South African Journal of Education, Volume 36, Number 4, November 2016

1

Non-Special Issue Contribution, Art. # 1390, 12 pages, doi: 10.15700/saje.v36n4a1390

Enabling spaces in education research: an agenda for impactful, collective evidence to
support all to be first among un-equals
Liesel Ebersöhn
Centre for the Study of Resilience and Department of Educational Psychology, Faculty of Education, University of Pretoria,
Pretoria, South Africa
liesel.ebersohn@up.ac.za
Single case studies are prolific in South African education research. I equate the abundance of case studies to the urgency for
evidence to transform the highly unequal landscape of education opportunities. In contrast however, stand-alone case study
evidence does not offer much impact in building an evidence-based body of knowledge for education interventions. I posit
an alternative for education research in the absence of collective studies, and propose for education researchers to collaborate
in order to be deliberate in building a collective body of knowledge on circumstances that enable positive education
outcomes given a postcolonial context, such as South Africa. I use an egalitarian political philosophy position to posit the
notion of schools as enabling spaces, so as to counter a dis-enabling disaster perspective and promote dialogue on evidence
of that which supports positive learning and development, given high structural disparity. I show that, as with studies in
which I participated, many studies exist locally to generate evidence on education responses given adversity. However,
insights thus derived are fragmented, regional and mostly single case studies using multiple conceptualisations, measures
and indicators. I argue that an intentional education research agenda to coordinate inquiries could inform design,
conceptualisation, measurement, comparative value and data sharing. An enabling schools research agenda could
intentionally guide inquiry into that which supports education, where chronic poverty renders society as characteristically
less equal.
Keywords: barriers to education; buffers in education; egalitarian political philosophy; equality of opportunity; global South
education; high risk schools; poverty and education; protective resources; resilience; risk factors
Introduction

Education knowledge is generated in South Africa on evidence-based responses given a high adversity context.
Afterall, South Africa’s undesirable status as most unequal society in the world (OXFAM, 2013; The World
Bank, 2012) necessitates such studies, to address negative educational, health, social and economic outcomes
that abound in more unequal societies (Bhana, Petersen, Baillie, Flisher & The MHaPP Research Programme
Consortium, 2010). However, the existing insights are derived from fragmented, regional and mostly single case
studies, using multiple conceptualisations, measures and indicators. Consequently the impact offered from such
disconnected studies remains negligible. I propose for education researchers to collaborate in order to be
deliberate in building a collective body of knowledge on circumstances that enable positive education outcomes,
given a postcolonial context (e.g. South Africa).
To have a fair chance for many to be firsts amongst un-equals requires intervention. And the severity of
inequality requires much more than piecemeal insight. To counter structural disparity, evidence needs to offer a
more far-reaching impact. Consequently multiple, comparable studies are required on education interventions
with high efficacy, fidelity and transferability. I use equality of opportunity (Page & Roemer, 2001; Roemer,
1998; Roemer, Aaberge, Colombino, Fritzell, Jenkins, Lefranc, Marx, Page, Pommer, Ruiz-Castillo, Jesus San
Segundo, Tranaes, Trannoy, Wagner & Zubiri, 2003) as a lens to posit the notion of enabling spaces in
education, and argue for an education research agenda that emphasises evidence on innovative adaptation (rather
than a deficit focus on scarcity and education) in a transforming, postcolonial Global-South space.
Given the associated multiple and chronic disruptions faced in this emergent postcolonial democracy, it
may be enticing to the individual and collective body of education researchers to opt to make challenges the
focus of their deliberations. However, based on experience, in long-term, resilience school-based studies
(Ebersöhn, 2014a, 2014b; Ferreira & Ebersöhn, 2012), I make a case for turning the research light on those
outlier incidences, where schools, teachers, students and school communities succeed against the odds. Moore’s
(2001) reference to ‘positive deviance’ informs my call for the intentional research pursuit of instances where
individuals and communities in at-risk school settings exceed expectations by accessing limited (educational)
opportunities, and then perform well.
An Unequal School-Ground: Enabling Equal Opportunities for Education

Many have shown that the context of inequality calls for very particular lenses to support positive outcomes
(Hoadley & Galant, 2015; Sayed, Kanjee & Nkomo, 2013; Soudien, 2010). Elsewhere (Ebersöhn, 2014b), I
argued for the way in which the particular global South space, place and temporality is significant when
considering which evidence to generate in support of positive learning outcomes. In this article, in order to build
a case for an education research agenda, I argue that a prerequisite is the acknowledgement that a challenging
context with particular deficit requires deliberate investigation into, and championing of, evidence on
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interventions that assist teaching, learning and
development. I contend that a premise for an
education research agenda – given inequality –
would accordingly incorporate both positive- and
negative contextual issues. Depending on the
theoretical position of the education researcher, he
or she would thus take note of risk factors and
protective resources, barriers and buffers, or lack of
resources and services, together with available
resources and services. Consequently, to imagine a
research agenda, I draw on frameworks valid in
contexts where structural disparity persists. When
structural disparity characterises a society,
individuals and communities are marginalised. Like
others (Branson & Zuze, 2012; Laryea-Adjei &
Sadan, 2012; Palardy, 2013) I contend that a lens of
inequality (Roemer, 1998), which acknowledges
theorising on opportunity for equality, provides a
balanced vantage point, when considering contexts
characterised by poverty.
A Risk Lens in Education Research

Egalitarian political philosophers have been
influenced by Roemer’s (1998) and others’ (Page
& Roemer, 2001; Roemer et al., 2003) work on
equality of opportunities. Analyses based on these
frameworks seldom include data from emerging

economy countries (Moore, 2001), where chronic
poverty renders societies as characteristically less
equal – with slender chances of accelerated
progress towards more equal distribution of
services. Political philosophy debates often focus
on deficit variables, primarily related to social
origin, that lead to a continuum of more, or less
opportunity, or more, or less equality. Figure 1
provides a synopsis of a primarily deficit lens to
policy frameworks (Branson & Zuze, 2012;
Laryea-Adjei & Sadan, 2012; Palardy, 2013).
From Figure 1 it is apparent that inadequate
opportunities are associated with socially-generated
risk factors (as is characteristic of structural
disparities in South Africa). The portrait for
equality of opportunities becomes especially grim
if a home, school, neighbourhood or country is in
remote spaces, or spaces with high exposure to
conflict and instability. The risk of intergenerational poverty is high, as societal structures
lead to parents probably accessing low-income
generating jobs, due to a limited number of job
opportunities and low education levels. In a less
equal context, if you are born female, or
differently-abled, or become orphaned, chances are
high that you would be especially at risk to not
enjoy equal opportunities to learn.

Risk factors as
Opportunity
barriers to education
Low
Social origin of risk:
In the school-community:
 exposure to conflict, insecurity, crime
 lack of, distance to, and barriers to access limited services (health,
welfare, transport)
 lack of school-community participation
 high poverty neighbourhood / village
In the kinship system:
 low levels of parental education
 low household income generating based on parental occupation
 high intergenerational poverty
Individual level (student, teacher, family of origin):
 higher risk for females
 orphanhood as risk
 higher risk of individual with a disability
 negative affect (emotions)
 negative temperament
 low individual self-esteem
Inequality
High
Figure 1 A deficit policy lens: rural education, opportunity and inequality (adapted from Ebersöhn, 2014d)
Characteristically an unequal ecology usually
points to less opportunity due to resource
constraints, with few services and goods available
to advance the development of human capital. This
lack of capital may be aggravated by features of an
at-risk social context and social origins. In a

poverty context, vulnerability will be especially
high, and education infrequently accessed by
mainly girls, orphans and people with disabilities,
those who live in emerging economies, rural
villages or inner-city lodgings; who may regularly
be exposed to crime, and conflict. On a psycho-
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logical level, a negative temperament may be an
additional hindrance to accessing education (Fredrickson, 2001). Significantly anti-social behaviour
seem to be especially evident where societies are
more unequal.
Following Roemer’s (1998) equality theory,
these circumstances of social context and origin are
beyond individual control, and consequently
require evidence to inform interventions in order to
equalise the coverage, distribution and access to
educational services (sparse as they may be in a
poverty ecology).
A Continuum of Risk and Resources as Education
Research Lens

An alternative image of enablement (Figure 2) is
possible when assets and strengths are accounted
for in education research. Socio-ecologically, it is
known that risk factors (as is evidenced in Figure
1) occur together with available protective resources (Collins, Kinzing, Grimm, Fagan, Hope,
Opportunity
protective resources
High
buffering education
Social origin of protective resource:
In the school community:
 safety structures (supervision, security,
role-models)
 structures to refer to and access limited
and/or distant services
 school-community participation in school
activities
 high levels of allocating and managing
available resources for collective
prosperity
In the kinship system:
 access to adults with varied levels of
parental education
 access to household income support and
examples of varied adult occupation
 higher possibility for intergenerational
mobility
Individual level (student, teacher, family of
origin):
 being male as protective
 non-orphaned as protective
 high physical health as protective
 positive affect (emotions)
 positive temperament
 high individual self-esteem
Inequality
Low
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Wu & Borer, 2000; Liu, Dietz, Carpenter, Alberti,
Folke, Moran, Pell, Deadman, Kratz, Lubchenco,
Ostrom, Ouyang, Provencher, Redman, Schneider
& Taylor, 2007). Equally, community development
studies (Kretzmann & McKnight, 1993) show that,
in development processes, asset-awareness precedes ability to traverse towards and access
available resources. An enabling school (Figure 2)
would be a place where the risk factor (Figure 1) is
mediated by acknowledging, identifying and using
available protective resources to make the adversity
context conducive to education. The use of
protective resources can buffer against the impact
of disparity, and mediate learning and development. An enabling school therefore embodies a
space where the co-existence of risk and resources
in a rural context is acknowledged. High opportunity and low inequality is possible when
protective efforts mobilise existing resources so
that quality education is possible.
risk factors as
Opportunity
barriers to education
Low
Social origin of risk:
In the school community:
 exposure to conflict, insecurity, crime
 lack of, distance to, and barriers to
access limited services (health, welfare,
transport)
 lack of school-community participation
 high poverty neighbourhood / village

In the kinship system:
 low levels of parental education
 low household income generating based
on parental occupation
 high intergenerational poverty
Individual level (student, teacher, family of
origin):
 higher risk for females
 orphanhood as risk
 higher risk of individual with a
disability
 negative affect (emotions)
 negative temperament
 low individual self-esteem
Inequality
High

Figure 2 Enabling schools include resources and risks (adapted from Ebersöhn, 2014d)
In a less equal society, more resources are
available to some than to others, and therefore
resources and risks will differ in degree and scale:
those with fewer resources experience more risk. In
addition, the degree of resource constraints is

higher and scarcity exists on the scale of individual,
family, community, and societal level (Ebersöhn,
2014c). Drawing on development theory (Department for International Development (DID), 1999)
the range of resources, or forms of capital
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(financial, physical, human, social, infrastructural,
political) need to be accounted for in high risk
settings, and has relevance for education research.
Protective resources (forms of capital), like
risk factors, are also scaled. Protective resources
include individual traits, such as personal grit,
positive emotions (Fredrickson, 2001, 2003), and
positive temperament (Seligman, 2011). Besides
human capital, contextual protective resources also
exist. Such contextual resources include positive
institutions (Seligman, 2011) that provide necessary services (such as schools, clinics, faith-based
organisations, social development). Knowing how
to access and make use of governance through
political- and decision-making capital (DID, 1999)
is of specific relevance in a young democracy.
A Propensity for Case Studies in Education
Research

I base my contention on my own propensity
towards case studies – here specifically several ongoing (2003–2016), school-based intervention and
participatory studies. These studies have each
accomplished limited impact with dissemination in
publications and conferences, as well as building
research capacity of students and emerging
scholars. However, each fall short of offering
significant impact on an education system where
the need far exceeds the effect of small scale
findings.
The issue in smaller scale studies is not the
significance of theory-building. In each instance,
we were able to build knowledge on resilience
responses in schools given high risk, high need and
resource constraint (Ebersöhn, 2014a; Ferreira &
Ebersöhn, 2012).
Nor is the issue the robustness of
methodology. Our sampling was rigorous, where
twenty schools (primary = 16, high = 4; rural = 6,
peri-urban = 14) were sampled in three South
African provinces (Mpumalanga, Eastern Cape and
Gauteng) based on quintile indicators of socioeconomic status, as well as preparedness to
collaborate in long-term school-based inquiry. To
build knowledge on teacher resilience given these
school-contexts, teachers (n = 116, female = 87,
male = 29) in these schools were purposively
sampled to contribute their experiences on
resilience. Data on educational psychology services
in a rural school is nested in a higher education
community engagement partnership (2005–2015)
with a rural high school. Participants include Grade
9-students (n = 1109), who annually received
educational psychology services, as well as yearly
cohorts of Academic Service Learning (ASL)
students (n = 117), who provided these services.
School-based data sources were rich and
triangulated, including visual data (photographs
and audiovisual recordings) and textual data (field
notes and researcher diaries of multiple re-
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searchers) of prolonged observation of schoolcontexts over time; verbatim transcriptions of
interviews (participatory, and face-to-face) with
teachers, young people, ASL-students; school
documents (statistics on enrolment, academic
performance and progress); clinical educational
psychology data (textual and visual) of assessment
and therapies; as well as reflective narratives by
ASL-students. Data analysis entailed thematic
analysis of the above data sources by multiple
coders, in order to derive in-case and cross-case
results. These case studies afford process awareness over-time, rather than merely cross-sectional
insights. The data is delimited to similar school
settings and participant populations. The qualitative
data provide nuanced, deep understandings of
multiple perspectives, but lack quantifiable comparison across province, school and participant
profiles.
Rather, the issue is the lack of impact of small
scale studies by many other South African researchers like me. To create opportunities for many
young people to experience ‘firsts’, given extreme
inequality, it cannot be business as usual for
education research. In the next section, I illustrate
how education evidence of ‘what works’ given
contextual hardship consists of multiple minimasterpieces. Due to the proclivity for case studies,
there is no coherent framework to guide the
systematic analysis, comparison and integration
across smaller studies. In the absence of synergies
across data sets, it remains an elusive endeavour to
construct a representative quilt of validated education interventions, given an emerging economy
with ongoing poverty and less equality.
The Prevalence of Case Studies to Investigate
Supportive Interventions in High Risk Schools

Like myself, many South African scholars, in a
variety of education and related disciplines, have
been contemplating supportive school spaces to
counter adversity. Each study provides very
particular textured understandings given disciplinespecific foci. These include studies on policy,
leadership and management (Heystek, 2015; Heystek & Lumby, 2011; Hlalele, Masitsa & Koatsa,
2013; Hoadley & Galant, 2015; Maringe, Masinire
& Nkambule, 2015; Motala, Govender & Nzima,
2015; Ntho-Ntho & Nieuwenhuis, 2016; Perumal,
2009; Pillay, 2014a; Spies & Heystek, 2015);
support in challenging contexts (Bhana & Bachoo,
2011; Ebersöhn, 2014c; Ebersöhn & Ferreira, 2012;
Heystek, 2015; Mabasa, 2013; Mampane &
Bouwer, 2011; Masinire, Maringe & Nkambule,
2014; Pillay, 2011, 2014a; Spies & Heystek, 2015);
strategies for assessment (Braun, Kanjee, Bettinger
& Kremer, 2006; Kanjee, 2007; Omidire, Bouwer
& Jordaan, 2011; Scherman, Zimmerman, Howie
& Bosker, 2014; Van Staden, 2016), innovations
for instruction and learning (Cho, Scherman &
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Gaigher, 2012; Krog & Krüger, 2011; Langa, 2013,
Maringe et al., 2015; Ngidi, Sibaya, Sibaya,
Khuzwayo, Maphalala & Ngwenya 2010; Scherman, Smit & Archer, 2013; Van Staden & Bosker,
2014; Zimmerman & Smit, 2014); lenses on
curriculum development (Griessel-Roux, Ebersöhn,
Smit & Eloff, 2005; Kanjee, Sayed & Rodriguez,
2010; Modipane & Themane, 2014; Nieuwenhuis,
2004; Ntho-Ntho & Nieuwenhuis, 2016; Pillay,
Smit & Loock, 2013; Themane, 2011); multilingualism and language of instruction (BretonCarbonneau, Cleghorn, Evans & Pesco, 2012;
Evans & Cleghorn, 2010; Howie, Venter & Van
Staden, 2008; Joubert, Ebersöhn, Ferreira, Du
Plessis & Moen, 2013; Matjila & Pretorius, 2004;
Omidire et al., 2011); and student learning support
and inclusion (Landsberg, Krüger & Swart, 2016;
Marais & Krüger, 2014; Motala et al., 2015;
Theron & Dalzell, 2006). Socio-cultural aspects
have also been studied, including support towards
wellbeing, given student risk behaviours and
contexts (Bhana, Mellins, Small, Nestadt, Leu,
Petersen, Machanyangwa & McKay, 2016; Groenewald & Bhana, 2016; Hall & Theron, 2016;
Hlalele & Brexa, 2015; Krüger & Osman, 2010;
Lethale & Pillay, 2013; Mampane & Bouwer,
2006; Mashita, Themane, Monyeki & Kemper,
2011; Meyer-Weitz, Reddy, Van den Borne, Kok &
Pietersen, 2000; Perumal, 2015b; Pillay, 2011;
Steyn, Van Wyk & Kitching, 2014; Theron &
Dunn, 2010); psychosocial support in schoolcommunities (Ebersöhn & Ferreira, 2011; Ferreira,
Ebersöhn & Botha, 2013; Mampane, 2014);
support for teachers given high adversity (Coetzee,
Ebersöhn, Ferreira & Moen, 2015; Loots,
Ebersöhn, Ferreira & Eloff, 2012; Perumal, 2016;
Sibaya & Sibaya, 2008); as well as schoolcommunity support and partnerships with schools
(Bhana & Bachoo, 2011; Ferreira & Ebersöhn,
2012; Hlalele, Manicom, Preece & Tsotetsi, 2015;
Mabasa & Themane, 2002; Mayombe & Lombard,
2016; Omidire, Mosia & Mampane, 2015;
Themane, 2014).
By and large, the majority of studies follow
cross-sectional, single case study designs and
qualitative methodologies (Groenewald & Bhana,
2016; Heystek, 2007, 2015; Hlalele & Brexa, 2015;
Hlalele et al., 2013; Krog & Krüger, 2011; Krüger
& Osman, 2010; Lethale & Pillay, 2013; Marais &
Krüger, 2014; Modipane & Themane, 2014;
Omidire et al., 2015; Perumal, 2015a, 2016; Pillay,
2014a; Smit, 2001; Steyn et al., 2014; Themane,
2014; Theron & Dunn, 2010). The strength of these
studies lie in their richly nuanced insights of a
variety of geographical spaces, and different
participant perspectives.
In some instances, mixed-method designs are
followed to investigate barriers and buffers given
the particular education context (Bhana et al., 2016;
Hlalele et al., 2013). In other studies, there is
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evidence of process data given prolonged engagement with students, teachers and schoolcommunities (Ferreira & Ebersöhn, 2012). There is
also education evidence derived from larger scale
survey studies (Cho et al., 2012; Fockema, Candy,
Kruger & Haffejee, 2012; Mashita et al., 2011;
Sibaya & Sibaya, 2008; Van Staden, 2016;
Zimmerman, 2010). Some studies have multiple
cases of sampled schools (Ferreira & Ebersöhn,
2011; Hall & Theron, 2016; Hlalele et al., 2015;
Howie et al., 2008; Mabasa, 2013; Maringe et al.,
2015; Omidire et al., 2011; Pillay, 2014b;
Scherman et al., 2013), and in some instances,
samples span across more than one province
(Ferreira & Ebersöhn, 2011).
An umbrella criterion of convenience to
access participation (be it schools, teachers, students, management and leadership, families) often
drives decisions regarding sampling criteria. As a
result, the scope of sampling is usually that of
convenience and/or purposive sampling in single,
bounded school-systems across Southern Africa
(Heystek, 2007, 2015; Heystek & Lumby, 2011;
Hlalele, 2012; Hlalele & Brexa, 2015; Hlalele et
al., 2013; Krüger & Osman, 2010; Lethale &
Pillay, 2013; Marais & Krüger, 2014; Motala et al.,
2015; Ngidi et al., 2010; Ntho-Ntho & Nieuwenhuis, 2016; Perumal, 2016; Pillay, 2011; Sibaya &
Sibaya, 2008; Smit, 2001; Smit & Fritz, 2008;
Spies & Heystek, 2015). Consequently evidence
related to education is characterised as multiple
small-scale and robust insights. The sampling
repertoire leaves little room to knit fragments of
evidence together into one distilled body of
education knowledge.
The unique perspectives of small groupings
are necessary to include in order to craft a full
understanding of that which is required to support
learning, teaching and development, given hardship
and difficulty in accessing formal, government
support (Braun et al., 2006). Studies provide such
perspectives of small numbers of teachers (Coetzee
et al., 2015; Lethale & Pillay, 2013; Modipane &
Themane, 2014; Ngidi et al., 2010; Perumal, 2016;
Scherman et al., 2014; Smit, 2001; Smit & Fritz,
2008); students (Fockema et al., 2012; Hlalele,
2012; Hlalele & Brexa, 2015; Krog & Krüger,
2011; Lethale & Pillay, 2013; Marais & Krüger,
2014; Perumal, 2015b; Pillay, 2011; Omidire et al.,
2011; Themane, 2014; Theron & Dalzell, 2006;
Theron & Dunn, 2010); school leaders (Heystek,
2007, 2015; Heystek & Lumby, 2011; Hlalele et
al., 2013; Ntho-Ntho & Nieuwenhuis, 2016;
Olujuwon & Perumal, 2015; Spies & Heystek,
2015); policymakers (Motala et al., 2015; Pillay,
2014a); school-community stakeholders (Bhana &
Bachoo, 2011; Hlalele, 2012; Mayombe &
Lombard, 2016; Omidire et al., 2015; Pillay, 2011).
Given the absence of a uniform conceptual
framework to map education research, there is great
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variability in how both hardship and support is
conceptualised – and consequently, operationalised.
In some instances, indicators for learning (Archer,
Scherman, Coe & Howie, 2010; Cho, Scherman &
Gaigher, 2014; Van Staden, 2016) or health and
wellbeing, do lend themselves to comparison
(Bhana & Bachoo, 2011; Bhana et al., 2016;
Fockema et al., 2012; Zimmerman, 2010) – albeit
with global, rather than local studies. Consequently, it remains challenging to compare education
data and transfer education findings, given the lack
of uniformity in indicators to measure learning,
teaching, and development outcomes – as apparent
in the prior discussion. Similarly there is variability
on how to measure teacher and student
development and wellbeing (Edwards, Govender,

Nzima, Hlongwane, Thwala, Singh & Mbele, 2013;
Edwards, Nzima, Govender, Hlongwane, Kent,
Hermann, Mathe & Edwards, 2014; Hlalele &
Brexa, 2015; Lethale & Pillay, 2013; Mampane,
2012, 2014; Meyer-Weitz et al., 2000; Omidire et
al., 2015; Pillay, 2011; Theron, 2012).
If this is the current education research
scenario, what can be done to change, and/or
capitalise on these practices? In the next section, I
propose a framework that might direct conceptualisation, research questions, shared operationalisation using comparable measures and
indicators in order to co-generate a coherent body
of knowledge on effective education interventions
given inequality.

Risk factors
as barriers to
education

Education
interventions

Individual
level.
Kinship
system.
School
community.
Socioeconomic.
Geopolitical.

draw
on


Protective
resources
buffering
education
Individual
level.
Kinship
system.
School
community.
Socioeconomic.
Geopolitical.

to develop
evidence on


Policy (multisectoral).
Teacher
training /
professional
development.
Curriculum.
Schoolcommunity
partnership.
School
leadership,
management
(including
school
climate).
Classroom.
Extracurricular.
Learning
support &
inclusion.
Psychosocial /
socioemotional.
ENABLING SPACES IN EDUCATION

that enable /
support


Positive
outcomes

Learning.
Teaching.
Development,
i.e. career,
health &
wellbeing
(objective
and
subjective).

Figure 3 Conceptualising enabling spaces in education within a context of high inequality
Enabling Spaces as Education Research Agenda

In Figure 3, I present an education research agenda
informed by lenses of opportunities for equality
(Page & Roemer, 2001; Roemer, 1998; Roemer et
al., 2003). The agenda includes several theoretical
assumptions. Education (learning, teaching and
development) will be considered in terms of enablement, viz. what are the ecological enables that
support positive education opportunity? Ecological
constraints need to be acknowledges as significant
risk and accompanying need – what are the

ecological constraints that inhibit positive
education opportunity? In addition, risk factors in a
highly unequal society do not provide equal
opportunity, and act as barriers, disrupting equal
progress (refer to Figures 1 and 2). Consequently,
opportunities for ‘positive deviance’ (Moore, 2001)
require intentional interventions to support progress
to positive outcomes. Furthermore, interventions
can draw on available protective resources to
mediate the negative effect (buffer against) of risk
factors (Ebersöhn, 2016a). In response to high
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inequality, education needs to include an emphasis
on multi-scaled intervention (individual, sociological, economic and policy) so as to query,
strategise, and change unequal structures (Page &
Roemer, 2001; Roemer, 1998; Roemer et al.,
2003).
Naturally, engagement is required by means
of which to deliberate scenarios for collaboration
on an integrated research agenda. In September
2016, there was an invitational meeting between
education researchers and policymakers from
national and local Departments of Education from
nine South African universities (Tshwane University of Technology; Northwest University;
University of Kwazulu-Natal; University of South
Africa; University of Pretoria; University of the
Freestate; University of Limpopo; University of
Johannesburg and University of the Witwatersrand), as well as international researchers form
three institutions (Pennsylvania State University,
American Institutes for Research, American Education Research Association). The focus was on
considering the following question of how research
findings can inform learning and wellbeing in high
risk and high need schools.
It was decided that one priority for an
education research agenda would be to collaborate
in order to integrate autonomous, small-scale
research, on how evidence can promote resilience
in high risk and high need schools. Collaboration
would follow an inclusive approach, to network,
collaborate and include relevant researchers in
operationalising an education research agenda
(Ebersöhn, 2016b). In order to ensure the opening
up of pathways, engagement would take place with
key role-players in government, NGOs, foundations, business sector stakeholders, non-governmental organisatons, school-community partners,
and funding organisations, so as to raise awareness
of and seek collaboration in the vision and
activities of a collaborative research agenda (Ebersöhn, 2016b).
Several priorities exist to make an education
research agenda actionable. Systematic reviews require focused on: (i) knowledge synthesis on
schools where high performance and well-being of
students and teachers are outcomes despite adversity; (ii) international and national policy a
related policy review; and (iii) a review of relevant
indicators and measures. A dedicated electronic
space provides a platform on research information
related to enabling spaces in education
(http://www.up.ac.za/centre-of-the-study-ofresilience).
A research agenda could include the longterm aim of a large scale, national randomised
control trial on evidence-based interventions that
enable high risk, high need and resource constrained schools to support learning, teaching and
wellbeing (Ebersöhn, 2016b). The rationale for this
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aim would be to counter the often small-scale,
regional case study nature of studies that investigate interventions by means of which to buffer
against barriers and support learning, development
and wellbeing in schools.
Given the limitations in research funding in an
emerging economy context, it is, however, plausible that multiple case studies (single and multiple)
could each focus on an aspect or aspects of
enablement. Pragmatically, even if case studies
continue being used, their combined evidence
could each fit into a larger picture of education as
an enabling space. Consequently, mid-term
objectives for a research agenda could include: (i)
using similar indicators and measures in studies
generating knowledge on enabling schools; (ii)
creating digital object identifiers (doi) for data sets
on enabling schools; (iii) data-sharing; (iv) a digital
repository of measures and methods; and (v) deciding on core research questions based on a
common conceptual understanding (Ebersöhn,
2016b).
Against the background of an overarching
question on evidence-based support to teachers,
students and leadership, other research directions
(Ebersöhn, 2016b) include: determining the purpose of schooling; what type of youth/learner may
be desirable for a school to produce; how might we
enable, professional support leadership/education
leaders or provide support for teaching and learning
that use multilingualism as asset rather than barrier
in education; what might be the infrastructural
support leveraging opportunities for innovative
forms of collaboration and networks; as well as
what consititutes relevant core knowledge and
measures.
At the crux of an enabling school’s research
agenda is the intent to unravel and disseminate
evidence that shows how strategies that drive
agency towards positive outcomes (on the scale of
individual, school, household, school community,
government) enable education, faced with significant adversity, to function.
Conclusion

As per definition, less equal societies with fewer
opportunities for equality are characterised by
overwhelming adversities. I discuss both the benefits and limits of existing studies within South
Africa, where knowledge on such enabling
interventions has been done in recent years. I argue
that a collective endeavour to construct and implement an education research agenda could
culminate in systematic data from an emerging
economy country. Such robust knowledge could be
significant for local implementation, and for use in
analyses in other settings where poverty persists,
where societies are correspondingly less equal, and
chances are slender for accelerated progress
towards more equal distribution of services. I drew
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on egalitarian political philosophy to provide an
argument for an education research agenda that
builds integrated, comparative and representative
evidence, which can inform interventions aimed at
equalising the coverage, distribution and access to
educational services (sparse as they may be in a
poverty ecology). I explained how such an education research agenda could look into circumstances where education can function as enabling
space that support teaching, learning and development, alongside continued hardship characteristic
of structural disparity.
Note
i.

Published under a Creative Commons Attribution
Licence.

References
Archer E, Scherman V, Coe R & Howie SJ 2010.
Finding the best fit: the adaptation and translation
of the performance indicators for primary schools
for the South African context. Perspectives in
Education, 28(1):77–88. Available at
http://uir.unisa.ac.za/bitstream/handle/10500/11975
/Archer_Finding%282010%29.pdf?sequence=1&is
Allowed=y. Accessed 24 November 2016.
Bhana A & Bachoo S 2011. The determinants of family
resilience among families in low- and middleincome contexts: A systematic literature review.
South African Journal of Psychology, 41(2):131–
139. doi: 10.1177/008124631104100202
Bhana A, Mellins CA, Small L, Nestadt DF, Leu CS,
Petersen I, Machanyangwa S & McKay M 2016.
Resilience in perinatal HIV+ adolescents in South
Africa. AIDS Care, 28(sup2), 49–59. doi:
10.1080/09540121.2016.1176676
Bhana A, Petersen I, Baillie KL, Flisher AJ & The
MHaPP Research Programme Consortium 2010.
Implementing the World Health Report 2001
recommendations for integrating mental health into
primary health care: A situation analysis of three
African countries: Ghana, South Africa and
Uganda. International Review of Psychiatry,
22(6):599–610. doi:
10.3109/09540261.2010.536152
Branson N & Zuze TL 2012. Education, the great
equaliser: Improving access to quality education. In
K Hall, I Woolard, L Lake & C Smith (eds). South
African child gauge. Cape Town, South Africa:
Children’s Institute, University of Cape Town.
Available at
http://www.ci.org.za/depts/ci/pubs/pdf/general/gau
ge2012/sa_child_gauge2012.pdf. Accessed 24
November 2016.
Braun H, Kanjee A, Bettinger E & Kremer M (eds.)
2006. Improving education through assessment,
innovation, and evaluation. Cambridge, MA:
American Academy of Arts and Sciences.
Available at
https://www.amacad.org/publications/braun.pdf.
Accessed 24 November 2016.
Breton-Carbonneau G, Cleghorn A, Evans R & Pesco D
2012. Pedagogical and political encounters in
linguistically and culturally diverse primary
classrooms: examples from Quebec, Canada, and
Gauteng, South Africa. Compare: A Journal of

Comparative and International Education,
42(3):373–391. doi:
10.1080/03057925.2011.650870
Cho MO, Scherman V & Gaigher E 2012. Development
of a model of effectiveness in science education to
explore differential science performance: A case of
South Africa. African Journal of Research in
Mathematics, Science and Technology Education,
16(2):158–175. doi:
10.1080/10288457.2012.10740737
Cho MO, Scherman V & Gaigher E 2014. Exploring
differential science performance in Korea and
South Africa: A multilevel analysis. Perspectives
in Education, 32(4):21–39. Available at
http://www.repository.up.ac.za/bitstream/handle/22
63/43614/Cho_Exploring_2014.pdf?sequence=1&i
sAllowed=y. Accessed 24 November 2016.
Coetzee S, Ebersöhn L, Ferreira R & Moen M 2015.
Disquiet voices foretelling hope: Rural teachers’
resilience experiences of past and present chronic
adversity. Journal of Asian and African Studies.
Advance online publication. doi:
10.1177/0021909615570955
Collins JP, Kinzing A, Grimm NB, Fagan WF, Hope D,
Wu J & Borer ET 2000. A new urban ecology.
American Scientist, 88(5):416–425.
Department for International Development (DID) 1999.
Sustainable livelihoods guidance sheets. Available
at
http://www.eldis.org/vfile/upload/1/document/0901
/section1.pdf. Accessed 26 October 2016.
Ebersöhn L 2014a. A conceptual space for thinking about
indigenous knowledge generation in psychology.
Paper presented at the Annual Convention of the
American Psychological Association, Washington,
7–10 August.
Ebersöhn L 2014b. Making sense of place in schoolbased intervention research. Contemporary
Educational Psychology, 40:121–130. doi:
10.1016/j.cedpsych.2014.10.004
Ebersöhn L 2014c. Teacher resilience: theorizing
resilience and poverty. Teachers and Teaching:
Theory and Practice, 20(5):568–594. doi:
10.1080/13540602.2014.937960
Ebersöhn L 2014d. World Education Research
Association White Paper: Task team poverty and
education. Paper presented at the Annual meeting
of the American Education Research Association,
Philadelphia, 3–7 April.
Ebersöhn L 2016a. Resilience, social connectedness and
education in challenging contexts. Presented at
Plenary session of 17th Global Development
Network Conference, Peru, 17–18 March.
Available at
http://www.gdn.int/admin/uploads/editor/files/Lies
el%20plenary%20session%20C%202016%2002%
2025.pdf. Accessed 24 November 2016.
Ebersöhn L 2016b. Schools as Enabling Systems: How
can research findings inform learning and
wellbeing in high risk and high need schools
(Meeting minutes). Meeting presented at Centre for
the Study of Resilience, University of Pretoria,
Pretoria, 1–3 September.
Ebersöhn L & Ferreira R 2011. Coping in an HIV/AIDSdominated context: teachers promoting resilience
in schools. Health Education Research, 26(4):596–
613. doi: 10.1093/her/cyr016

South African Journal of Education, Volume 36, Number 4, November 2016

Ebersöhn L & Ferreira R 2012. Rurality and resilience in
education: place-based partnerships and agency to
mitigate time and space constraints. Perspectives in
Education, 30(1):30–42.
Edwards S, Nzima D, Govender S, Hlongwane M, Kent
D, Hermann C, Mathe V & Edwards D 2014.
Phenomenological and neurophysiologic
investigation into contemplating umoya (spirit) and
its psychological applications. Journal of
Psychology in Africa, 24(3):272–277.
Edwards SD, Govender S, Nzima DR, Hlongwane MM,
Thwala JD, Singh A & Mbele PB 2013.
Contemplating the self: A brief phenomenological
participatory action study. Journal of Psychology
in Africa, 23(4):639–641.
Evans R & Cleghorn A 2010. ‘Look at the balloon blow
up’: Student teacher-talk in linguistically diverse
Foundation Phase classrooms. Southern African
Linguistics and Applied Language Studies,
28(2):141–151. doi:
10.2989/16073614.2010.519105
Ferreira R & Ebersöhn L 2011. Formative evaluation of
the STAR intervention: improving teachers’ ability
to provide psychosocial support for vulnerable
individuals in the school community. African
Journal of AIDS Research, 10(1):63–72. doi:
10.2989/16085906.2011.575549
Ferreira R & Ebersöhn L 2012. Partnering for resilience.
Pretoria, South Africa: Van Schaik Publishers.
Ferreira R, Ebersöhn L & Botha K 2013. Using
participatory action research to develop an HIV
and Aids school plan [Special issue]. South African
Journal of Education, 33(4): Art. #855, 17 pages.
doi: 10.15700/201412171331
Fockema MW, Candy GP, Kruger D & Haffejee M 2012.
Enuresis in South African children: prevalence,
associated factors and parental perception of
treatment. BJU International, 110(11c):E1114–
E1120. doi: 10.1111/j.1464-410X.2012.11416.x
Fredrickson BL 2001. The role of positive emotions in
positive psychology: The broaden-and-build theory
of positive emotions. American Psychologist,
56(3):218–226. doi: 10.1037/0003-066X.56.3.218
Fredrickson BL 2003. Positive emotions and upward
spirals in organizs. In KS Cameron, JE Dutton &
RE Quinn (eds). Positive organizational
scholarship: Foundations of a new discipline. San
Francisco, CA: Berrett-Koehler Publishers, Inc.
Griessel-Roux E, Ebersöhn L, Smit B & Eloff I 2005.
HIV/AIDS programmes: what do learners want?
South African Journal of Education, 25(4):253–
257. Available at
http://www.ajol.info/index.php/saje/article/viewFil
e/25045/20716. Accessed 24 November 2016.
Groenewald C & Bhana A 2016. “It was bad to see my
[child] doing this”: Mothers’ experiences of living
with adolescents with substance abuse problems.
International Journal of Mental Health and
Addiction, 14(5):646–661. doi: 10.1007/s11469015-9605-7
Hall A & Theron L 2016. How school ecologies facilitate
resilience among adolescents with Intellectual
Disability: Guidelines for teachers. South African
Journal of Education, 36(2): Art. # 1154, 13 pages.
doi: 10.15700/saje.v36n2a1154
Heystek J 2007. Reflecting on principals as managers or
moulded leaders in a managerialistic school

9

system. South African Journal of Education,
27(3):491–505. Available at
http://www.sajournalofeducation.co.za/index.php/s
aje/article/view/109/36. Accessed 24 November
2016.
Heystek J 2015. Principals’ perceptions of the motivation
potential of performance agreements in
underperforming schools. South African Journal of
Education, 35(2): Art. # 986, 10 pages. doi:
10.15700/saje.v35n2a986
Heystek J & Lumby J 2011. Identity and diversity: A
case study of leaders in a South African primary
school. Education as Change, 15(2):331–343. doi:
10.1080/16823206.2011.619995
Hlalele D 2012. Exploring rural high school learners’
experience of mathematics anxiety in academic
settings. South African Journal of Education,
32(3):267–278. doi: 10.15700/saje.v32n3a623
Hlalele D & Brexa J 2015. Challenging the narrative of
gender socialisation: Digital storytelling as an
engaged methodology for the empowerment of
girls and young women. Agenda, 29(3):79–88.
Hlalele D, Manicom D, Preece J & Tsotetsi CT 2015.
Strategies and outcomes of involving university
students in community engagement: An adaptive
leadership perspective. JHEA/RESA, 13(1&2):169–
193. Available at
http://scholar.ufs.ac.za:8080/xmlui/bitstream/handl
e/11660/3766/Hlalele_Tsotetsi_2015.pdf?sequence
=1&isAllowed=y. Accessed 24 November 2016.
Hlalele D, Masitsa G & Koatsa P 2013. An evaluation of
the implementation and management of and
HIV/AIDS prevention programme in Lesotho
schools. Anthropologist, 15(3):369–376. Available
at http://www.krepublishers.com/02-Journals/TAnth/Anth-15-0-000-13-Web/Anth-15-3-0002013-Abst-PDF/T-ANTH-15-3-369-13-759Hlalele-D/T-ANTH-15-3-369-13-759-Hlalele-DTx[14].pmd.pdf. Accessed 24 November 2016.
Hoadley U & Galant J 2015. The organisation of schools
that succeed against the odds. Southern African
Review of Education, 21(2):29–52.
Howie S, Venter E & Van Staden S 2008. The effect of
multilingual policies on performance and
progression in reading literacy in South African
primary schools. Educational Research and
Evaluation, 14(6):551–560. doi:
10.1080/13803610802576775
Joubert I, Ebersöhn L, Ferreira R, Du Plessis L & Moen
M 2013. Establishing a reading culture in a rural
secondary school: A literacy intervention with
teachers. Journal of Asian and African Studies.
Advance online publication. doi:
10.1177/0021909613487676
Kanjee A 2007. Using logistical regression to detect bias
when multiple groups are tested. South African
Journal of Psychology, 37(1):47–61. doi:
10.1177/008124630703700104
Kanjee A, Sayed Y & Rodriguez D 2010. Curriculum
planning and reform in sub-Saharan Africa. South
African Review of Education, 16(1):83–96.
Available at
https://www.researchgate.net/profile/Diana_Rodrig
uezGomez/publication/216530677_Curriculum_planni
ng_and_reform_in_subSaharan_Africa/links/01aed7aba728e5e3d3c0e149.

10

pdf#page=85. Accessed 24 November 2016.
Kretzmann JP & McKnight JL 1993. Building
communities from the inside out: A path toward
finding and mobilizing a community’s assets.
Chicago, IL: ACTA Publications.
Krog S & Krüger D 2011. Movement programmes as a
means to learning readiness. South African Journal
for Research in Sport, Physical Education and
Recreation, 33(3):73–87.
Krüger D & Osman R 2010. The phenomenon of
xenophobia as experienced by immigrant learners
in Johannesburg inner city schools. Perspectives in
Education, 28(4):52–60.
Landsberg E, Krüger D & Swart E (eds.) 2016.
Addressing barriers to learning: A South African
perspective (3rd ed). Pretoria, South Africa: Van
Schaik Publishers.
Langa PN 2013. Exploring school underperformance in
the context of rurality: An ethnographic study. PhD
Thesis. Pietermaritzburg, South Africa: University
of KwaZulu-Natal. Available at
http://researchspace.ukzn.ac.za/bitstream/handle/10
413/9323/Langa_Phumzile_Nokuthula_2013.pdf?s
equence=1&isAllowed=y. Accessed 25 November
2016.
Laryea-Adjei G & Sadan M 2012. Children and
inequality: Closing the gap. In K Hall, I Woolard,
L Lake & C Smith (eds). South African child
gauge. Cape Town, South Africa: Children’s
Institute, University of Cape Town. Available at
http://www.ci.org.za/depts/ci/pubs/pdf/general/gau
ge2012/sa_child_gauge2012.pdf. Accessed 24
November 2016.
Lethale PS & Pillay J 2013. Resilience against all odds:
A positive psychology perspective of adolescentheaded families. Africa Education Review,
10(3):579–594. doi:
10.1080/18146627.2013.853550
Liu J, Dietz D, Carpenter SR, Alberti M, Folke C, Moran
E, Pell AN, Deadman P, Kratz T, Lubchenco J,
Ostrom E, Ouyang Z, Provencher W, Redman CL,
Schneider SH & Taylor WW 2007. Complexity of
coupled human and natural systems. Science,
317(5844):1513–1516. doi:
10.1126/science.1144004
Loots T, Ebersöhn L, Ferreira R & Eloff I 2012.
Teachers addressing HIV&AIDS-related
challenges resourcefully. Southern African Review
of Education, 18(1):56–84. Available at
http://www.repository.up.ac.za/bitstream/handle/22
63/19626/Loots_Teachers%282012%29.pdf?seque
nce=1&isAllowed=y. Accessed 24 November
2016.
Mabasa LT 2013. Using the responsive evaluation
approach in evaluating the implementation of the
Child Friendly Schools Programme in South
Africa. Journal of Educational Studies, 12(2):137–
156.
Mabasa T & Themane J 2002. Stakeholder participation
in school governance in South Africa: research
paper. Perspectives in Education, 20(3):111–116.
Mampane MR 2014. Factors contributing to the
resilience of middle-adolescents in a South African
township: Insights from a resilience questionnaire
[Special issue]. South African Journal of
Education, 34(4): Art. # 1030, 11 pages. doi:

Ebersöhn

10.15700/201412052114
Mampane R 2012. Psychometric properties of a measure
of resilience among middle-adolescents in a South
African setting. Journal of Psychology in Africa,
22(3):405–408.
Mampane R & Bouwer C 2006. Identifying resilient and
non-resilient middle-adolescents in a formerly
black-only urban school. South African Journal of
Education, 26(3):443–456. Available at
http://www.sajournalofeducation.co.za/index.php/s
aje/article/view/89/47. Accessed 23 November
2016.
Mampane R & Bouwer C 2011. The influence of
township schools on the resilience of their learners.
South African Journal of Education, 31(1):114–
126. Available at
http://www.sajournalofeducation.co.za/index.php/s
aje/article/view/408/229. Accessed 23 November
2016.
Marais E & Krüger D 2014. Bydrae van rolstoeldans tot
emosionele ontwikkeling van rolstoelgebonde
leerders. South African Journal for Research in
Sport, Physical Education and Recreation (SAJR
SPER), 36(1):147–165.
Maringe F, Masinire A & Nkambule T 2015. Distinctive
features of schools in multiple deprived
communities in South Africa: Implications for
policy and leadership. Educational Management
Administration & Leadership, 43(3):363–385. doi:
10.1177/1741143215570303
Mashita RJ, Themane MJ, Monyeki KD & Kemper HCG
2011. Current smoking behaviour among rural
South African children: Ellisras longitudinal study.
BMC Pediatrics, 11:58. doi: 10.1186/1471-243111-58
Masinire A, Maringe F & Nkambule T 2014. Education
for rural development: Embedding rural
dimensions in initial teacher preparation.
Perspectives in Education, 32(3):146–158.
Matjila DS & Pretorius EJ 2004. Bilingual and biliterate?
An exploratory study of grade 8 reading skills in
Setswana and English. Per Linguam, 20(1):1–21.
doi: 10.5785/20-1-77
Mayombe C & Lombard A 2016. The importance of
material resources and qualified trainers in adult
non-formal education and training centres in South
Africa. International Review of Education,
62(2):187–204. doi: 10.1007/s11159-016-9548-7
Meyer-Weitz A, Reddy P, Van den Borne HW, Kok G &
Pietersen J 2000. The determinants of health care
seeking behaviour of adolescents attending STD
clinics in South Africa. Journal of Adolescence,
23(6):741–752. doi: 10.1006/jado.2000.0356
Modipane M & Themane M 2014. Teachers’ social
capital as a resource for curriculum development:
lessons learnt in the implementation of a ChildFriendly Schools programme [Special issue]. South
African Journal of Education, 34(4): Art. # 1034, 8
pages. doi: 10.15700/201412052105
Moore K 2001. Frameworks for understanding the
intergenerational transmission of poverty and wellbeing in developing countries. Chronic Poverty
Research Centre (CPRC) Working Paper 8.
Birmingham, UK: International Development
Department, School of Public Policy, University of
Birmingham. Available at

South African Journal of Education, Volume 36, Number 4, November 2016

http://www.chronicpoverty.org/uploads/publication
_files/WP08_Moore.pdf. Accessed 25 November
2016.
Motala R, Govender S & Nzima D 2015. Attitudes of
Department of Education district officials towards
inclusive education in South African primary
schools. Africa Education Review, 12(4):515–532.
doi: 10.1080/18146627.2015.1112129
Ngidi D, Sibaya P, Sibaya D, Khuzwayo H, Maphalala
M & Ngwenya N 2010. Evaluation of the
effectiveness of the 360-credit National
Professional Diploma in Education (NPDE)
programme. South African Journal of Education,
30(1):27–39. Available at
http://www.sajournalofeducation.co.za/index.php/s
aje/article/view/314/189. Accessed 22 November
2016.
Nieuwenhuis J 2004. From equality of opportunity to
equality of treatment as a value-based concern in
education. Perspectives in Education, 22(3):55–64.
Available at
http://www.repository.up.ac.za/bitstream/handle/22
63/4170/Nieuwenhuis_From%282004%29.pdf?seq
uence=1&isAllowed=y. Accessed 22 November
2016.
Ntho-Ntho MA & Nieuwenhuis JF 2016. Mediation as a
leadership strategy to deal with conflict in schools.
Journal of Curriculum and Teaching, 5(2):13–24.
doi: 10.5430/jct.v5n2p13
Olujuwon O & Perumal J 2015. The impact of teacher
leadership practices on school management in
public secondary schools in Nigeria. In Y Ono (ed).
59th year book on teacher education. Japan: A
publication of the International Council on
Education for Teaching and Naruto University of
Education.
Omidire MF, Bouwer AC & Jordaan JC 2011.
Addressing the assessment dilemma of additional
language learners through dynamic assessment.
Perspectives in Education, 29(2):48–60. Available
at
http://www.repository.up.ac.za/bitstream/handle/22
63/18684/Omidire_Addressing%282011%29.pdf?s
equence=1&isAllowed=y. Accessed 22 November
2016.
Omidire MF, Mosia DA & Mampane MR 2015.
Perceptions of the roles and responsibilities of
caregivers in children’s homes in South Africa.
Revista de Asistenta Sociala [Social Work Review],
XIV(2):113–126.
OXFAM 2013. The cost of inequality: how wealth and
income extremes hurt us all. Available at
http://www.oxfam.org/sites/www.oxfam.org/files/c
ost-of-inequality-oxfam-mb180113.pdf. Accessed
14 November 2014.
Page M & Roemer JE 2001. The U.S. fiscal system as an
opportunity-equalizing device. In KA Hassett &
RG Hubbard (eds). Inequality in tax policy.
Washington, DC: The AEI Press.
Palardy GJ 2013. High school socioeconomic
segregation and student attainment. American
Education Research Journal, 50(4):714–754. doi:
10.3102/0002831213481240
Perumal J 2009. Reading and creating critically leaderful
schools that make a difference: the post‐apartheid
South African case. International Journal of

11

Leadership in Education, 12(1):35–49. doi:
10.1080/13603120802452532
Perumal JC 2015a. Critical pedagogies of place:
Educators' personal and professional experiences of
social (in)justice. Teaching and Teacher
Education, 45:25–32. doi:
10.1016/j.tate.2014.09.004
Perumal J 2015b. Responding with hospitality: Refugee
children in the South African education system.
Education as Change, 19(3):65–90. doi:
10.1080/16823206.2015.1085622
Perumal J 2016. Enacting critical pedagogy in an
emerging South African democracy: Narratives of
pleasure and pain. Education and Urban Society,
48(8):743–766. doi: 10.1177/0013124514541466
Pillay J 2011. Experiences of learners from child-headed
households in a vulnerable school that makes a
difference: Lessons for school psychologists.
School Psychology International, 33(1):3–21. doi:
10.1177/0143034311409994
Pillay J 2014a. Advancement of children’s rights in
Africa: A social justice framework for school
psychologists. School Psychology International,
35(3):225–240. doi: 10.1177/0143034313515990
Pillay J 2014b. Has democracy led to the demise of
racism in South Africa: A search for the answer in
Gauteng schools. Africa Education Review,
11(2):146–163. doi:
10.1080/18146627.2014.927147
Pillay MS, Smit B & Loock C 2013. Policy disjuncture
between the National Curriculum Statement and
Curriculum 2005 training initiatives. International
Journal of Multiple Research Approaches,
7(1):119–132. doi: 10.5172/mra.2013.7.1.119
Roemer JE 1998. Equality of opportunity. Cambridge,
MA: Harvard University Press.
Roemer JE, Aaberge A, Colombino U, Fritzell J, Jenkins
SP, Lefranc A, Marx I, Page M, Pommer E, RuizCastillo J, Jesus San Segundo M, Tranaes T,
Trannoy A, Wagner GG & Zubiri I 2003. To what
extent do fiscal regimes equalize opportunities for
income acquisition among citizens? Journal of
Public Economics, 87(3–4):539–565. doi:
10.1016/S0047-2727(01)00145-1
Sayed Y, Kanjee A & Nkomo M 2013. The search for
quality education in post-apartheid South Africa:
Inventions to improve learning and teaching. Cape
Town, South Africa: HSRC Press.
Scherman V, Smit B & Archer E 2013. The usefulness of
academic performance feedback to primary and
secondary schools. The Journal for
Transdisciplinary Research in Southern Africa,
9(1):81–93. doi: 10.4102/td.v9i1.219
Scherman V, Zimmerman L, Howie SJ & Bosker R
2014. Setting standards and primary school
teachers’ experiences of the process [Special
issue]. Perspectives in Education, 32(1):88–100.
Seligman MEP 2011. Flourish: A visionary new
understanding of happiness and well-being. New
York, NY: Free Press.
Sibaya D & Sibaya P 2008. Novice educators’
perceptions of the teacher education programme
proposed by the norms and standards for educators.
Perspectives in Education, 26(4):86–100.
Smit B 2001. How primary school teachers experience
education policy change in South Africa.

12

Perspectives in Education, 19(3):67–83. Available
at
http://www.repository.up.ac.za/bitstream/handle/22
63/4379/Smit_How%282001%29.pdf?sequence=1
&isAllowed=y. Accessed 22 November 2016.
Smit B & Fritz E 2008. Understanding teacher identity
from a symbolic interactionist perspective: two
ethnographic narratives. South African Journal of
Education, 28(1):91–101. Available at
http://www.sajournalofeducation.co.za/index.php/s
aje/article/view/25/98. Accessed 22 November
2016.
Soudien C 2010. ‘Southern Theory’ and its relevance for
comparative education. Southern African Review of
Education, 16(1):5–14. Available at
https://www.researchgate.net/profile/Diana_Rodrig
uezGomez/publication/216530677_Curriculum_planni
ng_and_reform_in_subSaharan_Africa/links/01aed7aba728e5e3d3c0e149.
pdf#page=7. Accessed 22 November 2016.
Spies J & Heystek J 2015. Skoolhoofde se
onderwyspraktyke binne die veld van plattelandse
dorpe. Tydskrif vir Geesteswetenskappe,
55(3):437–451. doi: 10.17159/22247912/2015/v55n3a8
Steyn H, Van Wyk C & Kitching A 2014. Boys in
middle childhood placed in a clinic school:
experiences of sexual abuse. Child Abuse Research
in South Africa, 15(1):15–28.
Themane MJ 2011. Understanding curriculum: A
challenge to curriculum development in teacher
education programmes. South African Journal of
Higher Education, 25(8):1639–1651.
Themane MJ 2014. Family and peer influence on alcohol
abuse among rural secondary school learners,
Limpopo province, South Africa. Journal of
Educational Studies, 13(1):50–70.
Theron L & Dalzell C 2006. The specific Life
Orientation needs of Grade 9 learners in the Vaal
Triangle region. South African Journal of
Education, 26(3):397–412. Available at
http://www.sajournalofeducation.co.za/index.php/s
aje/article/view/93/44. Accessed 22 November

Ebersöhn

2016.
Theron L & Dunn N 2010. Enabling white, Afrikaansspeaking adolescents towards post-divorce
resilience: implications for educators. South
African Journal of Education, 30(2):231–244.
Available at
http://www.sajournalofeducation.co.za/index.php/s
aje/article/view/279/203. Accessed 22 November
2016.
Theron LC 2012. Does visual participatory research have
resilience-promoting value? Teacher experiences of
generating and interpreting drawings [Special
issue]. South African Journal of Education,
32(4):381–392. doi: 10.15700/saje.v32n4a656
Van Staden S 2016. Van implementering tot
verwesentliking: Aanwending van resultate van
internasionaal vergelykende studies. SuidAfrikaanse Tydskrif vir Natuurwetenskap en
Tegnologie, 35(1): Art. #1304, 6 bladsye. doi:
10.4102/satnt.v35i1.1304
Van Staden S & Bosker R 2014. Factors that affect South
African reading literacy achievement: evidence
from prePIRLS 2011. South African Journal of
Education, 34(3): Art. # 838, 9 pages. doi:
10.15700/201409161059
The World Bank 2012. South Africa economic update:
Focus on inequality of opportunity. Washington,
DC: The World Bank. Available at
http://siteresources.worldbank.org/INTAFRICA/Re
sources/257994-1342195607215/SAEUJuly_2012_Full_Report.pdf. Accessed 27 October
2016.
Zimmerman L 2010. The influence of schooling
conditions and teaching practices on curriculum
implementation for Grade 4 reading literacy
development. PhD thesis. Pretoria South Africa:
University of Pretoria. Available at
http://repository.up.ac.za/dspace/handle/2263/2498
2?show=full. Accessed 25 November 2016.
Zimmerman L & Smit B 2014. Profiling classroom
reading comprehension development practices
from the PIRLS 2006 in South Africa. South
African Journal of Education, 34(3): Art. # 962, 9
pages. doi: 10.15700/201409161101

