, 1997, 1998, 2005; Odell, 2002). I regarded the 

application of PRA principles, as a community-based participatory approach, as 

methodologically appropriate for the current study. PRA is an approach that combines 

research with action. The application of this approach of philosophy typically enables 

communities to share and take action together with external assistance to enrich and 

enhance their lives. The goal of PRA correlates with a purpose of the STAR intervention, 

namely to enable teachers as community members to take control of and manage their 

own development. The rationale behind PRA is that individuals’ expertise of their own 

lives and circumstances is crucial for enhanced social development. Using PRA, 

community interaction has seemingly been enhanced within the STAR intervention. The 

participants in the study were thus included in the assessment, planning and 

                                                 
3 I make use of the terms “our” and “we” when I refer to the STAR research project, of which the current 
study formed part (also see Addendum A for a summary of concluded research in the longitudinal PRA 
STAR study). 
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implementation of strategies towards social development and support (Bar-On & Prinsen, 

1999; Binns, Hill & Nel, 1997; Busza, 2004; Chambers, 1994a, 2003, 2008; Ebersöhn, 

2006a, 2006b, 2007; Ferreira, 2006; Gibbon, 2002; Juliá & Kondrat & Juliá,, 1997, 1998, 

2005; Kapoor, 2002). 

 

PRA provides strategies whereby we (as research team) could gain an understanding of 

micro-realities within asset-based theory. PRA implies a shift from perceiving myself 

(researcher) as an outsider professional who provides advice (etic approach) towards a 

focus where I view myself as an insider participant who attempts to understand the 

situation from an insider’s perspective (emic approach) (Bar-On & Prinsen, 1999; Binns 

et al., 1997; Chambers, 1994b, 2004; Ferreira, 2006). This insider perspective also 

correlates with Interpretivism, which aims to understand the participants’ perceptions 

from their worlds and frames of reference.  

 

The application of PRA principles enabled us (as research team) to co-facilitate change 

(in partnership with teachers) by evoking agency (Gillham, 2000), instead of “solving 

problems”. Thus, our research study aimed to elicit teachers as agents towards the 

facilitation of school-based psychosocial support. PRA thus also supports the main 

principles of the asset-based approach, namely to enable communities and therefore 

generate positive and significant change from within.  

 

Although I regard PRA as suitable for the current study, the approach does have its 

critics. According to Bar-On and Prinsen (1999), one of the fundamental limitations of 

the PRA approach is the fact that PRA advocates that people know their circumstances 

and related needs the best and therefore can generate their own solutions to their 

situations. This idea is often viewed as an ideal and not as a reality in practice (Cleaver, 

1999). The question arises whether or not people and communities are in fact in the best 

position to find the best solutions to these needs and related concerns. As Mosse (1994: 

521) points out:  “if knowledge about livelihoods were equivalent to knowledge for 

action then undoubtedly most people would have solved their problems through self-help 

long ago”. In this regard, it is my view that people are the experts in their own lives, but 
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may not have the means to arrive at a workable solution for their “needs”. In the current 

study, facilitation played a fundamental role in the process of PRA. I aimed at working 

with participating teachers to facilitate awareness that they could act as change agents in 

the identification of workable solutions. 

 

During Busza’s (2004) research, she encountered the challenge of forwarding ownership 

to a community. I (together with my co-researcher4) attempted to address this limitation 

by involving participating teachers and community members as active partners in the 

process towards school-based psychosocial support. Bar-On and Prinsen (1999) agree 

that the success of PRA is largely determined by active participation. The rationale for 

starting the development process in the STAR intervention by focussing on community 

assets is that it might create hope, a positive vision and the opportunity to be enabled 

rather than being dependent. These assets and resources form the basis of addressing the 

main issues affecting the community. When communities become active partners for 

transformation, instead of recipients of aid, they assume ownership of the development 

process. Active partnerships promote community commitment and create a sense of 

enablement (Beaulieu, 2002; Cordes, 2002; Kretzmann & McKnight, 1993; Richter et al., 

2004b; Mathie & Cunningham, 2002, 2003; Nares et al., 2001; Parker et al., 1998; 

Thompson, 2005; Tibaijuka, 2003). 

 

Action plans are often the most visible product of PRA. Bar-On and Prinsen (1999) found 

that the participants in their study fell short of prospects and expectations in several 

respects. According to them, one of PRA’s operational weaknesses is that many of the 

participants’ planned actions are aimed at mobilising external, rather than internal assets 

in their communities. By applying the asset-based approach in the STAR intervention, we 

attempted to facilitate the identification and mobilisation of both the intrinsic and external 

assets, strengths and resources of individual community members and those of the 

community as a whole. Within STAR, the focus of school-based psychosocial support 

was seated in the framework of asset-based community development (Ebersöhn & Eloff, 

                                                 
4 Dr. H. Olivier. PhD (Educational Psychology), focusing on investigating relationships in the asset-based 
approach.  
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2006; Loots, 2008), which advocates for encouraging community members to confidently 

take charge in their own capacities and with their own resources. This approach works 

with available assets within a system, with the aim of enabling individuals, families and 

communities. STAR focuses on the power of local associations to steer and direct the 

process of community development, enablement and to leverage further support 

(Ammerman & Parks, 1998; Ebersöhn & Ferreira, fortcoming; Eloff, 2006a; Kretzmann 

& McKnight, 1993, 1997; Mathie & Cunningham, 2002). 

 

Chambers (2008) states that the implied or even unconscious attitude of power may be 

another potential pitfall in PRA. This potential pitfall relates to the issue of power and 

can be seen or interpreted as that researchers may think they know better. The most 

appropriate way in which I could address this potential pitfall was to acknowledge the 

fact that power discrepancies do exist and to be sensitive towards them. In the current 

study, I made use of a research journal to mirror my personal feelings, opinions and ideas 

during the research process.  

 

 

3.2.3 Meta-theoretical paradigm  

  

Meta-theoretically I frame the current study within Interpretivism to obtain an in-depth 

understanding of various ways in which teachers applied the asset-based approach to 

enhance school-based psychosocial support. Interpretivism as epistemology assisted me 

in collecting data in an interactive way, with the aim of understanding and interpreting 

the meanings underlying the behaviour of participants. In this way, I attempted to 

understand participants’ perceptions from their life worlds and frames of reference 

(Denzin & Lincoln, 2000; Merriam, 1998).   

 

Mertens (1998:11) emphasises the importance for researchers to understand participants 

from their points of view: “The researcher should attempt to understand the complex 

world of lived experience from the point of view of those who live it”. Schwandt (2000) 

agrees that in order to understand a specific social action, the researcher or interpreter 
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should be familiar with the meanings that lie behind the specific actions. As researcher, I 

attempted to understand and make meaning of the social phenomenon under study. 

 

Schwandt (2000:192) uses the concept of empathetic identification, which implies that 

the researcher should attempt to move into the participants’ thoughts, in order to 

understand their motives and beliefs. He argues that the idea of obtaining an inside 

understanding of a specific situation is a powerful key concept for understanding the 

purpose of qualitative inquiry. Thus, via Interpretivism one attempts to comprehend 

participants’ subjective consciousness. I therefore argue that the process through which 

people make sense of their lives, can be understood through the utilisation of 

Interpretivism as epistemology (McMillan & Schumacher, 2002; Poggenpoel, 1998). 

 

I agree with Greene’s (2000) argument that the fundamental task of social inquiry is not 

to discover lawful properties and truths of the external world or to link observed effects 

to underlying causes; but rather to understand participants’ constructions of meaning 

within their specific social contexts. These constructions of meaning constitute social 

realities and underpin human actions. As a researcher within the interpretivist paradigm, I 

acknowledge that I can never fully know the meanings of another person’s life 

experiences, but can only present my own interpretation and description of these 

meanings.  Furthermore, I am aware that when conducting research from an interpretivist 

stance, research findings might be viewed as biased and subjective. I acknowledge that 

both my co-researcher and my background unavoidably influenced the research process 

and findings, resulting in an end product which is personal by nature (Terre Blanche & 

Kelly, 2002). Hence, I used a first-person writing style in my thesis, with the aim of 

enabling the reader to hear my voice as researcher. The research methods employed in 

the current study were inductive in nature, which reflected the interactive relationship 

between the participating teachers and myself (Ferreira, 2006). Furthermore, I remained 

flexible in revising my methodology as needed (Ferreira, 2006; Lincoln & Guba, 2003, 

Terre Blanche & Durrheim, 2002). 
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In this regard, Greene (2000:986) argues that no value-free science exists and that an 

interpretivist inquiry is therefore unapologetically subjective. I am of the opinion that my 

unique background, insight and subjective experience of interaction added to a unique 

construction of knowledge. My worldview became part of the interpretation and 

construction of meaning, and therefore played an underlying role in shaping this research 

study (Ladkin, 2005; Patton, 2002; Seale, 1999). The following extract from my research 

journal accounts for my subjective voice:  

I realised that I, as a subjective human being, can never fully understand or represent 
another person’s view in research, as I can never stand in that specific person’s shoes. I 
can only attempt to understand participants’ view and create meaning, by filtering their 
complex world through my own perceptions, experiences, ideas and background 
(Research journal, 12 October 2005). 

 

The current study was set in four specific contexts that relied on my personal insight as 

researcher to co-create meaning. As an interpretivist, I aimed to find meaning in the 

actions and expressions of the participating teachers within this comparative case study 

by acquiring an inside understanding (Denzin & Lincoln, 2000).  Throughout the current 

study, I aimed to understand the reality of the participating teachers and dependably 

represent their experiences and understandings within their specific contexts. I regarded 

the participating teachers as partners and co-creators of knowledge and meaning. 

Through member checking (Janesick, 2000), I obtained their input and verified the 

emerged themes and sub-themes for accuracy of representation.  

 

 

3.3 RESEARCH PROCESS 

 

In this section, I discuss the research process. I first situate the current study within the 

broader STAR intervention, whereafter I discuss the research processes I followed. 
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3.3.1 The current study within the STAR intervention 

 

The current study forms part of the STAR intervention (Ebersöhn, 2006a, 2006b, 2007; 

Ebersöhn & Ferreira, forthcoming), which is methodologically grounded in PRA and 

focuses on teachers’ role in promoting resilience in schools by means of psychosocial 

support. This national project consists of different interrelated phases, conducted by the 

Department of Educational Psychology at the University of Pretoria (Ebersöhn, 2006a, 

2006b, 2007; Ebersöhn & Ferreira, forthcoming; Ferreira, 2006, 2008; Loots, 2005, 2008; 

Loots & Mnguni, 2008; McCallaghan, 2007; Mnguni, 2006; Olivier, 2009; Odendaal, 

2006). Addendum A1 provides a breakdown of the different concluded research studies 

that formed part (to date) of STAR. See Addendum A2 to view a summary of STAR’s 

funded research projects and their duration. 

 

 

3.3.2 Research process in the current study 

 

The purpose of the current study was to provide insight into psychosocial support by 

teachers in four schools by comparing how they had implemented an asset-based 

intervention. The study consisted of three broad phases: pre-intervention, intervention 

and post-intervention. During the pre-intervention phase, I collected (in collaboration 

with my co-researcher) baseline information on each of the four cases. The baseline 

information was obtained through an initial focus group (one at each school) as well as 

artefacts in the form of community asset maps (during the first session in the intervention 

phase).  

 

The intervention phase consisted of STAR intervention sessions, integrating the practical 

application of the asset-based approach with PRA principles. The post-intervention phase 

consisted of a follow-up focus group (one at each school), where the purpose was to 

determine the ways in which participants had implemented the asset-based approach (see 

3.5 for an in-depth discussion on the pre- and post intervention data collection). In all 

three phases, I made use of observation, field notes, a research journal and visual data.  
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3.3.3 Intervention phase  

 

The assumption of the STAR intervention is to facilitate teachers’ acquisition of asset-

based competencies in order to provide school-based psychosocial support within their 

school-community contexts. The intervention phase was conducted over a period of 

approximately eight months (see Addendum A3 to view the schedule of 

workshop/intervention sessions conducted at the four participating schools). In this 

section, I provide an overview of the intervention phase implemented in the current study 

(to obtain further insight, see the following publications: Ebersöhn & Ferreira, 

forthcoming; Ferreira, 2008; Loots, 2005, 2008; Loots & Mnguni, 2008; McCallaghan, 

2007; Odendaal, 2006; Olivier. 2009).  

 

The intervention phase in STAR departed methodologically from PRA, and the asset-

based approach set out from it theoretically. By applying PRA principles, we were 

nevertheless able to combine research with action, where each school-community setting 

made a vital contribution towards shared action and development. Although there is no 

one “correct” way of applying PRA, one of the key principles included in STAR was to 

improve participating teachers in the research process. Bar-On and Prinsen’s (1999) six 

steps provided guidelines in the application of PRA principles in the intervention phase 

of the STAR intervention.  

 

The overall goal of Sessions 1 to 3 was to gain insight into (i) each specific community, 

(ii) the challenges that the community faced, and (iii) resources and potential resources 

within the community. The participating teachers’ knowledge of their unique systems 

played an integral part in this information-gathering phase (Bar-On & Prinsen, 1999).  I 

agree with Kondrat and Juliá (2005) when they state that participants are valued and 

appreciated for their expertise on their unique circumstances, even if they at first do not 

always recognise how much they really know. Sessions 4 and 5 focused on taking 

responsibility in planning and initiating school-based psychosocial support projects. 

During this phase, the participating teachers prioritised areas of asset mobilisation and 

accordingly formulated potential community initiatives. Sessions 6 and 7 focused on the 

 
 
 



80 | P a g e  
 

monitoring of projects and revision of action plans and strategies to reach goals (Bar-On 

& Prinsen, 1999). Table 3.2 gives a summary of the seven sessions conducted during the 

intervention phase of our study.  

 

Table 3.2:  Summary of the sessions conducted during the intervention phase of the 
research study (Adapted from the Facilitators’ Manual, Ebersöhn, Ferreira 
& Loots, 2008). 

Workshop/ 
intervention 

session 

Goal/Objective Photographs depicting session 
activities 

1 Mapping the community as well as the 
resources within the community 

Photographs 3.1-3.8 

2 Identifying assets/resources, potential 
assets/resources as well as challenges in the 
community 

Photographs 3.9-3.16 

3 Identifying needs and potential ways of 
addressing them 

Photographs 3.17-3.24 

4 Initiating school-based initiatives Photographs 3.25-3.28 

5 Developing an action plan in terms of the 
identified projects and initiatives 

Photographs 3.29-3.38; 
Figure 3.1;  
Photographs 3.39-3.42 

6 Monitoring the progress of the projects and 
planning the way forward 

Photograph 3.43 

7 Final reflection and application in future  
 

The purpose of Session 1 was to establish rapport with participating teachers and to 

create cohesion in the group. The project was introduced to the group and the goals and 

voluntary participation explained. Secondly, this session focused on what each 

community “looked” like and which resources and potential resources existed in each 

community (Bar-On & Prinsen, 1999). The research team facilitated the participants’ 

awareness of available and potential resources within the various communities. Each 

group divided itself in two subgroups and was asked to construct a community map, by 

compiling an outline of the community (in writing and/or by means of pictures), guided 

by discussions within smaller groups. The groups provided feedback within the larger 

group and participants were encouraged to elaborate on their maps. Thereafter, each 

group was provided with one disposable camera and was requested to take photographs 

of landmarks to be included in the community maps they had constructed. The 
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participants had the opportunity to add the developed photographs to their maps during 

Session 2 (see photographs 3.1-3.8 to view participating teachers’ community asset 

maps).  

 
 
 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Photograph 3.1: School 1 

Photograph 3.4: School 2 

Photograph 3.2: School 1 

Photograph 3.3: School 2 

Participating teachers’ community asset maps that were constructed during the various sessions of 
the intervention. 
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Session 2 of the intervention focused on the identification of assets/resources, potential 

assets/resources and challenges within the community. Groups were provided with small 

pictures of cows, calves and snakes, and requested to categorise the various components 

of their community maps as challenges, resources or potential resources.  For this 

purpose, participating teachers pasted symbol pictures on their maps, namely snakes next 

to the challenges faced in their community; cows next to the assets and resources which 

were utilised in the community at that stage; and calves next to potential assets and 

resources (see photographs 3.9-3.16 to view participating teachers’ community asset 

maps with the picture symbols).   

Photograph 3.5: School 3 Photograph 3.6: School 3 

Photograph 3.7: School 4 Photograph 3.8: School 4 
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Photograph 3.9: School 1 Photograph 3.10: School 1 

Photograph 3.11: School 2 Photograph 3.12: School 2 

Photograph 3.13: School 3 Photograph 3.14: School 3 

Participating teachers’ community asset maps with the picture symbols (cows, calves and snakes) 
that were constructed during session 2. 
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Session 3 (in each school) focused on ways in which the assets (cows) and potential 

assets (calves) could be utilised in order to address the identified challenges (snakes) 

within the various communities. Participating teachers were provided with the 

community maps constructed in the previous sessions. Each group received a poster with 

a picture of a snake and a poster with a picture of a knobkerrie5.  

 

The groups were asked to work from the community asset maps they had created, and list 

challenges the community faced on the separate poster of the snake. Secondly, each 

group was requested to identify ways of addressing identified challenges, by focusing on 

resources (assets and potential assets) available in the community. These potential 

solutions were listed on the poster with the knobkerrie, symbolising potential ways to 

“kill the snakes” (teachers in School 4 chose to use a gun as symbol). The groups were 

encouraged to make use of small-group discussions in guiding their mapping activities. 

After completion of the maps, both groups displayed their maps and reported back to the 

bigger group (see photographs 3.17-3.24 to view participating teachers’ snake and 

knobkerrie posters).  

 

 

 

                                                 
5 A short wooden stick with a knob at one end, used by South African tribesmen as a traditional weapon: 
knob + -kerrie (from Nama kieri 'knobkerrie'), suggested by Afrikaans knopkierie.  

Photograph 3.15: School 4 Photograph 3.16: School 4 
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The participating teachers’ two posters that were constructed in Session 3: one poster with a 
snake, that symbolises the challenges that the community faced, and a poster with a knobkerrie 
that symbolised ways of addressing these challenges. 

Photograph 3.17: School 1 Photograph 3.18: School 1 

Photograph 3.19: School 2 Photograph 3.20: School 2 

Photograph 3.21: School 3 Photograph 3.22: School 3 
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Session 4 focused on the identification of potential school-based projects that could 

initiate psychosocial support.  During this session, each group was provided with their 

snake and knobkerrie/gun posters constructed during the previous sessions. They were 

asked to briefly review these posters in terms of the content included. The participants 

identified (on the knobkerrie/gun posters) the potential but unutilised resources and assets 

(calves) in the community and listed them on a separate cardboard sheet. They 

brainstormed and identified potential projects they could initiate in order to address some 

of the challenges listed on the snake posters, by turning calves into cows, in other words 

by utilising unused resources and assets. Each group was given an opportunity to share 

their ideas, and write these down on a sheet of paper (see photographs 3.25-3.28 to view 

participating teachers’ brainstorming).  

 

In the second part of Session 4, three intervention projects were selected as focus in each 

school. The participants indicated their preferences in terms of the projects they would 

like to be involved with and divided themselves into three task teams. Each task team 

identified a task team coordinator. Photographs were taken of each project team.   

 

Photograph 3.23: School 4 Photograph 3.24: School 4 
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Session 5 focused on planning the identified projects in terms of action steps needed for 

initiating the projects. Each task team developed an action plan and strategies for 

reaching their goals. They had to formulate their planning for each project using the five 

Ws (and one H) approach: What? Who? How? When? Where? Participants allocated 

tasks and responsibilities to each team member and decided when the planned action 

would be taken. They presented their action plans on a poster. Each poster had a line with 

a picture of a calf on the left and a picture of a cow on the right. A movable arrow was 

used to indicate to what extent the project objectives or action steps had been attained as 

the study progressed (see photographs 3.29-3.38 to view participating teachers’ 

Participating teachers brainstorm on potential projects to address some of the challenges the 
community faced at that stage.  

Photograph 3.25: School 1 Photograph 3.26: School 2 

Photograph 3.27: School 3 Photograph 3.28: School 4 
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formulated action plans). Each task team had the opportunity to present their action plan 

to the rest of the group, who could then ask questions and provide input. Each 

participating teacher also formulated a personal declaration of commitment to the group 

and project (see Figure 3.1 to view an example of one of the participating teachers’ 

dedication cards). The session was concluded by requesting the groups to initiate the 

projects before the next series of sessions (approximately three months later), by putting 

their formulated plans into action.   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Examples of participating teachers’ formulated action plans. 

Photograph 3.30: School 1 Photograph 3.29: School 1 Photograph 3.31: School 1 

Photograph 3.32: School 2 Photograph 3.33: School 2
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Photograph 3.37: School 4

Photograph 3.34: School 3 Photograph 3.35: School 3 

Photograph 3.36: School 3

Photograph 3.38: School 4
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DEDICATION:  
INVOLVEMENT IN HIV/AIDS INITIATIVE AT  

X SECONDARY SCHOOL 
 

-Henry Fakude - 
 
“Dedication to ensure that the community becomes more aware and utilise available 
resources in preventing HIV and AIDS, so that it does not become an epidemic in 

the community of Steynsdorp.” 
 

 
 

 
 

 
 
 

 

  
 
Figure 3.1: An example of a personal dedication card of one of the participating 

teachers in School 2. 
 

During Session 6 a discussion was facilitated on the progress of the initiated projects (see 

photographs 3.39-3.42 to view newly established vegetable gardens as examples of 

projects). Each task team coordinator had the opportunity to reflect and report back on 

the implementation of their action plans and the progress of the project. They were asked 

to use the arrow on their initial action plan to indicate to what extent the planned action 

steps and strategies had been completed (see photograph 3.43 to view one of the task 

team coordinators reporting back on their group’s revised action plan). Each task team 

then had the opportunity to revise their planned actions and strategies where needed, and 

to present their adjusted action plans and future strategies to the rest of the group.  
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Photographs of the newly established vegetable gardens in all four participating schools. 

Photograph 3.39: School 1 Photograph 3.40: School 2 

Photograph 3.41: School 3 Photograph 3.42: School 4 
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Session 7 focused on final reflection and application in future. The potential value of the 

projects was discussed and accomplishments reinforced. The way forward was planned 

and future possibilities were explored.  

 

 

3.4 RESEARCH DESIGN 

 

In this section, I discuss my choice of research design, the selection of cases and the 

selection of participants. 

 

 

3.4.1 Comparative case study  

 

A case study is an in-depth, empirical description of specific instances of a phenomenon 

within a real-life context that are based on multiple sources of data (Merriam, 1998; Yin, 

1994). I regard an in-depth comparative case study research design as suitable for the 

current study as a comparison of four case studies not only provided me with an in-depth 

understanding of the social phenomenon under investigation, but also assisted me in 

exploring links and differences between the different cases. The comparative case study 

Photograph 3.43: School 1 
 

One of the task team coordinators reports 
back on their group’s revised action plan. 
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research design (Creswell, 2005; Donmoyer, 2002; Merriam, 1998) assisted me in 

conducting an in-depth investigation and comparison of the implementation of the asset-

based approach by teachers in terms of school-based psychosocial support. The current 

study can thus be regarded as realistic in the sense that I reported on an thorough 

investigation of naturally occurring cases, which led to better insight and understanding 

of similar situations or cases and made interpretation easier (Babbie & Mouton, 2001; 

Freebody, 2003; Huberman & Miles, 2002; Mertens, 1998; McMillan & Schumacher, 

2002).  

 

Donmoyer (2002: 61-65) refers to the advantage of accessibility of a case study research 

design. He states that “case studies can take us to places where most of us would not have 

an opportunity to go”. By using a comparative case study research design, I attempted to 

take the reader on a journey through revisiting the four cases in the current study 

(Merriam, 1998). Another advantage of case studies is that they can provide the 

opportunity to see the world through the eyes of the researcher (Greene, 2000). In the 

current research study, the reader does not only see the picture through my eyes, but 

through the lenses of an interpretivist theoretical stance. I attempted to interpret the 

participants’ worlds and dependably represent their experiences and understandings 

within their specific contexts.  

 

Many scientists consider generalisations to be the ultimate goal of any research inquiry 

and ask what value there could be in knowing only the unique.  In response to this 

statement, Lincoln and Guba (2002) argue that we are not only dealing with an either/or 

proposition, but that alternatives exist between the continuum of nomic and truly 

universal generalisations on the one hand and unique particularised knowledge, on the 

other. Lincoln and Guba (2002) refer to Cronbach’s (1975) concept of “working 

hypothesis” to provide more light on the challenge of stating outcomes that might hold in 

one context although they were “discovered” in another context. The concept of a 

working hypothesis suggests that there are always factors that are unique to a specific 

case or series of events that limit generalisation (transferability) to other contexts. The 
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working hypothesis is therefore tentative, both for the unique case in which the inquiry 

was conducted and for other cases.  

 

Lincoln and Guba (1985) argue that the purpose of qualitative or naturalistic inquiry is to 

build an idiographic body of knowledge, which is best encapsulated in a series of 

working assumptions that describe the particular case. Since the phenomena within a 

specific case are neither time- nor context-free, nomic generalisations are not possible. 

However, depending on the degree of contextual similarity, transferability of these 

generated working assumptions may be possible from case to case. The provision of in-

depth information about the specific case under study is vital in order to make an 

informed judgment about whether the working assumptions drawn from the study are 

useful in understanding other cases or contexts (Schofield, 2002). In this regard, one of 

the challenges related to a case study design is the extended time spent at each site, which 

is regarded as necessary for understanding and describing the details of each specific case 

(Schofield, 2002). In order to obtain an in-depth understanding of each case and the 

participants, I visited each site on several occasions and over a prolonged period (April 

2005 - November 2008).  

 

Although the focus of the current study was not to generalise findings, but rather to 

understand and describe the specific social phenomenon from an interpretivist stance, an 

advantage of using a comparative case study research design and including multiple cases 

is that it increases the possibility of transferability of findings to other similar cases 

(Huberman & Miles, 2002; Lincoln & Guba, 2002; Schofield, 2002; Spencer et al., 

2003). Schofield (2002) refers to two dimensions that are important for increasing the 

transferability of qualitative work. The first dimension that I applied in the current study 

was the use of similar data collection and analysis techniques in each of the four selected 

cases. A second dimension that affects the degree of fit between studies and situations to 

which one might want to transfer is the heterogeneity of cases selected for the study 

(Schofield, 2002). I selected cases from different geographical regions, from rural and 

urban schools, and from primary and secondary schools, together with male and female 

participants (see Addendum A4 for a summary of the particulars of participating teachers 
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in each case; and Figure 3.2 for a geographic presentation of the locality of the four case 

studies). Hence, the heterogeneity amongst the selected cases in the current study 

increased the transferability of working definitions. A comparative case study design 

therefore allows the findings to be applied to a larger range of situations and contexts. In 

the current study, I attempted to present rich and in-depth descriptions of each of the four 

cases, so that the reader would be able to establish how closely another situation matched 

the research situation, and to which extent the findings of the study could be transferred 

to other similar contexts (Merriam, 1998; Schofield, 2002). 

 

Case studies as research design can be used for various purposes, namely to provide 

description, to test theory or to build theory (Eisenhardt, 1989). Eisenhardt (1989) defines 

theory-building from case studies as a research strategy that uses one or more cases to 

generate theoretical constructs, propositions and/or theory from case-based empirical 

evidence. It is, however, important to acknowledge that studying a single case in detail or 

using multiple cases does not necessarily guarantee theoretical insight (Dyer & Wilkins, 

1991). Although the current study initially focused on obtaining an in-depth 

understanding of the way in which teachers in four schools implement the asset-based 

approach aimed at school-based psychosocial support, empirical findings derived from 

the current study also contributed to theory-building within the fields of asset-based 

approach, resilience and school-based psychosocial support (see 7.4). 

 

Case study theory-building follows a bottom-up approach, where cases are used as the 

foundation from which to build theory inductively. The theory is emergent, as it is 

located in and generated by the identification of patterns and relationships amongst 

constructs within and across cases (Eisenhardt & Graebner, 2007). A risk of theory-

building from cases is therefore that the theory describes a unique and specific 

phenomenon, which often results in an idiosyncratic and narrow theory (Eisenhardt, 

1989).  

 

Fundamental to theory-building from case studies is “replication logic” (Eisenhardt, 

1989), which signifies that each case functions as a separate unit for analysis. Analysing 
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data is fundamental to building theory from case studies. Due to the large volume of data 

obtained from case studies, it is important to firstly analyse data from each case 

separately. In this way, the researcher becomes thoroughly familiar with each case as a 

stand-alone entity. This process allows the unique categories of each case to emerge 

before patterns, similarities and differences across cases are drawn (Eisenhardt, 1989). In 

this regard, LeCompte, Presissle and Tesch (cited in Merriam1998:188) define theorising 

as the “cognitive process of discovering or manipulating abstract categories and the 

relationships among those categories”.  

 

The formulation of suppositions is key to the process of developing theory in qualitative 

research. It permits the researcher to go beyond the data and formulate working 

definitions about what could potentially be expected to happen in contexts, based on what 

has been learned in the context of inquiry (Merriam, 1998). The theory-building process 

occurs via recursive cycling among the case data, emerging theory, and later, existing 

literature (Eisenhardt & Graebner, 2007). Part of theory-building is the process of 

comparing the emergent working definitions with extant literature. I considered a broad 

range of literature to identify similarities, contradictions and silences in current research. 

The juxtaposition of conflicting results challenges researchers to confront their mode of 

thinking and could result in deeper insight into the emergent theory, the conflicting 

literature, as well as defining the limits to transferability of the focal research (Eisenhardt, 

1989). Eisenhardt (1989:546) refers to the creative insights that often arise from theory-

building from cases: “the attempt to reconcile evidence across cases, types of data, and 

different investigators, and between cases and literature increase the likelihood of 

creative reframing into a new theoretical vision”. 
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3.4.2 Selection of cases  

 

We (as STAR research team) conveniently6 chose four schools as case studies to 

participate in the project. We assumed that after their participation in the STAR 

programme, the participating teachers would have obtained enough knowledge of the 

asset-based approach to implement asset-based competencies to address psychosocial 

support. Table 3.3 provides a summary of the context of each case and the rationale 

behind the convenience sampling of each.  

 

Table 3.3:  Summary of the rationale behind the convenient sampling for each case. 

Case Context How cases were selected 

School 1 
(Pilot 
study)  

Primary school: 
Eastern Cape, 
Port Elizabeth, 
Govan Mbeki  

As stated, the current study formed part of STAR. Prior asset-
based research projects had already been conducted in this school. 
Therefore, access and consent had already been obtained and 
relationships with participants established.  

School 2 Secondary 
school: 
Mpumalanga, 
Steynsdorp 

One of the teachers at this school contacted Prof L. Ebersöhn at 
the University of Pretoria, Department of Educational Psychology, 
asking about the possibility of conducting an intervention 
programme at their school. Prof Ebersöhn referred the request to 
me as doctoral student to engage the school in STAR. 

School 3 Primary school: 
Gauteng, 
Pretoria, 
Soshanguve 

The research assistant, Ms. M. Mnguni, had a close relationship 
with this school and had already built a relationship of trust with 
some of the participating teachers. 

School 4 Primary school: 
Gauteng, 
Pretoria, 
Eersterust 

 

The co-researcher, Dr. H. Olivier, met one of the teachers at this 
school at the University of Pretoria’s Distance Education 
Department. Dr. Olivier informed this teacher about the research 
interventions conducted by the Department of Educational 
Psychology. The teacher expressed their school’s need for such an 
intervention programme and consequently became involved in our 
longitudinal research project. 

 

As part of STAR (Ebersöhn, 2006a, 2006b, 2007; Ebersöhn & Ferreira, forthcoming), we 

thus initially applied purposeful sampling to select an information-rich case for an in-

depth pilot study (Ferreira, 2006): a primary school in an informal settlement in the 

Nelson Mandela Metropolitan. The rationale for choosing this case was that the 

                                                 
6 School 1was initially purposefully selected (Ferreira, 2006) by specific criteria. However, for the purpose 
of the current study, I conveniently chose school 1, as school 1 already formed part of STAR.  
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longitudinal PRA project was already in progress at this specific primary school. The 

school and community were easily accessible and relationships had already been 

established with the participating teachers (Fritz & Smit, 2008). Three additional schools 

were conveniently sampled, namely two urban primary schools in Gauteng and one rural 

secondary school in Mpumalanga. In terms of dissemination research (Babbie & Mouton, 

2001; Cohen Manion & Morrison, 2003) the developed asset-based intervention (for the 

initial school) was implemented in these three cases. Figure 3.2 is a geographic 

presentation of the locality of the four schools as selected case studies. 
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Figure 3.2:  A geographic presentation of the locality of the four case studies. 

 

Due to the homogeneity of groups, the limitation of convenience sampling is that it may 

not be representative of the greater population (Denscombe, 1998). Although I 

acknowledge this limitation of choosing cases based on convenience, the aim of the 

current study was to understand and describe the specific social phenomenon from the 

participants’ point of view and not to generalise the results. 
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3.4.3 Selection of participants 

 

We made use of purposeful sampling (Babbie & Mouton, 2001; Strydom & De Vos, 

1998) to select participating teachers in each selected school. Addendum A5 presents a 

summary of the initial number of participants in each study in STAR, as well as the 

manner in which the participants were purposefully selected. Addendum A5 also presents 

a summary of the number of participants in each school at the end of 2008 as well as the 

reasons for any decrease in the number of participants. Addendum A4 provides a 

summary of the participating teachers’ particulars in terms of their home language, age, 

gender, and qualifications as well as the grade and learning areas that they teach.  

 

A limitation of purposeful sampling is that such a sample is typically based on the 

researcher’s decision and might therefore be viewed as subjective and biased (Babbie & 

Mouton, 2001; Strydom & De Vos, 1998). In our study, the principal of each school 

assisted us in selecting teachers who were (according to his knowledge and experience) 

appropriate for the purpose of the study. Furthermore, the aim of this study was not to 

select a representative sample of the population, but rather to understand and describe the 

specific social phenomenon from the participants’ points of view. 

 

Although none of the participating teachers’ home language is English, interactions and 

communication were conducted in English. We clarified each participant’s language 

ability and concluded that English was the only common language in which the 

researchers, co-researcher and participating teachers were proficient. Temple (2002) and 

Shklarov (2007) emphasise the importance of being aware of the implications of cross-

language research. Temple (2002) refers to the potential challenge that the meaning of 

concepts across different languages often differs and loses its meaning when translated. 

In this regard, a research assistant7, who was proficient in participating teachers’ (Schools 

1, 2 and 3) home languages and came from a similar cultural background, assisted us 

with potential language barriers (Temple & Young, 2004). Moreover, she had a good 

                                                 
7 The research assistant (Ms. M Mnguni)’s Master’s study also formed part of the STAR intervention, 
focusing on the relationship between teachers’ counselling skills and memory work with primary school 
children. 
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understanding of the research process as a whole. She acted as part of our research team, 

as she knew the participants and was knowledgeable regarding the purpose, methodology 

and theory of our longitudinal study.  Although it was seldom necessary for the research 

assistant to translate verbal communications, she was proficient in the participants’ 

language and culture, and therefore was in a good position to understand the context in 

which messages were conveyed.              

  . 

 

3.5 DATA COLLECTION  

 

Several authors (Janesick, 2000; Settlage, Sutherland, Johnston & Sowell, 2005; Tobin & 

Begley, 2004) advocate that research methods need to progress beyond the aim of 

triangulation and therefore propose crystallisation instead of triangulation. These authors 

argue that the triangle should be replaced by an image of a crystal. Richardson (1994: 

522) explains this metaphor as follows: “Crystals grow, change and alter, but are not 

amorphous…crystallisation provides us with a deepened, complex, thoroughly partial 

understanding of the topic”. As such, crystallisation correlates with the interpretivist 

epistemology of the current study of understanding and interpreting meanings underlying 

the behaviour of the participants. I made use of a multi-method data collection approach 

(Berg, 2007; Patton, 2002), which could enhance the depth of understanding of the 

current study (Berg, 2007; Patton, 2002), implying crystallisation. I will now discuss the 

data collection techniques in combination with the data documentation techniques I 

employed. Table 3.4 summarises the data collection and documentation process followed 

in the various phases of the study.   

 

Table 3.4:  Summary of the data collection and documentation process. 

Data 
collection 
technique 

Purpose Data 
documentation 
technique 

Participating 
teachers 

Phase 

Initial focus 
group in each 
case (four in 
total) 

To obtain baseline 
information of each 
case 

Audio-recorded 
verbatim 
transcripts 

Approximately ten 
participants in each 
school  

Pre-
intervention 
phase 

Intervention To gain insight into Community asset Approximately ten Pre-
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Data 
collection 
technique 

Purpose Data 
documentation 
technique 

Participating 
teachers 

Phase 

artefacts of 
seven 
intervention 
sessions per 
case (28 in 
total) 
 

each specific 
community, the 
challenges that the 
community faced 
together with 
resources and 
potential resources 
within community 

maps; 
Photographs; 
Audio-recorded 
verbatim 
transcripts 

participants in each 
school 

intervention 
phase and 
intervention 
phase  

Follow-up 
focus group in 
each case (four 
in total) 

To determine the 
manner in which 
participating 
teachers 
implemented the 
asset-based 
approach 

Audio-recorded 
verbatim 
transcripts 

Approximately 
three to six 
participants in each 
school  

Post-
intervention 
phase  

Observation To establish context 
and meaning 

Field notes; 
Research journal; 
Photographs; 
Videos 

Observation of 
human activities 
together with the 
physical context in 
which the activities 
took place 

Throughout 
the research 
process 

 
 

3.5.1 Focus groups 

 

I employed focus groups (see photographs 3.44-3.47) as a type of group interview, which 

facilitated interaction between participants, rather than between the facilitator and the 

participants. I facilitated group discussions on pre-determined formulated goals (see 

Addendum A6 to view the focus group schedule used during the follow-up focus groups). 

I made use of focus groups, both before and after the intervention process, with the aim 

of facilitating natural and spontaneous discussions regarding events and the participants’ 

experiences. I provided the participating teachers with an opportunity to share ideas and 

opinions. The use of focus groups provided me with a rich qualitative perspective on the 

social phenomenon under study (Anderson, 2002; Mayan; 2001; Parker et al., 1998). 
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By using focus groups, I had the opportunity to observe group dynamics and the 

interaction between the participants. I also obtained access to the participants’ verbal and 

non-verbal expressions (Anderson, 2002; Berg, 2007). As data collection method, focus 

groups helped me to establish a flexible and open atmosphere, where participants 

appeared comfortable with sharing opinions and exploring issues. Participants were given 

the opportunity to react to others’ reactions and build upon that. The flexible and 

spontaneous nature of focus group sessions is in line with PRA’s underlying principles. 

In applying PRA principles, I relied on active involvement, knowledge sharing and 

interactive discussions during the focus group sessions (Ferreira, 2006), thereby obtaining 

rich data. I relied on an advantage of focus groups, namely that they can enable one to 

Photographs that illustrate the focus groups that were conducted in each of the schools.  

Photograph 3.44: School 1 Photograph 3.45: School 2 

Photograph 3.46: School 3 Photograph 3.47: School 4 
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obtain data within a relatively short time at minimal costs. More importantly, though, 

because of focus groups I was exposed to participants’ worldviews, perceptions and the 

nature of their underlying relationships (Schurink, Schurink & Poggenpoel, 1998). 

 

Focus groups also posed some challenges, which I attempted to address in the current 

study. The literature states that it is not always easy to find suitable participants to 

participate in focus groups. Furthermore, the researcher often faces the challenge of 

adapting the topic of discussion to suit the participants’ knowledge and abilities. 

However, because of the larger STAR project, I had access to participating teachers who 

had the required background for meaningful participation in focus group discussions 

(Schurink et al., 1998). Furthermore, group interaction, which is on the one hand an 

advantage, can also pose a challenge in the sense that participants may influence each 

other’s views and opinions.  

 

A focus group discussion can be directed in a certain direction that may be irrelevant to a 

study. I attempted to address this potential limitation, by continuously directing the focus 

of the discussions (Schurink et al., 1998). Another potential challenge is that data 

generated from focus groups may sometimes be difficult to analyse, because participants’ 

opinions and views must be interpreted within a specific social context. It may therefore 

be viewed as biased and subjective. As interpretivist I do not subscribe to the notion of 

objective truth. In line with Schwandt’s (2000) argument that no value-free science 

exists, I am of the opinion that every researcher’s subjective experience of interaction 

adds to unique knowledge. Humans are subjective beings, and interpretations are 

therefore subjective in nature. Furthermore, the verbatim transcribed data could 

familiarise the reader with a snapshot of the social context of each case. 

 

Within the focus groups, sensitive matters (for example HIV/AIDS) were discussed, 

which raised some ethical questions regarding anonymity and the confidentiality of the 

information obtained. I attempted to address this challenge by ensuring that I handled the 

information with great confidentiality, respect and sensitivity. I kept participants 
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informed regarding the research process and outcomes and therefore did not mislead 

them during or after the research process (Schurink et al., 1998).  

 

Similar to the critique highlighted on my choice of case study design (Lincoln & Guba, 

2002), the teachers who participated in the focus groups were a small number of people, 

which also meant that results could not be generalised. I acknowledge the fact that 

meaning varies across different contexts of human interaction. Therefore, the aim of the 

current study was rather to obtain an in-depth understanding of participating teachers’ 

views and not to generalise the results.  

 

I audio-recorded and transcribed all focus group sessions. Although the transcription of 

focus group discussions was a time-consuming process, these verbatim transcripts 

attributed to the auditing process (Janesick, 2000; Seale, 1999) of the current study. The 

verbatim transcripts serve as an audit trail of the research process. 

 

3.5.1.1 Baseline information focus group 

 
The aim of the first focus group in each school was to obtain baseline information 

(Strydom, 1998a) of each case. This discussion occurred during the first intervention 

session at each school with participating teachers (see 3.3.3 for a detailed account of the 

intervention phase). These sessions took place at the participating teachers’ schools and 

the duration of the sessions varied between 90 and 120 minutes. Through the baseline 

information focus groups, I determined the context of each school and community. 

Within these focus groups, directed by PRA activities, the participating teachers had the 

opportunity to sketch their unique schools and community contexts. These focus groups 

were introduced by an open question to participating teachers: What does the community 

“look” like and which assets and potential assets are present in the community? (see 

Addendum A6) (also Ferreira, 2006).  Participants were thus given the opportunity to 

reflect on their communities in general, but also to provide an overview of available 

resources in their communities. As such, the participating teachers’ awareness of 

available and potential community resources could be facilitated. As part of this focus 
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group, the participating teachers had the opportunity to design a community map (Eloff, 

2006a) (see photographs 3.1-3.8 to view participating teachers’ community maps) in 

order to visually indicate the resources and assets within their community contexts. Table 

3.5 provides the dates of the baseline information focus groups conducted in each case.   

 

Table 3.5:  Summary of the dates of the baseline information focus groups conducted 
in each case. 

Case Date of baseline information 
focus group 

Participating teachers 

School 1 7 June 2004 (pilot study) Ten female teachers  

School 2 22 April 2005 Three male and six female teachers 

School 3 21 April 2005 One male and nine female teachers 

School 4 19 May 2005 Ten female teachers 

 

3.5.1.2 Follow-up focus group 

 
The second round of focus groups occurred after the intervention phase and took the form 

of group reflection on the intervention phase. These focus groups also took place at the 

participating teachers’ schools and their duration varied between 90 and 120 minutes. 

Focus group questions focused on the way the participating teachers had implemented the 

asset-based approach and on ways in which the application of the asset-based approach 

had addressed school-based psychosocial support or not. Table 3.6 provides the dates of 

the follow-up focus groups conducted in each case. 

 

Table 3.6:  Summary of the dates of the follow-up focus groups conducted in each 
case. 

Case Date of follow-up focus group Participating teachers 

School 1 27 November 2008 (Pilot study) Ten female teachers  

School 2 28 August 2008 One male teacher and three female teachers 

School 3 26 August 2008 One male and seven female teachers  

School 4 10 September 2008 Eight female teachers 
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3.5.2 Observation  

 

Observation as a data collection technique supplemented my other data collection 

methods. My chosen method of observation was observation-as-context-of-interaction 

(Angrosino & Mays de Pérez, 2000). This observation mode emphasises a shift from 

focussing on observation as a “method” per se to a perspective that highlights observation 

as a context for interaction among the different role players involved in the research field. 

The attainment of a fine balance between participation as an insider and observation as an 

outsider remains the ideal, but is not always possible in practice. As a researcher, I found 

it challenging at times not to act too much as an insider - with the possibility of missing 

some important information, but also not to act too much as an outsider – with the 

possibility of taking information for granted that needed more clarification (Angrosino & 

Mays de Pérez, 2000).  

 

I agree with Angrosino and Mays de Pérez (2000) that research interactions are always a 

tentative and dynamic process, where researchers and participants’ roles, behaviours and 

expectations of each other grow continuously. Denzin (1997:46) refers to the importance 

of an awareness of a “relationship to an ever-changing external world”. As I became 

more familiar with the participants in the current study and as our relationships grew 

stronger over the period of time that I was present in the research field, I progressively 

moved towards the role of inside observer (emic). Similarly, as the participants became 

more comfortable with my role as researcher and participant observer, they more openly 

shared their worlds with me. An advantage of my role as participant observer was thus 

that the participants became more comfortable to openly share their worlds with me.  

Although observer bias is one of the main critiques of observational research, it is also 

important to acknowledge the fact that no observation can be truly objective. 

“Observational research is essentially a matter of interpersonal interaction and not a 

matter of objective hypothesis testing” (Angrosino & Mays de Pérez, 2000:693). I am 

aware of the fact that my own background and worldview shaped the research inquiry 

and formed part of the interpretation and construction of meaning.  
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Another potential pitfall of participatory observation is that on the one hand, the act of 

observation itself might bring about changes in participants’ behaviour, rendering it 

somewhat atypical. On the other hand, the participants might get so comfortable and 

familiar with the observer’s presence, that they might engage in behaviours or disclose 

information that they did not intend to reveal (Merriam, 1998). Angrosino and Mays de 

Pérez (2000: 691) state that it is important to be “aware of these factors and to integrate 

them creatively into both the process of observation and the production of a written 

representation”. Another potential limitation of observational research in naturalistic 

settings is that the researcher’s presence and interaction might influence the participants’ 

behaviour (Angrosino & Mays de Pérez, 2000; Patton, 2002). I attempted to address these 

challenges by reflecting on the possible influence that my position as participant observer 

might have had on the research setting. Furthermore, I included the participants in the 

process of data interpretation. I verified my observations with them, in order to confirm 

that I understood their perceptions correctly and had accurately reflected and reproduced 

these views (Angrosino & Mays de Pérez, 2000; Babbie & Mouton, 2001; Hole, 2007). 

 

For this purpose, I used a research journal to document my experiences, observations, 

opinions and thoughts throughout the research process as accurately as possible. My 

research journal also acted as a therapeutic tool for debriefing after field visits (Merriam, 

1998). By making use of a research journal, I was able to establish context and meaning. 

I observed human activities as well as the physical context in which the activities took 

place. I focused on the participants’ non-verbal behaviour, language behaviour, the 

physical location and external physical signs. My co-researcher documented her 

observations and reflections in a separate research journal, which I utilised as 

supplementary to my own observations. Her notes helped me to verify some of my own 

observations (see Chapters 4 and 5 to view some examples of the entries of the co-

researcher’s research journal) (Anderson, 2002; Angrosino & Mays de Pérez, 2000; 

Babbie & Mouton, 2001; Bogdan & Biklen, 2003; Mayan, 2001; Patton, 2002). 

 

To ensure that I documented important observations, I kept certain guidelines (Bogdan & 

Biklen, 2003; Mayan, 2001; Merriam, 1998) in mind. I documented the observations 
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almost immediately after I had observed behaviour or actions, because at that stage they 

were still fresh in my memory. Furthermore, I avoided discussing my observations before 

documentation, because it could have led to confusion between real observations and the 

information discussed. I attempted to find a private place and schedule enough time to 

write my field observations. In instances where there was not enough time to document 

my observations, I noted my main thoughts, and later elaborated on these. A 

chronological order of happenings assisted me in maintaining an organised framework.  

 

Throughout I attempted to apply certain guidelines of reflection (Arber, 2006; Bogdan & 

Biklen, 2003) in compiling my research journal. Reflexivity entails a critical reflection of 

how a researcher constructs knowledge from the research process. I reflected on the 

factors that affected the construction of knowledge and how these factors were revealed 

in the planning, conduct and writing up of my research. I attempted to be a reflexive 

researcher, by constantly being aware of the factors that influence the research process. I 

attempted to step back and took a critical look at my role within the research process 

(Guillemin & Gillam, 2004; Taylor, Rudolph & Foldy, 2008). I also recognised that a 

deep level of self-attentiveness and self-consciousness was essential for capturing the 

perspectives through which people view the world, and that it is very difficult to grasp the 

unconscious filters through which happenings are experienced (Mauthner & Doucet, 

2003).   

 

I reflected on my own learning process, emerged themes, identified patterns as well as 

potential connections between data. Furthermore, I reflected on the methods and 

strategies I used (Merriam, 1998) – identifying those that were successful and those not 

as successful, as well as possible ways to address these in future. I also used my research 

journal to reflect on some ethical considerations. Although I attempted to be open to the 

participants’ perspectives and points of view, I acknowledge the fact that I entered the 

research field with my own frame of reference and preconceptions. Some of these 

assumptions and beliefs relate to aspects such as cultural background, political 

ideologies, religion, position in society, race and gender. I was constantly aware of and 

acknowledged these presumptions through reflection. As such, one of the main 
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advantages of my field journal was to monitor possible bias and subjectivity during the 

research process (Guillemin & Gillam, 2004; Hole, 2007; Merriam, 1998).   

 

 

3.5.3 Visual documentation 

 

In order to enrich and substantiate (crystallise) the evidence of my interpretivist study, I 

made use of photographs and video recordings (Schurink et al., 1998; Walsh, 2007) to 

document my observations. Visual documentation assisted me in constructing a detailed 

illustration of the specific contexts of the unique cases where my research took place 

(Ebersöhn & Eloff, 2007). See photographs 3.48-3.63 for illustrations of each community 

context. Due to my choice of a comparative case study design, I found it valuable and 

necessary to provide the reader with detailed and comprehensive visual information for a 

better understanding of each unique research setting (see Addendum A7 for a video clip 

of each community context). 
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Photographs as illustration of School 1’s community context. 

Photographs 3.48: School 1 
 

A street view of the community. 

Photograph 3.49: School 1 
 

A salt lake in the community. 

Photographs 3.50: School 1 
 

A view of the community, taken from the    
school grounds. 

Photograph 3.51: School 1 
 

A spaza shop close to the school. 
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Photographs as illustration of School 2’s community context. 

Photograph 3.52: School 2 
                                  

The road that leads to the school.

Photograph 3.53: School 2 
 

A house opposite the school grounds. 

Photographs 3.54: School 2 
                                      

A general dealer in the community. 

Photograph 3.55: School 2 
 

Parents selling beverages outside the  
school gate. 
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Photographs as illustration of School 3’s community context. 

Photograph 3.56: School 3 
 

Community members in front of their houses. 

Photograph 3.57: School 3 
 

Typical houses in the community. 

Photograph 3.58: School 3 
 

Restaurant in the community. 

Photograph 3.59: School 3 
 

Small business that sells telephonic services. 
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Ebersöhn and Eloff (2007:204-215) refer to several advantages of utilising visual 

documentation as methodology, which were also evident in the current study. The first 

advantage that I experienced in my research was the “joy of capturing the research 

process through photographs”. Using photographs as data collection method, I had the 

opportunity of visually capturing specific moments and representing the participating 

teachers’ actions and behaviours. The visual data assisted me in remembering finer 

details regarding relationships and activities. Photographs illustrated valuable visual 

Photographs as illustration of School 4’s community context. 

Photographs 3.60: School 4 
 

The street in front of the school. 

Photograph 3.61: School 4 
 

Businesses in the community. 

Photographs 3.62: School 4 
 

Circle of Life, a NGO in the community. 

Photograph 3.63: School 4 
 

Community members walking in the street  
in front of the school. 
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information, which otherwise could have been forgotten. However, I continually 

reminded myself that photographs are not answers in themselves, but rather instruments 

in obtaining answers (Berg, 2007; Bogdan & Biklen, 2003). Secondly, the use of 

photographs provided me with a sense of concreteness and security. The photographs 

used in the current study were a support tool to testify to and give evidence of the reality, 

of what really happened in the research field.  Thirdly, photographs assisted me in 

demonstrating a change over time. I found photographs handy to visually illustrate the 

change that took place after the intervention phase of mobilising assets and resources 

within each community context. See photographs 3.64-3.67 to view some of the changes 

that occurred. Fourthly, the photographs assisted me in facilitating the data analysis 

process of the current study. I identified categories within my visual data and aligned 

these with the emerged themes based on the other data collection methods. Finally, the 

use of photographs enhanced the crystallisation of the current study, by demonstrating 

the process of research that was followed (Ebersöhn & Eloff, 2007). 

 

 

 

 

 

 

 

 

 

 

 
 
 
 

 

 

 

Examples of visual data that illustrates change.

Photographs 3.64-3.65: School 1 
 

An open field developed into a vegetable garden. 
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In addition to the above-mentioned advantages of photographs as visual data collection 

method, I also faced some challenges. The first challenge concerns the ethical 

considerations of confidentiality and anonymity of photographs as data collection method 

(Allnutt, Mitchell & Stuart, 2007; Karlsson, 2007; Larkin, Lombardo, Walker, Bahreini, 

Tharao, Mitchell & Dubazane, 2007; Taylor, De Lange, Dlamini, Nyawo & Sathiparsad, 

2007).  Although I initially obtained the participants’ informed consent before taking any 

photographs and assured participants of anonymity in the consent agreements, the 

participants requested me to show their faces and make their identities recognisable in 

any representation or written report on the study, as the study progressed. The 

participants were proud of their accomplishments and therefore insisted on being 

recognisable on the visual data.  Secondly, taking photographs could be seen as intrusive 

and might potentially influence or change the role of the researcher and/or participants.  I 

was constantly aware of this challenge and reflected on my role as researcher and the 

consequent boundaries within this role. Finally, I realised that I should not become too 

excited in taking the photographs, with the possible consequence of losing sight of my 

primary role and responsibility as researcher (Ebersöhn & Eloff, 2007). 

 

 

 

Photographs 3.66-3.67: School 2 
 

Unemployed community members became skilled bead-workers. 
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3.5.4 Intervention artefacts: asset maps and visual data 

 

During the intervention, several asset maps were compiled by the participants. Ebersöhn 

and Eloff (2006) define an asset map as a visual representation of the assets and resources 

that have been identified in a specific system. Participating teachers were given the 

opportunity of taking photographs of resources and assets within their community and 

visually presenting these photographs in the form of a community map (see photographs 

3.1-3.16 to view examples of community asset maps).  

 

In line with employing PRA techniques in the current study, Chambers (2003, 2008) 

refers to participatory resource mapping as a typical PRA method. Chambers (2008:141) 

refers to maps as instruments of “power, to give visual expression to realities that are 

perceived, desired or considered useful”. Participating teachers in the current study 

created resource maps, determined by their knowledge, experience and perception of 

their unique social contexts. An advantage of mapping and visual sharing is that the 

information is visible to the whole group and owned by the group. Similar to the asset-

maps utilised in the current study, participatory resource maps also typically lead to the 

identification and dialogue of both problems (similar to the metaphor of the snake used in 

the study) and opportunities (similar to the symbol of the calf used in the study) 

(Chambers, 2003, 2008). 

 

Although variations of asset maps exist, we combined the asset inventories of 

Ammerman and Parks (1998), to create two levels. The first level was an inventory of 

local community organisations, which can be either formal or informal in nature. This 

first level of assets included local businesses, political organisations, support groups, 

sport organisations, youth groups and faith-based groups. The second level of assets was 

an inventory of local institutions, which aimed to provide services and support materials. 

Examples included hospitals, schools, banks, community centres, service providers, 

parks, and local businesses.  
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The rationale for utilising these two levels of asset identification in the STAR 

intervention was to combine the individual strengths and skills of community members 

with the resources of local institutions and organisations. The key to optimal community 

development, as well as enhanced effectiveness and power, is to identify and connect the 

available assets and resources within the community (Ammerman & Parks, 1998; 

Kretzmann & McKnight, 1993; 1997). 

 

 

3.6 DATA ANALYSIS AND INTERPRETATION  

 

In qualitative research, data analysis and interpretation are not a one-dimensional process, 

but rather a continual learning process, where the researcher continuously comes to new 

insights as a study progresses. It is thus a dynamic and systematic search for meaning 

(Bogdan & Biklen, 2003).  Throughout the current study, my focus was on providing an 

accurate inductive description and interpretation of a naturally occurring phenomenon, 

namely the implementation of the asset-based approach by teachers as one way of 

enhancing school-based psychosocial support, rather than entering the field with 

deductive hypotheses (Babbie & Mouton, 2001; Patton, 2002). 

 

 

3.6.1 Constructivist grounded theory of thematic analysis and interpretation 

 

I made use of Charmaz’s (2000) constructivist grounded theory of thematic analysis and 

interpretation to analyse and interpret the verbatim transcripts of focus groups (baseline 

and post-intervention), observation notes in my research journal as well as my visual data 

and intervention artefacts. I made use of systematic inductive guidelines for analysing 

and interpreting data (see Addendum B1 to view examples of my thematic data analysis). 

This thematic analysis and interpretation method acknowledges the co-creation of 

knowledge and meaning by both the viewer (researcher) and the viewed (participants); 

and endeavours to create an understanding of the participants’ meanings. Therefore, the 

“discovered” reality can arise from this interactive process. Data is viewed as narrative 
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constructions of experience and not as the original experience itself, with the aim of 

defining conditional statements that interpret how participants construct their realities. I 

built an open relationship with the participants, providing them with the opportunity to 

tell their unique stories and present their worldviews in their terms.  

 

Although one of the limitations of thematic analysis and interpretation is that it can be a 

time-consuming process, the constructivist grounded theory of thematic analysis and 

interpretation method provided me with a comprehensive record of the research process 

(Anderson, 2002; Babbie & Mouton, 2001; Krippendorff, 2004; Neuendorf, 2002) and 

therefore also provides the reader with a detailed audit trail. Another potential limitation 

of thematic analysis and interpretation is that my coding and meaning attributed to the 

data might differ from those of another researcher that analysed the same data. However, 

the concreteness of the data that I analysed strengthened the transparency of my 

interpretations. I attached examples of my thematic analysis (see Addendum B1), in order 

for the reader to be able to see where I derived my themes from (Anderson, 2002; Babbie 

& Mouton, 2001; Krippendorff, 2004). I further attempted to address this potential 

limitation by relying on a co-researcher, who also thematically analysed the data and 

derived similar themes and sub-themes (see Addendum B2 for examples of the co-

researcher’s data analysis). On the other hand, it is important to acknowledge that it is 

impossible to find objective truth, because every researcher’s subjective experience of 

interaction adds to unique knowledge. Humans are subjective beings, and therefore 

interpretations are subjective in nature (see also 3.8 Quality criteria of the study).  

 

 

3.6.2 The process of data analysis and interpretation 

 

Charmaz (2000) stipulates some useful strategies in conducting data analysis and 

interpretation within the framework of constructivist grounded theory. I utilised these 

strategies for the purpose of my data analysis and interpretation. 

 

 

 
 
 



119 | P a g e  
 

The initial step of this process was to audio record and transcribe verbatim the focus 

groups in combination with intervention sessions that were conducted during the various 

field visits. The observations (documented in my research journal and visual 

methodology) as well as artefacts and visual data supplemented the verbatim transcripts. I 

made use of coding to identify broad categories, patterns and themes that occurred in the 

content of my data documentation (audio recorded and verbatim transcribed focus 

groups, field notes, research journal, visual data and artefacts). I also made use of memo 

writing (Charmaz, 2000), where I wrote notes in the margin of my documented data. 

Using memo writing, I elaborated on processes, assumptions and actions that were 

included in the codes.  

 

I consulted with my supervisors on a regular basis in order to discuss codes and broad 

emerged themes. I also met with my co-researcher in order to verify emerged themes and 

subthemes. We went through a process of coding and re-coding each line of my data 

documentation (Charmaz, 2000). We made notes on possible themes and categories; and 

went through a process of refining the broad themes into more specific categories, themes 

and subthemes (see Addendum B3 for some examples on broad themes and notes during 

this process). After we agreed that I had arrived at a point of saturation in terms of the 

coding process, I finalised the themes and subthemes. 

 

While categorising the data in the current study, I made used of Guba and Lincoln’s 

“guidelines for developing categories that are both comprehensive and illuminating” 

(cited in Merriam, 1998:185). Firstly, the frequency with which certain ideas or concepts 

occurred in the data indicated an important dimension. Secondly, some categories stood 

out because of their uniqueness and were retained. Thirdly, certain categories uncovered 

areas of inquiry that would not otherwise have been recognised.  

 

During my data analysis and interpretation phase, I formulated inclusion and exclusion 

indicators (Babbie & Mouton, 2001; Sandelowski & Barroso, 2003). I made use of the 

process of conceptualisation, through which I formulated working definitions of the 

meaning of concepts used in the current study. I specified indicators, indicating the 
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presence or absence of each concept. I started with a set of anticipated meanings of 

concepts, which I further refined and defined during the process of data analysis and 

interpretation (Babbie & Mouton, 2001).  

 

Based on the consultations with my supervisors and co-researcher, as well as continuous 

questioning and reflections, I interacted with the data and obtained new insights and 

perspectives. The process of coding and categorising sharpened and enhanced my ability 

to ask questions about the data. It facilitated comparisons – I compared the data of 

different participants, that of the same participants, and incidents and categories. This 

form of coding and categorising helped me to stay attuned to the participants’ unique 

viewpoints and realities. In addition, the search for negative instances and contradictions 

formed part of the data analysis process (Charmaz, 2000; Mayan, 2001; Merriam, 1998).  

 

I also followed an inductive process of data analysis and interpretation with the visual 

data (photographs and videos) as well as the artefacts (asset maps) used in the current 

study. I attempted to “align emerged visual categories with the textual descriptions” 

(Ebersöhn & Eloff, 2007:212). I made use of coding and the writing of memos next to 

each visual document. I wrote down some notes on potential links, similarities, 

preliminary categories and interpretations. The next step was to cluster the identified 

categories into themes and subthemes (Ebersöhn & Eloff, 2007). 

 

By making use of member checking (Fritz & Smit, 2008; Janesick, 2000; Poland, 2002), I 

validated the accuracy of my understanding and representation of the participants’ views. 

I verified and clarified the emerged themes and subthemes with participants to make sure 

that my interpretations were a true reflection of their views. This step was an important 

ethical commitment for me, to honour and include the participants’ wisdom and expertise 

as truthfully as possible (Hole, 2007). See photographs 3.68-3.69 to view the process of 

member checking. 
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During the data interpretation process, I attributed meaning to my data, by comparing the 

interpreted data with current literature in the field (see the literature review in Chapter 2). 

Through the process of data interpretation, I constructed interpretations in order to 

compare the implementation of the asset-based approach by teachers to enhance school-

based psychosocial support. In this way, I contributed to, and expanded upon the existing 

body of knowledge in the field of the asset-based approach. Furthermore, I constructed 

interpretations on the intervention process in different community contexts in South 

Africa (Bogdan & Biklen, 2003; Hatch, 2002). 

 

Schostak (2002) emphasises the importance of openness in any research study, as 

openness forms the basis of public accountability, methodology and outcomes. He 

suggests that participants should evaluate research outcomes in order to address possible 

bias and one-sidedness. In the current study, I informed the participants of the results and 

findings that emanated from the study towards the end of my data analysis. They formed 

part of the process and assisted in the interpretation of the data. I verified the identified 

themes with the participants, in order to confirm that I had understood their perceptions 

correctly and had accurately reflected and reproduced these.    

 

Photograph 3.69: PE Seminar 
 

A photograph that captured the process of 
member checking, during a seminar hosted in 
Port Elizabeth. Participating teachers verify 

preliminary results. 

Photograph 3.68: PE Seminar 
 

The researcher verifies preliminary results with 
participating teachers during the process of 

member-checking. 
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3.7 QUALITY CRITERIA OF THE STUDY  

 

A qualitative research design, owing to its nature, cannot be evaluated under the same 

scientific criteria as quantitative research (Davies & Dodd, 2002; Seale, 1999, 2002). 

However, it is important to have some type of quality criteria in place to evaluate the 

soundness of the research. Owing to the flexibility and unstructured nature of qualitative 

methods, I believe it is vital to have an indication that the researcher has conducted the 

study in a professional and sound way (Chamberlain, 2000; Dixon-Woods, Shaw, 

Agarwal & Smith, 2004; Golafshani, 2003; Spencer et al., 2003). Elliot, Fischer and 

Rennie (1999) identify three reasons for quality-guiding principles in qualitative research: 

firstly, to legitimise qualitative research, secondly, to foster more credible scientific 

reviews, and thirdly, to enhance the quality of the research conducted.  

 

During my review of the literature, I came across different views on the topic of quality 

criteria in qualitative research as well as diverse ways on how to classify the criteria 

(Angen, 2000; Bryman, 2001; Dixon-Woods et al., 2004; Golafshani, 2003; Lincoln & 

Guba, 1985; Seale, 1999, 2002; Whittemore, Chase & Mandle, 2001). I agree with the 

view of seeing quality criteria as “guiding principles”, rather than fixed standard criteria. 

Throughout my research study, I strove to maintain a balance between remaining flexible 

and creative as a qualitative researcher, while conducting the current study in a 

professional manner that promoted transparency and rigour (Mason, 2002; Seale, 1999, 

2002; Spencer et al., 2003).  

 

Lincoln and Guba (1985) identify five criteria for evaluating the soundness of qualitative 

research: credibility, transferability, dependability, conformability and authenticity 

(Spencer et al., 2003). I paid careful attention to these criteria in an attempt to produce a 

study of quality and soundness.  

 

 

 

 

 
 
 



123 | P a g e  
 

3.7.1 Credibility  

 

Qualitative research is based on the belief that participants reveal multiple realities, with 

the role of the researcher being to give a true and credible representation of these 

revealed realities (Lincoln & Guba, 1985, 2003; Seale, 1999, 2002). The discovery of 

multiple realities correlates with my interpretivist stance, stating that various ways exist 

for interpreting one situation. Credibility thus indicates that conclusions are supported by 

raw data, and implies the confidence of researchers in the truth of their findings. 

Credibility is synonymous with methodological and intellectual rigour (Lincoln & Guba, 

2003; Mertens 1998; Seale, 1999). 

 

I attempted to present a credible study through the discovery and representation of human 

experiences as they are lived and viewed by the participating teachers (Poggenpoel, 1998; 

Terre Blanche & Durrheim, 1999). I attempted to heighten the credibility of the current 

study by defending my claims and explanations through comparing cases with each other 

as well as with studies in the literature. This process included the search for negative 

cases and the consideration of alternative explanations for findings (Mason, 2002; Seale, 

1999; Silverman, 2000; Spencer et al., 2003:78).  I also made use of member checking in 

an attempt to enhance the credibility of the findings of the current study (Lincoln & 

Guba, 1985; Seale, 1999). Another strategy I employed to make the current study more 

credible was my prolonged engagement in the research field. I guarded against quick 

conclusions and continued with fieldwork until my data was saturated (Ferreira, 2006; 

Patton, 2002). Throughout the current study, I acknowledged and reflected on the 

possible influence of researcher bias. In this regard, I made use of a research journal to 

reflect on my own experiences, perceptions and assumptions. Through rich descriptions 

of each school-community context and the provision of an audit trail, I attempted to 

enable the reader to gain a deep understanding of the research process that I followed 

(Ferreira, 2006; Janesick, 2000; Mertens, 1998; Patton, 2002; Seale, 1999).  
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3.7.2 Transferability  

Many scientists are convinced that generalisations are the ultimate goal of research 

inquiry.  The question is often asked of what value there is in only knowing the unique 

and not being able to generalise findings (Lincoln & Guba, 2002; Donmoyer, 2002; 

Nisbet & Watts cited in Cohen et al., 2003). Within the paradigm of qualitative research, 

there is no context-free generalisation, especially where humans are involved. Every 

human portrays different views and realities and therefore no findings can be generalised 

without keeping the specific context and time in mind (Lincoln & Guba, 2002; Seale, 

1999, 2002). This argument is in line with an underlying principle of PRA, namely that 

communities constitute unique characteristics, resources and challenges, and that findings 

can therefore not necessarily be applied to other communities (Ferreira, 2006).  

 

Transferability in qualitative research refers to the idea that findings of a study can be 

transferred to other specified contexts or participants, through the provision of a deep 

description regarding the sending and receiving of contexts, rather than a belief in 

context-free generalisations (Babbie & Mouton, 2001; Huberman & Miles, 2002; Lincoln 

& Guba, 1985, 2002; Poggenpoel, 1998; Spencer et al., 2003). I therefore presented the 

reader with an in-depth and rich description of each unique case, thereby assisting the 

reader in deciding the extent of similarity between the research fields and other similar 

contexts (Janesick, 2000; Patton, 2002). I made use of visual data and a video to 

introduce the physical setting and context of each case to the reader (see Addendum A7 

to view the audiovisual data of each school-community context).  

 

I agree with Huberman and Miles (2002) that transferability in qualitative research 

indicates how a similar process in different contexts can lead to different outcomes. 

Transferability is thus based on the assumption that a theory can be useful for making 

sense of similar situations and people, rather than for drawing conclusions through 

statistical deductions. In the current study, I compared the different outcomes of the same 

process in different community contexts.  
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3.7.3 Dependability  

 

Consistency in qualitative research is problematic in the sense that human behaviour is 

not static, but continuously changes and adapts to new circumstances. Because many 

different views and interpretations of a phenomenon exist, a replica of a specific 

qualitative study will hardly ever produce exactly the same results. Rather, it is more 

important to ask whether the results are consistent with the collected data (Huberman & 

Miles, 2002; Merriam, 2002). As I chose a comparative case study as research design, 

with the value of the uniqueness of each case, reliability in the traditional sense of the 

word is meaningless (Denzin & Lincoln, 2000). 

 

Using an audit trail (Janesick, 2000; Seale, 1999), I attempted to achieve dependability in 

the current study.  Rather than focussing on replication of the study, I produced a clear 

and detailed account of the research process that was followed, through comprehensive 

documentation of the decisions made and the methods and strategies followed. Original 

audio recordings of each session and verbatim transcripts thereof, my research journal 

and field notes contributed to the depth and rigour of the study. I also documented the 

context of data sources and described the setting of each case study. This auditing process 

assisted me in writing a dependable report and true reflection of the research process that 

was followed (Mason, 2002; Lincoln & Guba, 1985; Seale, 1999; Silverman, 2000; 

Spencer et al., 2003). Furthermore, I identified possible changes that could occur in my 

descriptions that need further investigation in an attempt to repeat the current study in 

future (Ferreira, 2006; Mertens, 1998; Seale, 1999).  

 

 

3.7.4 Confirmability  

 

As a qualitative researcher following an interpretivist approach, I initially found it 

difficult to position myself in relation to the research inquiry. It was difficult, if not 

impossible, to exclude my subjective experience in reporting on the current study. Ladkin 

(2005:110) raises an important question in this regard: “Is it possible that subjectivity can 
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lead to knowledge which might be valid outside of one’s unique subjective experience?” 

This question made me wonder whether the current study would make any useful 

contribution to research or whether it would just be a story, reported from my own 

perspective. I engaged with existing literature on this controversial issue and realised that 

the question regarding objectivity versus subjectivity has been a point of discussion for 

several scholars and researchers (Babbie & Mouton, 2001; Gergen & Gergen, 2008; 

Ladkin, 2005; Patton, 2002; Seale, 1999, 2002). 

 

The aim of the current study was to compare how cases implemented an asset-based 

intervention to enhance school-based psychosocial support. As Ladkin (2005) argues that 

action research takes place in the world and not in a restricted laboratory environment, 

the nature of the truth will automatically be context-bound. I thus argue that objective 

interpretation could not exist in human science. I am of the opinion that it is impossible to 

find objective truth, because every person’s or researcher’s subjective experience of 

interaction adds to unique knowledge.  

 

However, it is important to admit the fact that the researcher plays a central role in the 

research inquiry. I therefore adopted a stance of critical subjectivity (as reflected in my 

research journal), as one primary way of dealing with the challenge of subjectivity. This 

stance assisted me to see and acknowledge my own background, interpretations, 

perspectives and biases that I brought into the research field. I made use of my research 

journal to reflect on my points of view regarding culture, race, politics and gender (Heron 

& Reason, 2008; Ladkin, 2005; Sullivan, Bhuyan, Senturia, Shiu-Thornton & Ciske, 

2005; Taylor et al., 2008). Seale (1999) agrees that objectivity is researchers’ attitude of 

mind that attempts to stand back from their own values and beliefs.  

 

I agree with Babbie and Mouton (2001), when they propose confirmability in qualitative 

research, as opposed to objectivity in quantitative research. It entails the extent to which 

the outcome of the study reflects the focus of the inquiry and not the biases of the 

researcher. Several authors (Babbie & Mouton, 2001; Denzin & Lincoln, 2000; Seale, 

1999) refer to an audit trail, which is a sufficient trail that should be left to enable a third 
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person to trace the sources that were used in the establishment of the interpretations and 

conclusions. I made use of an audit trail, which enhanced the confirmability of the current 

study (Seale, 1999). In this regard, Patton (2002) summarises that a clear explanation and 

account of the research process is one way to overcome the debates about objectivity. I 

also employed the strategy of reflexivity, by continually reflecting on the research 

process, in order to enhance the confirmability of the current study. I depended on my co-

researcher’s input during data collection and interpretation and relied on participants’ 

input during the process of member checking. My supervisors also assisted me in 

deriving results and formulate findings in line with my data (Mertens, 1998; Seale, 1999).  

 

 

3.7.5 Authenticity 

 

Describing people, events and places is the basis of qualitative research. Authenticity 

within qualitative research indicates whether such descriptions and explanations correlate 

with one another. It consists of the degree to which different points of view are fairly and 

equally represented (Denzin & Lincoln, 2000; Seale, 1999, 2002; Spencer et al., 2003).  

 

The goal of the current study was to use qualitative methods to accurately describe a 

social phenomenon in such a way that my description correlated with and was a 

representation of the participants’ views. Ontological authenticity was obtained by 

participants’ experiences of their worlds becoming more enriched as the study 

progressed, resulting in an enhanced understanding and application of the asset-based 

approach (Ferreira, 2006). In order to enhance the ontological authenticity of this 

research study, I asked the participating teachers to verify the identified themes and to 

make sure that their perceptions were understood correctly and reproduced accurately 

(Angen 2000; Babbie & Mouton, 2001; Patton, 2002; Seale, 1999; Silverman, 2000). 

This process of member checking in the current study was conducted at the Port 

Elizabeth Seminar in November 2008. Moreover, catalytic authenticity was obtained 

through the initiated action introduced by the research. Lastly, the current study was 

characterised by tactical authenticity, as community members were enabled to take action 
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by implementing the asset-based approach to enhance psychosocial support (Ferreira, 

2006; Seale, 1999).  

 

 

3.8 ETHICAL CONSIDERATIONS 

 

Spencer et al. (2003) emphasise that good quality research is always an ethical piece of 

research. Ethical considerations apply both within the research field as well as within a 

study itself. I will now discuss the ethical principles that I considered during this research 

(also see my ethical clearance certificate in Addendum C1). 

  

 

3.8.1 Expertise of the researcher 

 

The dissertation of my Master’s degree: The mobilisation of assets by teachers to support 

community coping with HIV/AIDS (2004) paved the way for this study (as stated in the 

rationale of the study). Although I am still a novice researcher, I believe I gained some 

experience in qualitative research, specifically in the context of community-based support 

and development, to successfully conduct the current study, prior to and within the 

process of this study.  

 

Together with the above-mentioned master’s level experience, the current study leaders, 

Prof. Liesel Ebersöhn (supervisor), Prof. Ronél Ferreira (co-supervisor) and Prof. Irma 

Eloff (co-supervisor) are experts in the area of qualitative research in Educational 

Psychology. Furthermore, they are pioneers in the field of community-based development 

and support in South Africa. Accordingly, they provided me with accountable 

supervision and guidance throughout the current study. Two of my supervisors, Prof. 

Ebersöhn and Dr. Ferreira initially started with STAR in 2003 and therefore obtained 

extensive experience in the various research fields and types of methodology.  
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3.8.2 Confidentiality, anonymity and trust 

 

When working with human participants, ethical requirements regarding confidentiality, 

anonymity and trust arise. Gibbon (2002) emphasises the importance of ethical principles 

when working with human participants. She stipulates the following points that I 

attempted to establish in my research: establishment of joined respect; openness 

regarding the purpose and intentions of the research; honesty regarding the use of the 

outcome and results of the study and acknowledgement of the fact that the expected 

outcomes cannot be guaranteed.  

 

Throughout my research, I treated the participating teachers with respect. I implemented 

the ethical principles of the Faculty of Education of the University of Pretoria (2010) 

throughout the study. The first principle of voluntary participation (Cohen et al., 2003; 

Fontana & Frey, 2000; Leedy & Ormond, 2001; Strydom, 1998b) implies that any 

participant may withdraw at any stage from a study. The second principle of informed 

consent (Cohen et al., 2003; Fontana & Frey, 2000; Janesick, 2000; Strydom, 1998b) 

implies that participants should be informed regarding the process and goals of the 

research. Participants gave their informed consent before they participated in the study 

(see Addendum C2 for an example of a participant consent form).  Apart from the 

individual participants, informed consent was gained from the principals in each school 

(see Addendum C3) as well as the Department of Education for each of the four case 

studies (see Addendum C4-C6). The third principle of safety in participation (Cohen et 

al., 2003; Fontana & Frey, 2000) means that the participants were not exposed to any risk 

of dangerous situations. The fourth principle of privacy (Cohen et al., 2003; Fontana & 

Frey, 2000; Strydom, 1998b) required that information be handled with confidentiality, 

respect and sensitivity (Leedy & Ormond, 2001). The last principle of trust (Fontana & 

Frey, 2000, Gibbon, 2002) implies that the participants should not be misled in any way 

during or after (for example published outcomes) a research process. 

 

I kept the participants informed about the results and findings that emanated from the 

current study. Through their assistance in verifying themes and confirming the accuracy 
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with which their views were represented, the participants formed part of the research 

process (Fritz & Smit, 2008; Hole, 2007; Janesick, 2000; Mauthner & Doucet, 2003; 

Poland, 2002). 

 

The data that had been obtained from the research are kept in a safe place, where 

confidentiality of information can be maintained. The data could possibly be utilised for 

future follow-up studies (Cohen et al., 2003).  

 

 

3.8.3 Positional discrepancies  

 

Questions regarding power inequities can be raised on my status as a privileged, middle-

class female researcher, who conducted research in communities with limited resources. 

It could be viewed as arrogant of me to report about the experiences of people with 

different backgrounds and cultures that I am not fully familiar with (Foldy, 2005a). I 

acknowledge and understand the fact that power discrepancies were a prevalent ethical 

concern in the current study. However, the way in which I addressed this concern is 

pertinent. 

 

I engaged with some literature on this challenge and came across researchers who found 

them in a similar position (European-American Collaborative Challenging Whiteness, 

2005; Foldy, 2005a; Koné, Sullivan, Senturia, Chrisman, Ciske & Krieger, 2000; 

Sullivan et al., 2005).  As Pierce (cited in Foldy, 2005b) reflects: “…I was acutely 

sensitive to the power I held over those I studied. It was clear to me what I would get out 

of the research…but what would they get out of it…People trusted me. What was I doing 

with their trust?” Foldy (2005a:50) argues that researchers’ identities are expressed and 

formed through research. She found it valuable to constantly: “reflect on one’s own 

experiences, surfacing uncomfortable thoughts and feelings, facing them squarely, and 

gleaning new understandings”. 
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I attempted to address this concern by acknowledging the fact that power discrepancies 

existed and by constantly being sensitive and attentive to them. I regarded participating 

teachers as co-researchers and experts of their own lives and unique circumstances 

(Ferreira, 2006). In this way, the teachers came up with their own solutions in the form of 

asset-based projects, to address psychosocial barriers in their unique school-community 

contexts. 

 

I made use of a research journal to note my personal feelings, opinions, ideas and 

reflections during the research process. I examined, acknowledged and reflected on my 

frame of reference and was open to broadening my understanding of other cultures, their 

beliefs and their points of view. Although I entered the field with preconceptions 

regarding culture, race and language, I was also open to being shaped by new 

experiences. Like Reinharz (1997:3) states: “We both bring the self to the field and create 

the self in the field”.  Another way in which I attempted to address the potential 

positional discrepancies in the current study was by engaging in regular reflection and 

debriefing conversations with my co-researcher, research assistant and supervisors. These 

discussions also assisted me in formulating preliminary interpretations and planning 

follow-up sessions (Ferreira, 2006; Wilkinson, 2003). 

 

Considering the extensive time period that we spent in the various research fields 

(Ebersöhn, 2006a, 2006b, 2007; Ebersöhn & Ferreira, forthcoming; Ferreira, 2006, 2008; 

Loots, 2005, 2008; Loots & Mnguni, 2008; McCallaghan, 2007; Mnguni, 2006; 

Odendaal, 2006; Olivier, 2009), we managed to establish sound and open relationships 

with the participating teachers. My trusting and open relationship with these teachers 

resulted in them being fairly open to me and therefore I was able to obtain an 

understanding of their worlds and views (Ferreira, 2006).  
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3.8.4 Cultural and language differences  

 

Many authors have reflected on ethical considerations that can arise from cross-cultural 

research (Helfrich, 1999; Hole, 2007; Koné et al., 2000; Muula, 2005; Patton, 2002; 

Redmond, 2003; Shklarov, 2007; Sullivan et al., 2005). Throughout the current study, I 

was aware of the challenges related to cross-language and cross-cultural research and 

acknowledged the potential influence on both ethics and the content of scientific work 

(Shklarov, 2007).  

 

The implementation of intervention programmes in communities without taking the 

context of culture in consideration, has the potential of creating ethical concerns. It is 

therefore important to view intervention programmes in relation to their relevancy to each 

unique cultural context (Freeman, 2004; Kondrat & Juliá, 2005; Moll, 2002).  I attempted 

to gain an understanding of each community’s culture and beliefs within its specific 

context. In the same way, Hoosan and Collins (2004) as well as Van Dyk (2001b) refer to 

the implications of traditional African beliefs and cultural customs for education and 

prevention programmes. These authors argue that very often Western programmes fail, 

because of the fact that African traditions, culture and beliefs are not sufficiently 

accommodated. Although the application of the asset-based approach by participating 

teachers was the focus of the current study, each group of teachers was given the 

opportunity to formulate and facilitate their own community initiatives, relevant to their 

unique community context and cultural background.   

 

As an emically oriented researcher (Patton, 2002), I attempted to view the research 

phenomenon through the eyes of the participants. Within the framework of the emic 

approach, culture cannot be viewed as an external factor, but rather as an integral part of 

human behaviour. Therefore, I aimed to view human acts within their cultural context. 

Human acts are not determined by causes that can be studied using the methods of natural 

science, but rather by reasons, which are under the control of the acting person and need 

to be understood through the eyes of the participants (Helfrich, 1999). I guarded against 

observation bias and tried to avoid incorrectly interpreting the participating teachers’ 
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culture and non-verbal communication. I communicated respect for their culture and 

interest in understanding their views (Ferreira, 2006). In this regard, my research assistant 

was familiar with the cultural background of most of the participating teachers and she 

assisted me in clarifying any uncertainties with regard to their cultural contexts. 

Moreover, our research team’s sound relationships with the participating teachers 

resulted in their openly sharing their cultural practices and beliefs with us. In this way, I 

gained a good understanding of the teachers’ cultural backgrounds.  

 

Furthermore, the current study was conducted across different languages (see Addendum 

A4 to view the different home languages of the participating educators), which also 

raised ethical concerns (Koné et al., 2000; Shklarov, 2007; Temple, 2002). As indicated 

in 3.4.3, communication during the research process was conducted in English, as this 

was the only medium of communication in which the researchers, co-researcher, research 

assistant and participating teachers were all proficient (although English was everyone’s 

second language). In some instances, for example during lunch or informal discussions, 

teachers often started to speak in their home language. Usually, one of them would then 

translate their discussion to the rest of the research team. In addition, the research 

assistant was proficient in the participating teachers’ (Schools 1, 2 and 3) home languages 

and she also had good insight in the purpose, methodology and theory of our study. 

Furthermore, my co-researcher and I are both Afrikaans-speaking, which addressed 

potential barriers with regard to language in School 4, where the majority of the 

participating teachers’ home language is Afrikaans.  

 

 

3.8.5 Sensitive information obtained  

 

During this research study, participating teachers conversed on some sensitive topics (e.g. 

HIV/AIDS) and shared personal experiences within the group. Participating teachers 

were faced with HIV/AIDS-related barriers such as stigma, discrimination, lack of 

disclosure and silences, as well as grief and bereavement (Brown, Macintyre, Trujilo, 

2003; Preston-Whyte, 2003; Reid & Walker, 2003; Seidel, 1996). However, the 
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participating teachers were under no circumstances forced to share information against 

their will. Furthermore, they could withdraw from participating in the study at any time 

during the research process. Participating teachers were fully informed about the nature 

of the research. I discussed the procedures and purpose of the study and they were given 

the option to voluntarily participate in the study. They were assured of the confidentiality 

of information obtained during the course of the study (Leedy & Ormond, 2001).  

 

We ended each session with debriefing and reflection, ensuring that participants were 

emotionally stabilised before a session was terminated. I strived to build and maintain a 

safe and trusting environment for participants, where they could feel comfortable in 

sharing their stories (Gibbon, 2002). With the assistance of the teachers, we identified 

human resources in their communities for possible referrals, for example social workers 

and counsellors. Although I had a list of professionals for possible referrals, I did not find 

it necessary to refer any of the participants to a professional.  

 

 

3.8.6 The role of the researcher  

 

I adopted several different roles (Arber, 2006) throughout the current study. I played the 

role of researcher in my own study, co-researcher for related studies within the 

longitudinal PRA research project, a facilitator during the intervention phase of the 

current study as well as a collaborator in participatory research (Stoecker, 1999). I was 

constantly aware of these multiple roles and reflected on my responsibilities and 

challenges in each of these roles in my research journal (Hole, 2007), as illustrated by the 

following extract from my journal: 

I was aware of the different roles that I needed to play. I think one of the main challenges 
was to step back from being an educational psychologist and step into the shoes of being 
a researcher…I think the fact that I am aware of the different roles I need to play, made it 
easier to adapt to it (Research journal, 12 October 2005). 
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Within a qualitative research paradigm, my role was to act as a primary instrument for 

collecting and analysing data. Within this role, I had the opportunity of taking advantage 

of presented opportunities for gathering and generating meaningful and rich information. 

On the other hand, my role as human instrument was limited by the fact that humans are 

subjective beings (Merriam, 1998). Denzin (1997) states that descriptions of experiences 

are shaped and produced in the social texts written by the researcher. A precise 

representation of what was said or meant is, however, not possible, because researchers 

do not have direct access to another’s experience (Riessman, 1993). I acknowledge the 

fact that my interpretations were filtered through my worldviews and perspectives, and 

therefore might be subjective, personal and biased.  I attempted to address this potential 

challenge by reflecting in my research journal (Hole, 2007) on the potential filters that 

could influence my interpretations and meaning-making process. I also engaged in 

regular debriefing sessions with my co-researcher and supervisors to limit subjectivity 

and to reflect on possible interpretations after each session. Furthermore, I made use of 

member checking, that supported me in mitigating some concerns regarding 

representation (Fritz & Smit, 2008; Hole, 2007; Janesick, 2000; Mauthner & Doucet, 

2003; Poland, 2002). 

 

Denzin and Lincoln (2000) refer to the crisis of representation as the dilemma that 

qualitative researchers often experience on how to locate themselves and their 

participants in reflexive texts. I locate my role as qualitative researcher within the 

framework of the following definition (Denzin & Lincoln, 2000:3):  

“Qualitative research is a situated activity that locates the observer in the world. It 
consists of a set of interpretive, material practices that make the world visible. These 
practices transform the world. They turn the world into a series of representations, 
including field notes, interviews, conversations, photographs, recordings and memos 
to the self. At this level, qualitative research involves an interpretive, naturalistic 
approach to the world. This means that qualitative researchers study things in their 
natural settings, attempting to make sense of, or to interpret, phenomena in terms of 
the meanings people bring to them.” 
 

Several authors refer to the research challenge of the emic (insider) perspective versus the 

etic (outsider) perspective (Creswell, 2005; Merriam, 1998). As an emically oriented 

researcher, I attempted to view the research phenomenon through the eyes of the 
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participants (Helfrich, 1999). However, Helfrich (1999) warns on the possible pitfall of 

adopting an emic approach, in the sense that the experiential world of participants may 

then be shaped by the researcher’s own reports and explanations. In relation to this 

potential pitfall, Vidic and Lyman (2000:41) ask the following question: “How is it 

possible to understand the other when the other’s values are not one’s own?” This 

challenge made me think of the potential dilemma that I was facing in conducting this 

research: Is it possible to fully and truly understand and interpret the participants’ views, 

keeping in mind that I come from a different background, culture and sometimes portray 

views that differ from those of the participants in the current study? I acknowledge the 

fact that I am a postgraduate, educated, white Afrikaans female who conducted research 

in disadvantaged communities, with people whose backgrounds differ from mine (Foldy, 

2005a, 2005b; Hole, 2007).  

 

After I did some additional reading on the above-mentioned matter, I concluded that 

Schwandt’s (2000) concept of empathic identification is one way to address this potential 

challenge. Throughout the current study, I attempted to put my background, views and 

values aside and focused on attempting to understand the participating teachers’ beliefs, 

thoughts, views and motives. I acknowledged and reflected on my frame of reference and 

was open to broadening my understanding of the participants’ points of view. I 

documented my reflections (Arber, 2006; Bogdan & Biklen, 2003; Guillemin & Gillam, 

2004) in my research journal. The following extract from my research journal serves as 

illustration:  

It is sometimes difficult to fully understand other traditions and cultures if it is not part of 
your upbringing and background. X spoke about many traditional practices and beliefs 
that many of their community members believe in and which are transferred to their 
children.  They indicated that they sometimes find it difficult to teach children on 
HIV/AIDS if they still belief in witchcraft and “sangomas”. I guess in the same way that I 
cannot be persuaded to believe in witchcraft, they cannot be persuaded otherwise... On 
our way back, Maria [research assistant] gave us some more input into some of these 
practices and I must say, it opened my eyes a bit … (Research journal, 27 July 2005). 
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Similarly, the following extract from my co-researcher’s journal illustrate her reflection 

process and frame of reference:  

Today I realised that we as researchers would have to reflect who we are. I am a white 
Afrikaans woman conducting research in communities that are different to mine (I am 
thinking culture, language values etc…). At one school [School 2] we looked at the 
project planning posters today and it was interesting to see that things that I viewed as 
needs in the community was not necessary needs to them. Also although the teachers are 
all fluent in English when they work in smaller groups, they speak their mother tongue 
and then I feel lost. I also realised how different the communities that we are working in 
are from each other. For example it seems that it is easier to speak openly about 
HIV/AIDS in the city than in the rural areas (Co-researcher’s journal, 27 July 2005). 

 

Moreover, I realised that although empathic identification is important, it is also crucial 

to maintain empathic distance (Rowling, 1999) from the participants. Although these two 

constructs, namely empathic and distance, initially seemed contradictory and difficult to 

reconcile, I realised that it is all a matter of maintaining a fine balance and constantly 

being aware of my positioning with regard to these two constructs.  I therefore attempted 

to be empathetic towards participating teachers’ views and opinions as disclosed in the 

focus groups and informal discussions, but on the other hand keep my distance and not 

become too close to the participating teachers in the current study. I reflected (Arber, 

2006; Guillemin & Gillam, 2004; Hole, 2007) on this matter in my research journal:  

I wondered about the practical application of “empathic distance” today, and it really 
challenged me... Some teachers reflected on HIV/AIDS in their communities and shared 
very sad stories. We all listened so intensely to all these heartbreaking stories and I 
really felt a bit emotional to think of so many distressing cases and I felt as if I just want 
to help them all, knowing that I couldn’t… Then I realised how important it is for me as a 
researcher to keep empathic distance. I firstly need to distance myself from my helping 
profession as an educational psychologist, who wants to help everyone…and focus on my 
role as researcher. I need to keep my distance, without being cold and detached. I still 
need to show empathy, without becoming emotionally involved. It also helped to talk to 
Hermien (co-researcher) about this on our way home. I guess I came to the practical 
understanding and application of keeping a fine balance on the continuum between 
empathy and distance. I think I will be much more aware of my position on this 
continuum in future (Research journal, 30 August 2005). 

 

 
 
 



138 | P a g e  
 

Likewise, the following extract from the co-researcher’s journal illustrates her reflection 

and awareness on empathic distance:   

What is my role at the schools? Am I only a researcher? These are questions that I am 
reflecting on today. Because we have been involved at the schools for quite some time 
now, I have become friends with some of the teachers in the project. One has even invited 
us to her baby shower.  As friends they have beginning to share stories about their lives 
and are opening up to me. Stories about marriage and relationship problems, conflict at 
school etc…Sometimes they ask me directly for advice.  What is my role? Am I the 
psychologist, friend or researcher? It is important for me to try and focus – to keep in 
mind that I am firstly a researcher – that I cannot become too involved (Co-researcher’s 
journal, 25 September 2005). 

 

I therefore attempted to adopt the role of a reflexive researcher by constantly being aware 

of the potential factors that might influence the research process. Although I established a 

relationship of trust with the participating teachers in the current study, I also kept the 

necessary emotional distance. I attempted to maintain emotional distance by sustaining a 

high level of self-consciousness and frequently stepping back to take a critical look at my 

role and position within the research process (Guillemin & Gillam, 2004). 

 

 

3.9 CONCLUSION 

 

In this chapter, I explained and justified my research methodology and strategies. I 

focused on my paradigmatic assumptions, which included the meta-theoretical and the 

methodological paradigm of the current study.  I discussed the research process and 

different phases of the study. I justified the use of a comparative case study research 

design, referred to the selection of unique cases and participants, and discussed the 

different data collection and documentation techniques. I also explained the process of 

data analysis and interpretation that was followed within the framework of constructivist 

grounded theory. I concluded the chapter by explaining the quality criteria and ethical 

considerations of the current study.  
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In the next section, consisting of Chapters 4 to 6, I present integrated reports on the 

results of the current study and relate the results of the study to existing literature. I 

present this section in three different chapters, each chapter focusing on a different theme 

that emerged during the thematic analysis and interpretation phase of the study. The 

following main themes emerged: teachers using an asset-based approach for psychosocial 

support (see Chapter 4); teachers addressing barriers resourcefully (see Chapter 5); and 

teachers’ asset-based competencies (see Chapter 6). I authenticate, substantiate and 

enrich the results of this study with participants’ verbatim quotations, visual data and 

extracts from my researcher’s journal.  Thereafter I reflect on the emerged themes in 

terms of existing literature, to present findings in line with the research purpose. During 

this meaning-making process, I expound congruent as well as contradictory findings 

between the current study and the existing literature. 

 

 

---------------- ■■■ ---------------- 
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