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Provision of school Social Work intervention services: Challenges

and the influence of the socio-economic environment
Lerelle MOSS

ABSTRACT

In South Africa, social work is widely practised, yet there are few and under-resourced school social workers. Consequently, many
South African schools lack access to school social workers. This is problematic because school social work intervention is critical,
as it is the first experience of psychological support received by children. This qualitative study aims to explore the challenges and
influence of the socio-economic environment in the provision of school social work, with a focus on Johannesburg, South Africa.
The study employed non-probability purposive sampling, involving 10 social workers from public, school governing body, and
independent schools. This sample represents different socio-economic communities in Johannesburg. Data was collected using
semi-structured interviews and analysed through thematic data analysis. Furthermore, the ecological systems theory and social
Justice theory were used complementarily to better understand the findings. The findings reveal the complex and fragmented state
of school social work in which social workers placed in schools that are not well-resourced experience multiple constraints. These
social workers, often undertrained and overburdened, are unable to provide effective interventions. Consequently, many learners
and schools remain disadvantaged, further exacerbating educational and social inequality. Addressing this problem requires better
collaboration between the Department of Education and the Department of Social Development to establish a new policy
specifically focusing on providing adequate funding for recruitment and staff development.

KEY TERMS: Independent schools, interventions, public schools, South Africa, school social work
KEY DATES: Submitted: December 2025; Reviewed: March 2026, Published: June 2026
KEY DECLARATIONS: Funding: None | Conflict of Interest: None

AUTHOR DETAILS
e  Lerelle Moss, Brescia House School. Email: Lerelle.smith@gmail.com

Current and previous volumes are available at:
https://ajsw.africasocialwork.net

Mtandao \ Africa
HOW TO REFERENCE USING ASWDNET STYLE

Moss L. (2026). Provision of school Social Work intervention services: Challenges and the influence of the socio-economic environment.
African Journal of Social Work, 16(3), 11-20. https://dx.doi.org/10.4314/ajsw.v16i3.2

African Journal of Social Work, 16(3), 2026 11



https://ajsw.africasocialwork.net/

AJSW, Volume 16 Number 3 2026 Moss L.

INTRODUCTION

After about 32 years of independence from separate development, which was officialised and administered by the
Apartheid government, South Africa continues to experience persistent inequalities that directly affect children’s
access to high-quality education. This is partly due to discriminatory resource distribution among schools. A stark
contrast exists between schools located in low-income environments, usually townships, and those in higher-
income, middle-to-high-end suburbs. Township schools remain under-resourced, negatively affecting learners’
academic progress and success compared to their counterparts in high-income schools. One manifestation of this
imbalance is the availability of psychosocial support. Well-resourced schools often employ professionals such as
school social workers, speech therapists, and psychologists, while low-resourced schools have limited or no access
to such services (Vergottini & Weyers, 2020).

While disparities in the availability of school social work based on socio-economic status are evident in South
Africa, limited research has explored their impact. Existing studies remain few and largely emerging, particularly
regarding the experiences and challenges faced by school social workers when rendering services to children
(Khumalo et al., 2024; Makholwa & Muleya, 2025; Pretorius & Dube, 2025). This gap hinders the advancement
of social work practice and its mandate to promote social justice (Lombard & Twikirize, 2014). In this study,
school social work refers to specialised psychosocial services rendered in schools to support and enhance
children’s learning experiences. Although more prevalent in high-income schools, the field remains under-
researched in South Africa. This paper contributes to the broader social work literature while offering
recommendations to improve the delivery of school social work. Using a case study of Johannesburg, the study
draws on ecological systems and social justice theories, alongside empirical data from semi-structured interviews,
to inform policy recommendations.

LITERATURE REVIEW AND CONTEXT

Available literature underscores social justice as central to education and child development, ensuring equitable
access to resources and psychosocial support. Social workers are mandated to advance social justice, particularly
for disadvantaged populations (South African Council for Social Service Professions [SACSSP], 2015). However,
persistent poverty, inequality, and service delivery challenges raise concerns about the effectiveness of this
mandate in schools. Although policies by the Department of Basic Education and the Department of Social
Development aim to address barriers to learning, implementation remains inconsistent due to limited funding,
inadequate training, and weak interdepartmental collaboration (Pretorius, 2016; Mncube & Lepoba, 2019).
Learners in South Africa face multiple challenges that affect educational attainment and psychosocial well-being,
including poverty, violence exposure, child-headed households, substance abuse, teenage pregnancy, and school
dropout (Pretorius, 2020). Schools often mirror the socio-economic conditions of their communities, exposing
learners to broader societal challenges. Poverty undermines learning through malnutrition and lack of resources,
while violence contributes to behavioural and emotional difficulties. The COVID-19 pandemic further
exacerbated these challenges, particularly where access to online learning was limited (Sosa Lovera et al., 2022).
Psychosocial support within schools remains inadequate. Despite more than 22,000 public schools, the number of
appointed social workers is critically low across provinces (Kemp, 2014, as cited in Vergottini & Weyers, 2020).
Consequently, schools rely heavily on SIAS and School-Based Support Teams, placing additional responsibility
on teachers who are often insufficiently trained to address psychosocial needs. This contrasts sharply with
independent schools, which frequently employ dedicated professionals, reinforcing inequality (Mncube &
Lepoba, 2019).

School social work in South Africa is still emerging and has not been formalised as a specialisation, unlike in
countries such as the United States (Pretorius, 2016). Although social workers have the potential to address
barriers to learning, they face challenges at multiple levels. At the macro level, underfunding and professional
shortages limit impact. At the mezzo level, weak collaboration with educators and parents hampers integration.
At the micro level, role ambiguity and administrative burdens contribute to burnout. Additional challenges
emerged during the COVID-19 pandemic, including confidentiality concerns and learner disengagement in online
counselling (Coetzee et al., 2022; Koketso et al., 2021; Pretorius, 2016; Richard & Sosa, 2014).

The legislative framework supporting school social work includes the Constitution, Children’s Act, Schools
Act, SIAS, and the CSTL framework, all of which affirm children’s rights to education and holistic development.
However, gaps between policy and practice persist due to inequality, resource constraints, and limited professional
capacity (Pretorius, 2020). Overall, the literature indicates that school social work in South Africa remains
underdeveloped. Despite its recognised importance, the field is constrained by resource shortages, unclear roles,
and limited integration into schools. Advancing social justice in education requires increased deployment of social
workers, strengthened specialised training, and improved collaboration among stakeholders. Without these
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changes, many learners’ needs will remain unmet, and equitable educational opportunities will remain
unattainable.

South Africa lacks a comprehensive and standardised framework for school social work, resulting in fragmented
service provision across provinces. Social workers in schools operate under general social work policies and
provincial directives, leading to inconsistent roles and practices (Vergottini & Weyers, 2020). While independent
and affluent schools often employ multiple specialised professionals, public schools in low-income areas typically
rely on limited personnel, sometimes a single district-level social worker serving multiple schools. These
disparities are rooted in South Africa’s socio-political history. Historically, psychological services were reserved
for White and affluent schools, with limited access to Black schools only emerging decades later (Muribwathoho,
2003). Such inequities persist, leaving affluent schools better equipped to support learners’ educational and
psychosocial needs. Against this backdrop, the study examines the experiences of social workers across diverse
schools in Gauteng, focusing on resource availability and institutional support, as well as strengths and limitations
within current practices. The findings aim to inform policy discussions on improving equity in access to school-
based social services.

THEORETICAL FRAMEWORK

This study is informed by Bronfenbrenner’s ecological systems theory and social justice theory. Together, these
frameworks provide a lens for understanding children within their broader environments and the need for
equitable, rather than equal, access to school social work services.

Ecological Systems Theory

Ecological systems theory posits that human development is shaped by five interconnected systems. The
microsystem involves immediate relationships such as family, peers, and teachers, while the mesosystem reflects
interactions between these settings. The exosystem includes external environments that indirectly influence the
child, such as community structures or parents’ workplaces. The macrosystem encompasses broader socio-cultural
factors, including socio-economic status and government policies. The chronosystem captures the role of time and
historical events, such as pandemics or family disruptions, that shape development (Hayes, O’Toole & Halpenny,
2017, as cited in Smith, 2024). This framework enables the study to situate school social workers’ experiences
within the multiple systems affecting learners.

Social Justice Theory

Social justice theory emphasises equity by recognising historical disadvantage and promoting fair access to
resources (Badat & Sayed, 2014). In South Africa, entrenched inequalities continue to shape schooling and social
service provision. This theory underpins the study by foregrounding issues of equity, human rights, and access to
resources (Charmaz, 2005). School social workers are therefore positioned to identify and address injustices
affecting learners. Despite post-apartheid reforms, many children continue to experience poverty and limited
access to support services. School social work thus involves supporting children and empowering communities in
the best interests of the child. As Badat and Sayed (2014) note, disadvantaged communities still face barriers to
quality education and support services, restricting social and economic mobility.

Methodology

This study adopted a qualitative, interpretive case study design to explore the experiences of school social workers
across public, private, and governing-body schools in Johannesburg, representing diverse socio-economic
communities. Ethical approval was obtained from the University of the Witwatersrand Ethics Committee (Non-
HREC). Additional approval was granted by the Gauteng Department of Basic Education and the Gauteng
Department of Basic Education Central District. A purposive, non-probability sample of ten school social
workers, with two to 24 years of experience, was selected based on specific inclusion criteria. Data were collected
using semi-structured, face-to-face interviews, guided by an interview schedule, and supplemented by
observations and audio recordings. Transcribed data was analysed using thematic coding, involving systematic
coding, categorisation, and interpretation, to identify patterns and derive meaningful insights (Farmer & Farmer,
2021; Creswell, 2014; Leedy& Omrod, 2015 as cited in Smith, 2024).

RESULTS
This study explores the challenges and experiences of school social workers providing services in Johannesburg

schools. Participants were sampled from various schools in the North and West districts of the city, representing
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diverse South African socio-economic contexts.
Description of participants

A total of 10 participants were recruited for the study. The sample included eight female and two male participants,
reflecting the female-dominated nature of the profession. All were employed as school social workers, with one
participant (K) identified as a school-deployed social worker employed by an external organisation. Professional
experience ranged from three to 24 years, comprising three early-career practitioners (three to four years), four
with mid-level experience (five to 12 years), and three highly experienced social workers, including one with 24
years of experience.

Participants were drawn from both public and private schools, with seven employed in public schools and
three in private schools, allowing for comparative insights across differing school contexts. Overall, the sample
reflects diversity in experience, gender, and school setting, supporting exploration of school social work practice
across education systems.

Challenges faced by school social workers

Participants identified several challenges in their roles, including professional isolation, limited understanding of
social workers’ scope of practice by other professionals, unrealistic expectations, the absence of a working
framework, limited training, and lack of supervision. These challenges are discussed below.

Being alone

Although school social workers often work within multidisciplinary teams, several participants reported feelings
of isolation. This was largely attributed to being the only social worker in the school and working alongside
professionals who did not fully understand their scope of practice. The lack of supervision further contributed to
participants feeling unsupported. Some participants relied on local social work forums for peer support. Participant
C (female) noted, “Mostly because me, being by myself, I can't get to all of them...”. Participant L (female) added:

“I'm the only social worker here working with three educational psychologists although our head of
department does not take on many cases, but her background is that of one of the psychologists as well.
Yes, I'm. Sometimes I feel like I'm, on my own in that, in that regard’”.

Participant NK (female) also added:

“Sometimes it's better, sometimes it's just overwhelming, yeah, it's just a lot. And there's nothing that my
department could help me with because there are some things that they cannot do. It's out of their work
scope ...”

Lack of supervision

Van Sittert and Wilson (2018, cited in Reyneke, 2020) note that many school social workers do not receive
ongoing supervision, which may impair work competence. The NASW (2013) emphasises supervision as essential
for protecting clients and supporting practitioners. Most participants reported limited or no supervision, and where
it existed, it was often provided by professionals without school social work experience. Participant K explained:

“...you don't have a designated school social work supervisor, you have a supervisor for statutory, and
you have to share with other officials.”

Participant NK added

“No, only my HOD and she's a psychologist she doesn't really understand my scope of practice. So, for
me, if there's something that I don't understand or I need help with, I will have to find someone outside
the school who's got social work experience”

Limited training

Most participants reported feeling inadequately equipped for their roles. While social workers receive broad
training, some lack preparation for school-specific challenges. One participant noted limited experience in
addressing learning difficulties and expressed a need for greater understanding of conditions such as dyslexia to
better support learners and their families. Vergottini and Weyers (2022) similarly highlight training gaps that limit
effective practice in school settings.

Participants working in Learners with Special Educational Needs (LSEN) schools reported receiving no
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additional training for working with children with disabilities. One social worker described difficulties
communicating with learners due to a lack of sign language skills. The National Association of Social Workers
(NASW, 2012) emphasises that appropriate qualifications and ongoing training are required for school social
work practice. These findings underscore the need for specialised knowledge of education systems, supported
through social work education programmes and continuous professional development.
“...it is very challenging because we don't use sign language, especially those who have a speech
problem, it becomes very difficult. It's just that you need to observe the child...” (Participant NKA).

“...So, if we can get training, I think you will be able to improve what we are doing at school level,
because at the moment we don't have any formal structure...” (Participant NK).

“..because if they're saying we are referring a dyslexic learner to you, now I know at least what to say
or what to recommend, whereas before I didn't even know what that is...” (Participant L).

“Because we didn't have an educational training, bridging the thing about learning, how children learn
and what, how the barriers of learning affect them in the classroom, I suppose. Um, a little bit of that.
And then just because I am now landed in a special needs school, would it be nice to know just a blueprint
of what is a neurotypical learner, what is a learner with a learning disability? What is a slow learner?
Why? What is a MID learner...” (Participant H).

Varying services

Although school social workers share several overlapping roles, there are also notable differences contributing to
confusion and creating a perception of the lack of uniformity within the field. For example, some social workers
participate in student admissions while others do not. Some participants also reported being involved in
disciplinary processes, whilst others refused to be involved, as they believed, it would destroy the therapeutic
relationship between the social worker and the learner. The participants further narrated issues related to the
confusion about their roles as follows:

“...social work in the department, for instance, in Gauteng there are four, I think, four or five ways of
doing school social work, which is the most confusing. We don't have a uniform way...” (Participant K).

“...there’re very few schools with social workers. Yes, I think that's where sometimes people feel like
there's not much clarity about what we're supposed to be doing at the school” (Participant D).

School social workers not knowing the full scope of practice.

Several participants did not know their scope of practice. This was perpetuated by the lack of school social work
framework. This lack of information leads to more confusion for social workers, school management, and the
DBE. Most participants highlighted the SIAS policy, which focuses on addressing barriers to learning. However,
they could not fully articulate the extent of their responsibility, nor did they have a similar understanding. Most
participants reported having experience in statutory social work and having to “figure out,” their roles and tasks
when they started working in schools. Below are narratives that support this finding:

“I'was the first social worker, so I had to literally start from scratch and not knowing what school social
work all is about, um, I just had to scuttle and study all. But management has been a great support”
(Participant J).

“As you literally learn everything on the go, there is no job description. Or somebody's showing you your
KPI’S no, you literally get in, you sign your contract, then you get designated to an office. You get to
that office. If you're lucky, you have someone who's gonna show you how they used to do” (Participant
K).

Education versus school social work

Participants further expressed feelings of being secondary, as if their roles were undervalued. Moreover, some
learners’ psychosocial needs were overlooked to focus solely on learning, as described below:

“As I say, I think a very real challenge for every counselling department in a school is we are secondary
service, education is the primary service. So, we are not a mental health priority, although, I mean, that
sounds wrong, but the mental health needs of the pupil are important, but education comes first, and
that's the function of the school. So, if a school is struggling and you can't afford to have a mental health
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team, you have to rely on the community services for that” (Participant L2).
Furthermore, Participant H reported that,

“Sometimes I do find I say I'm definitely at the bottom of the food chain. I see it in the school as educators
and teaching, then the real therapists”

Impact of the economic environment on school social work
Types of schools

This study found that schools that were served by the participants can be categorised into three groups, helping
the researcher fully understand how the socio-economic environment influences school social work services. The
“well-resourced schools”, are those that have access to most resources in the community. The majority of learners
in these schools come from families in high-income societies. Although the schools support some learners from
low-income communities, this does not affect their ability to provide high-quality education and social services.
Some of these schools have more than one social worker or psychologist, with an allocated budget to run their
department. The schools are well supported by parents through fees and initiatives to raise more funds. These
categorisations can be observed in the following narratives:

Participant L2 (female) reported,

“...very privileged you saw as you walked through with me. In a very busy part of the northern
suburbs...quite a range of pupils are here, but the school physically happens to just be in quite a
privileged base”.

In addition, Participant L (female) said:

“There are a lot. We have got those who donate who just donate financially, we've got those who
advertise for the school and recruit and get funds for bursaries. We have got those who coordinate events
like matric dance and get funds that are given to the school”.

Moderately resourced schools refer to governing body schools that are partially funded by the government. They
are situated in well-off communities. However, most learners in these schools come from low-income
communities, and most parents apply for financial exemptions. Therefore, the school must fundraise to provide
additional services such as a social worker and transportation. The social worker is employed by the School
Governing Body, which means their employment could be at risk if the school’s financial situation changes.
Participant C reported:

“So, the community around it's a well-off community. But the learners and the children that we have,
most of them are from disadvantaged communities... It is a fee-paying school, but we are a public school.
So, they have the right to apply for exemption so those parents that cannot afford fees, they apply for
exemption”.

Additionally, Participant H said,
“So yes, we do have to do fundraising activities and other supplements to school income”.

Poorly resourced schools, situated in low-income communities, are funded by the government. These schools do
not have school-based social workers and rely on a school-deployed social worker. They have limited community
resources, which affects the quality of social work intervention due to high caseloads and limited resources. The
following participant narrated:

“I forgot which quantile to place them in, because there are no fee schools, four of them are former farm
schools. So, you have parents who are not involved... the inner community that lacks resources to the
max. They are fully dependent on the government and the notion of a dependency syndrome, and they -
there high crime rates within the school and high dropout rates, high pregnancy rates. It is basically a
chronic dysfunction within the community that boils to the schools. Then you have the ones that are
placed in the townships are those okay they are placed in a coloured township. So those ones - I would
not say that the socio economics are similar to the ones in the rural, with the farms. The difference with
them is that there is structure, there are resources, but there's a lack of use of resources on that side...”
(Participant K).
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Participant K went on to provide a practical example of how in some of the schools where they are deployed, there
is no office for them to work so interviews and interventions are provided to the learners in the government issued
car. They further stated how this lack of working space has had an impact on the quality of work that they can
provide:

“...you can't actually face the person, you cannot read the, the cues, all the prompts or you can do a
prompt and see the expressions that the learner has that challenging because in interviewing in a car,
you can't really assess a chid holistically”.

Creativity in service delivery

Participants described having to be resourceful due to limited funding and infrastructure. This included using
personal resources, recycling materials, and adapting workspaces. These strategies reflect creative practice in
response to systemic constraints (Burgess & Jackson, 2005). Participants B expressed the following:

“Yeah, I've never had an issue with. I use my own stuff...”
Participant L2 also reported:

“...in terms of finances but we are given a budget, and we must work within the budget. We do our best
to not add to the financial burden of the parents, so we get the children to make things in their community
work, to share with others instead of buying. We strongly encourage recycling to cut costs and teach the
kids to make things with their hands..." .

Furthermore, Participant K said,

“I do get an office, at some schools, those that don't have a place that is conducive for counselling then
1 opted to use the government car”.

Access to community services

Collaboration with community organisations was essential due to high caseloads and the need for specialised
services. Participants noted that schools in affluent areas had greater access to NGOs and private services, while
schools in low-income areas faced limited and overstretched resources, reinforcing inequality. The following
participants reflected:

“...we work a lot with NGOs that are around us, like you, SANCA for instance, if they are smoking, they
would send them for testing at SANCA and if they are positive, then they go through a behaviour
modification that is offered by, by SANCA and at the school, because currently I'm the only social worker
So it's a whole lot of caseloads. It is, it's too much. But you would support those learners that are maybe
going for behaviour modification” (Participant D).

“..we try to start here, but when we see we can't because there's no psychologists here. We usually refer
outside to Teddy Bear clinic or Kids clinic where they can actually do intense therapy, which I'm not.
I'm the only one. So usually when it gets too much, we just refer to the appropriate stakeholders and then
they help us...” (Participant C).

DISCUSSION

This study explores the challenges experienced by school social workers in the Johannesburg area. The findings
reflect challenges previously identified in the literature, confirming their persistence across settings and
populations. Studies such as Van Sittert (2016) highlight concerns regarding the lack of uniformity in job
descriptions and role expectations, with responsibilities differing across schools. This inconsistency has been
reported across all provinces in South Africa (Pretorius, 2020; Reyneke, 2020; Vergottini & Weyers, 2022).
Participants similarly reported unequal service provision, resulting in limited access to support for many learners,
underscoring the need for greater homogeneity in school social work services.

These findings are concerning when examined through a social justice lens. Inconsistent role definitions
compromise social workers’ ability to advocate effectively, leading to unequal distribution of services and
resources. While South African schools prioritise education, collaborative approaches are required to support
learners’ holistic development (Pretorius, 2020). Addressing academic needs alone is insufficient without
responding to broader social barriers. A standardised operational framework could promote fairness and
consistency while allowing flexibility to address individual learner needs, aligning with ecological systems theory,
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which emphasises understanding children within interconnected systems.

School social work continues to face systemic challenges. Koketso et al. (2021) identify a severe shortage of
social workers, resulting in excessive workloads and burnout, while limited funding constrains access to essential
resources (Skhosana et al., 2014, as cited in Koketso et al., 2021). The current study reinforces these concerns,
particularly the lack of supervision, leaving many participants feeling unsupported and professionally isolated.
Similar challenges have been documented across South African social work contexts (Tsima & Ncube, 2023) and
may contribute to misaligned services that perpetuate inequities.

The study also highlights the need for specialised training. Although participants were qualified professionals,
many felt inadequately prepared to address diverse barriers to learning, particularly in LSEN schools. This points
to gaps in current social work curricula, where school social work remains underdeveloped (Pretorius & Dube,
2025). Role confusion and inconsistencies in practice further limit learner access to support and highlight the need
for policy coherence and standardisation. Within the ecological systems framework, while learners’ experiences
differ, common challenges such as violence, bullying, teenage pregnancy, and limited resources persist in
township and rural schools (Du Plessis & Mestry, 2024; Madokhwe & Boboyi, 2025; Reyneke, 2024). Targeted
training could better equip social workers to respond to these realities.

Financial constraints and staff shortages remain significant barriers (Ntshongwana & Tanga, 2022). Low-
income schools reported high caseloads and limited multidisciplinary support, while better-resourced schools had
access to broader professional teams, highlighting ongoing inequities. Participants also emphasised the need for
comprehensive learner support services, yet limited funding often prioritised academic provision over
psychosocial care (Gherardi & Whittlesey-Jerome, 2018 as cited in Tan et al, 2020).

Finally, school social work practice relies heavily on external organisations for specialised services, which are
unevenly distributed and often inaccessible to under-resourced communities, reinforcing broader structural
inequalities. Overall, the findings reveal systemic challenges that limit the effectiveness of school social work in
South Africa, including inadequate supervision, unclear role definitions, limited training, and unequal resource
allocation. Addressing these challenges requires coordinated efforts between educational authorities, social work
bodies, and policymakers to develop a more structured, equitable, and well-resourced system of school social
work support.

IMPLICATIONS

The findings indicate a need for increased employment of school social workers to address learners’ needs,
supporting Pretorius’ (2016) argument that additional social workers and collaboration with educators are
essential to address barriers to learning. There is also a need for greater uniformity in school social work roles and
increased recognition of social workers’ contributions within school communities. The findings highlight the
importance of specialised training to adequately prepare school social workers, as the field is internationally
recognised as a specialised area requiring accredited training (Pretorius, 2016). Furthermore, disparities in the
availability of social workers across different types of schools reflect broader inequalities in the education system.
Finally, the study underscores the need for policy review to ensure adequate allocation of resources to school
social work services.

RECOMMENDATIONS

Strengthening school social work requires improved collaboration between the Department of Education, the
Department of Social Development, and other stakeholders. Clear policies and guidelines are needed to define the
appointment, roles, and responsibilities of school social workers. Given that many practitioners lack adequate
supervision, making supervision a mandatory component of practice is essential for professional support and
development. Introducing specialised university-level training in school social work would further enhance
professional capacity. In addition, greater advocacy is needed to promote a shared understanding of the scope of
practice. Persistent inequalities in service provision limit learner access and must be addressed through formal
recognition of the profession, increased resource allocation, and expanded research, as current South African
literature remains limited.

CONCLUSION

This study reveals that school social work in South Africa operates within an uneven and complex system shaped
by contextual and structural factors. Despite existing frameworks, inconsistent implementation, limited
collaboration, and inadequate recognition hinder effective service delivery. Nonetheless, school social workers
demonstrate strong professional commitment and continue to advocate for their role within the education system.
Their efforts highlight the importance of recognising school social work as an essential component of inclusive
and socially just education in South Africa.
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