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Abstract

A social connectedness intervention as a pathway to teacher resilience in primary
schools in challenged spaces

Evidence from Africa and other challenged contexts is scant in the emerging teacher resilience
knowledge base. This study aimed to investigate the utility of a school-level social
connectedness intervention as a pathway to promote teacher resilience given structural
disparity and chronic and multiple challenges. A concurrent mixed-methods intervention study
design was employed to describe teacher resilience and social connectedness of conveniently
sampled teachers (n=36) from six purposively selected peri-urban primary schools from lower
socio-economic neighbourhoods in the Eastern Cape, South Africa before and after a social
connectedness intervention.

Following a year-long, Participatory Reflection and Action process, the Isithebe Social
Connectedness Intervention was co-constructed with teacher participants, implemented over
six months, and quantitative and qualitative teacher resilience and social connectedness data
were collected at pre-, process and post-intervention timepoints. Whereas qualitative data
(verbatim transcriptions and visual data) were thematically analysed, quantitative data were
analysed using descriptive and inferential statistics.

Irrespective of the social connectedness intervention, teacher resilience and social
connectedness were high amongst teachersi despite the challenged context. The intentional
gatherings between teachers led to a significant increase in trust. The teachers acted on a
heightened awareness of social connectedness by leveraging school and school-community
networks to bond across school spaces. The bonding signifies an enabling pathway to respond
to needs using social networks and resources to provide and receive social support from
peers, learners, parents, and caregivers. Following the social connectedness intervention,
evident enablers of quality education included teacher professionalism (opportunities for
professional development via social networks, peers and schools) and teaching and learning
competencies (creativity, adaptability, compassion). Enablers of occupational well-being
included social connection, acknowledgement of occupational inputs, and experiencing
occupational purpose.

This study contributes evidence of an accessible, school-level intervention that, when
implemented with teachers working under extreme challenges and constrained structural
support, forges trusting school communities. The socially connected spaces enable teachers
to capitalise on bonded networks within and across schools and school communities.

Plausibly, teacher well-being and quality education are enabled as teachers provide and



receive compassionate implicit social support to acknowledge one another and a shared
career purpose. Teachers also use pragmatic explicit social support to share teaching and
learning competencies and opportunities for professional development.

Key words: trust; school- and school community social networks; provide and receive social
support; teacher professional development; Global South, peri-urban primary schools,
challenged contexts, social connectedness, need for relatedness, belonging, building
relationships, relationship-resourced resilience, teacher resilience, teaching and learning

competencies, quality education and occupational well-being.
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1 Chapter One: Introduction and Context of the Study

1.1 Introduction

Worldwide, teachers are burdened by occupational stress with negative consequences for
retention and quality education. In the emerging teacher resilience knowledge base, evidence
from Africa remains scant. Evidence of interventions that promote teacher resilience does not
necessarily speak to a resource-constrained, structurally disparate South African context.
What evidence can school role players in a Global South context draw on to assist teachers
to resile despite multiple challenges and a high likelihood of distress with limited structural
support where limited resources are unevenly distributed? In this study, the premise was to
explore the utility of a low-threshold, school-level teacher resilience intervention that would,
on the one hand, not be dependent on structural resources and delivery of teacher
professional development and on the other hand, capitalise on the presence of a salient
Afrocentric sociocultural resource, hamely social connectedness.

Evidence from this study shows that teacher resilience in a challenged context is
promoted when teachers get together monthly over arts and crafts, forging a trusting space
enabling them to support one another emotionally and professionally. When this social
connectedness space is shared with teachers from other schools, the pool of social resources
for professional development and emotional support broadens.

Thus, | investigate social connectedness (SC) as a pathway to teacher resilience (TR)
in a challenged educational context. Framed in pragmatism, | use a non-experimental pre-
and post-intervention mixed-methods research (MMR) design (completed SC and TR
guestionnaires and verbatim transcriptions of group posters and presentations) with peri-
urban ! primary school teachers (n = 36, male (M) = 2, female (F) = 34). The backdrop to the
school-based intervention project? aimed at informing knowledge on TR in a challenged
context is presented in this chapter.

In Section 1.2, | discuss the problem statement and rationale for my study. It is crucial
to understand what enables teachersodé resi
endeavours to provide insight into SC as one possible resilience-enabling pathway that can
be mobilised to support TR despite continued hardship. In Section 1.3, | discuss the purpose
of the research and research questions (RQs), followed by an introduction and overview of
the Isithebe SC study in Section 1.4; (see Figure 1.1 for a concise summary of the Isithebe
SC study). In Section 1.5, | provide some key theoretical concepts, and in Section 1.6, |

discuss the Relationship-Resourced Resilience (RRR) theory as the theoretical framework for

! The peri-urban primary schools included in the Isithebe dataset are public government schools
situated in an urban space (Nelson Mandela Bay Municipality).
2 The researcher was one of the research assistants in the project

ence



my study. | then contemplate the paradigmatic lenses pertinent to my study in Section 1.7. |
start with an introduction to this topic in Section 1.7.1, followed by Section 1.7.2, where |
discuss pragmatism as the meta-theoretical paradigm, and Section 1.7.3, where | discuss an
MMR intervention design as the methodological paradigm. In Section 1.8, | provide an
overview of methodological choices that directed my study. Section 1.9 discussesmy st udy 6 s
ethical considerations, followed by Section 1.10, where | present an outline of my thesis'

structure.



Figure 1.1
Summary of the Isithebe SC Study

Purpose: To investigate social connectedness as a pathway to teacher resilience in challenged educational
Spaces.

Objectives: Fstablishing the teacher resilience and social connectedness of peri-urban primary school feachers.
working in school spaces characterised by severe socio-economic deprivation to explore the effect of a social
connectedness intervention with teachers on their resilience.

Theoretical Framework: Relationship-Resourced Resilience (Ebersthn, 2012, 2013, 2019, 2020).

AIM: The study compares teacher resilience and social connectedness of teachers in peri-urban primary schools after participation in a social connectedness infervention.
PRIMARY RESEARCH QUESTION: How can a social connectedness intervention with teachers in peri-urban primary schools in a challenged space inform knowledge on
teacher resilience?

SECOMARY RESEARCH QUESTIONS: How does teacher resilience and social connectedness compare pre- and pest-intervention?

To what extent did the social connectedness intervention with teachers in peri-urban primary schools enable feacher resilience and social connectedness?

U 4

[ PARADIGMATIC LENSES ] [ ETHICS ]

[ 4 b ¥

Ethical clearance was obtained for the study from the ethics Committee
(reference number EP 06/11/01).

The researchers adhered to the ethical principles of voluntary participation,
confidentiality, protection from harm and informed consent.

Clear operating procedures were used by the research team to handle and
maintain all data confidentially and store it in a secure manner.

As per the University of Pretoria pelicy the data is digitally archived and will
be securely stored for a period of 15 years.




1.2 Problem Statement and Rationale

With my study, | intend to fill a gap in the growing body of knowledge on TR in a challenged
educational context by exploring SC as one possible resilience-enabling pathway. While the
benefits of SC are apparent in many branches of psychological research (Lee et al., 2001;
Seppala et al., 2013), the role of SC on TR in challenged contexts has received significantly
less attention. SC denotes meaningful interactions outside of work: family and intimate friends,
co-workers, neighbours, and larger groups and communities to which we belong (Delle Fave
& Soosai-Nathan, 2014; Fishbane, 2007; Seppala et al., 2013; Stavrova & Luhmann, 2016;
Zavaleta et al., 2014, 2017).

SC may be viewed as a relational resource that can be mobilised as a pathway to
support TR from a TR perspective. Current literature defines TR processes where teachers
employ available socio-ecological protective resources (including coping strategies) to enable
teachers to stay in the profession when faced with continued hardships (Ebersoéhn, 2019; Gu,
2018; Mansfield et al., 2016; Wosnitza et al., 2018). A strained educational context requires
considering available pathways (resources, opportunities, structures and assets) that are
mobilised to enable TR by supporting teacher well-being and job satisfaction (Ebersdhn, 2014;
Gu & Day, 2013).

A range of structural and contextual resilience-enabling pathways allow for successful
adaptation to adversity, especially in contexts of structural disparity (Ebersthn, 2014;
Mansfield et al., 2016; Ungar, 2012). Ebersohn (2012) proposes that resilience is enabled
when coordinated relational actions connect and mobilise resources in challenged ecologies.
TR is viewed as a multidimensional phenomenon that arises from combining individual
gualities and contextual circumstances (Gu, 2018; Wosnitza et al.,, 2018). From this
perspective, the burden is no longer solely on teachers to harness their inherent ability to be
resilient. Instead, the systems and communities surrounding the teachers function in bi-
directional processes to support TR (Ebersdhn, 2014; Gu, 2018; Masten et al., 2009; Ungar,
2012). An intended outcome of TR is the development of high-quality teachers who enjoy their
work and are satisfied with their jobs, and can maintain motivation and commitment throughout
their careers (Eberséhn, 2014; Gu, 2018; Mansfield et al., 2016).

Teaching is a demanding profession that requires resilience (Boakye & Amepiah,
2017; Wosnitza et al., 2018). Teachers face enormous expectations regarding increased
workloads, multiple jobs, limited opportunities, and remuneration in school contexts (Gu &
Day, 2013; Gu, 2018; Wosnitza et al., 2018). Despite enormous internal and external
constraints, research shows that numerous teachers across the globe have remained
passionate and committed to the profession (Gu, 2014; Hong, 2012). At a time when the

modern teaching landscape is beset by ongoing government policy transformations that have



intensified teachers' workload, it would be beneficial to delve deeper into TR from a social-
ecological standpoint as a relational concept (Gu, 2014, 2018; Mansfield et al., 2016; Theron,
2016). In the past, TR literature has focused on the profession's challenges (such as teacher
burnout, discipline problems, poor professional prospects) instead of resilience-enabling
pathways and protective resources (Borman & Dowling, 2008; Day et al., 2011). However,
recent TR literature has focused on why teachers can stay in the profession despite their
challenged circumstances, enjoy job satisfaction, and provide quality education® (Eberséhn,
2019; Gu, 2014, 2018).

AA systems approach emphasises the import
professional worlds to understand why so many remain motivated and passionate about
making a differenceod @)ESCdsroee’sbcin-ecelbogica resource thdl
could improve TR. SC can generate shared emotional and intellectual capital, driving teacher
professional development (PD) and, as a result, allowing teachers to build and improve their
resilience capacities (Brunetti, 2006; Fritz & Smit, 2008; Gu, 2014; Theron, 2018). TR literature
has stressed the importance of relationships in building resilience and, more specifically, how
these relationships need to be characteri
innate personal networks that involve self-efficacy, positive emotions and adaptive problem
solving (Le Cornu & Ewing, 2008; Ebersdhn & Loots, 2017; Gu, 2014; Luthar & Brown, 2007).
In South African research (Ebersohn, 2012, 2013, 2019), the relational resilience pathway of
if | o c kEbensgha, 2012, p. 30) has been identified as resilience-enabling for teachers in
challenged contexts, where teachers are buffered against isolation by capitalising on
relationships with people around them.

TR research in the Global North4 has extensively explored the personal and contextual
factors relating to TR and pathways that support resilience. However, more research is still
needed in education settings in the Global South, especially in challenged education contexts.
The Global South represents a symbolic designation applied to low-income and marginalised
societies (Dados & Connell, 2011). The Global North and Global South divide does not
necessarily signify literal geographic separation as these regions are sometimes interwoven
and even at times found within one another (Trefzer et al., 2014). South Africa, situated in the

Global South, is currently regarded as an upper-middle-income country (UMIC) (economies

3 Quality education entails a complicated system that includes quality learners, surroundings, material,
processes, and outcomes. Quality education i s
Devel opment al Goals to fiensure incl usi wmae lifalond
l earningo (UN, 2015, p. 14).

4 The Global North and the Global South are the two economic worlds that span across the globe. The
economically developed countries of Europe, North America, South Africa, and Australia are
represented by the Global North, whereas the economically developing countries of Africa, India, Brazil,
and Mexico are represented by the Global South (Odeh, 2010). The Global North denotes privileged
circumstances, whereas the Global South denotes countries with a long history of colonisation and
current inequality (Dados & Connell, 2012; Montiel, 2018).
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with a AGross National Il ncome per capita2betweer
para. 2). Yet , South Africa is considered one of t he
measured by the Gini coefficient5, where economic growth has stagnated, and unemployment
rates continue to rise (Francis & Webster, 2019; World Bank, 2022).
Education is essential for economic stability, growth, and scientific and technological
advancement in a post-colonial nation like South Africa. Education must provide a constant
supply of appropriate skills, knowledge, and attitudes to develop the economy (Mahler, 2017).
Yet, transforming post-colonial societies are characterised by enduring structural disparities
and disruptions, including inequality and disproportionate service distribution. The ongoing
unevenness of educational pathways is a prime example of this inequality (Eberstéhn, 2019).
Teaching is regarded as one of the most stressful jobs in the twenty-first century (Gallant &
Riley, 2014). However, ff oextwhe aeficedwshsevereaad Gl o b a l
chroni c [(Eharsdhs ktialp, 8020, p. 2), being cut off from support and feelings of
isolation add to the strain on teachers, increasing the risk of burnout, attrition, and lower-quality
education (Majhanovich, 2016; Simkins, 2015).
Within a challenged educational context, TR is important, given that such challenges
predict negative outcomes for teacher quality. South African teachers face massive challenges
in providing quality education to those who need it most (Eberséhn, 2017; Montiel, 2018). Most
public schools in South Africa are positioned in poor, underdeveloped, rural communities
where socioreconomi ¢ challenges directly influence te
teaching (Ebersohn & Loots, 2017; Spaull, 2013). Poverty-related obstacles in education
include: a lack of books and teaching and learning (T&L) materials, large classrooms with too
many learners, poor facilities, low pass rates, lack of enough teachers, poor quality teachers
(Ebersbhn, 2014; Ebersohn & Loots, 2017), limited PD, health difficulties, precarious
livelihoods of learners and their families, and inadequate school infrastructure (Eberséhn &
Loots, 2016; Levine, 2014). Additional contextual problems that face South African schools
include HIV (human immunodeficiency virus) and AIDS (acquired immunodeficiency
syndrome), poverty, and child-headed households (Eberséhn & Loots, 2017). The OECD,
whi ch st ands idation fortEboaomid Oa-ogpaenr at i on and Devel opme
n.d., Who are we section, para. 1), has identified limited access to digital technology for T&L
instruction as another significant problem South African teachers face (OECD, 2019). South
African teachers reported some of the longest working hours, a high percentage of learners
whose home language is not the language of instruction, and one the highest incidences of
discipline problems (OECD, 2019).

5The Gini coefficient used in economics to describe how much a country's wealth distribution deviates
from being completely equal (OECD, n.d.)



As most research on TR has been conducted in the Global North, in Eurocentric
contexts, it is important to include the Global South and non-Western evidence in global
discourses on TR (Ebersohn, 2017; Mansfield et al., 2016). Research on what enables TR in
South Africa could plausibly be an exemplar of TR in a Global South, post-colonial context.
Although some South African research has explored personal and contextual protective
resources and pathways that promote TR, there is still a need for more research that explores
how Afrocentric discourses may shape resilience processes amid continued hardship
(Ebersdhn, 2012; Phasha, 2010; Theron, 2012; Theron & Theron, 2014). Additionally, current
insights on what enables positive education outcomes in South Africa are drawn from mostly
single case studies, resulting in fragmented conceptualisations and limited evidence-based
bodies of knowledge for education interventions (Ebersdéhn, 2016). Therefore, the need for
collaborative and rigorous education research to deliberately build a body of knowledge on
pathways that support positive educational outcomes in a post-colonial South African context
becomes important. My study aimed to describe to what extent an SC intervention with
teachers may enable TR in a challenged educational context in South Africa. Additionally, my
study aimed to generate novel insights on SC as a protective resource available to teachers

in the Global South to help them resile despite chronic and severe challenges.

1.3 Purpose and Research Questions

A concurrent MMR intervention design was employed to describe the TR and SC of peri-urban
primary school teachers before and after an SC intervention (Gravetter & Forzano, 2018;
Zartman, 2012). Purposive sampling was used to construct a sample representative of schools
in a challenged educational space with structural and environmental challenges (Eberséhn,
2016). An SC intervention was co-constructed and implemented with teacher participants over
a year using a Participatory Rural Appraisal (PRA) (Chambers, 2004). | sampled 36 teacher
participants for my study from peri-urban primary schools in the Eastern Cape (EC). This
province has the second-highest poverty levels of all the provinces in South Africa
(Department of Education [DoE] EC, 2021) to fit the criteria of challenged characteristics of
adversity synonymous with a Global South post-colonial context.

QUAN+QUAL methods were used to explore SC as a pathway to support teachers to
continue in the teaching profession despite continued hardship. MMR approaches have more
flexible and wide-ranging definitions and methodologies than purely quantitative approaches.
They are better suited to address the challenges of understanding the essence and dynamics
of human thinking, social change, and experience in the post-colonial South African world
(Nwoye, 2018). The qualitative PRA data collection (which is discussed in Section 3.6.3 in
Chapter 3) created a space to accommodate a diversity of participant perspectives

(Chambers, 2004; Ebersthn, 2014; Ferreira, 2006), resulting in rich, relevant data collection



in a real-life setting (Patton, 2002; Willig, 2012). An MMR intervention design was effective as
it allowed me to collect different data points (pre-, process and post-intervention) and compare
them in a manner that satisfied the principal aim of my study (i.e. the investigation of how SC
potentially functions as a resilience-enabling pathway to TR in challenged educational
contexts).

The main limitation of the MMR intervention design in my study is the small sample
size (pre-intervention n = 36 teachers, post-intervention n = 22 teachers; where n denotes
Asampl e sized) which s er v drdnsfarabilita(discussedin $eatione t o my
3.8.4 in Chapter 3). Researchers can improve the quality of generalisation and knowledge
acquisition by spending more time thinking about their concepts and data rather than
disproportionately focusing on procedures (Maree & Pietersen, 2019). During the data
collecting process, thorough reflection on the setting, the participants, and the data collection
yielded insights that improved my study's rigour (discussed in Section 3.7 in Chapter 3). In this
regard, my study relied on an MMR intervention design to integrate analytic measures to
transfer evidence across QUAN+QUAL methodologies to provide stronger interpretations of
RQs.

The research aims to describe how an SC intervention with teachers in peri-urban
primary schools in a challenged educational context may inform knowledge on TR. As most
research on TR has been conducted in the Global North, in Eurocentric contexts (Eberséhn,
2017; Mansfield et al., 2016), it is imperative to include the Global South and Non-Western
evidence in global discourses on TR. As my study is descriptive in nature, it does not involve
the formulation of a problem for further investigation, as does exploratory research (Maree,
2019). Rather, my study aims to describe how participation in an SC intervention for teachers
working in a South African challenged educational context may inform knowledge on TR.
Although a descriptive study does not produce new information in the form of hypotheses, it
provides valuable information on groups in a specific context and is generally more reliable
due to a pre-planned and structured approach that reduces researcher bias (Maree, 2019).

The QUAN+QUAL questions directing my study aimed to describe the TR and SC of
peri-urban primary school teachers before and after participation in an SC intervention. |
describe intervention results and compare pre- and post-intervention results for both TR and
SC to investigate how an SC intervention may enable TR within a challenged educational
context (Gravetter & Forzano, 2018). After that, I presentmy st udy 6s f i ndhengs t he
RQs. The RQs aimed to explore how an SC intervention with teachers in peri-urban primary
schools affected TR and SC.

The primary RQ (PRQ) directing my study is
N How c &@ intarvention with teachers in peri-urban primary schools in a challenged

educational context inform knowledge on TR?0
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The secondary RQs (SRQs) directing my study are:
SRQlL:AiHo w &®ampare pre- and post-intervention?0
SRQ2: iTo what S@irterventian withitedchdrshineperi-urban primary schools
enable SC? 0
SRQ3:AiHow does TR -andpost-anéepwention?o
SRQ4: ATo what & intermentiondwitrdteathérsin peri-urban primary schools
enabl e TR?O0

Table 1.1 provides an overview of my st wlgjegtibes and operationalises the
research purposes with aligned RQs and data collection methods.



Table 1.1

Research Purpose and Aligned RQs and Data Collection

PRQ

Objective

SRQs

Data collection

Quantitative

Qualitative

How can an SC
intervention with
teachers in peri-
urban primary
schools in a
challenged
educational context
inform knowledge
on TR?

To compare SC pre-
and post-
intervention.

How does SC compare pre-
and post-intervention?

Completed questionnaires
from Regional Psychosocial
Support Initiative (REPSSI)
SC scale 1 refer to Appendix
C

PRA posters (refer to Appendix F), verbatim
transcriptions of group presentations,
researcher journal (refer to Appendix G)

To investigate if an
SC intervention with
teachers can enable
SC.

To compare TR pre-
and post-
intervention.

To investigate if an
SC intervention with
teachers can enable
TR.

To what extent did the SC
intervention with teachers in
peri-urban primary schools
enable SC?

How does TR compare pre
and post-intervention?

To what extent did the SC
intervention with teachers in
peri-urban primary schools
enable TR?

Completed questionnaires
from REPSSI SC scale -
refer to Appendix C

Completed questionnaires
from ENTREE TR scale i
refer to Appendix B

Completed questionnaires
from ENTREE TR scale i
refer to Appendix B

PRA posters (refer to Appendix F), verbatim
transcriptions of group presentations (refer
to Appendix E), visual data (refer to
Photographs 1-65, researcher journal (refer
to Appendix G)

PRA posters (refer to Appendix F), verbatim
transcriptions of group presentations (refer
to Appendix E), researcher journal (refer to
Appendix G)

PRA posters (refer to Appendix F), verbatim
transcriptions of group presentations (refer
to Appendix E), visual data (refer to
Photographs 1-65), researcher journal (refer
to Appendix G)
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1.4 Background to the Study: The Isithebe SC Intervention Study
My study is nested within the Centre for the Study of Resilience (CSR), University of Pretoria
intervention© Sisntuaryyerdrittison hetboedy o (funded by the
the Synergos Institute’). The study was designed in conjunction with a teacher group,
il mbuwahaf undi s & Sedtiors33prnCGhapter 3 outlines the development and
implementation of the Isithebe intervention. The intervention was piloted and refined and is
now available as an evidence-based resource (t he fAl SG Itrhteedbrevent i[se@ Manua
Appendix A]) along with the published Synergos report on the outline and results of the
ilsithebeo study®on the CSR website

Isithebe aspires to (i) consciously structure teacher SC inside and across schools, (ii)
festablish a routiiane cofnneéelti lbear atmonged teachers
(Ebersohn et al., 2020, p. 13), and (iii) promote teacher relationships outside of school-group
sessions. The Isithebe intervention leveraged the benefits of art therapy principles® to
promote SC between teachers intentionally. Fellowship, relaxation and creativity when people
engage in art activities enable SC and buffer against social isolation (Maujean et al., 2014;
Stepney, 2017).

The ability to express oneself artistically is an ingrained part of the human experience
(Liebmann, 2004). Instead of aiming for aesthetically acceptable end results to be judged by
external criteria, the importance of art as a tool is to express oneself. This kind of expression
is accessible to everyone, not just those with artistic abilities (Liebmann, 2004). Many
proponents of art therapy would agree that it creates favourable outcomes for those who
participate in the creative therapeutic process (Dye, 2018; Liebmann, 2004; Malchiodi, 2012;
Slayton et al., 2010). The documented benefits of art therapy include: facilitating resilience,
healthy expression of emotion, providing a safe space for emotional experience, promoting a
positive self-image, focusing on positive behaviours, and increasing self-awareness (Dye,
2018; Maujean et al., 2014; Stepney, 2017).

8 |sithebe is a symbol of reuniting families, bringing people together, and eliminating solitude. Isithebe
demonstrates fAnurturing, trust, comfort, care and su
(Ebersthn, 2020, p. 3).

7 Synergos is a global non-profit organisation dedicated to assisting in the resolution of complicated

challenges around the world by promoting bridge leadership that fosters trust and collective action.
(https://www.synergos.org/about).

8An i si Xhosa phrase signifyi Algartigigating schogs anddemchdrer r el at i
named the group and formed part of the group.
Shttps://www.up.ac.za/centre-of-the-study-of-resilience/article/2931931/isithebe-social-connectedness-
intervention-study-prof-liesel-ebershn-and-the-synergos-institute

10 The focus on nonverbal communication and creative processes, and the provision of a trustworthy,

safe atmosphere in which individuals can create trusting connections, are the common ground for all

art activities (Malchiodi, 2012).
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The arts activities used as part of the intervention were not art therapy per se but rather
used art activities to facilitate relaxation, creativityand SC.Each school received a
K'i ¢omtaining carefully packaged art and craft materials and activities for each meeting (see
Photographs 1 to 3). Instructions on using the arts and crafts were included in each activity
kit. Each activity was created to strengthen bonds between co-workers and people outside the
school. Photographs 4 to 11 show photos of participating teachers during Isithebe intervention
sessions from September 2018 to September 2019. Visual documentation assisted me in
presenting visual illustrations of the Isithebe SC intervention process and constructing an
illustration of the specific contexts where my research took place (Eberséhn & Eloff, 2007).
Throughout Chapter 1 and Chapter 3, Photographs 1 to 62 display the activities and
participants involved throughout the intervention.

Figure 1.2

Photographs1-3: @Al si thebe Kitd containing arts and cr a

12



Figure 1.3

Photographs 6-7: Teachers who took part in Isithebe intervention sessions
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Note: Photographs taken by the researcher between September 2018 and September 2019

with consent from the participants

Mixed-method teacher data was generated in September 2018 with 36 teachers from all six
participating schools. In March 2019, the researchers conducted a six-hour intervention
training session with thirty teachers from all six schools (see Appendix A). There were six
intervention sessions over the next six months (one per month). The Isithebe intervention
sessions alternated between the school-specific Isithebe-meetings and three joint-school
Isithebe-meetings i the latter in which researchers participated.

Qualitative data generation was informed by PRA principles. All teachers per school
organised the school-specific Isithebe gatherings (April 2019, June 2019, and August 2019).
The focus of the different workshops was on teacher bonding within a specific school
(Synergos, 2017). Three joint-school Isithebe sessions, each lasting about two hours (27 May
2019 and 29 July 2019), were held in a central location (usually the Department of Basic
Education (DBE)b6s appropri at e d coflectedi before thef f i ce) .
intervention (18 September 2018), after the intervention (21 September 2019), and twice
during the intervention process (collected at joint teacher-researcher meetings that took place
27 May 2019 and 29 July 2019). Teachers were given the same pre-intervention TR
(ENTREE) and SC (REPSSI) questionnaires at the end of the intervention. On
21 September 2019, 15 teachers attended a post-intervention session, and an additional
seven questionnaires were gathered via email. Pre- and post-intervention data and joint
teacher-researcher Isithebe gatherings consisted of (i) oral school-group poster presentations
that were audio-r ecor ded and verbatim transcri bed-, and

documented as both visual and t e x t u @&bersdhradt al.02020, p. 7). WhatsApp was
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used as a platform for teachers to capture and document teacher gatherings when researchers
were not present. Figure 1.4 shows an overview of the Isithebe timeline.

Figure 1.4

Timeline of Isithebe SC Intervention

Administer teacher Isithebe training session:
resilience and social ) ; -
connectedness Each school received Isithebe Kit with

scales separately packaged arts activities

Introduction fo the Isithebe Kit and modelling an

PRA posters and . .
Isithebe gathering

presentations on
teacher resilience
and social
connectedness

: J

- March 2019 > April — Aug 2019 > Sep 2019 >

1 U

Re-administer
teacher resilience

Teacher-lead PRA-group presentations to
demonstrate existing knowledge on teacher
resilience and social connectedness

Teachers organised three

_ . and social
menthly Isithebe gatherings connectedness
with peers in their school scales
(April, June, August), and two
joint Isithebe gatherings with ', PRA posters and
teachers from other schools | presentations on
and researchers during ! teacher resilience
alternate months (May, July, and social
September) connectedness

| favour the lens of implementation science for intervention research in my study.
Implementation science provides a framework for effectively managing the implementation of
new programs or practices and provides a valuable model emphasising the implementation of
evidence-based research in professional practice (Nilsen, 2015). Implementation science
explores how to create change at the personal, organisational and more general levels.
Furthermore, implementation science aims to achieve an enhanced understanding of what
enables change within systems. A strained educational context requires considering the
available pathways (resources, opportunities, structures and assets) to allow TR and support
teacher well-being and job satisfaction (Ebers6hn, 2014; Gu & Day, 2013). Implementation

science explores the pertinent enablers that may influence the implementation of effective
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interventions (Albers & Pattuwage, 2017). Section 3.3 details using the implementation
science and PRA principles in developing the intervention.

1.5 Key Theoretical Concepts
1.5.1 Social Connectedness

People that are socially connected have significant interactions with their peers, family, and
communities (Delle Fave & Soosai-Nathan, 2014; Fishbane, 2007; Seppala et al., 2013;
Stavrova & Luhmann, 2016). The absence of SC denotes social isolation and exclusion (Salimi
& Bozorgpour, 2012; Zavaleta et al.,, 2014, 2017). This working definition of SC is
operationalised in my study using an SC questionnaire compiled by REPSSI, underpinned by
the Oxford Poverty and Human Development Initiatived § O P H ISG rpposal (REPSSI,
2016). SC is conceptualised and measured by OPHI using literature on social capital, social
exclusion, soci al cohesiveness, and Apsychol ogi
2014,p.3). IntemalSC(a persondés subjective i nfgoneestisni on of
in the social environment) and external SC (objective measures of an individual's social
interactions) are two types of SC identified by OPHI (Zavaleta et al., 2014). The scale includes
guestions relating to internal SC, including those on social-emotional competence, need for
relatedness, belonging vs loneliness/isolation and trust, and some questions on external SC,
suchasthe numberof oneds soci al contacts (Zavaleta et

For my study, SC denotes aspects of the social dimensions of TR. From a TR
perspective, SC is viewed as a protective resource that can be mobilised as a pathway to
support TR (Ebersdhn, 2012, 2013, 2019; Ebersdhn & Loots, 2017; Gu, 2014; Theron, 2016).
For the quantitative component of my study, | compare pre- and post-intervention SC scores
to determine what impact (if any) an SC intervention with teachers in peri-urban primary
schools may have on SC. The qualitative component of my study aimed to explore the
pertinent SC as an enabling pathway for teachers working in challenged contexts. Qualitative
PRA indicators of SC included awareness and appreciation of SC; networking capacity;
bonding within and across social networks; a sense of belonging; and proclivity for receiving

and providing implicit and explicit social support.

1.5.2 School-Based Interventions
School-based interventions are a set of deliberate and well-thought-out techniques for
modifying or introducing evidence-based methodologies, practices, approaches, programs, or
policies in the classroom to improve social and emotional outcomes (Century & Cassata,
2016). In my study, school-based intervention research denotes the Isithebe SC intervention
study. Effective school-based implementation requires considerable resources, entailing time,

money, and human resources (Murphy, 2015). Additionally, intervention research in schools

15



has become increasingly more complicated and more important as teachers struggle with
fewer resources and researchers with how to intervene effectively in a given context (Greene,
2015; Murphy, 2015).

School-based interventions range in complexity and can reside at one or more system
levels, e.g. classroom, school, province or nationally (Century & Cassata, 2016). The goal of
the Isithebe SC Intervention study was to see if structured SC activities (indicated by teachers
coming together regularly to enjoy arts activities together) enabled teachers to feel more
connected (rather than isolated and lonely) in relaxed and creative ways that support them to
resile professionally i despite the hardship of challenged contexts in which they teach (and
live). Section 3.3 in Chapter 3 details the use of implementation science in developing the

intervention.

1.5.3 Resilience

Currently, the literature recognises resilience as a multifaceted process that draws on various
contextual and personal resources interacting in a complex manner over time (Beltman et al.,
2011; Ebersohn, 2017; Mansfield, 2018; Strimpfer, 2013). Resilience results when vulnerable
people and their ecologies cooperate in providing and capitalising on life-sustaining resources
(Theron & Malindi, 2010). Additionally, resilience is process orientated and explores how
adversity and risk in one system co-exist and mobilise protective resources in aligned systems
(Ebersdhn, 2016). Research highlights resilience as a dynamic process that requires adaptive
responses in adverse conditions to achieve positive outcomes (Beltman et al., 2011,
Ebersdhn, 2017; Mansfield, 2018). A shift in resilience research resulted in less focus on the
individual and a move towards understanding the
2012). Due to the interconnectedness of systems, the capacity to adapt is dynamic and ever-
changing depending on how factors influence different domains of the system (Masten, 2018).

Research on resilience has established empirical evidence for situational and
environmental factors, which entails significantly more intricate elements than only internal
characteristics or assets (Theron & Theron, 2010). Individuals, their environments, and the
process by which they overcome adversity at various points in their lives all add to the
complexity of resilience (Beltman & Mansfield, 2018; Liebenberg et al., 2016; Masten, 2001,
Maurovi l e)t Reddliénce, is défie? @s the ability to achieve better-than-expected
results despite adversity and the dynamic processes that contribute to positive development
(Masten, 2001; Ungar, 2011). Current views of this notion of resilience emphasise risk
management despite the chronic and cumulative constraints of working within a challenged
context. Ebersohn (2012, 2013, 2019) proposes an analytical framework of RRR as one
indigenous pathway to resilience in adverse South African environments. My study aims to

explore the potential benefits of SC as a pathway to resilience. In the context of my study,
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pathways to resilience are operationalised as adaptive processes employed where hardship
has an enduring impact on functioning (Ebersdhn, 2014; Skinner & Zimmer-Gembeck, 2007).

Ebers®°hn (2014) positions resilience processes

2014, p. 1), where incidences of positive adaptation are linked to one another, enabling
individuals and communities to adapt to chronic hardship.

1.5.4 Teacher Resilience

For my study, TR is aligned with studies done in similar contexts where chronic and cumulative
risk prevails (Coetzee et al., 2015; Ebersthn & Loots, 2017). As discussed in Section 1.5.3,
resilience in severe adversity requires adaptation and the use of available protective resources
to achieve positive outcomes. There may be fewer opportunities to distribute resources in less
equitable communities. (Eberséhn, 2017). The availability of resources or capital, such as
spiritual, social and cultural resources, feeds into the resilience process (Eberséhn, 2017;
Papatraianou et al., 2018). Resi | i en c Bcusing
on individual characteristics, strategies and the use of available protective resources. It is
assumed that teachers can recognise, navigate and access these resources to manage
adversity (Eberséhn, 2014, 2017). Thus, TR is defined as teachers who can cope within a
stressful education system by drawing on individual and environmental resources that enable
them to adapt despite significant stressors (Coetzee et al., 2015).

Teacher resilience enables unexpected positive consequences, such as improved well-
being, job satisfaction, commitment, retention, and quality of education (Gu & Day, 2013;
Mansfield et al., 2016). Occupational well-being encapsulates enabling coping mechanisms,
traits, or strategies that are reported to assist teachers in maintaining a positive work-life
balance to enhance job satisfaction and counteract stress and burnout inherent in the
profession (Ainsworth & Oldfield, 2019; Wosnitza et al., 2018). Important coping mechanisms
reported for teacher occupational well-being include good self-care habits, focusing on
emotional, physical and mental wellness, an optimistic mindset, positive self-talk, and effective
time management (Mansfield et al., 2016; Wosnitza et al., 2018). Furthermore, teacher well-
being and job satisfaction may be indicators of teacher adaptation, which is critical for teacher
retention (Ainsworth & Oldfield, 2019). Therefore, teacher resilience focuses on thriving
teachers who deliver high-quality education, regardless of career stage, to all learners in
different contexts (Gu & Day, 2013; Mansfield et al., 2016). Quality education can be defined
as beneficial contributions from both teachers and learners that create the potential to improve
lives, particularly for the youth (Pareek & Rathore, 2016). These conditions, in turn, encourage
teacher commitment and retention, which may result in higher learner performance (Gu & Day,
2013; Pareek & Rathore, 2016).
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The ENTREE scale with revised contextual questions was administered as part of the

guantitative measurements before and af t er the intervention. AThe
guided by a comprehensive definition of resilience developed from research associated with
previous Australian projectso (Beltman & Mansf
resilienceo Iltyed pen-wbart poimaty sohooladadhers to resile (in challenged
contexts). TR was indicated in measures as fite
teacher motivati on, teacher sense of coherence,

p. 2), contextual factors and TR. Qualitative PRA indicators of TR included enablers of quality
education (teacher professionalism i including leveraging social networks for PD 7 and T&L
competencies) and enablers of occupational well-being (teacher adaptability; showing
compassion for learners; acknowledgement of occupational inputs; and experiencing career

purpose).

1.5.5 Teachers in Peri-Urban Primary Schools
A primary school is a school that accommodates children from Grade 1 up to Grade 7 (DBE,
2009). The peri-urban primary schools included in the Isithebe dataset are public government

schools situated in an urban space (Nelson Mandela Bay Municipality). In my study, the term

iteacherwsr hann pperriimary school so0 specifieabdnly ref e

primary schools in the EC (n =36, M =2, F = 34).

1.5.6 Schools in Challenged Educational Contexts

For my study, challenged educational contexts denote schools in resource-constrained areas
that may face structural and socio-ecological issues (Eberséhn & Loots, 2017). My study's
specific challenged educational context is public government peri-urban primary schools in an
EC city. This province is largely characterised by a lack of formal housing, restricted access
to drinking water, limited or no access to electricity, high levels of orphanhood (especially due
to HIV/AIDS), crime, inadequate education, and poverty (StatsSA, 2018). Teachers from the
six peri-urban primary schools who participated in my study live and teach in challenged
educational contexts. School s t hat me t

categorisation-i ndi cating that no s c {Ebesdhndtal.e2020,malf)
-were designated as fc hex (Dass&Rmgluest 2017} ahe quintilea
of the schools, and the socio-economic class of the area, were identified as indicators of
challenged contexts. These no-fee-paying schools are usually situated in contexts
characterised by disadvantaged socio-economic classes (determined by the level of education
and household income) (Mattsson et al., 2017). Additionally, no-fee-paying schools have high
learner-to-teacher ratios (LTRs), indicating the likelihood of large class sizes; the annual
Government Gazette released by the DoE confirms this pattern (DoE, 2018). Furthermore,

learner achievement in Quintile 4 (fee-paying schools with smaller class sizes and lower LTRS)
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is significantly higher compared to learners from Quintiles 1, 2 and 3 (non-fee-paying schools)
(Dass & Rinquest, 2017).

1.6 Theoretical Framework: Relationship-Resourced Resilience

The chosen theoretical framework for my study is Relationship-Resourced Resilience (RRR)

(Ebers°hn, 2012, 2013, 20 1%C)asapathwaeton TRmBbershhudy 6 s f

(2012, 2013, 2019) proposes RRR as an Afrocentric resilience theory. RRR theory is based
on research conducted with a large sample across multiple resource-constrained settings in
Southern Africa. The RRR theory was inductively generated from data collected during three
long-term case studies over a fifteen-year timeframe (Eberséhn, 2019). The researchers
partnered with 639 participants from South Africa, Namibia, Lesotho and Swaziland.
Participants included women and men, young and older people, and people from urban and
rur al spaces. T h e are thatoitrwa® develbpiednin tsewverelly oresaurce-
constrained (and often rural) settings and may not be relevant to more affluent, urban contexts
(Ebersohn, 2019). Participants were mainly female, with low education and literacy levels.
Lastly, as the theory was generated through a psychological lens of resilience, alternative
conclusions may have been drawn through a different theoretical lens (Ebersdhn, 2019).
The African bel iueof issy sat eore ldfe fA Ubhuartt und
through relationships. In an African worldview, the individual is less important than the social
and emotional bonds that bind people together. These ties are a component of every

community member's responsibilities (Eberséhn et al., 2014). The RRR-model proposes that

erstani

fifcoll ective responses can be innovative and susHt

each other (support seeking, affiliation).

RRR posits t hat i n -Afracahtricg @omtexts sharact@rigda ubg
adversity, SC and leveraging cultural knowledge function as resilience-enabling responses to
structural disparity (Ebersthn, 2019). As such, RRR posits the idea of collective distress and
collective well-being. Thus, RRR posits collective (rather than individual) assessment of
support-seeking and relational resilience. During the turmoil of civic unrest in South Africa in
July 2021, flocking to counter collective distress and promote collective well-being was
noticeable. Looting and violence erupted in South Africa over many days, ostensibly due to
political reasons but more profoundly rooted in expanding poverty and rising inequality (Kalina,
2021). As the violence escalated, inhabitants of South Africa banded together to clear away
the collected rubbish and debris left behind, deciding to support reconstruction rather than
contributing to the devastation. Many people used social media to present a unified voice of
hope and optimism (Ebersohn, 2021). Some volunteered their time to clean; others shared
food and clothing; still others utilised social media to present a cohesive voice of hope and

optimism (Ebers6hn, 2021). The response to this catastrophe demonstrated how South
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Africans band together to embody t h e i Uhideslagyuirothe face of significant hardships
by pooling resources and devising ways to distribute shared resources (Ebersthn, 2021).
RRR illustrates how fArelationships can recon
p. 32) and how individuals can collaborate to facilitate good adjustment through bidirectional
transactional processes. Individuals who link internal support to external support as a strategy
to capitalise on underlying strengths in systems can reimagine and reconstruct an ecology of
adversity, according to RRR (Ebers°hn, 2012). 0fF
to acknowledge that hardships are experienced by groups of interdependent people who
connect and share burdens and in turn, mobilise joint resources to enable mutual well-being
(Eber s®hn, 2012) . i Fal resiiekde-englding Mmechacism to wistribute s
resources to buffer against collective distress and promote outcomes of collective well-being
(better than expected outcomes despite severely strained conditions) (Eberséhn, 2012, 2014,
2019).fFl ocki ngd as social s uppo ribturmomdbilisessacielsands oc i a l
economic capital. Resilience-e nabl i ng Afl ockingd practices incl:
partnerships structure the supply management for social support and the use of female-
directed societies to collect, monitor, and distribute resources to those in need) and share
costs and incomes in financial undertakings (Eberséhn, 2019). Furthermore, "flocking” is not
always limited to using money as a social resource. To assist the well-being of people in need,
"flocking" primarily rely on communal resources such as current networks for advice and know-
how, collaborating on financial undertakings such as loans and dividing costs, and pursuing
cultural goals such as empathy and compassion (Eberséhn, 2021).
According to RRR, societal structures such as religion and education are essential in
supporting resilience and buffering against adversity. Schools and churches appeared to be
significant and dependable physical entities to receive social support from high-risk ecologies
(Ebersbhn, 2017).An  ai m o f ,adsigromotad kh RRRji®to promote collective resilience,

in this case, related to teacher well-being that includes the ability to provide quality teaching

(Day & Gu, 2014). In interdependent owddgevi ews,
systemso (Ebers°hn &S€Ein@with 20@0¢conmi.t ax) ,soci al
culturally salient epistemol ogies inherent to i

2020, p. 25). As such, the presence of SC (through flocking) in resource-constrained settings
is an available resilience-enabling pathway that may be mobilised in response to adversity
(Ebersthn, 2019; Owusu-Ansah & Mij, 2013).

T Ubuntmis$Zuluworda omet i mes transl ated to il am because w
because wmemnngdhemani tydo.t o ot hers
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1.7 Paradigmatic Lenses

1.7.1 Introduction
Section 1.7.2 discusses pragmatism as t h e s t methyhéosetical paradigm, and
Section 1.7.3 discusses the use of a concurrent triangulation MMR methodology as the
methodological paradigm.

1.7.2 Meta-Theoretical Paradigm: Pragmatism

As | follow a concurrent MMR intervention design, | adopt a pragmatic epistemology. An MMR
approach linked with a pragmatic epistemology entails the simultaneous collecting of data
using methodologies from both the QUAN+QUAL disciplines to best address the RQs
(Creswel | & Pl ano Clar k, 2 0 fertns of énwlogy,epraginatBo ber t s,
accepts that there exists both an objective real
2012, p. 8). MMR researchers have tried to build a suitable philosophical framework since
their debut as a third methodological paradigm. (Cameron, 2011). The incompatibility thesis
is at the centre of many criticisms of MMR. This criticism is based on the view that because
QUAN+QUAL research methodologies have such diverse ontological and epistemological
foundations, they cannot be combined in a single study (Hathcoat & Meixner, 2017). Many
argue, however, that the incompatibility thesis has been largely debunked because studies
have proved that an MMR approach may be used successfully (Biesta, 2010; Cameron, 2011;
Denzin, 2014; Hathcoat & Meixner, 2017). Furthermore, pragmatism posits that rich variation
exists between quantitative and qualitative epistemologies. As a result, qualitative approaches
do not need to be informed solely by interpretivism, and quantitative methods do not need to
be guided solely by positivism. In truth, many approaches defy this categorisation, such as
gualitative research, which is intrinsically positivist, and quantitative methods, which seek
interpretation (Wagner, 2009).

fi T hchallenges of using pragmatism as the meta-theoretical paradigm lie in the
rationale behind the choice, epistemological relevance, methodological appropriateness and
the proficiency of the researcher o (LedMMR, 2019
researcher to recognise and vigorously defend pragmatic techniques and decisions in the face
of these criticisms (Cameron, 2011; Guetterman et al., 2019; Plano Clark & lvankova, 2016),

as discussed next in Section 1.7.3.
1.7.3 Methodological Paradigm: Concurrent Triangulation MMR
Intervention Design
1.7.3.1 Introduction

I used a concurrent triangulation MMR intervention design to generate both QUAN+QUAL

data at baseline during the intervention and post-intervention with teachers. During the design
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phase, researchers worked out a strategy for collecting both data types so that the data
allowed integration of the QUAN+QUAL databases (Fetters et al., 2013). Integrating
QUAN+QUAL methodologies in a study is an intentional procedure in which the researcher
makes the data interdependent to address the RQs (lvankova et al., 2019). Figure 1.5 shows
an overview of concurrent MMR design. The sample size for pre- and post-test was 36 and
22 teachers, respectively. Following Figure 1.5, the benefits, limitations and criteria for

selecting an MMR method was discussed.

Figure 1.5

Overview of Concurrent MMR Design

Quantitative Qualitative
TR (ENTREE) and social PRA posters and group
connectedness (REPPSI) presentations, visual data,
scales researcher journal
Pre-test n=36; Post-test n=22 Pre-test n=36; Post-test n=22
Non-parametric tests (WSR) Coding and theme
and statistical analysis development

Merge and interpret: )

Interpretation based on pre- and-
post intervention comparison of
guantitative and qualitative results

1.7.3.2 Advantages of MMR

MMR is regarded as the third methodological trend, and it has a lot to offer social science
research as a methodology. It arose in reaction to the limits of using only QUAN+QUAL
methods, and it is now widely accepted as a credible alternative to these two approaches
(Doyle et al., 2016). By extending beyond a strictly descriptive study, research should, above
all, lead to a greater understanding and interpretation of phenomena (Johnson &
Onwuegbuzie, 2014). MMR aids in addressing the RQs that cannot be addressed by using
QUAN or QUAL approaches on their own by providing a more comprehensive toolkit to

achieve a study's aim and objectives (Doyle et al., 2016).
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MMR approaches have the advantage of providing stronger interpretations of research
issues by allowing for more depth and breadth in solving complex social phenomena and
allowing for the expression of different points of view (Johnson & Onwuegbuzie, 2014). MMR
combines diverse data analytic approaches to allow evidence to be transferred between
gualitative and quantitative methodology. By seeking corroboration between QUAN+QUAL
data, triangulation improves the validity and trustworthiness of a study (Doyle et al., 2016).
MMR can provide quantifiable data from quantitative analysis and rich, nuanced,
contextualised narratives of human experiences from qualitative research (Guetterman et al.,
2019). As a result, combining research methods yields a more complete and thorough idea of
a study (Doyle et al., 2016; Johnson & Onwuegbuzi, 2014).

The ability to combine QUAN+QUAL methodologies within a transformative paradigm
is another advantage of MMR (Barnes, 2012). Because of positivism's historical dominance,
guantitative studies were frequently embedded with racist and gendered ideas (Duncan &
Bowman, 2009). As a result, it's no surprise that qualitative approaches are the preferred
method for critical and transformational research (Barnes, 2012; Nwoye, 2018). While
gualitative research has advanced our understanding of transformation concerns, there is still
a need to comprehend the scope of these issues in post-c ol oni al S @ragmhatisr f r i ¢ a .
is a problem-solving, action-oriented inquiry method founded on a commitment to democratic
val ues and pr o dgincels 2008). Adaeesult,img MMR literature encourages us
to use various methods to learn more about important social justice concerns in South Africa
(Barnes, 2012; Nwoye, 2018). Social justice concerns in South Africa include not only material
consequences for teachers working in a resource constrained and structurally disparate
context like South Africa, but also the suppression of indigenous knowledge generation. In this
regard, MMR research has the potential to give a platform to previously suppressed
indigenous discourses that can explore the strengths operating in these communities that can

be enriched with culturally appropriate professional development opportunities.

1.7.3.3 Limitations of MMR

An MMR study has both a QUAN+QUAL component, but the researcher often has trouble
articulating how the two aspects relate to one another (Mengshoel, 2012). A pragmatic
paradigm within the research process suggests that the general research approach is to mix
data gathering methods and data analysis procedures. The goal of the study questions is
directly linked to the approach chosen by pragmatists (Creswell & Plano Clark, 2011). The
eclectic nature of pragmatism can be seen as a drawback by relying on the virtues of both
gualitative and quantitative methods while downplaying their flaws (Frels et al., 2013; Johnson
& Onwuegbuzie, 2014). MMR studies are deemed useful when numerous different but

connected research problems are investigated (Mengshoel, 2012). My study was guided by
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pragmatism due to the impact of the research aspects on the study rather than addressing the
flaws of QUAN+QUAL research. Additionally, legitimation in MMR requires that multiple
validities be considered for both the QUAN+QUAL research methodologies (Onwuegbuzie &
Johnson, 2006), which are discussed in Section 3.7 in Chapter 3.

Another limitation of MMR approaches is the practical difficulties of collecting
QUAN+QUAL data concurrently. The data collection involved coordinating the administration
of two different quantitative scales while concurrently facilitating and recording qualitative PRA
poster presentations. In addition to the practical difficulties of data collection, the volume and
skill required to capture and analyse both QUAN+QUAL may be challenged- a research team
may be required in this instance (Doyle et al., 2009). Accordingly, | worked with a research
team, and data collection and analysis took place with the help of various members to make

multiple data collection procedures possible.

1.7.3.4 Ciriteria for Choosing MMR

Three characteristics determine the overall purpose of using MMR. These include intent

(purpose of using the approach), timing (the sequence of collecting and analysing data) and

integration of results (Ivankova et al., 2019). The purpose of concurrent triangulation in MMR

design is to compare the two data types by merging the data sets and results during data

analysis (lvankova et al., 2019) . AThree outcomes arise from tr]
i nconsistency, dohrsonetalna007apdlils). Whateveofindings prevail, the
researcher may have clearer explanations of the social phenomena observed. If the results
differ, the cause must be determined and the results re-examined. If the findings converge,
the integration may be a valid justification for the quality of the inference (Venkatesh et al.,
2014). Furthermore, triangulation increases the researcher's confidence in their findings and
encourages the development of novel data collection methods that can result in thicker, richer
data (Denzin, 2012).

The overall intent of the research is to explore how an SC intervention may inform
knowledge of TR. Accordingly, my study follows an MMR approach to understand T Rs &
complexities within a high-risk context. The objective of the proposed school-based
intervention study was to explore to what extent an SC intervention with teachers in primary
schools can inform knowledge on TR and enable TR in a challenged educational context. It is
hypothesised that SC has the potential to create enabling school environments by creating
caring and sympathetic communities by implementing evidence-based policies (Eberséhn,
2017).

Intervention research in a challenged educational context justifies the need for MMR
as the complex social context demands analysis that is informed by several and varied

perspectives, which are strengthened by the use of MMR (Barnes, 2012; Sammons et al.,
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2005). I n add]iitnglne tmaddist,udifes are prolific in
(Ebersdhn, 2016, p. 1). Current insights on what enables positive education outcomes are

drawn ffrom fragmented, regional and mostly single case studies, using multiple
conceptualisations, m éEdbersdim,e 2016, gpn &). This lanitatiom tiso r s 0
addressed in my study by using internationally recognised research constructs while
incorporating qualitative research methods to account for the contextual differences in a post-

colonial educational context. MMR is appropriate for research concerning minority groups that

are difficult to study using quantitative measures alone, hence the need to use a range of
methodologies to study oppressed groups extensively while representing in depth the
perspectives of persons (Barnes, 2012).

1.8 Research Design and Methodology

As discussed in Section 1.7.3, a non-experimental pre- and post-intervention intervention
design (concurrent MMR) was used to generate in-depth data over one year. Figure 1.6
provides an overview of the methodological choices that directed my study, detailed further in
Chapter 3.
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Figure 1.6

Outline of Methodological Choices that Directed my Study

=




Schools that fell under t he inddBtiagtbat NQ schaoltfded e 3 ¢ a
could be charged (Dass & Rinquest, 2017) -wer e cl assified as fdAchall e
c o nt elxpurgosefully selected six peri-urban primary schools in challenged educational
contexts where teachers encounter structural and environmental obstacles. These schools
were chosen to illustrate a difficult educational environment in which teachers encounter
structural and environmental problems (refer to Section 3.5.2 in Chapter 3 for an in-depth
discussion on the sampling of schools).
For the fisithebeo study, purposive sampling was applied at the school level, whereas
convenience was applied to select participating teachers within schools (refer to Section 3.4.3
for a detailed discussion on the sampling of teachers). TR and SC questionnaires were
administered pre- and post-intervention. The quantitative measure used for TR included
selected items of the ENTREE TR scale (refer to Appendix C). The quantitative measure used
for SC included selected items from the REPSSI SC scale (refer to Appendix D). Section 3.5
details the quantitative data collection and analysis. PRA principles guided the collection of
gualitative data. Section 3.6 in Chapter 3 offers an in-depth discussion of my study's qualitative

data collection and data analysis measures.

1.9 Ethical Considerations

In my study, | endeavoured to conduct rigorous research to produce justifiable answers to the
RQs (Wassenaar, 2016). Throughout the research process, | was aware of my interpretation
of the research process and how my personal history and worldview might have coloured my
perceptions of the research outcomes. | kept a research journal to assist me in reflecting on
the research process and contain this potential threat to objective research findings (Goodson
& Gill, 2011). To limit prejudice on various interpretations after each session, | held regular
debriefing sessions with my co-researchers and supervisors. Section 3.7.4 in Chapter 3
discusses the qualitative quality criteria employed in my study.

Morrow et al . (2014) warn of the risk of mi sr e
misinterpretation of qualitative data. The advantages of MMR approaches are that they
combine several data analytic processes to allow evidence to be transferred between
QUAN+QUAL methodologies. By seeking corroboration between QUAN+QUAL data,
triangulation improves the validity of a study (Doyle et al., 2009). MMR can provide quantifiable
data drawn from quantitative analysis and rich, nuanced, contextualised narratives of human
experiences from qualitative research (Plano Clark & Ivankova, 2016).

Before any research can begin, potential participants must give their informed consent,
according to the American Psychological Association6 $APA) ethical guidelines and code of
conduct manual (APA, 2017). The ramifications of the study protocol must be communicated

to research participants (Sheehan & McGee, 2013). As a result, before starting my study, all
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participants completed a consent form (see Appendix I). The requirements outlined in the
HPCSAGs ethical rules of conduct for practition
where HPCSA stands for MAHealth Professions Counc
1), were used to create this informed consent form. The permission form also included the
researcher and my supervisorsodé contact informati
gueries participants had about my study (see Appendix B). | advised the participants that they
could withdraw from the study at any stage and that participating in the trial would cause them
no harm (Maree, 2019).

The participating teachers in my study know the research objectives and that they will be
observed. Observation may result in the participants wanting to respond favourably to satisfy
the research team and could influence their responses and behaviour (Ebersdhn et al., 2015).
To mitigate these challenges, I fadhered to the
confidentiality, protection from harm and informed consen t (Bberséhn et al., 2020, p. 5).
Confidentiality was guaranteed as no names of participants or schools were mentioned in any
publications, and identifying details were removed to ensure anonymity as far as possible
(Maree, 2016). However, participants gave consent to use visual data showing their identities,
thus allowing for the inclusion of photographs taken during the Isithebe study (Maree, 2016).

To obtain consent from an institution to conduct research, the researcher must first provide
the institution with full details of the proposed study. The researcher may begin the study only
after the institution has granted approval (APA, 2017). The Faculty of Education's Ethics
Committee at the UP provided ethical permission before the start of this research investigation.

During my study, | handled and maintained all data properly and stored it securely; the
participants' confidentiality was protected throughout my study, including the data analysis
process. The data will be digitally saved and securely maintained for 15 years for research

purposes.

1.10 Summary of Findings

The key findings, based on the RQs posed in Section 1.3 are:

PRQ: fiHow can an SC intervention with teachers
educational context inform knowledge on TR?0
Irrespective of the social connectedness intervention, TR and SC were high amongst teachers

- despite the challenged context. The intentional gatherings between teachers led to a

significant increase in trust. The teachers acted on a heightened awareness of social
connectedness by leveraging school and school-community networks to bond across school

spaces. The bonding signifies an enabling pathway to respond to needs, using social networks

and resources to provide and receive social support from peers, learners, parents, and

caregivers. Following the social connectedness intervention, evident enablers of quality
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education included teacher professionalism (opportunities for professional development via
social networks, peers and schools), teaching and learning competencies (creativity,
adaptability, compassion); and enablers of occupational well-being, including social
connection, acknowledgement of occupational inputs, and experiencing occupational
purpose.

SRQL1: A H o 8C cdropare pre and post intervention ? 0

Irrespective of an SC intervention, South African teachers working in a challenged space
displayed high SC, valued building relationships and expressed the need for relatedness and
belonging. Post-intervention quantitative results showed a statistically significant increase in
participantsdé overall score for SC. Scales 1, 2,
and post-intervention results. There was a significant increase in Scale 4 (the degree to which
a person trusts other people in their community). Trust was the only scale to have increased
significantly between pre- and post-intervention. Participation in an SC intervention increased
teachers' reported ability to trust others and enhanced competencies aligned to SC. Process
data collected during May, July and September 2019 teacher-researcher meetings showed
that teachers reported strengthened SC competence (Theme 1). Besides awareness of the
advantages of SC (Sub-theme 1.1), teachers also mentioned other enhanced competencies
aligned to SC. These competencies included the capacity for bonding within and across school
social networks (Sub-theme 1.2), leveraging school-community networks (Sub-theme 1.3),
and valuing positive family relationships (Sub-theme 1.4).

SRQ2: ATo what e&R interdntiod with teadhers in peri-urban primary
schools enable SC? 0

When teachers participate in an SC intervention, their repertoire for providing and receiving
both implicit and explicit social support to learners, co-workers and the school community is
expanded. The SC findings indicate that a social connectedness intervention enables social
connection, leveraging network capacity, and giving and providing social support. Before the
intervention, there was a tendency for SC as a resource management strategy, as evidenced
by high SC quantitative scores. Process and post-intervention qualitative themes indicated
that an SC intervention created additional space for the teachers to develop and strengthen
their relationships further. The introduction of an SC intervention not only boosted teacher
connections (as shown in Sub-t heme 1. 2, ATeachers bonding wit
n et wo,it &lse® promoted and prioritised SC in the lives of teachers (as shown in Sub-theme
1. 45Cendbl es teachers to val udurthearmre, tteéachars repattdat i ons h

the capacity to give social support to learners and receive social support from learners, co-

workers and school-community members( as shown in Theme 2, a8Provid]
aresiience-enabl ing resource for t eacher so, and Theme
resiience.e nabl ing resouxce for teacherso
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SRQ3: fAHow does T-Ridpastmipnatreer vpernet i on ? 0

There were significant differences (p < 0.05) in teacher professionalism, teacher emotion,
teacher motivation, teacher sense of coherence, TR, and teacher efficacy, according to the
WSR tests (as given in Table 4.7). Except for the teacher contextual scale, significant
variations were identified between pre- and post-intervention scores on all scales.

Pre-intervention data points to teacher reports on experiences of enablers of quality
education, including instances where the teachers expressed teacher professionalism and
T&L strategies as enabling quality education. Process data collected revealed that Isithebe
gatherings leveraged social networks for teacher PD. Teachers foregrounded learning from
peers, other schools and researchers that enabled quality education.

Teacher experiences of enablers of quality education post-intervention included
instances where the teachers expressed teacher professionalism, T&L strategies and

leveraging social networks as enabling quality education. In addition to these pre-

intervention themes occurring atpost-i nt er venti on, additional themes
adaptability enables quality educationo (Categor
|l earners enables quality educationodo (Category 1.

SRQ4: ATo wllidthe SCxnteevantion with teachers in peri-urban primary

schools enable TR?O0

The SC intervention mobilised enablers that supported TR positive outcomes that included
Quiality Education (positive outcomes) enabled by (enablers demonstrated in SC intervention)
teacher professionalism. The outcomes also included T&L and occupational competencies
(positive outcomes) enabled by (enablers demonstrated in SC intervention) acknowledgement
and occupational purpose. Both QUAN+QUAL data demonstrated an increase in TR following
t he Al $SC Inthreehtiond Except for the teacher contextual scale, significant variations
were reported between pre- and post-intervention scores for all scales. Teacher contextual
knowl edge (efidt elarcdhwelre digiev of the hardship of t he
Ebersdhn et al., 2020, p. 26) was high before the intervention.

Increases in quantitative TR scales, mirrored in qualitative themes, indicate that
deliberately strengthening SC and being engaged in reciprocal social support contributed to

TR and enabled teachers to deliver quality education. At post-intervention data collection,

increased reported incidences of Afteacher exper
challenged educational cont e xt s 0 ( Theme 1), and fiteacher e X
occupational wel-b ei ng i n chall enged educational cont e

increases across quantitative TR scales.
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1.11 Chapter Outline

1.11.1 Chapter 1: Introduction and Background to my study
Chapter 1 introduced my study and an understanding of the contextual background of the
study. Chapter 1 outlined the methodological and theoretical underpinnings of the study and
explained the key concepts. Chapter 1 sets the stage to motivate and explore how an
intentional SC intervention can inform knowledge on TR in challenged contexts, which will be
elaborated upon in the following chapters.

1.11.2 Chapter 2: Literature Review
Chapter 2 highlights the existing knowledge on TR and SC relevant for teachers working in a
post-colonial, Global South context. The review begins by exploring literature discussing the
educational landscape of South Africa as an exemplar of a Global South place to locate the
current study within a challenged context. After discussing educational challenges within a
post-colonial context, the literature review discusses TR from a socio-ecological perspective
by exploring constraints and enablers to TR across both international and South African
contexts. After that, | show SC matters for TR in challenged contexts. RRR is presented as
the theoretical framework guiding my study, which views SC as a culturally-salient resilience

enabling pathway used by teachers in challenged contexts in South Africa.

1.11.3 Chapter 3: Research Methodology

In Chapter 3, | substantiate my research methodology decisions. My study employs an MMR
approach and follows a PRA methodology informed by participatory principles. Six primary
schools in lower socio-economic areas of the EC, South Africa, were purposefully sampled,
with 36 teachers participating. Rather than at breadth and scale, a hon-experimental pre- and
post-test intervention approach was adopted to obtain teacher data in depth. An SC
intervention was co-constructed with participants and delivered over six months throughout a
year, using a PRA approach. At baseline, throughout the intervention, and afterwards,
QUAN+QUAL textual and visual data were collected. Qualitative data was thematically
analysed using verbatim transcriptions and visual data; quantitative data was analysed using
SPSS.

1.11.4 Chapter 4: Social Connectedness Research Findings
Chapter 4 provides an integrated QUAN+QUAL data analysis that describes how SC
compared pre- and post-intervention (SRQ1). Following an intentional SC intervention,
guantitative data revealed an increase in SC among participating teachers. In a time of
hardship and distress, SC provides a readily available protective resource on which teachers
can draw to cushion against chronic challenges and enhance occupational well-being

plausibly. Qualitative SC findings indicate enhanced SC competencies such as a capacity for
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bonding within and across school social networks, leveraging school-community networks,

and valuing positive family relationships. Enhanced SC competencies are plausibly reflected

in guantitative increases in tGapeManswessSREport ed
AiTo what extent did the SC -urban primaresthodlsoenablevi t h t e
SC?0

1.11.5 Chapter 5: TR Research Findings
Chapter 5 will provide an integrated QUAN+QUAL data analysis that will describe how TR
compared pre- and post-intervention (SQR3). Quantitative data following an SC intervention
showed an increase in TR of participating teachers. The qualitative data shows that South
African peri-urban primary school teachers in a challenged educational context used SC as a
pathway to TR, and that SC competence can be developed to support TR. Chapter 5 answers
SRQ4: ATo what extent did the SCGurbamprirrarywséhaolsi on wi |

enable TR?O0

1.11.6 Chapter 6: Conclusions and Recommendations
Chapter6endeavours t o adadwes an SC nterveRignhQuith tédathers in
primary schools in a challenged educ@hapteo® al con
provides theoretical explanations of the results obtained and discussesthest udy 6 s | i mi t at

and contributions to existing literature. Recommendations for further research are discussed.

1.12 Conclusion

Chapter 1 served as an introduction to my resear
background. It outlined the study's purpose and RQs and provided clarification of key

concepts. The chapter discussed the research paradigms, methodology, theoretical

background and ethical considerations relevant to the study. Chapter 1 also suggested this

study's potential value for knowledge generation on how SC enables TR, specifically in

challenged contexts.
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2 Chapter Two: Literature Review

2.1 Introduction

The literature review highlights existing knowledge on TR and SC relevant for teachers
working in a post-colonial, Global South context. SC is viewed as a protective resource that
can be mobilised as a pathway to support TR from a TR perspective. Studies on TR have
mainly come from the Global North, with limited investigations of TR in the Southern
Hemisphere. Exploring the impact of an SC intervention with peri-urban primary school
teachers in South Africa may inform gaps in TR knowledge in challenged contexts.

In Section 2.2, | introduce the educational landscape of the Global South countries by
discussing the impact of globalisation, worldwide trends in educational challenges in Global
South countries, and an exploration of South Africa as an exemplar of a Global South place
to locate the current study within a challenged context. The Global South context provides a
larger place where a challenged education space is embedded. A challenged educational
space such as South Africa requires teachers who resile and thrive in the profession despite
chronic and cumulative challenges. A theoretical assumption of this study is that SC may be
one resilience-enabling pathway that supports better-than-expected TR outcomes given post-
colonial educational challenges.

In Section 2.3, | present a discussion on TR from a socio-ecological perspective.
Section 2.4 explores trends in international constraints and enablers to TR, and Section 2.5
discusses trends in constraints and enablers to TR in challenged contexts. Even though there
has been considerable research on TR in the previous decade, conceptual work on resilience
in teachers from a socio-ecological perspective is still in its infancy, especially in places with
severe social disadvantage and structural disparity, such as South Africa.

In the absence of systemic structural support in postcolonial Global South contexts,
indigenous communities adapted by sharing social resources and cultivating a culture of care
and kinship. Therefore, a premise of my study is that SC may support TR in challenged,
South African educationalcontextsas it resonates with Afro
and practices. Section 2.5 defines SC and related concepts and explores how international
knowledge of SC matters for TR, especially in challenged contexts. | conclude the chapter by
proposing a conceptual framework that argues for SC from a socio-ecological perspective as

a pathway to TR in a challenged educational context.

2.2 The Educational Landscape of Global South Countries
2.2.1 Introduction

Teaching is regarded as one of the most stressful occupations in the world. However, for

teachers in the Global South who are dealing with significant and ongoing adversity, being cut
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off from support adds to the already heavy load on their shoulders, increasing the risk of
burnout, attrition, and lower-quality education. Section 2.2.2 discusses the impact of
globalisation and post-colonialism on the educational landscape of Global South countries.
Section 2.2.3 discusses worldwide trends in educational challenges in the Global South space,
and Section 2.2.4 discusses the educational landscape of South Africa as an exemplar of a
Global South place to locate the current study within a challenged context.

2.2.2 Impact of Globalisation on the Educational Landscape of Global
South Countries

AThe phrase 066Gl obal Sout hd ref erca Afiar Arecad ng t o t h
Oceaniao (Dados & Connell, 2012see.nNGRy)balDalost |
fone of a family of terms, including @hird Worldéand & e r i p tDadosy&Cornell, 2012 p.

12), which indicate regions that are mostly low-income and often politically and economically
marginalised. AThere is a wide gap in devel opmen
economies, while the Global North economies are sustained; the Global South economies are
struggling to deh B8040, p. B4F)i The Glabal Sauth ¢oOntries are not as

advanced as their northern counterparts and rank low in global economic competitiveness.

The Global South countries are more likely to experience extreme hardship through political

instability, poverty and unemployment, inadequate healthcare, gender inequality, poor

education, and a lack of basic infrastructure (Odeh, 2010; Schwab, 2018).

iThere is an unequal strength betweenthet he GI

unequal strength between the two is manifested not only in the dominant power of the Global

North to control the pattern of international trade and agreement regulating it but also in their

ability often to dictate the terms whereby technology, foreign aid, and private capital are
transferred to Global Southdo ( Od e h, 2010, p . 343) . Therefore, f
on and vulnerable to the GI obal Northo (Odeh, 2 (
and growing income inequality (Schwab, 2018). Furthermore, education has become a

mechanism through which global forces influence postcolonial countries and their citizens

(Tikly & Bond, 2013). Native knowledge systems have been uprooted, disrupted and silenced

in colonial education, which extends to postcolonial education that still favours English as the

language of instruction (Eberséhn, 2019; Tikly & Bond, 2013). Globalisation proliferates the

suppression of indigenous knowledge systems and perpetuates unequal resource distribution

in postcolonial countries (Montiel, 2018). Furthermore, challenged educational spaces found

in Global South countries result in Afewer oppol
services and avenues avail abl e Elersiheeta. 2020, human
p. 2).

34



Postcolonialism is a word that refers to a long process of disentanglement that has left
certain countries still entangled in the colonial legacy (Tikly & Bond, 2013). As a result, these
colonial powers constructed and dominated a global economic system, resulting in an unequal
economic, cultural, and social power hierarchy (Young, 2016). Globalisation and post-
colonialism have resulted in inherent challenges in Global South countries, which significantly
influence these countries' educational landscapes (Mansfield et al., 2018). A postcolonial view
of education essentially focuses on the continued influence of European colonial history on
present education systems, especially concerning issues of race, culture, and language
(Majhanovich, 2016; Tikly, 2001). Education systems had to change and adapt to global
forces, having far-reaching consequences for schools and teachers, as discussed in Sections
2.2.3and 2.2.4.

2.2.3 Worldwide Trends in Educational Challenges in Global South
Spaces

The Global South emerged as a concept denoting HApockets

worldwide, while the Global North represents contexts of privilege (Trefzer et al., 2014). Global
South countries share a history of colonialism, which resulted in oppression, marginalisation,
and dqiianlei ties in living standards and acce
AfAEducation systems are heavily influenced
et al., 2018, p. 54). Therefore, the effects of globalisation on education are extensive, owing
to the importance of education (Majhanovich, 2016).

There are many ways to conceptualise poverty. It can be conceptualised strictly in
economic terms, i.e. a lack of income. Otherwise, it can be conceptualised as social exclusion
and involves a broad range of personal, cultural, political, social, and economic factors (Brown,
2005; Loewen, 2009; Samuel et al., 2014). Poor people define their poverty across various
dimensions, including lack of education, health, housing, personal security, empowerment,
and employment (Samuel et al., 2014). In this sense, poverty reduction involves allowing
equitable access to basic education and health services and the ability to earn income (Carr
et al., 2014). The interactions of these dimensions i and the human responses to them i
contribute to situated learning and identity formation. The link between social exclusion and
identity formation with poverty in developing countries has important implications for
educational research. Poor people are the victims of their social, structural, and economic
environments, negatively impacting individual learning (Day et al., 2011; Majhanovich, 2016).
In contexts where survival is the main concern, poor people neglect the long-term benefits of
acquiring numeracy and literacy skills, as they are still grappling with the most basic needs for

their survival (Majhanovich, 2016).
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The prioritisation of education in countries is an outcome of its importance for national
economic survival in a highly competitive gl oba
education can promote economic growth, increasing productivity and reducing social
i nequ @Mansfield et al., 2018, p. 54). Effective teachers and schools can potentially
change social, cultural and political landscapes by improving the worlds of their learners.

However, schools in developing countries have severe problems with providing a full range of
gualified teachers and sufficient resources to ¢
al., 2016). Many teachers in these challenged educational contexts lack basic levels of content
knowledges ki I | s. Al nadequate teacher content knowl ed
of poor educational outcomes for learners, further entrenching their poverty and weak labour-
mar ket statuso (Van der Berg et al., 2016, p. 45

AiCommi t ment t o abPrimaryi Etecatidh (UPE)eig & goal pursued by
nations worldwide, and even more-so in developing nations, as provision of primary basic
education is positively correlated to economic
i ndividual g,r2018 p.A3D). Théteaghadk profession is characterised by several
demands and challenges that either motivate teachers to resile or cause them to suffer stress
and burnout. They may even leave the profession (Boakye & Ampiah, 2017). Furthermore, a
scarcity of resources and financial incentives to entice qualified and dedicated teachers to the
profession interferes with providing quality education (Carver-Thomas & Darling-Hammond,

2019; Gu, 2014).

Teacher attrition is a prevalent issue worldwide, with many teachers leaving their posts
in a specific school or leaving the profession entirely after only a few years due to the demands
of the occupation (Oke et al., 2016). In affluent countries like the United States, Australia and
many European countries, teacher shortages are particularly acute in core subject areas like
mathematics, modern foreighn | anguages, and science
developing countries, for example, where school enrolment is on the rise, an acute shortage
of primary teachers represents one of the greatest hurdles to providing education for all
schoolage childreno (Gu, 2014, p . -cdhgtrained-enlucatiane a c h e r s
contexts, these challenges are compounded by a lack of resources, inadequate structural
supports, over-populated classes and ineffective management (Oke et al., 2016).

The adversities teachers face may negatively impact already disadvantaged learners
(Darling-Hammond, 2019). As learners in challenged contexts are already experiencing
adverse contexts, TR has far-reaching implications, and where it fails, it may negatively
influence the | earners6 academic performance (Da
nature of the profession, even more so in challenged contexts, teachers require resilience to
deliver their best work over time, and it is therefore of paramount importance to investigate
resilience in this context (Gu & Day, 2013; Mansfield et al., 2016).
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Education has become the vehicle for driving the globalisation of English and other
Global North languages (Tikly, 2001). The indigenous knowledge production of the Global
South has been mostly marginalised in favour of their Global North counterparts (Ebersohn,
2019; Saavedra & Pérez, 2018). Therefore it is essential to establish evidence- and context-
based best practice protocols for education agendas in Global South spaces (Carr et al., 2013;
Tikly, 2001).

2.2.4 Education Landscape of South Africa: An Exemplar of a
Challenged Post-Colonial Space

The Global North and Global South divide does not necessarily signify literal geographic
separation as these regions are sometimes interwoven and even at times found within one
another (Trefzer et al., 2014). Although South Africa (situated in the Global South) is currently
regarded as a UMIC (an economywi t h a AGross National Il nc
and $12,6950) @\Wara. 2),dtis Boasidéred oriz 0f he most unequal countries
in the world (World Bank, 2018). As an emerging economy, South Africad educational context
differs from those found in developed regions like America and Europe but is similar to
countries from the Global South. Getting a basic education is difficult in many rural areas in
South Africa because of poverty. Such inadequate educational possibilities hinder families'
ability to eradicate poverty and perpetuate the poverty cycle across generations (Mohangi et
al., 2016).

Post-colonial South Africa faces many challenges, with the educational landscape
facing numerous obstacles for teachers to deliver quality education. These obstacles include
lower literacy rates, discipline problems, shortages of digital technology (StatsSA, 2017a),
infrastructure, frequent power shortages, transportation to and from school, poor sanitation
(Ebersbhn 2012), and high rates of teacher absenteeism (Msosa, 2020). South African
teachers face chronic and cumulative stressors that result from a unigue socio-political context
(Ebersbhn, 2018). Post-colonialism has had devastating consequences for the African
education system. After the abolition of apartheid, new laws in 1994 and the start of a
democratic South African government, there have been numerous transformation challenges,
especially in education - transformation priorities have been access, redress and equity.
(OECD, 2022). Even after access to education was made a transformation policy,
organisational changes (such as national and governmental policy change, facilities and
infrastructure, and health and support services) were not sufficient in meeting the huge
demand required for transformative change. This has resulted in unequal access to education
and other resources for marginalised groups (Pillay, 2003; Taylor & Von Fintel, 2016).
Constraints and enablers vary in degree and scale, so in an unequal and transformative

ecology, constraints are experienced by those with limited resources due to an inequitable
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distribution of available sources. Consequently, variability exists regarding resource
availability on the scale of individual, families, schools, institutions, communities, and society
(Ebersdhn, 2017).

Colonial legacies continue to wield significant influence over the lives of those affected.
Apartheid left behind decades of political instability, structural disparity, poverty, and growing
complex relationships with imperial powers through funded projects and structural adjustment
programmes (Chisholm & Leyendecker, 2008; McLeod, 2010). Educational spaces in South
Africa should emphasise enabling spaces for well-being pathways suitable for a post-colonial
Global South space (Eberstéhn, 2016). The legacy of colonialism often results in the neglect
of indigenous knowledge belief systems in postcolonial countries, favouring Euro-Western and
Global North knowledge (McLeod, 2010).

The process of addressing past inequalities created by colonialism and Apartheid is
complex and ongoing. Reconciliation involves the reparation of all kinds of deprivations. The
government is faced with addressing structural inequalities caused by Apartheid on a practical
level and considering an extremely diverse population's educational, linguistic, financial, and
cultural differences (Chisholm & Leyendecker, 2008). As a result of the dominance of English
and the standard of postcolonial education (despite English not being the first language of
teachers and learners in South Africa), low literacy rates are reported in many postcolonial
countries (United Nations Development Programme [UNDP], 2018). The intrinsic importance
of local languages and cultures is now being recognised worldwide for educational reasons,
as the mother tongue plays a critical role in children's ability to access and generate knowledge
(Ball & Mcivor, 2013; Ferguson, 2013).

The constitutional foundations for a system that successfully accommodates a diverse
population are in place. However, the practical implementation of such a constitution is still far
from being actualised and will take decades to come to fruition (Mlachila & Moeletsi, 2019).
Despite the D B E éfforts in fulfilling this fundamental right to education, learners continue to
confront difficulties, such as dropping out of school and having poor academic performance
and success. These issues draw one's attention to the quality of education offered in schools
and the lingering effects of post-colonial disparity (Marishane, 2016). Studies show that
multiple South African schools may not have adequate resources to mitigate challenges to
T&L, and teachers seem ill-equipped to provide quality education (Bryan, 2005; Milner &
Khoza, 2008; OECD, 2019).

The reasons behind South Africa's poor educational outcomes are diverse and
multifaceted. South Africa spends 20% of its budget on education, and insufficient finance is
not the primary explanation for poor educational outcomes (Mlachila & Moeletsi, 2019). The
legacy of colonialism plays an insidious and powerful role in the ability of the education system

to deliver quality education (Mlachila & Moeletsi, 2019). The poorest 75-80% of South African
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households depend on failed public schooling and are fated to show poor educational
outcomes. The wealthiest 20-25% of South African households who have access to private
schooling achieve better educational outcomes. As poverty and unemployment are distributed
according to levels of education and class,t he bi modal ity of South Afr i
is perpetuating economic inequality {Machtakgh e mpl
Moeletsi, 2019, p. 6).

The South African Constitution promises the right to basic education (Marishane,
2 0 1 6Axcordirig to the South African educational policy, schooling is compulsory between
the ages of 7 and 15 vyear s o (Gilimapiettalg2016hpel9D).o mp |l et i
The DBE created and implemented regulations to ensure that learning takes place in a safe
and secure setting, that learners will have adequate T&L support material, health and
nutritional services, and are excused from paying school fees if their parents are impoverished
(Marishane, 2016) . Research r e v e aogress if tthea t t he
implementation of these initiatives, particularly in primary schools with enrolment figures
showing a reduction of r a(lceask, @01% p.a&38). Theyno-fees Sout h
program has helped over 70% of primary and secondary school learners who depend on a
daily meal supplied by the schools (StatsSA, 2015). Yet, despite these developments, the
achievement discrepancies in mathematics and literacy between fee-paying and non-fee-
paying schools imply that learners from underprivileged backgrounds continue to perform at a
lower level than their more fortunate counterparts (Reddy et al., 2020).

Inthe contextofapost-c ol oni al nation | i ke &wsareheaviyf ri c a,
influenced by political, social and economic f ac
needs to provide a continuous flow of the necessary skills, knowledge, and attitudes to develop
the economy (Majhanovich, 2016). The exploration of current education reform efforts in South
Africa highlights the disjuncture between policy intention and practice and the impact on
education quality (Tikly & Barrett, 2013). The no-fees policy, which was implemented to assist
financially disadvantaged learners in gaining entry to schools, has resulted in significant
disparities between schools that charge a fee and schools that provide free tuition. Non-fee-
charging schools have substantially higher teacher-to-learner ratios, which has resulted in an
influx of second-language learners (Sayed & Ahmed, 2013). Teachers at these schools are
overworked due to many learners, limited resources, and a lack of abilities to provide a high-
guality education. f5chools in poor communities face environmental challenges such as low
accountability and poor management t hat over sha
(Mlachila & Moeletsi, 2019, p. 38).

In South African schools, the health risk linked with HIV/AIDS is a distinct and serious
reality that has disastrous effects on academic performance and learning. Teachers are

frequently forced to assume alternative roles as medical caregivers and take on more
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responsibilities due to these issues (Mansfield et al., 2018). Ideally, responses to social needs
at a ¢ o mmu shiouldybe Viséole adrossfan array of social sectors. Thus, too, the
education sector is exp(Feareiraetalt2010fpulDdl).i | a | eadi ng

Limited professional prospects and low salaries have also been linked to high levels of
absenteeism of teachers in developing countries due to the need to partake in informal
entrepreneurial activities to supplement their insufficient salaries (Mansfield & Beltman, 2019).
Schools with limited resources, limited community support and parental involvement, low PD
possibilities, large class numbers, and poor learner discipline are all aspects that contribute to
teacher attrition in South Africa (Carver-Thomas & Darling-Hammond, 2019; Castro et al.,
2010; Ramos & Hughes, 2020). Effective T&L has to occur amidst limited resources,
infrastructure, and teacher aids in South African schools . NfnTeacher s, |l earners
have to overcome everyday burdens of limited transport, lack of electricity and water, and
scarce services, to access available educational

Progress in South Africa, given an Apartheid legacy, has included improved access to
school materials, better nutrition, improved household incomes, and redistributive transfers in
the form of government grants (Soudien et al., 2021; Zizzamia et al., 2019). South Africa, like
Brazil, Mexico, Turkey, and Malaysia, is a UMIC with access to resources and infrastructure
that poorer countries do not have. However, because of significant racial and social divisions,
most of South Africa's population is poor and unequal, with 55.5% unable to meet their basic
necessities in 2015 (StatsSA, 2017b; Zizzamia et al., 2019). Schools in South Africa fall into
a two-tiered system characteristic of the wider society, with 75% of learners comprising of
mainly poor and black learners from disadvantaged backgrounds in no-fee-paying schools
and 25%, comprising mainly white middle-class learners in fee-paying privileged schools
(Spaull, 2013; Zizzamia et al., 2019).

The COVID-19 pandemic has exacerbated the already fragile and unequal South
African education system. The negative impacts of the COVID-19 pandemic included the
widening of pre-existing education inequalities and learning losses because of school closures
(Soudien et al., 2021). On the 15th of March 2020, the South African president declared
COVID-19 a national disaster and implemented a Level 5 lockdown for 35 days where only
essential services and businesses were allowed to operate. There were two choices for
continuing learning activities during the Level 5 lockdown in March 2020: Schools only had
the choices of self-study with parental and family support or online tuition during the hard
lockdown after March 2020. learning. Even for learners from affluent families and schools, the
transfer was difficult for both parents and teachers. These online hurdles were considerably
more onerous for children from low-income families who did not have access to a desk, a quiet
workspace, internet connection, computers, or parents who could home school their children

(Soudien et al., 2021). According to the 2018 General Household Survey, only 22% of learners
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had access to a computer at home, and only 10% had some type of internet access (StatsSA,
2019). Although it is still too early to identify the full impact of the COVID-19 pandemic on the
South African school system, early indications suggest that those who are vulnerable and
have less access to resources have suffered disproportionately (Soudien et al., 2021).
Teachers working in the South African context face extreme challenges due to poor
service delivery and extreme poverty (Darling-Hammond, 2007; Ebersohn, 2017; Mampane &
Bouwer, 2006). Poverty-related obstacles in education include: a lack of books and T&L
material; large classrooms with too many learners, poor facilities, low pass rates, lack of
teachers, poor quality teachers (Eberséhn, 2014; Milner & Khoza, 2008), limited PD, health
challenges, threatened the livelihood of learners and their families, inadequate school
structure, and health challenges (Eberséhn & Loots, 2016; Levine, 2014). Less equal societies
mean fewer opportunities for equality to exist and the constant presence of immense
adversities (Bennell et al., 2002; Ebersdhn, 2017; Mampane & Bouwer, 2006); thus, the need

for TR becomes important.

2.3 International Trends on Constraints and Enablers for TR
2.3.1 Introduction

Resilience has been researched in various educational contexts worldwide, including
Australia, the United Kingdom (UK) and the United States of America (USA). While each
environment has its own social, cultural, and economic aspects, common educational
challenges exist in both developed and developing countries. Socio-ecological resilience
theory explores how adversity and risk in one system co-exist and mobilise protective
resources in aligned systems. From this perspective, discussions on TR need to include the
socio-ecological risk factors (constraints) and protective resources (enablers) involved in
processes relating to resilience. The social-ecological perspective is useful as it defines
resilience as the quality of individuals and their environments, thus enabling a nuanced
understanding of TR within the context it is being studied (Gu, 2018; Ungar et al., 2013).
Section 2.3.2 discusses international constraints to TR across personal, micro-, meso-, exo-
and macrosystems, and Section 2.3.3 discuss international enablers to TR across personal,
micro-, meso-, exo- and macrosystems.? Table 2.1 summarises international constraints and

enablers to TR across systems.

YAEcol ogical contexts are made from varying degrees of pro
immediate envionment), the mesosystem (interactions between microsystems), macrosystem (underlying mainstream societal
beliefs and values), and exosystem (neighborhood and community settings in which teacher lives). These levels of the
environmentinteractandtransact t h each ot her over time in influencing deve

p. 4).
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Table 2.1

Summary of International Constraints and Enablers for TR Across Systems

Microsystem

(Personal risks and resources)

Constraints

Difficulty in seeking assistance

Low levels of efficacy or confidence
Negative emotions i fear, anger, frustration
and depression

Overwhelmed by multiple demands, roles
and responsibilities

(Day, 2008; Hong, 2012; Pretsch et al.,
2012).

Enablers
Social and emotional competence
Motivation and efficacy
Optimism
Self-care
Having a feeling of vocation and moral
purpose
Effective problem-solving skills
Committed to life-long learning
Having intrinsic value for working as a
teacher
(Gu, 2014; Hong, 2012; Le Cornu, 2013;
Morgan, 2011; Pretsch et al., 2012)

Mesosystem

(School

|l eader s 6 ,co-vwokarsént sadd

keapoetsaety

Constraints
Poor classroom management
Unsupportive leadership staff
Lack of community support
Limited parental involvement
Poor PD prospects
(Brunetti, 2006; Castro et al., 2010; Day,
2008).

Enablers
Supportive personal and school contexts
Strong relationships with learners and co-
workers
Positive feedback from parents and pupils
PD that enables good T&L practices
(Gu, 2014; Hong, 2012; Le Cornu 2013;
Morgan, 2011)

Exo- and macrosystem

(Physical infrastructure, location, resources)

Constraints
Policy changes and continuous changing

education system

Enablers
Effective leadership by school principals to
fmediate the negative influences of macro-

level policy contexts 0Gu,(2018, p. 17)

42



Heavy workload and lack of time and Enabling policies and health and welfare
resources (Mansfield et al., 2018). resources (e.g. social grants for parents or
caregivers) (Gu, 2018).

Adapted from Mansfield et al. (2018)

2.3.2 International Constraints to TR
The teaching profession is one known to lead teachers to suffer immense stress, sometimes
to the point of burnout, even in well-resourced environments (Ramos & Hughes, 2020). As
teaching is a demanding job, it is not easy for teachers to maintain good quality teaching and
remain committed to the profession over an extended period (Gu & Li, 2013). Besides class
time, teachers are responsible for various administrative tasks, extra-curricular activities,
discipline and classroom management, academic learner support and parental
communication (Gonzalez et al., 2008). Teachers also play an important pastoral role in the
emotional well-being of their learners. They, therefore, have the responsibility of identifying
learning and emotional difficulties that emerge in the classroom and referring learners to the
relevant professionals if necessary (Evans, 2017).

The increasingly complex demands under such difficult conditions may have negative
consequencesont eac her s 6 h eairgtard tha quaity of théirlteaching (Wosnitza
et al., 2018). This issue results in a worrying number of teachers suffering from stress and
burnout, with many early-career teachers leaving the profession during the first five years
(Wosnitza et al., 2018). Teacher attrition is thus a prevalent issue worldwide, with many
teachers leaving their posts in a specific school or leaving the profession entirely after only a
few years due to the demands of the occupation. Issues of bureaucracy, unemployment and
economic stress amongst teachers and endless educational reforms ( Aisuch as exter
evaluations for teachers, schools and students) are amongst the external factors that account
forteachersé6é | ack of mo t i V(Rores, @018, p.rl80D). Beachessamhd s f act i
prevail need to use adaptive coping strategies to manage everyday challenges and maintain
a commitment to their profession despite adversity in the teaching context (Brunetti, 2006; Gu
& Day, 2013; Wosnitza et al., 2018).

Constraints across teachers' personal systems include difficulty in seeking assistance,
low levels of efficacy and confidence (Day, 2008), being overwhelmed by multiple demands,
roles and responsibilities (Hong, 2012), and negative emotions teachers undergo, such as
fear, anger, frustration and depression (Pretsch et al., 2012). Austin et al. (2005) already found
that teachers with high-stress levels are more likely to use avoidance and distancing strategies
associated with emotional exhaustion, lack of accomplishment, depersonalisation and
withdrawal from stressful situations. These avoidant coping strategies perpetuate a vicious

cycle of negative distress (Sharplin et al., 2011).
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Constraints across teachers @micro- and mesosystems include poor classroom
management, meeting the needs of disadvantaged learners and lack of resources (Brunetti,
2006; Castro et al., 2010); lack of community support, limited parental involvement, poor PD
prospects (Castro et al., 2010), and unsupportive leadership staff (Day, 2008). Constraints
across teacher macro- and exosystems include educational policies that impact TR, including
risk factors such as heavy workloads and lack of resources (Mansfield et al., 2018).

2.3.3 International Enablers to TR

Despite various pressures on teachers,ir esear ch al so consistently shi
across the world have managed to maintain their passion and commitment to help children
| e a (Dayd& Gu,2010, p. 3). Therefore, it is necessary to investigate why teachers remain
committed and explore the factors that enable them to stay in the profession (Mansfield et al.,
2012). Research on similar teacher well-being experiences around the world found seven
similar principles that underscore teacherwell-kb ei ng t hat i nclude: fAl. exp
and respected as leaders; 2. deeply engaged in their work; 3. find meaning and purpose in
their work; 4. feel successful; 5. have their personal, non-work needs met; 6. manage their
emotions and well-being; and 7. experience a positive, su
(Proeschold-Bell et al., 2021, p. 9).

PD that enables professional identity and improves teaching practices has been a
persistent issue in many school districts worldwide (Flint et al., 2019; Gruenewald, 2003).
Recent studies have identified critical components of effective PD, including Ain
reflection, an d ¢ h (Flincee al., 2019, p. 717). Although there is a significant amount of
research on effective PD models, in reality, most districts define the scope of PD with little or
no involvement from teachers. Ther ef or e, PD that Ahighlights [
pexi bility, and emphasizes critical i ddRtinted gi es ¢
al., 2011, p. 735).

Individual behaviour evolves in connection with the environment due to an interplay
between experience, skills, knowledge, and beliefs (e.qg. efficacy). Therefore, teachers join the
field with specific beliefs (e.g., efficacy), capacities, capabilities and a repertoire of strategies
to help them cope with stressful or challenged conditions they may encounter when they adjust
to a new environment (Peixoto et al., 2018). Other authors have highlighted resilience resulting
from combining elements like commitment, enjoyment, excitement, and passion (Day & Gu,
2014). Onahuman level, TRisidir ol e speci fic in that it is cl os
and conviction of teachua@s8,p.dd.ddacherappdsesctiiemmi t me r
desire, strength, and optimism to assist all the children in learning, growing, and
accomplishing. According to research on TR, they attempt to make a difference in their

classroom on every average school day (Day & Gu, 2014). One would expect that contributing
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to society is substantially more important to education majors than non-education majors. The
factors of income, job stability, prestige, and advancement prospects were more important to
non-education majors. Intrinsic rewards such as the chance to interact with children, the belief
that their capabilities were well suited to teaching, the belief that teaching contributed to the
betterment of society, and the ability to be creative outweighed money and prestige
considerations (King et al., 2016).

Having a sense of moral meaning and vocation, motivation and efficacy, optimism, and
social and emotional skills, courage, effective problem-solving skills, commitment to lifelong
learning, and having intrinsic value for working as a teacher are all enablers of resilience
across teachers @ersonal systems (Gu, 2014; Hong 2012; Le Cornu 2013; Morgan 2011;
Pretsch et al.,, 2012). New difficulties, challenges, and possibilities emerge with shifting
circumstances at different points in one's life, resulting in the fdevelopment of resilience in the
face of adversityo (Gu, 2018, p. 23). Some components were more profession-related, such
as being reflective, flexible, adaptable, motivational, social, and emotional (Collie & Martin,
2016; Papatraianou et al., 2018; Peixoto et al., 2018). Social-ecologically speaking, resilience
processes are entrenched in a variety of circumstances in their daily professional life, many of
which are fundamentally uncertain and unpredictable (Mansfield et al., 2012). Because of this
uncertainty, teachers need to be adaptable and open to learning new skills and methods.

Teaching is an emotionally draining profession, as teachers have to cope with learner
misbehaviour, which evokes negative emotions of fear, anger and frustration. This is an
example where resilience, as a dispositional predisposition to experience happy emotions,
could counterbalance the negative emotional experiences typical in teaching (Pretsch et al.,

2012). Teacher emotion ii nc | ud e s essantigh ¢ocrestdience, including humour,

enj oyment as wel |l a s Ebersdbnt et &l.n2020, pr B.graking t¢aie @fh &  (

teachers' emotional well-being is important for building resilience (Day & Gu, 2007). Teachers
experience a spectrum of emotions, from positive to negative (e.g., from joy to despair). These
emotions influence and are influenced by T&L and interactions between learners, teachers,
co-workers, and school administrators (Cross & Hong, 2012). The extent to which teachers
subjectively experience pleasant moods such as joy, interest, fulfilment, and accomplishment
is referred to as positive affect. There is evidence in the literature that there is a strong
correlation between an individual's psychological and emotional stability and physical well-
being (Day, 2014). This evidence suggests that mindfulness related to one's emotional health
should be emphasised more within the context of teachers' overall resilience (Mansfield et al.,
2012).

Teachers working with children from d

teaching practice as acts of caring and compassion as they believe these kinds of children

sadva

need more attention and s updps). Thewford, Deseteacher& Hon g,
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ifi dentified themselves as academic caregivers, i
they perceived society and (Chogss& Homgy2012,apd965).ak en f |
Understanding the impact of numerous macro-level elements on learners' lives, teachers
become more sympathetic to learners' and parents' plights, which has been shown to alleviate
negative feelings (Cross & Hong, 2012). Teachers' ability to empathise with disadvantaged
learners can assist them in refocusing their interpretative lens, resulting in various emotional
reactions (Markus & Kitayama, 1994).
Enablers across teacher micro- and mesosystems include supportive personal and
school contexts such as solid relationships with learners and co-workers, and positive
feedback from parents and learners (Gu, 2014; Le Cornu, 2013). fiTeachers can cope with
negative experiencesd0 ( Mans f i el d 574 ih theamesosystéinlad 18ng asphey have
positive experiences, such as solid relationships with learners and co-workers (Morgan et al.,
2010). Teachers' motivation and resilience are positively influenced by f kschool
management support for their learning and development, leadership trust, and positive
feedback from parents and pupils are key positive influences on teachersd mot
resilienceo0l7f.Gu, 2018, p.
Effective leadership by school principalstoi me di at e t he negati-ve inf
l evel policy cont ame¢nabiersacss teachddslidacro- and exdsysiems
(Gu, 2018). Effective school management is critical for developing, growing, and widening
intellectual and social capital both inside and outside the school gates. Sympathetic and caring
communities require effective leadership to emerge (Gu, 2018).
Teacher sense of coherence investigates teachers' coping strategies to evaluate and
cope with challenged situations (Peixoto et al., 2018). The initial wave of resilience research
focused on internal resources or resilient abilities (Richardson, 2002). People respond
differently to stress and misfortune because of different internal and external resources to
resile and cope with adversity. Optimism has been connected to resilience as an internal trait
because an optimistic person expects a positive outcome, which is also linked to employing
adaptive coping techniques (Carver et al., 2010). To manage challenges and maximise
adaptive, resilient outcomes, Mansfield et al. (2016) identified additional coping strategies
such as A p r o Hirhee manageménty imairgajning a work-l i f e bal ance &
commitment, job satisfaction,wel-kb ei ng and engagement)o (p. 80).
iCoping strategi es ha v-atiobsratagiesddcusedgrisfressed as d
source elimination by modifying internal emoti o
Positive coping strategies have been linked to support seeking, good problem-solving, and
positive appraisal (Sharplin et al., 2011). In addition, meditation, physical activity, relaxation,
and recreational activities were linked to lower burnout rates (Austin et al., 2005). Direct-action

coping strategies are based on obtaining information, utilising PD, reaching out for assistance
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and connecting with others by utilising the available networks and setting and developing goals
(Sharplin et al.,, 2011). Therefore, protective structures in the workplace that encourage
receiving help from peers and having access to PD are important for TR (Mansfield et al.,
2016).

Self-efficacyisa t eacher és ability to fAbounce back wh
a set of strategies employed to adapt ¢t 8elfdifficu
efficacy is an individual 6s personal Dbfermoref and
employ necessary actions. Te ac her  askessextaacher bdliefs regarding their own
behaviour and ability in the teachi nlpereoreof essi o
Aiteacher efficacyo pertains t daytfoh example infthedence b
teaching competence and behaviour management.

As a multidimensional construct, teacher efficacy is a growing body of knowledge
aboutt eachersé competencies in an educational con:
protective f act or for t h-leingt aach prdfiessiorials prastiee$ (Morgan, 2011,
Peixoto et al., 2018). Higher levels of teacherself-e f f i cacy positively affect
persistence and retention (Lee, 2018). Hong (2012) indicated that self-efficacy was an
important factor regarding resilience and t eacher sé ability to remai n
profession. Research on the association between efficacy and resilience has found self-
efficacy an important dimension of resilience. However, the literature on the association
between resilience and efficacy within a challenged educational context is limited (Cassidy,
2015; Morgan, 2011).

TRAis determined by the interaction between
efficacy) and the external environments in which the teacher lives and works (efficacy in
classroom management)o(Gu & Day, 2007, p. 1314). A teacher's self-efficacy is inextricably
linked to their development as competent teachers. As individuals achieve accomplishments
at work, their efficacy grows, which leads to increased perseverance. (Cassidy, 2015).
fEfficacy beliefs related to resilience are linked to building important relationships through
connecting with students, building on their experiences and knowledge, and understanding
the issues they conf r ont866). TeSahes afficaty iGam impartant 2 0 1 2,
enabling factor for teacher well-being and professional practices. Although teacher efficacy is
a global research focus, the impact of SC on teacher efficacy, especially in a challenged

context, is far less documented.

2.4 TR Constraints and Enablers in Challenged Spaces
2.4.1 Introduction

Although worldwide teaching is rated as one of the most demanding professions, teachers in

a Global South context have additional challenges to overcome working in a chronically high-
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risk ecology. Various teacher personal resources (optimism, tenacity, and motivation), and
adaptive coping mechanisms (relational support, problem-solving), are consistent across
situations (Mansfield et al., 2018). More disparities in context observed at the macrosystem
level have substantial consequences for TR in challenged educational contexts. TR shows
systemic pathways that allow outcomes that exceed expectations for teachers despite ongoing
misfortune. AThe complexity and demand of the teacl
consequencesthereof,arewelkd o cument ed o ( Eber AP Whatneetlsfuather , 2020
attention is the associated need to build a collective body of knowledge on TR in a post-
colonial educational context that aims to enable positive educational and well-being outcomes
and counter structural disparity and inequality. Section 2.4.2 discusses constraints to TR, and
Section 2.4.3 explores resilience-enabling pathways for teachers in challenged educational
contexts. Table 2.2 summarises TR constraints and enablers in challenged spaces across

systems.

Table 2.2

Summary of TR Constraints and Enablers in Challenged Spaces Across Systems Table

TR constraints and enablers in challenged spaces

Microsystem

(Personal risks and resources)

Constraints Enablers
Burnout, stress and/or depression Self-care
Family pressure Having Asense of mor al
Overwhelmed by multiple demands, roles and commi t ment 6 @Gu, 2014,
responsibilities Effective problem-solving skills
Lack of confidence or efficacy Committed to life-long learning
Poor PD prospects Having intrinsic value for working as a teacher
(Ebersdhn, 2014; Mansfield et al., 2018). (Coetzee, 2013; Ebersthn, 2019).

Mesosystem

(School leaders', parents', learners', co-workers', and support networks' relationships)

Constraints Enablers
Limited parental involvement Effective leadership by school principals to
Unable to meet the needs of disadvantaged Aimedi ate the negat i-level
learners policy contextsodo (Gu,
Large class sizes Relationships function as a collective power to
Poor discipline of learners meaningfully support at-risk communities.
Ineffective classroom management Improved teacher training and material
Unsupportive leadership staff preparation
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Lack of resources Focus on developing emotional skills in the
(Ebersthn, 2017; Lavoie & Benson, 2011, primary school classroom

Rahim & Chun, 2017). (Ebersthn, 2019; Gakure et al., 2013; Lavoie &
Benson, 2011; Rahim & Chun, 2017).

Exo- and macrosystem

(Physical infrastructure, location, resources)

Constraints Enablers
Continual policy changes to facilitate Enabling policies and health and welfare
transformation resources (e.g. social grants for parents or
Exposure to conflict and crime caregivers)
Low household incomes Co-operation among different stakeholders in
Limited resources, infrastructure and teacher the running of schools.
aids AUni ty and cooperatic
Limited transport peopled (Al am, 2015, p
Lack of electricity and water Including indigenous knowledge into the
Inadequate administration and teaching staff curriculum
Disproportional increase of LTRs. School stability and a safe space for learners
Cultural practices having adverse effects on Access to services and infrastructure
access to education (Ebersohn, 2017; Gakure et al., 2013; Lavoie &
(Ebersdhn, 2016; Gakure et al., 2013; Loots et | Benson, 2011; Muyaka, 2018).
al., 2012; Mansfield et al., 2018; Muyaka, 2018).

Adapted from Mansfield et al. (2018)

2.4.2 Constraints to TR in Challenged Spaces
The legacy of colonialism often results in the neglect of indigenous knowledge belief systems
in postcolonial countries favouring Euro-Western and Global North knowledge (MclLeod,
2010). As a result of the dominance of English and the standard of postcolonial education, low
literacy rates are apparent in many postcolonial countries (UNDP, 2018). The teaching of
reading is regarded as one of the most troublesome tasks in T&L, prone to poor literacy
statistics (Howie et al., 2017; Makhathini & Mggwashu, 2017). Poor academic literacy is a
concern globally and even more so in challenged educational spaces (Makhathini &
Mgqgwashu, 2017). Literacy is no longer viewed as a static process acquired via reiteration and

memori sati on; instead, it is considered a

placesbased social and comm20t9, @ 3). rootso (FIlint

Most people in rural Zimbabwean areas have a limited command of English because
they only have regular exposure to their mother tongue in their community. The
implementation of mother-tongue instruction would greatly benefit learners in rural primary
schools in Zimbabwe since they may lack the necessary proficiency in the second language

to tackle analytical skills required in the learning discourse (Ndamba et al., 2017). Despite the
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advantages of mother tongue education, some stakeholders in education, and African parents,
still believe in uninformed language myths that proclaim the best way to learn a foreign
language is to have it as a language of instruction (Dalvit et al., 2009). Another predominant
reason to keep English as the language for education was the requirement for one to be
formally employed and enter higher learning institutions (Ndamba et al., 2017).

In Vietnam, there are many obstacles to launching bilingual schools and moving from

a monolingual educational system to a multilingual system that embraces indigenous

languages and knowledge. AccordingtoLavoi e and Benson (2011), teac

adapting multilingual educational systems in Vie

cultures in schoolodo (p. 269), greater access to

material, andto bui | ding materi al to repair deteriorati

indigenous knowledge in the curriculumo (p. 282)
According to Bl easseefistad | Cenud Bldasead Canadmo14,

p. 36) will not solve the challenges that rural multi-grade teachers and learners encounter.

However, there are no PD programmes or curriculum support programmes to support the

specific needs of multiigr ade teachers. ASimilarly, i n Il ran,

multigrade classrooms isthesameas f or ur ban mon o(@leased€Cordy, a s sr 0 0

2014, p. 39). The issue here is that multi-grade Iranian teachers must comply with the normal
writing curriculum set out by their government. The importance of having good writing skills
cannot be disputed. Most rural multi-grade teachers and learners want to follow the process
and utilise the opportunity to improve their skills and become i nd e p e n d e nltearnsrs
need to acquire this skill in order to break free from the stigma and stranglehold of poverty and
il literacyo (Bl eas.HowkverCwriting ig a coples kill thaprequi@dthe
assistance of trained professionals; unfortunately, in most situations, multi-grade school
teachers are not trained nor capable of providing quality education to their learners utilsing the
standard curricula (Aghazadeh, 2010; Blease & Condy, 2014).

Since 1990, access to primary schools has increased dramatically throughout the
developing world, but learning outcomes have lagged (World Bank, 2018). The introduction of
free primary education in Kenya has had a significant impact on teachers' workload in the
classroom, resulting in poor performance in Kenya's public primary schools. Many schools
reported inadequate teaching and administration staff and difficulties managing workload
because of a disproportional increase in LTRs (Gakure et al., 2013). In India, researchers
found that teachers are mostly busy with administrative work, which they reported was one of
the biggest hindrances in successfully implementing educational policies aimed at reducing
educational inequalities (Patra & Panigrahi, 2018).

Research undertaken in Kenya by Muyaka (2018) investigated the communityd s

inrestricinggi rl s access and part iThéqgoranunitg environment
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became a major hindrance to girlsd access to bas
and remain in school was readily reduced as they faced both cultural and socio-economic
chall engeso ( Muy ak acomriaudity 8as vepy. pood Buthermord, butural
traditions in the communities harmed girls' access to education since early marriages

hampered girls' education through the practice of fbookingo for marriage as a risk of non-

enrol ment or dropping out of school. NRnThe other
were herding, house chores and participation in
An unequal ecology in challenged educationalcont ext s Aresults in few

due to resource constraints, with few services and avenues available to develop human and
social capital 0o ( ED.dahislgkhohcapital mag be.infensigicdl ByFeatures.
of an at-risk social context and a social origin of risk (Eberséhn, 2016). Social origins of risk
manifest in various contexts in insidious ways. In the school context, these risks include high
poverty, lack of school-community participation, limited access to welfare, health and transport
services, exposure to conflict and crime, and unreasonable workloads. In the kinship system,
these risks include high intergenerational poverty, low parental education levels, and
subsequent low household incomes (Ebersthn, 2016).
Eberschn @senerati ve theory (2012) of RRR Aexpan
social capital by proposing that social resilience operates collectively. RRR highlights the
importance of connection, support-seeking and interpersonal relationships in resilience
process e s 0 (ha btalr, 2020, p. 5). However, various factors can negatively impact the
ability of social capital to bond and bridge via relationships. Poor relationship skills can
negatively affect t hiresordednstences pcolagioal varialiles RrikdRed
maintenance of relationships and consequently had a negative impact on promoting
resilience. In rur al school seé. the demands of |
individuals staying in different home bases culminated in limited time to engage with resource
par t rnEbershn, 2012, p. 79).
In less equal societies, more resources are available to some than to others, and those
with fewer resources experience more risk. Al so,
andscarctye xi sts on the scale of individual, family,
2016, p. 3). Severe financial stressors can result in maladaptation due to impaired cognitive
functioning, which may disrupt effective resilience processes. Poverty-related stressors
capture the attention, which preoccupies thought to the extent that most cognitive resources
are used to manage the stress of financial shortage (Mani et al., 2013).
Constraints across teachers dpersonal systems include burnout, stress and/or
depression, difficulty asking for assistance, family pressure, and being overwhelmed by
multiple demands, roles and responsibilities (Ebersdhn, 2014; Mansfield et al., 2018).

Constraints across teacher micro- and mesosystems include limited resources, infrastructure
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and teacher aids (Ebersohn, 2017; Rahim & Chun, 2017). i Teac her s, |l earners a
have to overcome everyday burdens of limited transport, lack of electricity and water, and
scarce services to access avalilhnaoll,e.leAlditoralt i on a l
meso level constraints include an absence of community support, little or no parental
involvement, sub-standard PD prospects, deficient salaries, chronic absenteeism of teachers
in developing countries due to the need to partake in informal entrepreneurial activities to
supplement their insufficient salaries (Castro et al., 2010; Kadzamira, 2006).

The long-term consequences of colonialism and the myriad concerns that the present
South African government faces in terms of corruption, infrastructure shortages, and broader
societal issues like poverty, unemployment (which leads to crime), and poor public health
(Ebersohn, 2017; Mansfield et al., 2018) create a challenged exo- and macrosystem for South
African teachers to navigate. ii fie health risk associated with HIV/AIDS is a unique and
growing chall enge i n(Madgialdtetal., 20fL8; g. G5 ahat hasddvastatings 0
consequences for academic performance and learning. The burden of these challenges often
places teachers in a position where they have to adopt different roles and take on extra
responsibilities (Mansfield et al., 2018).

The South African emerging economy invests 6.1% of its gross domestic product
(GDP) in public education (OECD, 2014). The post-apartheid political transformation in the
country has resulted in many factors challenged the successful development of the education
sector. Some of these factors include Al nef fic
inadequate supply of infrastructure and broader societal issues such as unemployment,
poverty, crime and poor public heabpetécononiiddansf i el
like Australia only spend 4.6% of GDP on public education; however, the developed
infrastructure, teacher training, technology, resources, and access to support staff make
efficient educ a[Bixtyotwo pencentp(62%) chdoutle Af rii cads publ ic ¢
are situated in the poorest and most underdeve
(Mansfield et al., 2018, p. 54), making successful education in these contexts difficult to
achieve in the face of unemployment, chronic poverty and HIV (Mansfield et al., 2018). Within
the exosystem surrounding the teacher, we find the physical infrastructure and resources
available in the teaching environment. There are bigger macrosystem elements connected to
this, such as a heavy workload and lack of resources (Mansfield et al., 2018). On a policy
level, teachers need to keep up to date with continual policy changes to facilitate
transformation (Loots et al., 2012). South African policy on teacher roles and competencies
needs to adapt traditional roles and responsibilities for teachers working in high-risk contexts

in the developing world (Ebersohn et al., 2015).
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2.4.3 Enablers for TR in Challenged Spaces
It has been found that certain teacher personal resources found in the microsystem remain
the same irrespective of context (Mansfield et al., 2018). i Teac her per sonal re
(optimism, perseverance, motivation) and adaptive coping strategies (relational support,
problem-s ol vi ng) 0 ( Ma n s f58)eAdditional enalders acrosspérdoBal sysiems
include adaptive coping strategies (e.g. relatio
of mor al pur pose and c4) (em.inaking adfféeren¢el; imtrinsievalded , p .
concerning enjoying work as a teacher and self-care (e.g. exercise and healthy habits)
(Ebersohn, 2014; Mansfield et al., 2018). Enablers of resilience across exo- and
macrosystems include resources (e.g. vegetable gardens); school stability and a safe space
for learners; health and welfare resources (e.g. social grants for parents or caregivers); and
access to services and infrastructure (Ebersoéhn, 2017).

Research on what enables effective literacy frameworks for young learners in Malaysia
indicated t h a tacknbwleglgedithee citcdl @eaed for creating effective and
interestngacti vities that can engage young |l earners
Chun, 2017, p. 115). Likewise, it is acknowledged in the literature that the affective domain of
teaching is Ainextniedbtgtiaoharwdvecourses and p
2017, p . 121) , which adds to the teachers6 emot
emotional skills in the primary school classroom has significant ramifications that can lead to
better learning results and emotional development (Rahim & Chun, 2017).

Research on pr i ma academicpermanbncel ireraral Bangladedh found
that community i nvol vement i n ¢ bould signifecantly ssupmod schoald dne n
families. It was a critical avenue to improve education in rural primary schools. The research
identified Acommunication and support given to
and any wunity and cooperation exhibited amongst
(Alam, 2015, p. 1).

In addition to other avenues of support (such as community members or extended
family members), teachers can be a source of comfort for the children they teach; therefore,

a teacherdéds sense of care and compassion is par:t
placed on them (Ferreira et al., 2010). School environments in South Africa play an
instrumentally important role as a protective factor for orphaned children in the HIV/AIDS
epidemic (Bhana et al.,, 2006). Regarding protective factors, responses validated the
importance placed on education as an avenue of hope. Therefore, teachers and schools
function as important protective resources in poverty-stricken communities (Eberséhn, 2017).

Liebenberg et al. (2016) also found that for young people living in socioeconomically

disadvantaged communities, schools are frequently the sole formal source of service

provision. Quality service delivery in these contexts is linked to successful outcomes. As a
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result, school personnel are in a unique position to assist the positive psychosocial outcomes
of young people living in challenging circumstances. Schools provide a potential resource that
can support the resilience processes that scaffold healthy outcomes despite the presence of
challenge. Particularly, it has been discovered that learner involvement and performance are
predicted by the nature of teacher-pupil relationships (Liebenberg et al., 2016). Therefore,
education spaces that provide spaces for positive social connections between teachers and
learners may foster resilience (Liebenberg et al., 2016; Theron & Theron, 2014).

Research on factors that affect the performance of Kenyan primary schools discovered
that when multiple stakeholders in the running of schools worked together, it resulted in more
dedication from teachers and improved performance from both teachers and learners (Gakure
et al., 2013). School or governmental leadership, support, and encouragement from loved
ones and co-workers are central to TR (Coetzee, 2013). Other important contextual factors in
the South African context which have been shown
include empathy to or instilling hope in learners, having a sense of accomplishment in their
work by employing problem-solving strategies, a positive attitude, and drawing from their
s pi r i {BEbasbhn etyaly 2020, p. 9). Furthermore, results indicated that teachers were
motivated by the hope and inspiration that they could model to learners (Coetzee, 2013).

Understanding systemic factors in workplace conditions that support sustained teacher
well-being is crucial in understanding TR (Gu, 2018). From a socio-ecological perspective, it
is important to understand how these pathways work in conjunction with systemic resources
in dynamic processes to enable supportive spaces (Ebersthn, 2014). Schools and universities
in challenged educational contexts are seen as critical avenues in righting the wrongs of post-
colonialism. As a result, in challenged educational contexts, coping strategies linked to strong
beliefs, robust professional identity as academic caregivers, and teachers' empathetic abilities
have helped teachers refocus their thoughts to keep them buoyant and dedicated to teaching
(Coetzee, 2013).

Research on resilience in South African schools points to the importance of
relationships to function as a collective power to meaningfully support at-risk communities and
mitigate the negative effects of a high-risk ecology by using collaboration as a key protective
resource (Ebersdhn 2012, 2019; Mansfield, 2018; Theron & Theron, 2010). AiA gr owi ng bod
of research on coping has begun to identify the occurrence and the practical relevance of
coll ecti ve c o (Ebersghn&lodisa2Dl7mpuil)sGdvernmentinterventions have
had little success in addressing the problem of poor quality education (Mlachila & Moeletsi,
2019). For this reason, South African teachers stress the icr i t i c al rol e of
partnerships to support the needs of students and their familieso(Mansfield et al., 2018, p. 66).

Although some South African studies have explored personal and contextual

protective resources and pathways that promote TR, there is still a need for further research
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in this area to enable TR in the South African education context. Global North perspectives

inform and dominate knowledge generation on socio-ecological resilience processes. The
suppression of indi genous knowl edge seeslifee ms i mg
wor |l dso ( 2w9% of poplen preferring non-Euro-Western views. These dominant
epistemologies determine policies and the distribution of health and educational resources.

This cultural mismatch indicates a higher likelihood of negative education and well-being

outcomes for those previously marginalised who hold different worldviews from these

dominant epistemologies (Eberséhn, 2019). Well-being research and knowledge generation

relevant to unequal contexts is necessary to tackle negative educational and economic

outcomes prevalent in more unequal societies (Ebersdhn, 2016).

At the macrosystem level, where there was more variety in welfare and education
policy, there were more differences in context. At every level of the South African ecology,
chronic poverty and the accompanying compounded psycho-social problems are visible. As a
result, resilience enabling pathways necessitate the mobilisation of underused resources,
community building, and the development of collaborations (Eberséhn, 2018; Mansfield et al.,
2018). Communities are obliged to take charge of their own well-being as social agents in the

face of massive structural inequalities.

2.5 Defining SC and the Relevance for TR
2.5.1 Introduction

The following section explores SC as it pertains to TR. Section 2.5.2 defines SC across
different subfields of psychology and related concepts (social capital, affiliation, trust,
reciprocity and flourishing). Section 2.5.3 discusses how international knowledge of SC
matters for the teaching profession. This discussion is followed by a discussion on how SC
matters for TR in a South African challenged educational context in Section 2.5.4. In Section
2.6, | present a conceptual framework for my study that explores the significance of SC as a

pathway to TR in challenged educational contexts.

2.5.2 Defining SC and Related Concepts

The importance of SC is apparent in many branches of psychological research, such as
developmental (Erikson, 1959; Olsson et al., 2013; Stavrova & Luhmann, 2016), clinical (Jung,

1933; Lee & Robbins, 1998; Lee et al., 2001) and social psychology (Heath, 1999; Seppala et

al., 2013). Despite a vast amount of literature on the subject, there is not yet an agreed-upon

definition of SC, nor an agreement on what constructs comprise SC (Hortulanus et al., 2006;

Seppal a et al ., 201 3; Zavaleta et al ., 2014, 201
oneds subjective sense of connection nwdrldd,onl y t
which includes c¢close other s, s t Seppalp etrals, 2013a nd t he

p. 415). For work in resource-constrained Global South settings, SCi s def i ned as a p
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subjective sense of having meaningful and positive relationships with others in a social context
(Seppala et al., 2013; Zavaleta et al., 2014, 2017).

All SC definitions have in common the importance of interpersonal relationships and
the degree to which someone is connected to their social context (Seppala et al., 2013).
Psychologists have proved empirically that SC is a key human need, mirroring the beliefs of
Abraham Maslow (1943), one of the founding fathers of personality psychology. Abraham

Maslow theorisedthatwh en fibasi ¢ physi ol ogi calmedand as @fee tsy nr

primary psychological need is a sense of
(Seppala et al., 2013, p. 411). Social relationship dynamicsi nf l uence oneds
and participation in social groups is essential for human reproduction and survival. Thus,
relationships play an essential role in meeting basic needs from birth to old age (Baumeister,
2005; Koltko-Rivera, 2006).

SC is referred to by different terms in different subfields of psychology. For example,
fthe subfield of developmental psychology uses the term attachment; clinical psychology and
related socio-logical research employ the terms social support and loneliness; and social
psychology applies the terms belongingness, social connectedness, and social exclusiono
(Seppala et al., 2013, p. 413). These different research terms all refer to the same overarching
concept of SC (Seppala et al., 2013). Even though different terms for SC come from different
researchfields, At h attathmennprelatedness, social support, loneliness, belongingness,
social connectedness, and social exclusion are similar and differ only slightlyd with regard to
the breadth of their scope. For example, some terms refer exclusively to social connection
with close others (for example, attachment), while others include the larger social community
(for example, social connectedness) (Beppala et al., 2013, p. 416).

AiFormul ations articulating the upside
(Jung, 1933), developmental (Erikson, 1959), existential (Frankl, 1963), and humanistic
(Roger s, 1 9 6 1 Ryff,2618, p.h242). dleiy theories define what it means to be
mentally well, actively engaged, and self-actualised in various ways. All the above
perspectives emphasise interpersonal ties as central to a positive, welldived life (Ryff, 2018).
As existential perspectives emphasise, creating meaning and direction in one's life is essential
to living genuinely. According to Maslow, self-actualisers feel strong empathy and affection for
others and can experience tremendous love and sustain intense relationships. However,
Erikson's perspective of adult development indicates that such individuals are stressed in
close relationships with others (expressing intimacy) and leading or directing others
(generativity) (Ruini & Ryff, 2016).

Clinical psychology research on the benefits of SC invariably confirms that social
support reduces psychological distress, including depression and anxiety, and promotes

psychological balance in chronically stressful circumstances. Social support has been shown
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to have important implications for psychological healthandone 6 s p hy s Cacigppoethheal t h

al., 2000; Ernst & Cacioppo, 1999; Taylor et al., 2002). Research has linked the following
health benefits to social support: less susceptibility to heart attacks, faster recovery from heart
disease, better diabetes control, less pain in arthritis patients, and protection against immune-
related disorders. Stress increases the risk of unfavourable health consequences by
compromising the immune system and creating vulnerability to opportunistic diseases and
infections (Corr, 2005; Taylor et al., 2002).

Conversely, it is also acknowledged that the absence of SC denotes social isolation
and exclusion (Barry, 1998; Sen, 2000; Zavaleta et al., 2014, 2017). Loneliness is marked by
A lack of positive social connections with others invariably leads to loneliness (Heinrich &
Gullone, 2006; Salimi & Bozorgpour, 2012). People have different needs for belongingness
and connectedness. People who have difficulty forming and maintaining meaningful
connections are more prone to suffer from a sense of deprivation, which appears as symptoms
of anger, despair, anxiety, and loneliness (Baumeister & Leary, 1995; Cacioppo et al., 2000).

Coleman (1988), one of the principal theorists of social capital, defines it as comprising
different networks of individuals engaged in mutual aid based on reciprocity and high levels of
trust. Individuals can use these networks as resources, and they can also be used to
encourage collective action. Social capital is distinct from social networks and support
concepts dependent on personal characteristics. Social capital is a collective characteristic of
society and not internal to the individual. Social capital is an ecological attribute of the social
framework, not of specific individuals within the social structure (Lochnera et al., 1999).
Whereas physical and human capital is embodied in tangible observable material, social
capital is less substantial and is embodied in relations between people (Coleman, 1988).
Social capital is a critical resource for developing resilience, which is developed within the
school through interactions with co-workers, leaders/mentors, and outside the school with
social networks, family and friends (Le Cornu & Ewing, 2008; Roffey, 2012).

Theories on social capital have advanced the relevance of social connection for
economic and sociological analysis. However, these theories do not get to the heart of
addressing the social connectivity of a person (Zavaleta et al., 2014). Mor e | mpor t
own assessment of their social relations needs to be a central component of this evaluation.
Social support has a valuable impact only if it is affectionate and perceived as such, and is

therefore highly subjective (Cacioppo et al., 2000; De Jong Gierveld, 2010). On e 6 s

antl vy,

past

experiences, and the individual 6s perceptions,

the quality of social relations (Zavaleta et al., 2014).
It is important to consider that the mere existence of a social network does not
necessarily mean that the individual in that network will be open to social support. Instead, the

delivery of effective social support must be acknowledged as support by both the giver and
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the receiver. Similarly , as explained by Ebers°hn and Loots
social capital does necessarily guarantee that social support will be available when needed
by peopleinst r essf ul situations (Nurullah, 2012)60. Ki
context, gender, reciprocity, provider motivation, and the fithess of a match between the kind
of stressors and the type of support provided impact the outcome of receiving and providing
support.
In a general sense, i fliliationorefers to a state of being closely associated with or
connected to an individual or group (Merriam-Webster, n.d.). SC is a subjective state, based
on the perceptions of the individual, similar to states like loneliness and affection. Although it
includes a broader scope of connection, it still emphasises affectionate connection to others,
even when the relevant community consists of strangers (Seppala et al., 2013). In another
sense, affiliation is closely linked to voluntary association with groups such as professional
organisations, trade unions, or volunteer groups (Smith, 1994). In this instance, association
with a broader community and membership in the group are voluntary so that members can
withdraw from the group at any time. Such voluntary connections are effective vehicles for
self-expression and identity formation (Stavrova & Luhmann, 2014). Such members
experience meaning in life and self-expression through their subjective sense of belonging to
the community. Their willingness contributes to the community through their active
participation and voluntary association with the group. (Smith, 1994; Stavrova & Luhmann,
2014).
The extent to which people experience social support is dependent on several aspects.
These include: how | arge oneés support network |
from the right kind of person and whether the support provided is appropriate for meeting the
stressor (Tayloretal.,,2002) . This | inks back t o SORwlifgbothc oncept
QUAN+QUAL aspects and the complex and sometimes indirect interplay between the two
(Zavaleta et al., 2014). For example, someone may have a large support network, but the
support provided may not be appropriate for meeting the stressor. Furthermore, the
experience of social exclusion is dependent on individual characteristics that differ from person
to person (Corr, 2005).
A healthy connection to the external world leads to a healthy sense of self, increasing
self-esteem and promoting a meaningful and balanced life. Abundant research confirms the
established benefits of group living, including the health benefits of social contact and social
support, particularly during stressful times (Barry, 1998; Sen, 2000; Zavaleta et al., 2014,
2017). Despite the multiplicity of pathways towards growth, fi a | | tradit zeotes conc e
highest stage in human development as the dis-identification and transcendence from the
individual sel f, by acknowledging its interconne

(Delle Fave & Soosai-Nathan, 2014, p. 9). Given this complexity,iti s pl ausi bl e to cl
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connectedness and interdependence are to humans as water is to fish. The well-being of
humans cannot be conceptualised without interconnectedness/relatedness as the welling of a
fish without wat e r-NathanD2014,|pe36)Fhe\Seuth&fricammbeliefayistem
of A U bcontdptuadises identity as it emerges through relationships. There is little
emphasis on the stand-alone individual in an African worldview but rather on a connection with
social and emotional ties. These ties form part of every community member's obligations
(Ebersohn et al., 2014).

Similarly, trust has been identified as an important feature in developing social capital
(Coleman, 1988; Tomilson, 2020). Trust is also acknowledged as an important measure of
internal SC and internal isolation (Zavaleta et al., 2014, 2017). The conceptualisation of
characteristics as either internal or external (or subjective/objective) relates to a differentiation
between behaviour patterns and personal attitudes (Hawthorne, 2006). Thus, social networks
are seen as behavioural, while trust is seen as an attitude (Zavaleta et al., 2014). International
TR has highlighted the importance of trusting relationships between teaching co-workers for
TR (Le Cornu, 2013). A sense of trust in school leadership has also been indicated in the
literature by several scholars as a factor affecting teacher attrition and motivation (Le Cornu,
2013). Ebers6hn (2012, 2013, 2019) has identified trust in community networks as an essential
factor affecting TR for South African teachers. As reciprocity and trust have been identified as
i mportant facilitating f ac-AfmocestricfrasaurcefcBnstrairedpeci al |
contexts, this calls for further South African research in this area.

Reciprocity has been identified in the literature as an essential mechanism for the
development of social capital (Roffey, 2012). Social capital has increasingly been brought into
debates about what enables healthy communities to flourish. From this perspective, people
are most likely to be healthy living in communities that cultivate trust, participate in formal and
informal support networks, exercise reciprocity, and have positive local identities (Sandefur et
al., 2006). Providing and receiving social support is seen as a behavioural expression of SC
beliefs and practices synonymous with an Afrocentric cultural worldview (Eberséhn, 2019).
From a collectivist viewpoint, communities function through communal societies and smart
partnerships sharing costs and incomes in financial undertakings (Eberséhn, 2019).

Social-e mot i onal competence can be defined as fAa
and managing our emotions, developing caring and concern for others, establishing positive
relationships, making responsible decisions, and handling challenged situations constructively
and ethicallyd (Zhou & Ee, 2012, p . -ematidnal. The
competence for teachers include reduced stress, reduced risk of burn-out, improved self-
efficacy and greater job satisfaction (Anari, 2012; Collie & Perry, 2019; Gu & Day, 2013;
Mansfield et al., 2016). In South African TR research, Ebersohn (2012, 2013, 2019) has

identified social-emotional competence as an enabling factor for TR by suggesting that social-
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emotional competence in Afrocentric culture is a critical aspect in enabling resilience through
the cultural mechani sm of Aflocking. o

The need to feel belongingness and connectedness with others stems from self-
determination theory and has been identified as an essential psychological need in human
flourishing (Ryan & Deci, 2000). Keyes (2002) operationalises flourishing as the presence of
mental health (as opposed to the absence thereof), characterised by symptoms of positive
feelings/functioning. The literature indicates that social support processes buffer sympathetic
responses to acute stress in adults by releasing Oxytocin (Taylor et al., 2002). Oxytocin
appears to inhibit cortisol secretion in humans and down-regulater e sponses t o stres
formation of enduring bonds may play an important role in structuring adaptive responses to
stressors, since the mechanisms that arose to facilitate their development likely evolved in
environments that prese nt ed numerous survival cphlB84). @unge s 0 (
need for safe ties and our vulnerability to the ups and downs of our relationships persists
throughout adulthood. Unlike troubled adult relationships, which are linked to higher stress
levels and weakened immune systems, caring relationships are linked to improved physical

health, including heart and immunological function and stress tolerance (Cozolino, 2006).

2.5.3 International Knowledge on how SC Matters for the Teaching
Profession

SC, as it pertains to TR, is closely linked to research on relational resilience, where support is
harvested through social relationships (Jordan, 2004). Jor dands (2004) mo d e |
resilience proposes that all psychological growth occurs in relationships. This model
challenges the basic assumptions of the traditional theories of human behaviour - which focus
on individual traits as primary components of development. Jordan's relational model of
resilience resonates strongly with how caring and trustworthy relationships are conceptualised
in the educational literature, particularly regarding how they influence teachers' feelings of
efficacy, commitment, and resilience (Gu, 2014). According to the theory of relational
resilience, TR is a relational dynamic that stems from an individual's ability to maintain
emotional and social ties with the children and adults with whom they work (Gu, 2014; Jordan,
2004). SC functions as a resource, supporting personal and professional growth in an
educational environment (Eberséhn, 2019; Gu, 2014).

TR literature has stressed the importance of relationships in building resilience, and
more specifically, how these relationships need to be characterised by support and reciprocity
to reinforce peopleds i nnat eeffipaey ppgitiveemotioneandvor ks t
adaptive problem solving (Eberséhn & Loots, 2017; Gu, 2014, Le Cornu & Ewing, 2008; Luthar
& Brown, 2007).
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Global TR literature has identified social support as an enabling factor for TR,
highlighting support from teaching co-workers, school leadership, administrative staff, and
support from family and friends as resilience-enabling for teachers (Day & Gu, 2014; Gu, 2014,
Le Cornu, 2013). Personal support networks, particularly mutually empathic and responsive
ones, are increasingly viewed as vital for supporting resilience (Le Cornu, 2013). School
culture and leaders (Mansfield et al., 2016), and supportive, solid social networks are all
examples of contextual effects (Gu & Day, 2013). Teachers' relationships with their learners
and their parents, co-workers, peers/leaders, family and friends have all been shown to work
together to promote TR. Positive and mutually beneficial relationships encourage teachers to
maintain commitment and passion even in the face of ongoing challenges in the teaching
profession (Gu, 2018; Le Cornu, 2013).

There is pervasive worldwide enthusiasm in the education field to retain the services
of early career teachers (Cornu, 2008). Building resilience in pre-school teachers allows them
to invest in support systems and professional development that prepare them to weather the
challenges and adversities inherent in the profession. Cornu (2008) explored the importance
of initial teacher education in developing resilient prospective teachers. The research used
J o r d a n @)snodeldfadiational resilience to explore pathways to resilience in pre-service
teachers. C oreseauch soncludegtba8 [parning communities that provide peer
support and mentorship are the most effective avenues for developing resilience in teacher
preparation programmes. Additionally, well-being can be promoted by ensuring that school
leaders put support strategies in place to promote collaboration among staff to build each
other's well-being (Mansfield et al., 2016).

From a socio-ecological perspective, SC is viewed as a protective resource that can
be mobilised as a pathway to support TR (Gu, 2018; Ungar, 2012). Social capital is a critical
resource for developing resilience, which is developed in school contexts through interactions
with colleagues, mentors, and school leaders, and in the broader community with family
members, friends, and social networks (Gu, 2018; Theron, 2018). Resilience describes
mutually beneficial exchanges between individuals and their context (Masten, 2001).
Therefore, resilience is not an attribute of the individual or the context in isolation. Thus,
resilience should be studied using change- and diversity-sensitive developmental methods
within a non-reductionist theoretical frame. When conceptualised within a social-ecological
theoretical framework, resilience consists of mutually beneficial exchanges between
individuals and their contexts, which indicates the reciprocity and elasticity of these relations
and leads to an optimistic view of the durability of relational resilience (Ebersdhn, 2019; Lerner,
2006; Ungar, 2012).

61



2.5.4 SC Matters for TR in a Challenged, South African Context
Resilience scholars propose that relational resources that support teachers in behaving in
ways that prioritise relationship-building can help teachers build resilience (Eberséhn, 2019;
Gu, 2014; Gu & Day, 2013; Le Cornu, 2013; Theron, 2016; Ungar, 2012). This proposition is
specifically relevant for resource-constrained contexts, such as post-colonial South Africa.
Global South scholars have shown that the context of inequality calls for particular lenses to
identify and explore avenues that support positive outcomes for TR. Individuals and
communities are marginalised when a society is marked by structural inequity; therefore,
education agendas that promote healthy relationships and a sense of belonging are significant

as resilience-enabling pathways in challenged contexts (Eberséhn, 2019). Ebersohn (2017)

found a sense of belonging to avarke®sessentalifogTiRb our hoo

One of the most frequently adopted coping strategies used by teachers is seeking support
from co-workers and having significant adult relationships outside work (Graven, 2002). In
education, communities of practice have been documented as protective pathways that
provide teachers with the professional resources they need to resile by highlighting the
benefits of a community of practice for teacher PD and professional competence (Graven,
2002; Islam, 2012).

Ferreira et al. (2013) refer to the importance of collaborative partnerships as a key to
teachersd roles as agents for change in
include role-player collaboration on problem-solving and peer coaching, in which teachers
work together to learn new skills by sharing, observing, and teaching one another. Teachers
have highlighted school culture and leadership as essential external protective resources.
(Ainsworth & Oldfield, 2019). Without organisational support, teachers may find it difficult to
face everyday challenges inherent in the teaching profession (Mansfield et al., 2018). The

i mportance of effective school | eadership

chall e

and ma

to create a culture that s us teathrough rexagnitionnand t ur e s

acknowledgement of their efforts. In addition, the role of administrative support and the
parent al support of teachersd efforts is
programmes and personal fulfilment in a learning community act as relational incentives to
sustain teachers (Beltman et al., 2011).

An external support system constituting friends and community resources has been
noted as important for TR, as TR is inherently a relational process (Le Cornu, 2013; Theron,
2018). Teachers who can collaboratively share available resources can buffer against the
challenges of structural disparity by providing more time to teach and resources to deal with
challenges (Ebersthn, 2019). Accordingly, professional networks allow and advocate help-
seeking behaviour to attain emotional and intellectual resources and information, and, as a

result, create new resources and achieve a sense of belonging (Gu & Day, 2013).
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In South African research, the resilience pathway of flocking (Eberséhn, 2012, 2013,
2019) has been identified as resilience-enabling for teachers in challenged contexts, where
teachers buffer against isolation by capitalising on relationships with people around them.
Acknowledging that risk and resilience are largely socially determined, social ecologies can
be adapted in ways that will address structural and socio-political barriers to resilience.
fResilience research in South Africa highlights that an Afrocentric way of being shapes
processes of positive adjustmentd ( Eber s° hn e43). Given the sttubt@a and p .
cultural constraints and enablers of postcolonial South Africa, these collective social
technologies have advanced over time in their implementation. They remain significant in
South African men's and womend sveryday lives (Ebersdhn, 2019).

In the AAfrican culture, the manifestation o
l evel is represented by 6Ubuntubd, meaning Ohuma
AUbuntud can be sbaasmhitosophg that ansnatds tAliaan culture and its
capacity to express compassion, reciprocity, dignity, harmony and humanity in the interests of
building and maintaining coNmatuman,yo2qDée, Ip. Fav)e
represents the strong interdependent nature of human beings existing within a network of
family, fellowship and community. Alt is grounde
ot her personso ( Dathah 2014 @\80). I&ligle af this,thérole of A Ubunt u(
as a cultural method to build mental health becomes important (Delle Fave & Soosai-Nathan,
2014).

Other South African research has also focused on social support as a pathway for TR
in the context of HIV/AIDS and in rural educational contexts (Ebersohn & Ferreira, 2011,
2012). Ebersoéhn and Loots (2017) identified instrumental social support as resilience-enabling
when combined with teacher agency in resource-constrained South African schools. From a
social-ecological perspective, this process requires meaningful social support avenues that
can be both formal and informal. Generally, informal support networks are embedded in
naturally occurring relationships. An example of an informal support service can be informal
connections to learners or work co-workers ( Sander s et al ., 2015) . i E
ecol ogies offer inf or (khearsdha etdl., Z020r pn4),| the pegceived r c e s 0
availability of relational and contextual resources differs greatly between contexts (Ungar,
2012). Internationally, the perceived variability of resources is well-documented by qualitative
studies, but resilience research indicates an absence of quantitative accounts in developing
countries (Theron, 2016).

Consistent with international trends in resilience research, South African resilience
studies have indicated conceptualisations of resilience as influenced by cultural practices and
beliefs (Ebersdhn, 2017; Theron, 2011). SC as a resilience-enabling pathway involves the

capacity of an individual to identify and access psychological, social, cultural, and physical
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resources. A more contextualised understanding of an individual within the environment in
which they live is emphasised by an ecological perspective of resilience that argues against
the individualistic paradigm (Ungar, 2012). In this view, a person's social environment, and the
goodness of fit between elements of the mesosystem (interactions between family, school,
and community systems) (Bronfenbrenner, 1979), predict progress in difficult circumstances.

In a South African context, teacher agency is explained as fan outcome of collectivist
coping, using instrumental social support
p.80), which becomes especially relevant for coping in high-risk ecologies. Teacher agency
requires the capacity to identify, access and mobilise obtainable resources for social support.
Research on social support management in South African schools found that flexibility and
open communication strategies enabled different role players to manage resources and
mobilise assets fAby Ilinking them through
(Ebersohn & Loots, 2017, p. 86).

Teachers who could network with organisational role players successfully could
mobilise social support in their communities. Therefore, healthy communities typically utilise
social networks and consequential participation to put in place and maintain relationships
between all the members and stakeholders of the community. Eberséhn & Loots, 2017).
Teachers employed interpersonal routes to build resilience in high-risk school settings,
evidenced by group effectiveness abilities (group communication, roles and duties, good
group dynamics) (Ebersoéhn et al., 2015).

In summary, postcolonial challenges relevant to TR and SC support the significance
of exploring SC as a pathway to TR in these contexts. The dangers of social isolation and the
exclusion of individuals from social resources (Eberséhn, 2019) are compounded as
indigenous people continue to experience challenges in accessing education opportunities,
employment and health services (Ebersdhn, 2019; Moletsane, 2012). As structural inequality
supports unequal resource distribution and the marginalisation of indigenous people
(Ebersbhn, 2019), the emphasis on interpersonal relationships, connection and support-
seeking in resilience processes becomes important.

2.6 Building a Conceptual Framework on SC as a Pathway to TR in a
Challenged Educational Context
2.6.1 Introduction
It is evident from existing knowledge (as discussed in this chapter) that teachers in a Global
South context find themselves in a context of chronic and cumulative challenges. Despite this,
it has also been found that teachers have protective resources that they can draw on to enable
positive adaptation to risks. TR has highlighted the importance of contextual resources

surrounding teachers as important, specifically, an external support system constituting peers,
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co-workers and community resources for TR (Castro et al., 2010; Gu, 2018; Le Cornu, 2013).
As TR is inherently a relational process, teachers feel most confident when they can sustain
and be sustained by relationships (Gu, 2018; Le Cornu, 2013). The Isithebe study proposes
that an intentional SC intervention with teachers in challenged educational contexts may be
meaningful to enable TR, especially in challenged contexts. Section 2.6.3 discusses the
conceptual framework of my study, which emphasises a social-ecological perspective to
explore resilience processes that result from the reciprocal relationship between the teacher
and the quality of the broader social ecology (Gu, 2018; Mansfield et al., 2012; Masten &
Wright, 2010; Theron & Theron, 2014).

2.6.2 Conceptual Framework of the Study

As eluded to in Chapter 1, resilience assumes the existence of hardship and adaptability,
which will allow existing protective resources to be utilised to achieve positive outcomes.
Initially, resilience research was focused on providing insights into qualities that fostered
resilience and has moved to understand the interplay between internal traits and external
ecologies that support resilience building (Bronfenbrenner, 1979; Theron & Malindi, 2010;
Ungar et al.,, 2013). Bronfenbrenner's bio-social-ecological systems model of human
development evolved in step with advances in resilience theory, which shifted from a narrow
focus on traits to multi-systemic insight into reciprocal person-environment interactions
(Masten, 2018). The social-ecological model is process orientated and highlights how the
dynami c interactions bet ween teacher so profes
professional contexts influence their effectiveness and commitment as teachers (Gu, 2018).
fSocial-ecological stakeholders (such as parents, service providers, or policy makers) support
the process of resilience by making relevant resilience-enabling resources (e.g., good schools,
mentorship opportuniti eé/anRenshigeétalh208,pa’d)d accessi b

fA systems approach emphasises the importanc
outer professional worlds to understand why so many remain motivated and passionate about
making a differenceo ( Hheaetaiohshimbetevden thelquality oftile2 0, p.
broader social and physical eco-system and the teacher's competence in resilience-building
processes is reciprocal, rather than sequential or conditional. From a social-ecological
standpoint, it's vital to remember that teachers' resilience processes are rooted in various
contexts in their daily professional lives, which are fundamentally uncertain and unpredictable
(Gu, 2018).

Even though social ecologies provide both informal and formal resources, resource
mobilisation differs depending on the perceived availability of informal and formal resources
(Ungar, 2012; Van Rensburg et al., 2018). Teachers are only effective as formal resources if

the learners they work with perceive them as supportive. Varied resource use also applies to

65



community membersodé perception of resources. When
appropriate and resonating with their culture and contextual positioning, they are would be
more comfortable about using them (Rensburg et al., 2018; Theron & Theron, 2014; Ungar,
2012).
TR signifies adaptive coping processes as teachers mediate the effect of barriers by
engaging in specific positive adaptive coping behaviours (Eberséhn, 2017; Mansfield et al.,
2012; Skinner & Zimmer-Gembeck, 2007). Protective resources are defined as characteristics
(related to a group or situation) that predict a positive outcome in the face of adversity.
Examples of protective factors include personal strengths, supportive caregivers, high self-
efficacy, altruistic motives, and material and social capital (Castro et al., 2010; Ebersohn,
2016; Rutter, 2012). A social-ecological approach demonstrates that resilience in teachers is
a relational dynamic that involves both individual traits and the contextual environment of that
individual (Ungar et al., 2013). This approach does not treat the relational context of an
individual as a given protective factor but instead emphasises the relationship between the
individual and the environment by acknowledging the dynamic interplay between the two (Gu,
2018). An individual déds capacity for resilience
their way through social, cultural, and physical resources that are facilitated by interactions
with the individual 6s envi r eamtdunlconcepfualisadionbfy pe of
TR is fundamental in understanding why some teachers can remain in the profession despite
challenged conditions (Gu, 2018).

iGl obal North countries have developed econo
benefited from invest ment i n infrastructur e, t
(Ebersthn et al., 2020, p. 4). Teachersdé resil i encecologkal sk nked t

factors and protective resources throughout micro- and mesosystems. However, at the exo-
and macrosystem levels, there were significant differences in context, with more variety in
country-specific health, welfare, and education systems/policies (Mansfield et al., 2018).
However, at the exo- and macrosystem levels, there were significant differences in context,
with more diversity in the country-specific health, welfare, and education systems/policies.
Poverty is endemic in South Africa, and the situation is exacerbated by high levels of
unemployment and long-term health hazards. Resilience requires fAdrawi
unique cultural and social resources, such as community building, developing partnerships,
mobilising unused resources and appl yi ng f or soci al devel opment g
2019, p. 4).

A teacherds ecol ogi c aricrogystemt(teextdacher's immpediatss e s t he
environment), the mesosystem (interactions between microsystems), and the exo-
/macrosystems ( A p h yfestrecture, chanacteristics of a location and resources,

connected to this are the broader macrosystem factors such as policies related to health,
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educati on a(Mahsfielket dl., 22018, p.&5). Over time, these different levels of the
environment interact and transact with one another, influencing development and adaptability
(Luthar et al., 2000). fin this regard the teacher resilience process involves the dynamic
interplay between personal, relational, physical (school infrastructure) and broader country-
specific health, welfare and education systems to address risks through maximising
resourceso(Mansfield et al., 2018, p. 55). Individual traits and assets are supplemented with
interpersonal protective resources found within ecologies, making choices regarding resilience
asset-dependent. Therefore, it is necessary to explain how groups of people can rise above
their challenged contexts predicting maladjustment and poor outcomes. (Eberséhn, 2014;
Ungar, 2012). The literature puts forward that the circumstances in which people work, play
an important role in shaping resilience, providing risks and resources that either promote or
challenge resilience (Beltman et al., 2011; Day & Gu, 2014; Ungar, 2012). My study was
guided by a conceptual framework incorporating micro- and macro ecologies affecting TR and
the risks and resources to support TR in each context (Mansfield et al., 2018). The micro- and
mesosystems of teachers comprise personal systems that include learners, co-workers, and
support systems. Teachers use resources within these personal systems to manage risk
(Mansfield et al., 2018). Teachers have been reported to cope with negative experiences as
long as they have positive experiences, such as strong relationships with learners and co-
workers, inside the mesosystem (Theron, 2018). Figure 2.1 shows the conceptual framework

of my study.
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Figure 2.1

Conceptual Framework of my Study

— —
Teachers situated in a challenged A range of contextual resilience-
educational context of chronic and enabling pathways allow for successful
cumulative constraints that predict adaptation to adversity, despite
em — Interaction betweel challenged contexts that can lead to
Expected negative outcomes Q systems

nexpected positive outcomes

Teacher burnout and distress Microsystem — Occupational well-being
Teacher attrition ﬂ School Teacher retention
Low quality education e High quality education

Social connectedness is a preferred
Afrocentric, sociocultural pathway to
resilience in challenged contexts. —

Afrocentric indigenous knowledge
systems centred on Ubuntu place little
emphasis on the stand-alone individual,
but rather on a connection with social
and emotional ties to the wider
community.

RRR posits collective (rather than
individual) appraisal of need and
response in terms of support-seeking
and relational resilience in collectivist,
indigenous settings in post-colonial,
Global South nations.

Y

The study proposes that social connectedness (a person’s subjective sense of having meaningful relationships with others in the social world) is a
potential pathway to supports teachers to resile as enablers and promote quality education and teacher occupational well-being.

Viewed through RRR lens Teachers resile when they mobilise relationships to buffer against challenge and promote unpredicted positive
outcomes (job satisfaction, retention, quality education practices).
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The socio-ecological lens has the advantage of not assuming that the social and relational
context of employment is always a TR enabler.i The shi ft in focus on the
of the individual teacher and the quality of the multiple reciprocating systems offers a more
powerful and nuanced lens to inform knowledge of teacher resilience (Gu, 2018). The
development and monitoring of an intentional social connectedness intervention offer a
nuanced understanding of how and why social connectedness may enable teacher resilience
i n this spekbersohnetalc 20BN e X).t 0 (

Ebersohn6s gener ati ve tdfeoRRR (i290 1Rui 12t0 1®n soci al
nature and proposes that social resilience operates collectively. Flocking, as social support,
mobilises social capital, which mobilises social and economic capital. Resilience-enabling
Afl ockingo practices include smart partner shinp
management for social support) sharing costs and incomes in financial undertakings
(Ebersdhn, 2018). The RRRt heory proposes that fAsoci al struct
and education are crucial to suppoEbersohne20l9] i enc e
p. 36). Schools and churches appeared to be important and dependable physical structures
from which social support can be drawn in high-risk ecologies. These #Af |l ocki ngo mec
function as resilience-enabling ecologies that produce better than expected outcomes
(Ebersohn, 2019).

Research with South African teachers highlights Afrocentric indigenous knowledge
systems in contexts with high needs and where distress is viewed as a collective challenge
(de Gouveia & Ebersohn, 2019). In this context, a preference for SC values and beliefs could
indicate that teachers draw together in times of distress to support collective well-being
outcomes (Ebersthn, 2012, 2013, 2019). In non-Western societies, indigenous psychology
perspectives on well-being are informed by the fundamental principle that individuals are not
distinct or isolated; rather, they are thought to exist in relation to their community. From an
indigenous psychology perspective, SC refers to the idea that people live and function in
relation to others (de Gouveia & Ebersthn, 2019). Various studies have highlighted the role
implicit and explicit social support play in well-being (Constantine & Sue, 2006; De Gouveia,
2015; Ebers6hn, 2019;)Suh & Oi shi , 2002) . Al mplicit soci al :
from social connectedness by receiving or giving emotional comfort to others in their lives.
Explicit social support signify instances where people actively draw on social networks for
support to provide concrete services .12020,ot her s
p. 32). In terms of implicit social support, family and friends collaborate to create a source for
facilitating adaptive coping strategies through an internal support network that enables
personal empowerment and provides cultural resources These implicit resources allow
individuals to modify their outlook on hardship and their subjective interpretations when

challenged by ongoing adversity. Explicit social support involves practical support strategies,
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with examples that include providing someone with food, looking after children and helping
with practical chores, all of whichplay a rol e in wuplifting morale an
ability to cope with day-to-day responsibilities (Constantine & Sue, 2006; de Gouveia &
Ebersohn, 2019).
RRR emphasises the importance of connection, support-seeking, and interpersonal
interactions. AThe interconnected web of socicalturalr esour
beliefs and structures and implies resilience-enabling inclusion and access to social
resources. Living on the outside of such SC excludes individuals, families and communities
from being benefitting from soci al supporto (EE
proposed in chapter 1 proposes that meaningful teacher relationships will matter for teachers 6
personal and professional well-being and will be useful in establishing and maintaining
supportive initiatives in a school community. Leveraging a socio-ecological transactional
position (Ungar, 2012), the Isithebe proposition is that SC constitutes the degree to which
teachers can buffer against isolation by capitalising on relationships with people around them
(co-workers, learners, school management, family, community, and the broader social

context).

2.7 Conclusion

In this chapter, | contemplated existing knowledge on TR and SC across global and challenged

educational contexts. The chapter commenced with a review of the effects of globalisation and

postcolonial factors on education systems. This review included the inherent structural

challenges and marginalisation associated with Global South countries, with a specific focus
onSouthAfrica. The deep fractures of race and cl ass mak:eée
victims of poverty and inequality. These challenged educational contexts are characterised by

unequal resource distribution and the marginalisation of indigenous knowledge systems,

which influence teachers through policy implementation and service delivery (Eberséhn &

Loots, 2017; Ebersohn, 2019).

After discussing the educational challenges of Global South countries (with a specific
focus on South Africa), the literature review explored constraints and enablers to TR across
global and challenged contexts. Irrespective of context, systemic constraints include poor
classroom management, meeting the needs of disadvantaged learners, lack of resources, lack
of community support, limited parental involvement, poor PD prospects, and unsupportive
leadership staff educational policies that impact heavy workloads and lack of resources.

Systemic enablers include supportive personal and school contexts such as strong
relationships with learners and co-workers, positive feedback from parents and pupils and
effective leadership by school principals. Irrespective of context, certain teachers éesources

in the microsystem (optimism, perseverance, motivation, adaptive coping strategies that
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involve problem-solving and relational support, a sense of moral purpose and vocation [e.g.
making a difference], intrinsic value with regard to enjoying work as a teacher and self-care
[e.g. exercise and healthy habits]) enable teachers to resile. In challenged contexts, teacher
resilience is supported when, in available exo- and macrosystems, resources are mobilised
for health and welfare support, school safety and stability, and access to infrastructure and
services that support education and development.

Although some South African studies have explored personal and contextual
protective resources and pathways that promote TR, it thus appears that there is still the need
for further research in this area to enable TR in the South African education context. After this
discussion on TR, the literature review explored international and national research on SC.
What features most prominently in literature for the relevance of SC for TR is the collaborative
power of professional networks that allow the attainment of emotional and intellectual
resources, information, and social allies that buffer against the strenuous effects of structural
disparity. TR has highlighted the importance of contextual resources surrounding teachers,
specifically, an external support system constituting peers, co-workers and community
resources for TR (Castro et al., 2010; Gu, 2018; Le Cornu, 2013). In a South African context,
teacher agency is explained as an outcome of collectivist coping requiring teachers to identify,
access and mobilise obtainable resources for social support.

The chapter concludes with a conceptual framework that proposes SC as a pathway
to TR. In this pathway, constraints are mediated when teachers use their social connectedness
with each other within the same school, with teachers in other schools, and other people in
the school community (parents, learners, leadership) as a pathway to enable them to resile.
RRR proposes that people adapt by sharing social resources and cultivating a culture of care
and kinship in the prolonged absence of systemic structural support. A resilience lens in a
Global South context may lead to positive educational outcomes, given inequality (Eberséhn,
2017). In Chapter 3, the choice of research methodology and strategies applied in my study

is motivated.
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3 Chapter Three: Research Methodology

3.1 Introduction
This chapter outlines the research methodology used to address the PRQ inthest udy , iHoOw
can an SC intervention with teachers in peri-urban primary schools in a challenged educational
context inform knowledge on TR?0

| explored how an SC intervention may inform knowledge of TR in a challenged
educational context. | employed a concurrent triangulation MMR intervention design (non-
experimental) with PRA principles directing the design. The outline of this chapter follows the
sequence of Saunders and Tokéydepi{(e20&ad8)i noRiguor &
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Figure 3.1
MiOni on Framewor ko

Methodological
Paradigm: Concurrent
Triangulation MMR
Intervention Design

implementation
science

Overvi

Research Met hodol ogy

Ontology: Pragmatism accepis that there exisis both an objective reality
as well as people's perceptions of reality.
Epistemology: Involves the simultaneous collection of both quantitative
and qualitative data in a fashion that best addresses the research
questions.

The research adopts a PRA approach by making use of art, graphics
and namatives fo elicit knowdedge and experiise of teachers themselves
regarding social connectedness as a pathway to resilience.

Quantitative: Pre- and post-intervention questicnnaires analysed by
SPSS Wilcoxon signed-rank test

Qualitative: Pre- and post-intervention PRA posters and oral
presentations; observation and field notes analysed by within-case
thematic inductive analysis

73



The first (and outermost) layer refers to the research philosophy (pragmatism) discussed in
Section 1.7.2. | adopted an abductive approach, which pursues a pragmatist perspective to
understand reality. With the abductive approach, the research process starts with noteworthy
hypotheses and is then devoted to their explanation (Mitchell, 2018). The next layer refers to
the methodological choice (a concurrent triangulation MMR intervention design) discussed in
Section 1.7.3 in Chapter1. Secti on 3. 2 discusses the next | aye
outlining the intervention research design (Section 3.2.2 details the use of a non-experimental
pre- and post-design, and Section 3.2.3 outlines the motivation for using implementation
science and PRA principles to guide the intervention development.) Section 3.3 outlines
implementing the Isithebe intervention process over time guided by implementation science.
Section 3.4 discusses the selection of schools and teacher participants. Section 3.5 discusses
guantitative data collection and analysis, and Section 3.6 discusses qualitative data collection
and analysis. | conclude the chapter by integrating MMR quality indicators (Section 3.7), which
includes discussions on legitimation in MMR (Section 3.7.2), quantitative standards of rigour
(Section 3.7.3) and the quality criteria used for the qualitative rigour and trustworthiness of my
study (Section 3.7.4). An overview of key aspects of the methodology employed in my study
is provided in Table 3.1.

Table 3.1

Outline of the Research Methodology and Process

Paradigmatic assumptions

Meta-theoretical paradigm | Pragmatism (discussed in Section 1.7.2)

Methodological paradigm | Concurrent triangulation MMR (discussed in Section 1.7.3)

Research design: Intervention study (non-experimental, pre- and post-test)

Selection of schools Purposive sampling of primary schools signifying a challenged context:

(n=16) 1 Inclusion criteria:

Challenged educational contextsi Quintile 3 (no school fees charged);
primary schools situated within an urban space in the Nelson Mandela
Metropol.

1 Exclusion criteria:

isecondary schoourmn schoalsy sahools annrdddies «
and high-income spac e s 0 ( Eber s° hn 1@ in tha $ame

urban area.

Selection of participants Convenience sampling of teachers:
(n=36,M=2,F=234) 1 Inclusion criteria:
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Teachers in the sampled primary schools: availability and willingness to
participate in the intervention study.

9 Exclusion criteria:

teachers in the sampled primary schools: unavailable or unwilling to

participate in the intervention study.

Data generation

Data collection techniques

Data documentation techniques

Quantitative survey data
with teachers: Pre- and
post-intervention TR
(ENTREE) and SC
(REPSSI) questionnaires

Quantitative:

1 Electronically captured individual teacher-completed
questionnaires (self-administered) from selected items from TR
ENTREE scale (see Appendix C).

1 Electronically captured individual teacher-completed
guestionnaires from selected items from the SC REPSSI scale
(see Appendix D).

1 Demographic questionnaire (see Appendix E).

PRA data with teachers:

Pre- process and post-

Qualitative:

I Textual data: Verbatim transcriptions of audio-recorded school-

intervention group presentations on PRA prompts;
I Observation data: Field notes and researcher journal on PRA-
process (see Appendix G).
9 Visual data: Photographs of PRA posters (see Appendix H);
Data analysis and interpretation
Quantitative analysis: | Qualitative analysis: Within-case and cross-case thematic inductive

Nonparametric tests (e.g.
WSR) and other statistical

analysis.

analysis of PRA-textual, visual and observation data.

Standards of rigour and quality criteria

Quantitative rigour:
Reliability and validity of
TR (ENTREE) and SC

(REPSSI) questionnaires.

Quialitative rigour:

Credibility: Multiple data sources were used and documented (visual
data of PRA-group posters (see Appendix H); verbatim transcriptions of
audio recorded presentations by teacher-groups on PRA-prompts (see
Section 3.6.3.4 for PRA-prompts); and research journal of field notes
taken during intervention sessions (see Appendix G).

Transferability: findings limited to (i) educational contexts
ficharacter.i by
(i1 1) m@betsdhy et &l.e2698,Ip.el) ageel a

around 50 years of age with around 19 years teaching experience on

sed similar struct

school s,

average, and (iv) tertiary teaching qualifications.
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Dependability: researcher reflexivity and multiple data sources -
documented in research journal (see Appendix G);

Confirmability: Researcher reflexivity and audit trial of research visits
(refer to the research journal, Appendix G and the research visit

schedule Appendix F).

3.2 Research Design: Intervention Study
3.2.1 Introduction

School-based interventions are intentional and planned strategies to change or introduce
evidence-based practices to positively impact social and emotional outcomes (Century &
Cassata, 2016). Intervention research is especially beneficial in challenged educational
contexts since school-based intervention benefits both researchers and teachers. Knowledge
is generated in a collaborative process, and teachers can gain immediate potential benefits
from participating in the intervention (Ebersohn et al., 2015). According to Eberséhn and
Ferreira (2012), teachers at low-resource schools were more likely to implement and continue
participation in an intervention over time to demonstrate comparable effects. Additionally,
there is an agreement that successful implementation of school-based interventions happens
in stages over time, and it cannot be a single event (Albers & Pattuwage, 2017; Duda & Wilson,
2015). Section 3.2.2 discusses the advantages and limitations of using a non-experimental
pre- and post-intervention research design.

Effective school-based implementation requires considerable time, money, and human
resources (Murphy, 2015). Additionally, school intervention research has become increasingly
more difficult and more important as teachers struggle with fewer resources and researchers
struggle with intervening effectively in a given context (Greene, 2015; Murphy, 2015). My
studybés debabbsedresearctsholdsatmt f i ndi ng Awhat wo
the methodological approaches, theories, measures, evidence, and the context must be
considered. (Greene, 2015; Murphy, 2015). Thus, as implementation science focuses on
evaluating the implementation process and the intended outcomes of the intervention, it allows
for the incorporation of numerous theories and methods (Mitchell, 2011) and is well suited to
the research objectives of knowledge generation in challenged educational contexts. Section
3.2.3 considers the reasons for using implementation science to guide the development and

evaluation of an intervention in my study.

3.2.2 Intervention Research: Non-Experimental Pre- and Post-Test

Randomised control trials are unlikely in high-risk school settings, as interventions require both
flexibility to respond to crises and time to implement (Ebers6hn, 2015). Interventions in schools

that tend to be implemented in a short-term and isolated manner can negatively influence
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effectiveness and sustainability (Domitrovich et al.,, 2010). In a review of school-based
interventions, Ungar et al. (2014) found that school-based interventions that did not include a

cultural or contextual component showed limited effectiveness. They suggest that a locally

developed programme could have better accounted for cultural differences. It follows that
school-based intervention research has to include the dynamic and complex process of

i mpl ementation where contextual factors are cons
to developing countries (Century & Cassata, 2016; Ebersthn, 2015).

| followed a non-experimental pre-post design (Gravetter & Forzano, 2018). One group
of participants (in this case, participating teachers from the six schools) was observed and
measured over time before and after an intervention with no control group (Gravetter &
Forzano, 2018). The predominance of non-experimental designs is often attributed to
researchers' difficulties in implementing pure experimental designs (Creswell, 2014). A
delayed intervention model (Gravetter & Forzano, 2018) was planned, with at least one of the
schools opting to serve as a control school. However, during the initial September 2018 PRA
consultation meetings with teachers from selected schools, none of the schools opted for a
delayed intervention model (meaning there were no control schools). Consequently, there are
no comparative results on TR and SC in the absence of the intervention with teachers.

An advantage of using a non-experimental pre-post design included the convenience
of finding appropriate participants at a given time or place, making the sampling process
quicker and easier (Cohen et al., 2018). However, a disadvantage of the non-experimental
pre-post design is a higher possibility of researcher bias due to selecting participants whose
responses could lead my study in a certain direction (Creswell, 2014). During data collection,
thoughtful reflection about the context, the participants, and the data collection fostered
insights that contributed to the rigour of my study (Maree & Pietersen, 2019), which was

discussed in Section 1.10.

3.2.3 Implementation Science and Intervention Research
Implementation science is the research of fpurposive change in practiced(Fraser & Galinsky,
2010), whi ¢ h fAdneased tqwards increased use of theoretical approaches to provide
better understanding and explanation of how anc
(Nilsen, 2015, p. 1). Implementation science arose from a desire to overcome the difficulties
of putting evidence-based research into practice, notably in education. (Dyssegaard et al.,
2017; Nilsen, 2015). Implementation science in education research is broadly defined as
putting evidence-based research into practice (Dunst et al., 2013; Harvey & Kitson, 2015).
Implementation science allows for an fintegrated model of implementation that includes the

intervention, participants, context and the relationship between these elements as they
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address individual and contextual factors to achieve the intended and sustainable o
(Leask, 2019, p. 49).

Indigenous knowledge and participation play an important role in the planning and
implementation of social support and development (Bar-On & Prinsen, 1999; Busza, 2004,
Ebersdhn et al., 2019). Implementation science maintains that a systematic approach is
needed to develop and cultivate a learning culture for educational interventions to be
successful. Such an approach will lead to school environments conducive to teaching and
learning and contribute to supportive communities for all relevant stakeholders (World Bank,
2018; OECD, 2017). Furthermore, through insight into the reasons why implementation
succeeds or fails in a specific environment, implementation science provides a bridge between
the implementation requirements and the complex and dynamic nature of the practice
(Humphrey et al, 2016). Additionally, implementation science is faligned with
Bronfenbrennerds bioecological mo d e | to under st
intervention implementationo Le@sk, 2019, p. 22).

To accurately understand an intervention, including its active ingredients and chances
of success, researchers must look into the whole experience of the participants (i.e., learners,
teachers, administrators, and other school partners) (Greene, 2015). Methodologically, one of
the challenges intervention research faces is integrating intervention development with
intervention evaluation, requiring the researcher to become closely involved in the intervention
design (Fraser & Galinsky, 2010). As a result of this involvement, better measurement and
more precisely defined programs are achieved. Despite these advantages, the researcher's
engagement generates a vested interest in seeing positive evaluation results, thus creating a
conflict of interest. Professional norms of conduct are especially vital in this situation.
Researchers are expected to collect and analyse data using scientific methodologies and
approach the evaluation process with honesty and scientific rigour (Fraser et al., 2009). Refer

to Sections 3.7 and 3.8 for details omysudyi enti yc

3.3 The Isithebe SC Intervention Development and Implementation Process
3.3.1 Introduction

The following section details the development and evaluation of the Isithebe SC intervention
and needs to be read in conjunction with Appendix A. As argued in Section 3.2.3,
implementation science is a useful model representing a changing, multifaceted process of
conveying knowledge between the participants, researcher and context during the
implementation phase at different times (Century & Cassata, 2016; Dyssegaard et al.,
2017).The implementation process by Duda and Wilsond s(2015) presentation of the
implementation process is depicted in Figure 3.2 as an integrated formula for the active

implementation of the longitudinal Isithebe SC intervention.
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Figure 3.2

Integrated Implementation Process for the Isithebe SC Intervention

Effective "

Effective *

Enabling Context

Intended outcome:

Use systematic, arts-
activity teacher-meetings
to intentionally strengthen
SC between teachers
within and across primary
schools as a pathway to
promote TR in a

challenged context.

332 The

Interventions Implementation
Methods
WHAT? WHO? WHEN?
Teachers: September 2018 to September
azr?/'::t‘zr; ?;ts-based - attend Isithebe training; 2019:
stren th;n social - implement the - Pre-Intervention Session: 21
conngctedness of intervention; September 2018
teachers within and - submit process data on - Intervention Training: 15
across schools: a WhatsApp group. March 2019
' Researchers: - First Teacher Isithebe

Establish PRA-climate
between teachers and
researchers;

Train teachers to
implement the
intervention;
Implement the
intervention to
establish and maintain
routine, monthly
deliberate social
connection amongst
teachers;

Collect pre-
processand post-test
intervention data.

\

- train teachers,

- facilitate joint Isithebe
meetings,

- capture data
(WhatsApp texts and
photographs submitted
by teachers and PRA-
data of joint sessions);

Local education-sector

district officials:

- provide organisational
support (venues,
official endorsement of
the project, invitations
to teachers via principal
offices).

Gathering: 15 April 2019
First Joint Teacher-
Researcher Isithebe
Gathering: 27 May 2019
Second Teacher Isithebe
Gathering: 10 June 2019
Second Joint Teacher-
Researcher Isithebe
gathering: 29 July 2019
Third Teacher Isithebe
gathering: 18 August 2019
Post-Intervention Data
Collection: 21 September
2019

Staff competencies (support personnel in

the use of their new programme)
-Trained teachers implemented the

|

HOW?

intervention

Organisational and leadership drivers

i Wh a Engurds amBffective Intervention

UP CSR research team and
Synergos funding

The objectives of the Isithebe SC intervention included developing an arts-based intervention

to strengthen the SC of teachers within and across schools. A PRA climate was established

between teachers and researchers where teachers were trained to implement the intervention
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to facilitate the intervention. PRA brings research and action together by allowing communities
to exchange and act together with the help of outside resources to enrich their lives. Within
the asset-based theory, PRA provides tools for academics to know micro-realities. As a result,
PRA necessitates a transition in the researcher’s role from that of an expert outsider to that of
a non-expert whose goal is to mobilise the expertise of others (Chambers, 2004; Ferreira,
2006).

Many unique difficulties in effectively implementing school-based interventions have
been identified, including structural barriers and practical and methodological challenges in
conducting and evaluating such programs (Durlak & DuPre, 2008; Ebersohn et al., 2015).
Ebersdhn and Ferreira (2012) found that the intensity of adversity and resource constraints in
challenged educational contexts created barriers to implementing policy that guides school-
based interventions. School cultures that focus on asset-based approaches to achieve
intervention implementation facilitate more successful interventions than cultures that do not
support participative and collaborative decision-making (Walton, 2015; Zimmerman, 2017).

In March 2019, the researchers conducted a 6-hour intervention training session with
thirty teachers from all six schools (explained in Section 3.3.3.3). The training aimed to
establish and maintain routines and monthly deliberate social connections amongst teachers.
Over the next six months, there were six intervention sessions lasting approximately two hours
each. These meetings are discussed in Sections 3.3.3.5 to 3.3.3.9. The pre-intervention
Isithebe assessment (QUAN+QUAL TR and SC measures) took place in September 2018
(explained in Section 3.3.3.2), and the post-intervention assessment took place in September
2019 (explained in Section 3.3.3.4)

333 The AWhoo: I ntervention | mplementers
The intervention i mpl e nmerireetlyisvolveaintee inipleraentptieno pl e wh
process to ensure that the intervention is implemented as intended to achieve the desired
0 ut c o neaskd20X9, p. 81). The research implementers included the researchers, the
teachers, and the local education-sector district officials who partnered to develop the Isithebe
intervention. As the research followed PRA principles, it involved interacting with local people
to understand and learn from them by seeking out their points of view to use such learning
experiences. PRA creates opportunities for community development and the scientific study
of issues affecting the lives of people in communities (Ferreira et al., 2013). Trained teachers
implemented the Isithebe intervention. The research team trained the teachers to facilitate
joint Isithebe arts activities, capture data through WhatsApp texts and photographs submitted
by teachers, and PRA data from joint sessions. The data collection used art, graphics and
narratives to elicit knowledge and expertise from teachers themselves regarding SC as a

pathway to resilience (Chambers, 2008). The r esear chersé rol e was to
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training and joint Isithebe meetings and capture data. Section 3.6.3.2 details the qualitative

data collection process and PRA questions answered by teachers throughout various stages

of the intervention. The local education-s ect or di strict o prévidec i al s 6
organisational support by providing venues, official endorsement of the project and invitations

to teachers via principal offices.

Teachers are likely to be resourceful and adaptive, whether in affluent or resource-
scarce contexts (Ebersdhn, 2014). Therefore, teachers are important collaborators in school-
based intervention studies (Ebersdhn, 2015). Teachers' morale is sometimes harmed by the
enormous demands on them in South Africa, which inhibits them from volunteering for
research investigations. Furthermore, the diversity of programs that rely on teachers to create
a healthy school environment (Ebersohn, 2015) demonstrates the necessity for intervention
research to enhance school health and well-being. Individual and societal well-being
strategies in education could include schools that foster community connections and
environments that foster a sense of belonging and SC (Ebersdhn, 2017), hence focusing on
establishing and maintaining a routine, coupled with monthly deliberate social connections

amongst teachers.

334 The fAWheno: | mpl ement ati on Stages
3.3.4.1 Introduction
A plan that assists teachers in navigating the trip through the implementation stages must be
designed to support effective transformation in schools. This plan should involve and support
teachers in effectively implementing the new intervention in their educational settings (Duda
& Wil son, 2015) . I n i mpl ementation science, t h
programme installation, initial implementation, full operation and sustainability (Duda &
Wilson, 2015). To implement the intervention, the teachers in the schools scheduled three
Isithebe forums at convenient schools to discuss the implementation of the intervention (April
2019, June 2019, and August 2019). At the intervention training in March 2019, researchers
facilitated teacher roles for Isithebe gatherings (for example, one teacher had to buy the food,
one teacher had to organise the venue, and one teacherhadt o keep the Théesitheb
researchers scheduled two joint Isithebe forums at the EC DBE district office, involving
teachers from all the schools, the researchers and DBE officials during May and July 2019. A
WhatsApp group was established for teachers to connect and capture teacher gatherings and
activities where researchers were not present. Refer to Appendix F for the research visit
schedule that details dates of visits, the purpose of visit, participants involved, time in the field,
data collection method and data source documented. Sections 3.4.4.5 to 3.4.4.9 report on the

monthly SC meetings from April 2019 to August 2019.
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3.3.4.2 Pre-Intervention Session: 21 September 2018

Thirty-six teachers from six different primary schools participated in the pre-intervention
session. During September 2018, the baseline data, including the QUAN+QUAL quantities
(see Section 3.6) and demographic questionnaires (see Appendix E) were collected. The
demographic questionnaire included teachers 6 &ame language, grade and subject taught,
and years of experience. The teachers created the qualitative data during the pre-intervention
interaction, (see Photographs 8 to 13). Irrespective of the effectiveness of an intervention, the
adoption and success of the intervention are influenced by a teacher& perceptions of the
intervention and how overwhelming it will all be (Cowan & Maxwell, 2015; Domitrovich et al.,
2008). A teacherodés willingness to adopt an i nter v
paperwork and time required to implement it (Cowan & Maxwell, 2015). Very complex
interventions that are inconsistent and create confusion are unlikely to be adopted and
implemented easily in practice; therefore, interventions must be flexible, easy to implement
and compatible with the teachers' instructional practices (Cowan & Maxwell, 2015; Durlak &
DuPre, 2008).

Figure 3.3

Photographs 8-13: Qualitative data generation during the pre-intervention session
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Photographs by the researcher with consent from the participants

3.3.4.3 Intervention Training: 15 March 2019

Thirty teachers participated in Isithebe training i see Photographs 18 to 23. The attrition
between the pre-intervention phase could result from teachers being unavailable for the
intervention training due to other responsibilities or as a result of teachers not being interested
in continuing to participate in the intervention. The intervention training was held for 6 hours
on 15 March 2019. Teacher training is often the foundation for intervention implementation as
it provides the initial instruction to deliver the core components of the intervention (Holmes et
al ., Zhe Ralninhg objéctives included: (i) a theoretical introduction to a need for evidence

on teacher resilience, social connectedness and social isolation; (ii) an orientation to the

60l sithebe Kité, (iii) modelling an I|Isithebe

dates, and (v) schools tasking i ndi (BEberadhlet
al., 2020, p. 16).

The intervention training was initiated by the teachers providing PRA-group presentations to

gat h

t eache

demonstrate each domainés existing knowledge.

participants view the training as successful, it could increase sustained implementation

(Liebech-Lien, 2020). Active collaboration and establishing shared goals in the implementation

process could contribute to a more positive attitude regarding intervention implementation

(Dyssegaard et al., 2017; Liebech-L i e n, 2020) . An Al sithebe

containing

fi T histhebe Social Connectedness Intervention Manual (each teacher also received their

own manual i this is an additional manual for the school);

9 Laminated sheet with dates for monthly Isithebe gatherings;

1 Three activity packages with laminated instructions per activity; and

1 3 x Checkers R200.00 vouchers (total value of R600.00 per school). Thus R200.00 per
Il sithebe gathering to buy refreshments
(Ebersohn et al., 2020, p. 9).
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Figure 3.4

Photographs 18-23: Teachers engaged during the intervention training in March 2019
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Photos by the researcher with permission from participants

3.3.4.4 Post-Intervention Data Collection: 21 September 2019

During the pre- and post-intervention stage, QUAN+QUAL data were collected i refer to
Photographs 23 to 28. The researchers administered the same pre-intervention TR (ENTREE)
and SC (REPSSI) questionnaires to teachers. Fifteen teachers attended a post-intervention
session on 21 September 2019, where an additional seven questionnaires were collected via
email (See Section 34). A teacherds willingness to co
influenced by the difficulty level, and time it will take to implement it, as well as the complexity
and amount of paperwork involved (Cowan & Maxwell, 2015; Kitson & Harvey, 2015). The
attrition between completed pre- and post-test questionnaires could be a result of teachers
perceiving the intervention as requiring extra work in their already busy schedules, not taking
an interest in the intervention (Kitson & Harvey, 2015), or being unavailable on testing dates

due to sickness or family responsibility.
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Figure 3.5

Photographs 23-28: Isithebe Post-intervention data collection, September 2019

Photo by the researcher with permission from the participants

3.3.4.5 First Teacher Isithebe Gathering: 15 April 2019 (Relationship Voucher Box)
Teachers decorated boxes with Alsithebe Kito cr
activity package. Teachers then chose relationship vouchers to put in their own boxes.

Teachers could then choose three vouchers and implement one relationship-building strategy

per week (as shown in Photograph 32). Photographs 29 to 35 show WhatsApp images

teachers shared of this session.
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Figure 3.6

Photographs29-35: Teacher s6 Wifthd Relatipns Vauaher Box session

uting with your childre!

Organise an o

Photos by the researcher with permission from the participants
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3.3.4.6 First Joint Teacher-Researcher Isithebe Gathering: 27 May 2019
(fFriendship Survival Kitd

A total of 21 teachers participated in this joint session. The main event was a PRA session,

butit was preceded byanice-bor eaker where the fAFriendship Survi

38) was used. During this icebreaker, teachers received small tokens of appreciation, and per

school-based group, they discussed the role(s) their co-workers and friends play in their lives.

After the ice-breaker, teachers were asked to work in their groups to present posters. Each

school presented their answer to teachers from all schools. Each group received a couple of

blank posters and markers and was asked to consider the following questions:
T AHow do these gatheri ngs(Appendixdzd) you to be a te:
T AHow do these gatherings h(Adpgndixx\gd u wi th school

Figure 3.7

Photographs 35-38: A Fri endship Survi val-dakigdnératienct i vi ty a

V. : S ﬂ"‘;.A'.-,'.‘
% o - L AN

Photos by the researcher with permission from the participants
Note: Photos by the researcher with permission from the participants

During the ice-breaker i fendship Survival Kitg teachers did not actively participate or seem

very invested in the activity, compared to other hands-on activities they were involved in
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previously. Teachers may have been less engaged in this activity because it did not need
hands-on creation | i ke t he Inde postpilotiresision bfehk manaalc t i v i t i
the Growing Together activity replaced the d-riendship Survival Kitbas a means to use a
hands-on experience to enable experiences of engagement that signify unity and dynamic
growth when connectedo(Eberséhn et al., 2020, p. 20).
i F o r d&towireg Togetherbactivity, each teacher received an empty pot and craft
materials (letters, beads, glitter, feathers, glue) to decorate the pot. Teachers were asked to
use symbols of wunity, togetherness, friendship i
The teachers were given a succulent plant and potting soil to plant in their decorated pots
once they finished decorating them®3, After that, teachers could discuss the value of SC and

either keep the pot plant or give it to a friend.

3.3.4.7 Second Teacher Isithebe Gathering: 10 June 2019 (Teacher Circle Recipe
Book)

During this session, teacher s todeeothte thdoatsidebfsi t hebe
blank exercise books (see Photographs 39 to 43). They were asked to write down their

favourite recipes in each otherés decorated reci
Figure 3.8

Photographs39-4 3: Teachersd6 What sApp i mages of the Tea

13 Succulent plants are experts at absorbing, holding, and utilising water efficiently. This unique trait has allowed
them to thrive in even the most arid dnwaterscarce regions of the globe. These hardy plants serve as a
reminder that even the most trying situations can be overcome when grown in a communal setting.
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Photos by the researcher with permission from the participants

3.3.4.8 Second Joint Teacher-Researcher Isithebe gathering: 29 July 2019
(Teacher Journey Bracelets)

Thirty teachers patrticipated in the second joint Isithebe intervention session (Photographs 39

to 51) and created bracelets or other jewellery pieces to represent their journey as teachers

as part of the ice-breaker art activity. A bag containing a variety of beads, scissors, string and

cardboard was given to each teacher. On a piece of cardboard, teachers penned brief

accounts of their teacher journeys.

Figure 3.9

Photographs 39-51: Bracelet activity during the second joint Isithebe intervention session
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Photos by the researcher with permission from the participants

3.3.4.9 Third Teacher Isithebe Gathering: 18 August 2019 (Framing Important
Teacher Relationships)

Each teacher was given a blank photo frame and craft materials and instructions on
embellishing it. Teachers then inserted images of people they have a close relationship with
into the designed frames and spoke about the significance of this relationship to their co-

workers (see Photographs 52 to 57).
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Figure 3.10
Photographs52-57: Teacher s& Whtadlmparpap Relatoaship Frames

session

Photos by the researcher with permission from the participants

335 The AHowoO: Support System

The implementation drivers, which specify a set of three factors required for successful
implementation, establish the "how" in implementation science. Staff competencies (support
personnel in the use of their new programme), organisational drivers (the school, its
geographic location, and resources), and leadership drivers (recognition of the importance of
leaders and organisational drivers) are some of these factors (Duda & Wilson, 2015). Drivers
are geared toward asking how a structure that will support and sustain these programs and
practices be built at this stage (Wilson & Duda, 2015).
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In a post-colonial educational context, universities have been urged to become active
partners with communities (Mlachila & Moeletsi, 2019). By developing a sense of social
responsibility through community engagement, South African educational policy creates the
groundwork for making community engagement a priority (Eberséhn et al., 2015). The
intervention phase was guided methodologically by PRA principles and situated theoretically
within an RRR framework. For this reason, the researchers partnered with the teachers in
developing the intervention. PRA integrates research and action by allowing communities to
share and act together with external help to enrich and improve their lives. Within the asset-
based theory, PRA provides ways for researchers to grasp micro-realities (Ferreira et al.,
2013). Therefore, PRA requires a shift from the researcher as an outsider who has expert
knowledge to a non-expert whose role is to mobilise the expertise of others (Chambers, 2004;
Ferreira, 2006). Ecological perspectives on resilience emphasise the potential of individual
and community resources (Ferreira et al., 2013). Applying PRA principles enable researchers
tocof acilitate change in partnership with
probl ems o talF2013) Ehusr RRA &so supports the asset-based approach's main
principles: to empower individuals and communities to generate positive and impactful change
from within (Ebersthn et al., 2015).

Support staff for the intervention comprised the participating teachers across the six
sampled schools. The organisational and leadership drivers included the six participating
schools and the resources provided by the research team from the CSR. The Synergos
Institute played a vital role in funding the Isithebe intervention. Their funding covered the cost
of flights and accommodation to the EC, stationery and gifts for the research participants,
funding for drinks and refreshments for all Isithebe gatherings, and material costs for the

il sithebe Kitso.

3.4 Selection of Schools and Teacher Participants
3.4.1 Introduction

The sampling section discusses the non-probability sampling of schools and participants. For
my study, purposive sampling was applied at the school level, whereas convenience sampling
was applied to select participating teachers within schools. Section 3.4.2 discusses using
purposive sampling to select schools situated within a challenged educational context and the
advantages and limitations of the selection process. Section 3.4.3 discusses using
convenience sampling to select teachers from each of the six schools that participated in my

study and the advantages and limitations of the selection process.
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3.4.2 Purposive Sampling of Schools

Six public peri-urban primary schools in the Nelson Mandela Metropole, EC, were purposively
sampled as having characteristics of schools in challenged socio-economic contexts in South
Africa. Challenged educational contexts are characterised by factors such as inadequate
healthcare, poverty and unemployment, and a lack of basic infrastructure (StatsSA, 2017a).
Following intervention design principles, it was expected that at least one of the schools would
opt out of the intervention phase and serve as a control group. However, this expectation
wasnodét realised and, accordingly, there were no

The peri-urban primary schools included in the sample are classified as Quintile 3
schools, indicating that no school fees may be charged. According to the South African
Schools Act (RSA, 1996), the Minister of Education determines the funding provided to public
schools based on a quintile ranking system (where Quintiles 1 to 3 schools are declared no-
fee-paying schools). The Minister must provide the list of public schools that may not charge
school fees annually by notices in a Government Gazette (RSA, 1996). The amount of funding
is determined by the norms and standards of funding, which state the level of funding per
learner (defined as a no-fee threshold) (RSA, 1996). These no-fee-paying schools are usually
situated in contexts characterised by disadvantaged socioeconomic classes (determined by
the level of education and household income) (Mattsson et al., 2017; RSA, 1996).

Furthermore, learner achievement in Quintile 4 (fee-paying schools with lower class
sizes and lower LTRs, typically 25:1) is significantly higher compared to learners from Quintiles
1 to 3 (non-fee-paying schools with larger class sizes and higher LTRs, typically 42:1)
(Ogbonnaya & Awuah, 2019). All schools have high LTRs, indicating the likelihood of large
class sizes, as indicated by an annual Government Gazette published by the DoE (DoE,
2018). Inclusion indicators for my study included peri-urban primary schools situated within a
challenged educational context that results in fewer opportunities due to resource constraints
(Diale et al., 2014; Mattsson et al., 2017) . AExcluded from this sampl e ¢
are: secondary schools, rural and peri-urban schools, schools in middle and high-income
s p a c (Eleiohn et al., 2020, p. 9). Table 3.2 provides the characteristics of the six primary

schools.
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Table 3.2

Characteristics of the Six Primary Schools

School Peri-urban or rural Total number of Total number of LTR
learners teachers
1 Peri-urban 796 22 36.2:1
2 Peri-urban 645 19 33.911
3 Peri-urban 977 26 37.6:1
4 Peri-urban 1489 39 38.2:1
5 Peri-urban 1416 36 39.3:11
6 Peri-urban 1061 27 39.3:11

Participating schools for my study were selected by purposive sampling, as my study formed
part of a long-term and ongoing collaborative partnership established between the CSR at the
UP and the six participating urban schools from the Nelson Mandela Metropole, EC. Purposive
sampling was used to select schools to gather data relevant to the RQs (Maree & Pietersen,
2019). In this way, purposive sampling offered the opportunity to select teachers who were
willing and able to participate (which was specifically relevant for a commitment to the
intervention and the time needed for investment) and also offered the opportunity to select
schools that displayed characteristics that were relevant to the RQs (Cohen et al., 2018).
Furthermore, purposive sampling recognises the potential for thorough investigations and
allows for in-depth knowledge of the topic under inquiry to be gathered from relevant,

competent individuals (Cohen et al., 2018).

3.4.3 Convenience Sampling of Teacher Participants

For the Isithebe study, teachers from each public peri-urban primary school were sampled
using convenience sampling. Convenience sampling involves sampling participants based on
availability, willingness, or proximity (Nieuwenhuis, 2019). Convenience sampling criteria to
include teachers for the Isithebe study included the willingness of teachers in purposively
sampled schools to participate (as participation was voluntary and informed consent was
required) and the availability of teachers in each of the schools. Exclusion criteria included
teachers who lacked English proficiency or were unavailable or unwilling to participate.

An advantage of non-probability convenience sampling is the convenience of finding
appropriate participants at a given time or place, making the sampling process quicker and
easier (Cohen et al.,, 2018). However, a disadvantage of non-probability convenience
sampling is the possibility of researcher bias resulting from selecting participants whose
responses will lead the study in a certain direction (Maree & Pietersen, 2019). As a result, it is

necessary to use non-probability convenience sampling with discretion to avoid researcher
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bias. To overcome the limitation of researcher bias, a DBE employee assisted with contact

details of appropriate participants that the researcher did not know. | invited the principals and

teachers in the chosen schools to participate in my study. At the September 2018 pre-
intervention meeting, Fieldworkers expl ained the studyo6és objecti v
participate in the intervention meeting in September 2018. Only the teachers who were willing

and able to participate were selected for the sample.

Figure 3.11 provides an overview of the gender distribution of the participants

Figure 3.11

Participating Teachers6Gender Distribution
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Sampled teachers manually completed photocopies of quantitative questionnaires, informed
consent forms, and demographic questionnaires (see Appendix E).

Table 3.3 provides an overview of the biographical details of the participants. The
participants with stars next to their participant numbers indicate teachers present at both the
pre-and post-intervention data collection. The Progress in International Reading Literacy
Study (PIRLS) Literacy report paints a national picture of 45% of Grade 4 learners being taught
mostly by teachers with Post-Secondary Education (this includes a Technikon Diploma and
Post-Secondary Training) and another 30% of Grade 4 learners being taught by teachers with
a B Ed degree. The sample in my study mirrors these patterns of teacher qualifications, with
29 of the 36 teachers in the sample having a Diploma in Education and seven teachers in the
sample having a BEd degree (PIRLS, 2016).
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From Table 3.3, it is clear that most participants were females over the age of 40, with
the average age being 49.46 years (SD=8. 20) , where SD denotAs fsta
weighted mean was used by executing the procedure described below.

The age categories on the demographic questionnaire wer e fl ess than 15
Aibet ween 15 and 24 yearso, and fimore than 24 vy
categories were used: Al to 15 yearso, fAl16 to 24
in the last category equalled 42. Given the fact that teachers typically enter the teaching career
at the age of 23 (in South Africa, high school is completed at the age of 18, and it takes four
years to obtain a teaching diploma/degree), and the retirement age in South Africa is 65 years
ofage,themosty e ar s 6 e = poath Africam te&cher can have is 65-23=42 years. Using
a weighted mean, the average years of teaching experience for the sample was 18.78
(SD =9.10). The national age patterns of teachers in this sample reflect international patterns,
with 42% of learners having very experienced teachers with 20 years or more experience.

South Africa follows a similar pattern, with 40% of the teachers having 20 or more years of
experience (PIRLS, 2016). Furthermore, the average teacher age for this sample was 49.46
years, which reflects both national and international patterns of an ageing teacher force with

too few younger, qualified people entering the teaching profession (PIRLS, 2016).

97



Table 3.3

Demographic Details of the Participants
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Thirty-six teachers were present at the pre-intervention data collection, 30 attended
the intervention training, 21 attended the teacher-researcher meeting, 30 attended the second
teacher-researcher meeting, and 20 teachers attended the post-intervention, with only 15 out
of the 20 teachers being present who were also at the pre-intervention. Seven teachers sent
post-test questionnaires via email, constituting 22 completed pre- and post-test
guestionnaires. Two teachers who were present at the pre-intervention data collection did not
participate in the intervention, and five teachers who participated in the intervention were not
present at the pre-intervention. Figure 3.12 provides an overview of teacher attendance
throughout the intervention.

Figure 3.12

Teacher Attendance: Intervention Implementation
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3.5 Quantitative Data Collection and Analysis
3.5.1 Introduction

For the quantitative component of my study, | administered two instruments. The first was the
TR questionnaire which includes items from existing scales generated from the FIT-Choice
scale (Watt & Richardson, 2007), the ENTREE project (Peixoto et al., 2018), BriTE project
(Mansfield et al., 2015), the FIRE project, UP (Coetzee, 2013) and an assets-based model
designed by Morgan (2011) (see Appendix C). The second quantitative instrument is the SC
scale, which includes items from the OPHI (Zavaleta, 2017) and the REPPSI (Regional
Psychosocial Support Initiative) scales REPPSI, 2016) (see Appendix D). The following

section discusses motivation for selecting these scales.
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3.5.2 The ENTREE TR Questionnaire
ENTREE is an instrument that consists of eight different scales relating to different domains
of TR. The TR questionnaire includes items from seven scales with domains of fteacher
professionalism (TR-Prof), teacher emotion (TR-Emot), teacher motivation (TR-Mot), teacher
sense of coherence (TR-Soc), self-efficacy (denoted in the measure as Resilience [Res] and
teacher efficacy (TeachEff)o(Ebersdhn et al., 2020, p. 10) and the contextual scale (Coetzee,
2013). The participants were invited to respond to the statements on a seven point Likert scale
(ranging from 1 = ADo not agree at all o t

indicate their confidence on a Likert-t ype scal e (ranging from 1

to 7 = AStrongly Confidento).

AfiCentral to teachePr efrofies st lomatl &3 ah & TRO

professional goals, and aspects such as commitment, organisational and teaching skills.
Teacher emotion (TR-Emot) includes aspects essential to resilience, including humour,
enjoyment , and e mEbeisimet &l., 2020,pu9). deachar mativation (TR-
Mot) combines factors such as optimism and intrinsic motivation (Peixoto et al., 2018; Watt &
Richardson, 2007). Teachers' sense of coherence (TR-Soc) indicates the coping techniques
teachers use to understand and manage difficult situations (Peixoto et al., 2018). Self-efficacy
(also known as Resilience) and teacher efficacy are two efficacy domains (TeachEff). Self-
efficacy refers to a teacher's ability to bounce back when confronted with difficulties and a
collection of skills used to cope with adversity (Morgan, 2011; Peixoto et al., 2018). Teacher
efficacy assesses their beliefs concerning their behaviour and ability in the teaching profession
(Morgan, 2011; Peixoto et al., 2018). The interaction between contextual factors and teacher
characteristics is critical in the working framework chosen to understand TR (Peixoto et al.,
2018).

The TR questionnaire's contextual items assessed how teachers use contextual
protective resources to adapt to and overcome difficult situations inherent in the teaching
profession, such as large classrooms, lack of teaching and administration staff, discipline
challenges and heavy workloads. These elements encompass both what may happen inside
and outside school. TR has demonstrated that the level of support from school or government
authorities, and encouragement from family members and co-workers (using other teachers

as a collective problem-solving network), is critical (Coetzee, 2013). Accordingly, contextual

(0]

items investigated these factors in the TR

factors that sustain teachers in their profession, such as showing empathy to or instilling hope

in learners, having a sense of accomplishment in their work by employing problem-solving

strategies, a positive attit uEbersohnaetad 2020, @ %N.i ng
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3.5.3 The REPSSI SC Questionnaire

The REPSSI SC questionnaire is drawn f rionnof &Pand 6s ope
assesses external and internal indicators of SC and isolation (Bandeira & Mazibuko, 2017,
Zavaleta et al ., 20SC&pphasi€eR theinpsrtartcedf relations, regpect o f

and freedom from humiliation, especially in resource-constrained settings (OPHI, 2020). This

definition is based on the literature on social capital, social cohesion, social exclusion and

psychological theories of loneliness, including internal and external indicators of SC and

isolation (Zavaleta et al., 2014). External indicators of SC refer to objective measures of an
individual 6s soci al interactions, including frec
reciprocity and volunteering. Internal indicators of SC refer to an i ndi v isdbjecived s
perception of their own degree of interaction in the social environment, including satisfaction

wi t h soci al relations, t he need for rel atedne:
neighbourhood, loneliness, and trust. For my study, Question 6 (Scale 1), Question 7 (Scale

2), Question 8 (Scale 3) and Question 9 (Scale 4), signifying internal SC, were selected and

renamed as the following:

M Scale 1: ABuil ding, Rel ationshi pso

T Scale 2: fiNeed for Rel at ednesso,
T Scale 3: #fABelondismd avs oln@dnel i ness/
 Scale4d:nTrust o.

OPHI 6s c¢ onc e pSChulds onsmaltidisaplinargviork exploring external and
internal aspects of SC and proposes a conceptual framework and a series of indicators to
measure SC. To date, the technical quality of the REPSSI SC questionnaire in terms of
reliability and validity has not been established. However, the conceptual scales provide a
solid foundation for developing fundamental internationally comparable indicators that assess

specific characteristics of SC and isolation (Zavaleta et al., 2014).

3.5.4 Quantitative Analysis
To address the SRQ@EC.compartepre-addposfFiRn taenrdvent i on? 06, qu:
data were analysed using SPSS. Descriptive and inferential statistics were used to understand
the population sample better and assess the frequency of replies to the Likert-scale questions
(Field, 2018). Normality tests were conducted, and since it was found that the data deviated
significantly from normality (Shapiro-Wilk [S-W] test p-values were less than 0.05),
nonparametric tests were used. Specifically, the WSR test was used to establish differences
between groups pre- and post-intervention (Field, 2018). A level of significance of 5%
(4 = 0.05) was used for all statistical tests, indicating 95% confidence that differences between

groups are not due to chance.
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3.6 Qualitative Data Collection and Analysis
3.6.1 Introduction

PRA principles informed qualitative data generation. For my study, | generated qualitative data
at various time points: pre-intervention (18 September 2018), post-intervention (21 September
2019), and process data (collected at joint teacher-researcher meetings that took place 27
May 2019 and 29 July 2019). Qualitative data sources can be collected in many forms i field
notes, interview transcriptions, pictures and observations (Angrosino & Rosenberg, 2011;
Nieuwenhuis, 2019). WhatsApp was used as a platform for teachers to capture and document
teacher gatherings when researchers were not present. Pre- and post-intervention data and
joint teacher-researcher Isithebe gatherings ¢ o n s i s t(ieadidiogeicordéd and verbatim

transcribed oral school-group poster presentations, as well as (ii) observation and field notes

(documented as both visual and textuadrocdsat a) 0o

and post-intervention teacher-researcher gatherings, teachers per school were grouped
together and asked to plot their school answers on a poster and present it. Table 3.4 presents

an overview of pre-process and post-PRA interview questions and documented data.
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Table 3.4

Overview of Pre-, Process and Post-Intervention PRA RQs and Documented Data

Date of data collection

Interview questions guiding teacher poster presentations

Documented data source

18 September 2018
(pre-intervention) and 21 September
2019

(post-intervention)

=1

What does it mean to be a ¢

=1

What helps you continue bei

- asked at pre- and post-intervention.

AWrite down the relationship
school community.o
AWhich relationships help yo

(due to time constraints, only asked at post-intervention.)

C

r

L

Textual data: Verbatim transcriptions of audio-
recorded school-group presentations on PRA

prompts;

Visual data: Photographs of PRA posters (see
Appendix H);

Observation data: Field notes and researcher

journal on PRA-process (see Appendix G).

Joint teacher-researcher Isithebe
gatherings: 27 May 2019 and 29 July
2019

iHow do these gatherings hel
iHow do these gatherings hel

(asked at May and July joint teacher-researcher meetings.)

F
F

Textual data: Verbatim transcriptions of audio-
recorded school-group presentations on PRA
prompts;

Visual data: Photographs of PRA posters (see
Appendix H).
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3.6.2 Pre- and-Post Qualitative Data Generation
The pre-intervention Isithebe assessment qualitative TR and SC measures took place in
September 2018 with 36 teachers. PRA school-group activities involved teachers working in
groups (working together per school) to address questions and then present the PRA posters
to the group.
At pre-and post-intervention time points, the following PRA prompts were posed to
teachers per school:
1. AiWhat does it mean to be a good teacher? What
(Appendix G)
2. iWrite down the relationships you have as a t
relatons hi ps hel p you t o AppendaG)good teacher ?0 (
Due to time constraints during pre-intervention data collection, teachers could not respond to
the second set of questions about relationships. Therefore, only process data and post-
intervention data explore which relationships assist in being a good teacher. There were six
school groups of teachers in the same venue. Teachers referred to their school groups, and
upon agreement on an answer, each teacher group
poster. Refer to Sections 3.4.2.1 to 3.4.2.3 for pictures of pre- and post-intervention poster
presentation. Refer to Appendix G for pictures of PRA posters from all six schools at pre-and-

post intervention data collection.

3.6.3 Qualitative process data

The following PRA questions served as prompts to school groups during joint school meetings
in May 2019 and July 2019 and during the post-intervention session:
1. AiHow do these Isithebe gat hegAppendix§&S) hel p you to
2. ftHow do t he sgatltsdrtihredps hel p y o@ppendix@ school pro
As with other PRA activities, teachers were consulted per school, wrote answers on posters
and verbally reported their answers to other schools. The posters were photographed (see
Appendix G), and the presentations were audio-recorded and transcribed verbatim.

Observation as a data collection technique supplemented the PRA qualitative data in
my study. My chosen observation methodwas fAobserver as participanto
p. 91). Asfiobseawveparticipanto (Nieuwenhui s, 20109, [
intervention, but my primary role as an observer was to look for patterns, the intent of teachers
and a more in-depth understanding of how they communicated with peers from the same
schools and between teachers from different schools. | assumed a non-participatory,
unstructured role as an observer as participant. My observations were documented as field
notes in a reflective journal (see Appendix F) and photographs (as seen throughout this

chapter).
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One of the benefits of observation data is that the researcher can directly experience
the interactions in the relevant social setting (Cohen et al., 2018). Such data allows a flexible
approach ranging from unstructured to fully unstructured. The researcher can then assume
different roles, from participatory to non-participatory (Creswell, 2014). Other benefits of the
observational approach are the ability to explore collective cultural practices and obtain a
comprehensive i mpression of the complex and diverse
(Bengry-Howell & Griffin, 2012.

A potential limitation of observation data is that the act of observation itself might bring
about changes in participantsd behaviHowel& rende
Griffin, 2012). The roles of and interaction between researchers and participants are not fixed
but ever-developing (Raheim et al., 2016). At the beginning of the intervention, | felt the
teachers were more comfortable with senior researchers they had worked with before on
previous projects. In our first meeting, the teachers viewed me as an outsider. Throughout the
intervention, | felt my relationship with the teachers deepen as they became more comfortable
around me. The participants became more comfortable openly sharing their experiences and
perspectives with me through this process.

Although observer bias is one of the main critiques of observational research, it is
essential to recognise that no observation can be genuinely objective as it is a matter of
interpersonal interaction in a situation where an objective hypothesis is being tested (Creswell,
2014). Phillippi and Lauderdale (2018) recommend that the researcher stay reflexive while
observing and document the observations almost immediately while observations are still
fresh in the r e s$atemptedtcebe @fexiveley comstantly being aware of the
aspects that could have affected the research process, documenting my observations
accordingly.

Photographs 1 to 54 throughout Chapter 1 and Chapter 3 display the activities and
participants involved throughout the intervention. The advantages of visual documentation as
a data collection method include visually capturing specific moments that represent the
participantsdé actions and behaviours (Ebers®hn &
capturing finer details regarding relationships and activities which otherwise could have been
forgotten. Furthermore, the photographs enhanced the crystallisation of my study by
demonstrating the process of research that was followed (Ebersthn & Eloff, 2007). Visual data
(photographs) serve the purpose of being an additional source of data to corroborate findings

and therefore enhance the rigour of my study (Lune & Berg, 2017).
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3.6.4 Qualitative Data Analysis

The qualitative data analysis involved within-case TA of PRA-related data (verbatim
transcriptions of school poster presentations 7 see Appendix E- and visual data of PRA-
posters 1 see Appendix F) to compare textual and visual data sources. TA finds reoccurring
themes or phrases that convey essential meanings, allowing the researcher to delve further
into the phenomenon of interest (Braun & Clarke, 2013). | followed the 6-step approach to a
TA described by Braun and Clarke (2006). Firstly, | transcribed the data and familiarised
myself with the transcriptions by reading through them several times. Secondly, | started jotting
down some preliminary codes evident from the transcriptions. Thirdly, | classified the codes
into themes, and fourthly, reviewed and refined the identified themes. Fifthly, | named the
themes, and lastly, | compiled a report that included some extracts of the transcriptions as
evidence of the identified themes.

In the first step, | had to capture and transcribe the poster presentations that took place
during the various field visits verbatim. The verbatim transcripts were augmented by
observations (recorded in my research journal and visual methodology). | used coding to
identify major themes and categories that appeared in my data documentation's content
(audio-recorded and verbatim transcribed focus groups, field notes, and visual data).

In the later steps, | gave meaning to my data during the data interpretation process by
equating the processed data to current literature in the field. Through data interpretation
process, | constructed interpretations to explore SC as a resilience-enabling pathway for
teachers in challenged educational contexts. In this way, | added to and enlarged the field's
existing body of knowledge. | interacted with the data and gained new insights and views
based on discussions with my supervisors and co-researchers and ongoing questioning and

reflections.

3.6.5 Integrated Data Analysis

| had to remain aware of how the data would meet the research purpose and how it would be
used to address the RQs (Plano Clark & Ivankova, 2016). | concurrently collected the
quantitative data (the TR/IENTREE scale and the REPSSI SC scale) and the qualitative data
(PRA posters and presentations and observation of context). In basic concurrent MMR
designs, three steps are followed in data analysis. Firstly, both QUAN+QUAL data are
collected separately at roughly the same time. Secondly, neither quantitative nor qualitative
data analysis builds on the other at the data analysis step. Finally, until both types of data
have been collected and analysed separately, the results from each type of study are not
integrated at the data interpretation step. Only after gathering and interpreting data from the
QUAN+QUAL components is a meta-inference generated, which combines the conclusions
reached from the various QUAN+QUAL data and findings (Gravetter & Forzano, 2018).
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3.7 Integrated MMR Quality Indicators
3.7.1 Introduction

An MMR approach guided the non-experimental pre- and post-design. The problems of

integration in MMR suggest the need to recognise that there might be legitimation issues that

are not associated with mono-method designs (Perez, 2019). MMR require bilingual

terminology that transcends the separate QUAN+QUAL orientations with the term

Al egitimationod that haQUANeQUALMvestagatarse(@rniwaebbluzie t o b o't
et al., 2011; Perez, 2019). Section 3.7.2 discusses legitimation for MMR relevant to my study.

The challenge in ensuring quality in an MMR design is more significant because of the

integration of the QUAN+QUAL results (Onwuegbuzie et al., 2011). Therefore, legitimation for

MMR requires the researcher to explorefit he extent to which all rel e
are utilized so that the research can be considere d hi gh on the multiple r e
(Onwuegbuzie & Johnson, 2006, p. 59). Section 3.7.2 discusses the reliability and validity of

guantitative measures, and Section 3.7.3 discusses the qualitative quality criteria.

3.7.2 Legitimation in MMR

Onwuegbuzie and Johnson (2006) give a taxonomy of nine categories of legitimation for MMR
researchers to examine; these are: isampl e i nt e gautaidei weaknessi nsi de
minimization, sequential, conversion, paradigmatic mixing, commensurability, multiple
validities, politicalo (Onwuegbuzie & Johnson, 2006, p. 57). Only relevant typologies for my
study are discussed next. Sequential legitimation refers to potential problems when reversing
the sequence of the QUAN+QUAL methods to generate meta-inferences (Onwuegbuzie &
Johnson, 2006). As my study follows a concurrent MMR design, consideration of sequential
legitimation is not necessary. Conversion legitimation refers to scrutinising inferences made
after qualitising and/or quantitising the data, which is not addressed as my study makes
inferences from separate quantitative and qualitative data and findings.

iSample integration | egit i-+oadusiansmly combirtingi | s co
the inferences from the QUAN+QUAL phases employing the same participants in both the
QUAN+QUAL components (Onwuegbuzie et al., 2011, p. 1265). My st udy és sampl e c (
of the same participants for both the QUAN+QUAL components, so the sample integration
legitimation is high. Furthermore, only teachers who completed both pre- and post-intervention
measures were used to compare TR and SC scores pre- and post-intervention.

il nwiudesi de |l egitimationd refers to how prope
on the insider's and observer's perspectives (Onwuegbuzie & Johnson, 2006, p. 58). When a
researcher becomes ethnocentric or actively involved with the group they are studying, their
capacity to be objective may be jeopardised (Perez, 2019). These conditions may pose a

potential risk for me on both fronts. Firstly, | am a white female from a privileged position who
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is conducting research with people from disadvantaged backgrounds. Secondly, as | adopted
a PRA methodological approach to my study, | must be actively involved in the intervention.
For this reason, it was particularly important for me to be reflexive throughout the research
process. The term "reflexivity" refers to a critical examination of how a researcher derives
information from the research process (Phillippi & Lauderdale, 2018). | tried to be reflexive by
being aware of the things that could affect the research process and taking a step back to
assess my role in the research process. Member checking or participation review is another
essential approach for gaining a justified insider perspective (i.e., have participants check the
transcriptions and assess my interpretations of it) (Onwuegbuzie & Johnson, 2006). By using
member checking (Smit & Onwuegbuzie, 2018), | can validate the accuracy of my portrayal of
the participantsoperspectives. | double-checked and clarified their responses and subsequent
study findings to ensure that my interpretationsaccurate | y portrayed the.partic
| also tried to describe the participants' comments as accurately as possible.
AWeakness mini mizat i onthelexegtita whithathei reseaccher ef er s
combines the strength of quantifiable data drawn from quantitative analyses (Onwuegbuzie &
Johnson, 2006, p. 58), along with rich, detailed, contextual accounts of human experiences
drawn from qualitative research (Perez, 2019). However, the important principle is that the
researcher must carefully assess the extent to which the strengths of one approach can
compensate for the weaknesses of the other approach. My study addresses this limitation by
using internationally recognised research constructs to operationalise and measure TR and
SC while incorporating qualitative research methods to account for the contextual nuances of
research in a South African context.
iParadigmatic mixingd refers to fithe extent
ontological, axiological, methodological, and rhetorical beliefs that underlie the QUAN+QUAL
approaches ar e successfully (a) combined or (
(Onwuegbuzie et al., 2011, p. 1256). Many objections to MMR are founded on the notion that
QUAN+QUAL research methods cannot be combined in a single study because their
ontological and epistemological foundations are incompatible (Perez, 2019). Pragmatism
avoids concepts such as truth and reality. Instead,itt a k es o n t hexpenentielworld f an A
with different elements or layers, some objective, some subjective, and some a mixture of the
t w gFeilzer, 2020, p. 8). In pragmatism, truth as existing independently of people is regarded
as impractical and unreal; therefore, the purpose of research is not to represent reality
accurately but to provide useful knowledge (Lynam et al., 2020). Furthermore, by integrating
QUAN+QUAL met hods, research can fgo beyond 6cause
under stand t he Leask 2009, m I5YSCedn inforén&nowledge on TR within

challenged educational contexts.
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ACommensurability |l egitimationo riefdremces t o A
made reflect a mixed worldview based on the cognitive process of Gestalt switching and
i ntegr at igbume & Johsow, 2@06, p. 57). This viewpoint is meant to go beyond the
information provided from either a solely quantitative or qualitative design and is developed
through fAempathy trainingo ( OnDudng thddata cokectién J ohns o
process, | combined both action and reflection techniques by using a reflective journal and
remaining cognisant of the interpersonal skills that may have influenced how the data was
collected or interpreted (Nieuwenhuis, 2019) through member checking and discussions with
the supervisors and co-researchers.

APolitical |l egitimationdo refers to the diffi
(including stakehol der s and -ipfevdndexcstemmairigéamboth i n v al
the quantitative and qual it at {(Onwueglounsien dohnsom,t2806, p. 57). In
traditional quantitative research, decision-making and power over the research process are
entirely in the researcher's hands (Onwuegbuzie et al., 2011). In postmodern gualitative
research, considerable power is placed with the research participants themselves, and the
researcher takes the role of collaborator and facilitator (Phillippi & Lauderdale, 2018). As such,
the research employs a PRA approach whereby researchers understand micro-realities within
an asset-based theory and requires a shift from the researcher as an outsider who has expert
knowledge to a non-expert whose role is to mobilise the expertise of others (Chambers, 2004).

iMul tviapgliedi ti es | egi t i xeattta whichoall relevfaret researcho  t h e
met hodol ogies are employed, and the research can
(Onwuegbuzie & Johnson, 2006, p. 59). While dealing with the quar
legitimacy, for example, the relevant quantitative validities are addressed and attained; when

1

dealing with the gqualitative component's | egit.i
addressed and achieved (Onwuegbuzie et al., 2011).

Quantitative standards of rigour and qualitative quality criteria standards are
considered next. Firstly, quantitative standards of rigour are discussed in Section 3.7.3,

followed by a discussion on the quality criteria for qualitative research in Section 3.7.4.

3.7.3 Quantitative Standards of Rigour
3.7.3.1 Introduction

The following section details the standards of rigour for the quantitative research employed in
my study. Sections 3.7.3.2 and 3.7.3.3 discuss the reliability and validity of the quantitative

measures, respectively.

3.7.3.2 Reliability
Reliability refers to the consistency or dependability of a measure and the extent to which the

same results are obtained if the study is repeated using the same sample (Heale & Twycross,
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2015). The Entrée TR scale provides a good fit for measuring TR's conceptual and operational

definitions (Mansfield et al., 2015). Peixoto et al. (2018) conducted a hierarchical regression

analysis using the ENTREE project's model, with the global measure of resilience as the

dependent variable and all other measures as independent variables. Ai Conf i r mat ory Fa
An a |l yGFA)sairobprated the factor structures for all measurements (Orcan, 2018, p. 414).

The CFA was conducted using the maximum likelihood estimator available in AMOS 24.0

(Arbuckle, 2016), where AMOS stand s f or fiAnalysis of Moment Stru
p . 1) . The model sé6 goodnessflCompéi &t wae CH)jstsebk s é d
ATuclkewi s IThl)daadxior o(o t mean square erRMBEA)BU& appr ox
Benter, 1999, p. 1), respectively. According to Hu and Bentler (1999), the CFI should exceed

0.9, the TLI should exceed 0.9, and the RMSEA should not exceed 0.08. fiConf i r matory
analyses were carried out for each measure separately showing an adequate fit to the data

with CFI ranging from 0.935 to 0.999; TLI ranging from 0.922 to 0.99 and RMSEA ranging

from 0.032 to 0.102081) Peixoto et al., 2018, p.
The REPSSI SCscale is drawn from OPHI 63C thatper at i c

assesses both external and internal indicators of SC and isolation (Bandeira & Mazibuko,

2017;Zaval eta et al ., 2014) .SCORdslordonultidisoipiinary warku al i s a't

that explores external and internal aspects of SC and proposes a conceptual framework and
a series of indicators to measure SC. As this questionnaire is unpublished and forms part of
grey literature on the subject, the REPSSI does not yet have a published technical manual
and has no established reliability or validity coefficients. For my study, reliability analysis was
conducted usi ng deffecients docestablsh vhéthemttee underlying variable
structure of the SC REPSSI questionnaire is a consistent measure in the setting of South

African peri-urban primary school teachers in challenged contexts (see Section 5.2.4).

3.7.3.3 \Validity
Researchers must ensure that the numbers they employ to depict reality match the measured
attributes. AVal idity concerns what an instrument meas
2017, p. 58); thus, it is the extent to which the results represent reality.
The TR guestionnaires utilised in my study included items from existing scales from
the FIT-Choice scale (Watt & Richardson, 2007), ENTREE project (Peixoto et al., 2018),
BRITE project (Mansfield et al., 2015), the FIRE project, UP (Coetzee, 2013) and an assets-
based model (Morgan, 2011) which used a Likert-type scale to measure TR. The validity of
the questionnaire was established by Watt and Richardson (2007) during the development of
the FIT-Choice scale. The developmental study provided and established good evidence for

construct validity across two independent samples.
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The REPSSI SCscale is drawn from OPHI 63 thatper at i c
assesses both external and internal indicators of SC and isolation (Bandeira & Mazibuko,
2017;Zavaleta et al ., 2014) . AOPHI 6s conceptualis
multidisciplinary work that explores external and internal aspects of social connectedness and
proposes a conceptual framework and a series of indicators t o measur e social cor
(Ebersohn et al., 2020, p. 10). For reliability and validity measures, the scale has no empirical
support. On the other hand, the conceptual scales provide a solid foundation for developing
fundamental internationally comparable indicators that assess specific characteristics of SC
and isolation. OPHI &6s conce$fQiuiasl ibsaasteido no na ntdh emelai s
social capital, social cohesion, social exclusion and psychological theories of loneliness, which
includes both internal and external indicator s
(Tomlinson, 2020, p. 54).

3.7.4 Qualitative: Quality Criteria
3.7.4.1 Introduction
The following section discusses the quality criteria for the qualitative phase of my study.
Despite the fundamental epistemological differences between QUAN+QUAL research, there
are scientific similarities between the various approaches, such as both types of researchers
using empirical observations to address RQs. Both sets of researchers incorporate safeguards
into their inquiries to reduce confirmation bias - defnredas fisystemati c overcon
focal h yip(MtKbneies, 20860 p. 577) and to enhance trustworthiness (Plano Clark &
Ivankova, 2016). Trustworthiness (see Section 3.7.4.2) is about establishing four criteria,
namely, credibility, transferability, dependability and confirmability, which are discussed in
Sections 3.7.4.3 t0 3.7.4.6.

3.7.4.2 Trustworthiness
Trustworthiness in qualitative research refers to the degree to which the findings took place
as the researcher reported them. Trustworthiness is flexible and negotiable, as readers may
not share in the researcherb s subjective interpretation of t h
However, other people reading the research should be able to discern how the research
interpretation occurred through reflexivity and peer debriefing. The term "reflexivity" refers to
a researcher's understanding of the direct or indirect impact of her role in the research process
on the findings (Cohen et al., 2018). As such, | remained reflexive throughout the research
process by acknowledging and reflecting on the possible influence of researcher bias. |
documented these reflections throughout the intervention in a research journal (Appendix G).
Despite my best efforts to be open to the participants' opinions and points of view, |
realise that | entered the research field with my own frame of reference. Some of a

r e s e a r elefs and assumptions are based on cultural backgrounds, political ideologies,
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race, gender, and social status (Goodson & Gill, 2011). | was continuously aware of and
acknowledged these assumptions and beliefs through reflection. | reflected on my own
learning process, identifying themes, sub-themes, patterns, and possible connections
between data (Goodson & Gill, 2011). In addition, | pondered on the tactics and strategies |

utilised, determining which were successful and which were not.

3.7.4.3 Credibility

The term Acredibilityo refers to the research
replies (Cohen et al., 2018). The necessity of openness in any research project is emphasised
by credibility, as openness is the foundation of public accountability, methodology, and
outcomes. Patrticipants should assess research findings for potential bias and one-sidedness.
As such, teachers had the opportunity to judge the credibility of the results as authentic and
relevant by using member checking during joint teacher-researcher meetings (27 May 2019,
29 July 2019 and 21 September 2019). | double-checked my comprehension and depiction of
t he parti ci pesthtogldoutpne studyppmaeds.iFurthermore, detailed disclosures
of methodological decisions and processes improved my study's rigour (Cohen et al., 2018).
Numerous data sources (For textual data: verbatim transcriptions of audio-recorded school-
group presentations on PRA prompts i see Appendix E. For visual data: photographs of PRA
posters T see Appendix F. For observation data: field notes and researcher journal on PRA-
process i see Appendix G) were used and documented throughout the intervention to

enhance the quality of data interpretation (Maree, 2019).

3.7.4.4 Transferability
Transferability refers to whether certain aspects of the research findings can be viewed as
lessons learnt that might apply to various populations in similar settings (Nieuwenhuis, 2019).
Generalisations in qualitative studies to larger populations are not possible because
occurrences inside a single sample population are not time- nor context-free. Transferability
of these created working assumptions from case to case may be achievable, depending on
the degree of contextual similarity (Willig, 2018). Although each with unique characteristics,
the six participating schools share a similar challenged educational context. Furthermore, the
majority of the participants are female, implying that the findings from my study could differ in
other contexts and other genders. However, the reliability and transferability of these
conclusions to other similar contexts or populations are enhanced by the variety and richness
of qualitative data sources (Nieuwenhuis, 2019).

There are always aspects that are unique to a specific case or series of events that
limit transferability to other contexts. Therefore, it is critical to have detailed information about
the case under study to decide whether the working assumptions derived from the study apply

to other cases or contexts (Maree & Pietersen, 2019). A researcher who intends to transfer
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the results to a different context should take responsibility for determining whether the transfer
is reasonable. As such, | provide rich descriptions of my st udy 6s cont ex
photographs (see Photographs 1 to 51), statistics of the participating schools (see Table 3.2)
and demographic information of participating teachers (see Table 3.4).

The focus of my study was to understand, measure and describe the impact of SC on
resilience in teachers in primary schools. | purposively sampled six EC primary schools from
lower socio-economic neighbourhoods and conveniently sampled teachers from these
schools. The transferability of my findings is limited to (i) educational contexts characterised
by similar structural disparity challenges, (ii) primary schools, (iii) mostly female teachers aged
around 50 years of age with around 19 years of teaching experience on average, and (iv)

tertiary teaching qualifications.

3.7.4.5 Dependability
Dependability refers to the researcheroés
study and the social world by engaging in constant reflection through research reflexivity, and
choosing multiple data sources such as transcriptions, photographs and written accounts
(Cohen et al., 2018; Goodson & Gill, 2011). Being a reflexive researcher entails an awareness
of the interconnectedness of the researcher and the social world and how they may be
influenced by their perceptions (Cohen et al., 2018).

| was the primary instrument for collecting and analysing data for both the
QUAN+QUAL component of the research design. My role would have been the same for the
guantitative component of the research design, whoever administered the questionnaires. For
the qualitative component of the research design, | had the opportunity to take advantage of
the possibilities to gather and develop significant and rich data in my capacity. The reality that
humans are subjective beings, on the other hand, limited my role as a human instrument.
Because researchers do not have direct access to another's perspective, an accurate
description of what was said or meant is impossible (Cohen et al., 2018). | was mindful of how
| perceived the research process and how my background and perspective may have
influenced my impressions of my study outcomes throughout the research process. |
attempted to address this potential problem by thinking about the potential filters that could
influence my interpretations and jotted them down in my research journal. To limit subjectivity
and to reflect on possible interpretations after each session, | held regular debriefing sessions
with my co-researcher and supervisors. | used multiple data sources (For textual data:
verbatim transcriptions of audio-recorded school-group presentations on PRA prompts i see
Appendix E. For visual data: photographs of PRA posters - see Appendix F. For observation

data: field notes and researcher journal on PRA-process i see Appendix G) in my study to
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enhance dependability. In addition, | documented the research with photographs displayed
throughout the research chapters (see Photographs 1-51).

3.7.4.6 Confirmability

In qualitative research, confirmability refers to the degree to which a study's outcome reflects
the inquiry's focus rather than the researcher's prejudices (Babbie, 2020). A sufficient audit
trail should be left behind to enable a third party to trace the sources used to establish the
interpretations and conclusions to increase confirmability. In Table 3.1, at the beginning of the
chapter, | provide a clear explanation and account of my research process with documented
data sources and refer the reader to the relevant appendices. In addition, | remained reflexive
throughout the research process by continually reflecting on the research process to enhance
confirmability (refer to Appendix G). As the data collection took place with a research team,
this enabled me to get input from my co-researchers during data collection and rely on
participants®é input duri ng me mbedduringjoietdelchen-g . Me mk
researcher meetings on 27 May 2019, 29 July 2019, and 21 September 2019 (refer to
Appendix F for the research visit schedule). My supervisors assisted me in deriving results

and formulating findings in line with my data throughout the research process.

3.8 Conclusion

This chapter explained and justified my research methodology and strategies. An MMR
approach was used to collect, document and analyse QUAN+QUAL data concurrently to
explore and understand the complexities surrounding TR within a challenged educational
context. The study emphasised paradigmatic assumptions, which included a discussion on
pragmatism as the meta-theoretical paradigm of my study. The advantages and limitations of
MMR and the criteria for choosing an MMR design for my study were discussed and justified.
Following this, | discussed the research process and different study phases by outlining the
development and roll-out of the Isithebe intervention. | then discussed and justified using the
different data collection and documentation techniques. | concluded the chapter by addressing
the standards of rigour for the quantitative component of my study, followed by discussing the
guality criteria for the qualitative component of my study.

In the upcoming chapters (Chapters4and5), | endeavour toHewddr ess

does TR compare pre- and post-i nt er v e nt lHow nide® SCaongarefipre- and post-

intervention??o9
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4 Chapter Four: Social Connectedness Research Findings

4.1 Introduction

In Chapter 3, | explained the choice of a pragmatic meta-theoretical approach and a
concurrent MMR intervention design for my study. | outlined the development and stages of
t he 0l $Cintdneriien dising implementation science and explained the data collection
methods. To generate QUAN+QUAL data at pre-intervention, during the intervention and post-
intervention with teachers, an intervention design with a concurrent triangulation MMR
methodology was used. Chapter 4 presents MMR results for SC findings, followed by Chapter
5, which reports on MMR results for TR findings.

In Chapter 4, both quantitative, qualitative and integrated QUAN+QUAL results
endeavour to address SRQ1: A Ho wSCaampase pre-andpost-i nt e r v eamdtSRQ2n ? 0
iTo what extent did the SC -urban primaresthodlsoenablevi t h t e
S C ?l@resent an overview of quantitative findings generated at pre- and post-intervention
data collection to address these questions. After that, | present the qualitative findings
generated at pre-, process and post-data collection points, followed by an integration of
QUAN+QUAL findings. The qualitative data was first inductively analysed to generate themes
and sub-themes. After that, scales used for The REPSSI SC scales and corresponding links
to sub-themes are deductively analysed to discuss differences in pre- and post-intervention
results.

As | highlight in Table 4.1, | share quantitative, qualitative and integrated results to
address SRQ1 A How &0 empare pre-andpost-i nt ervention?0. After t
situate the findings within the literature by exploring confirmatory and contradictory studies

and present novel insights generated from my findings.
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Table 4.1

Outline of Chapter 4: SC Findings

SRQs Relevant section Documented data used for Data analysis
analysis
SRQl1fiHow 8® e s 4.2. Quantitative Pre- and Post-Intervention SC Results Quantitative Quantitative
compare pre- and post- i . . :
4.2.1 Introduction Completed questionnaires - Analysis: Not normally
i nterventi on . L .
. i i selected items from the SC distributed T WS R t est
4.2.2. Reliability of the REPSSI SC Questionnaire
TR REPSSI scale - compare the pre- and post-
4.2.3. REPSSI SC Questionnaire Descriptive Item-Level Statistics Appendix C. intervention sc
. . . et al., 2020, p. 28
4.2.4. REPSSI SC Questionnaire Pre- and Post-Intervention p. 28)
Quantitative Results
4.3. Qualitative SC Results o Qualitative
Qualitative

4.3.1. Introduction
4.3.2. Process Qualitative SC Results

4.3.3. Post-Intervention Qualitative SC Results

Verbatim transcriptions of

audio recorded teacher-

group PRA presentations.

Appendix E.

Within case thematic inductive

analysis of transcriptions
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4.4. Integrating QUAN+QUAL SC Results Quantitative Qualitative

4.4.1 Introduction Completed questionnaires - REPSSI scales and Sub-themes
selected items from the SC are deductively analysed to link
TR REPSSI scale - SC scales to qualitative Sub-
4.4.3. SC TR Questionnaire Scales and Corresponding Links to Appendix C themes

4.4.2 MMR SC Results

Qualitative Sub-Themes

SRQ2:

iTo w

did the SC intervention

with teachers in peri-

urban primary schools

enabl

e

SC?0

4.5. Literature control

4.5. Literature control

4.5.1. Introduction

4.5.2. Sub-Theme 1.1: Awareness of SC

4.5.3. Sub-Theme 1.2: Teachers Bonding Within and Across Social Networks

4.5.4. Sub-Theme 1.3: Leveraging School-community Networks

4.5.5. Sub-Theme 1.4: SC Valuing Positive Family Relationships

4.5.6. Sub-Theme 1.5: Teachers Bonding Within and Across Social Networks

4.5.7. Sub-Theme 2.1: Providing Implicit Social Support to Learners, Co-workers and School-Community Members
4.5.8. Sub-Theme 2.2. Providing Explicit Social Support to Learners, Co-workers and School-Community Members
4.5.9. Sub-Theme 3.1: Receiving Implicit Social Support from Co-workers, the School-Community, and Friends and Family

4.5.10. Sub-Theme 3.2: Receiving Explicit Social Support from Co-workers, the School-Community, and Friends and Family
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4.2 Quantitative Pre- and Post-Intervention SC Results
4.2.1 Introduction

The REPSSI SC questionnaire was included as a pre- and post-intervention measure. It was
anticipated that the data would not be normally distributed due to the small sample size
(n = 22) with a skewed number of females to males (F=20, M=2). Pre- and post-test cross-
sectional data was generated on a single sample of peri-urban primary school teachers
(Saunders & Tosey, 2013) to describe the SC of teachers before and after participation in an
SC intervention.

There were 36 valid and @ comp tintetvention dptae st i on i

collection (September 2018) and 22 completed questionnaires from the post-intervention data

(September 2019)0 (Eb2)r&tiind2e? plesel@020Crpnbac!

coefficients to establish the reliability of the REPSSI SC questionnaire. Section 4.2.3 presents
the descriptive item-level statistics of raw scores for the SC questionnaire for the 22 teachers
who completed pre- and post-intervention SC questionnaires. Section 4.2.4 presents
comparative quantitative results for averages of the scale scores for SC pre- and post-

intervention scores.

4.2.2 Reliability of the REPSSI SC Questionnaire

Reliability anal ysis was Ipbacoetlicieats te dstahlish iwimether Cr on b a |

the underlying variable structure of the REPSSI SC questionnaire holds up well in the setting
of South African peri-urban primary school teachers in challenged contexts (Tomilson, 2020).
A Cronbach©&s alopdnreateris gdnaradly accépted k8 researchers in the social
sciences (Ghazali, 2008). The generally agreed-upon lower limit for Cronbach alpha is 0.70,
although some researchers advocate that a value as low as 0.60 is acceptable in general
(Daud et al., 2018; Hancock & Mueller, 2013; Nunnally & Bernstein, 1994; Van Griethuijsen et
al., 2015; Zhan et al., 2021), in exploratory research (Hair et al., 2019, Robinson et al., 1991)
and social sciences (Ghazali, 2008; Widaman, 1993). Taber (2018) provides a valuable
contribution to the |literature where they

foran acceptableval ued (p. 127 BJussmanyg liiegature stldiesloB the ude of

Cronbachodés allphbdi falmelr éemtstsead mmendati ons as

as excellent (0.93-0.94), strong (0.91-0.93), reliable (0.84-0.90), robust (0.81), fairly high
(0.76-0.95), high (0.73-0.95), good (0.71-0.91), relatively high (0.70-0.77), slightly low (0.68),
reasonable (0.67-0.87), adequate (0.64-0.85), moderate (0.61-0.65), satisfactory (0.58-0.97),

acceptable (0.45-0.98), sufficient (0.45-0.96), not satisfactory (0.4-0.55) and low (0. 1 1) o

1278). Thus, although there is much debate

alpha, we use 0.6 as many studies advocate that this is an acceptable cut-off value. The
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Cronbaché salpha coefficients, and their corresponding 95% CI for each factor, are shown in
Table 4.2, ordered from the highest to the lowest value (Tomlinson, 2020).

Table 4.2
Scales, Corresponding Cronbachodés ACpha Coefficie

Questionnaire

Scales Cronba: 95% Cls for Number
alpha Cronbach& ofitems
Scale 1: Building relationships .683 (.464, .827) 4
Scale 2: Social support .710 (.535, .839) 17
Scale 3: Social isolation .696 (.346, .886) 11
Scale 4: Trusted connections .656 (.319, .826) 2

(Tomlinson, 2020).

From Table 4. 2, it is evident that the Cronbachdés al ph
the generally accepted value of . 7. Although t he
are below .7, it should be noted they are acceptable according to the guidelines set out by
Ghazali (2008). This being said, further studies could seek to improve the reliability of these
three scales in the setting of South African peri-urban primary school teachers in challenged

contexts.

4.2.3 Descriptive Statistics of the REPSSI SC Questionnaire

As discussed in Chapter 3, the REPSSISCquesti onnaire is drawn from
definition of SC and assesses external and internal indicators of SC and isolation (Zavaleta et
al., 2014). For my study, Question 6 (Scale 1), Question 7 (Scale 2), Question 8 (Scale 3) and
Question 9 (Scale 4), signifying internal SC, were selected. finternal indicators of social
connectedness refer to an individual's subjective perception of their own degree of interaction
in the social environmentd(Ebersohn et al., 2020, p. 10). Four scales were used in the REPSSI
guestionnaire: Building Relationships, Need for Relatedness (social support), Belonging vs
Loneliness/Isolation (social isolation) and Trust (trusted connections).

iThe total score on t hi s (Ebeeséhn etalo2020dp. 26lange fr
The raw data of the questionnaire was ordinal; however, once averaged and converted into a
mean score, this data becomes continuous and can therefore be analysed as continuous data
(Lopez et al ., 2015) . For exampl e, Astrongly di

scores added together get a result that is a continuous variable, suchas 36. 1| n t h-e fdpr e
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intervention, the mean scores for the whole sample ranged from 3 6 t qEb&<lin et al.,
2020, p. 26), with an average 56.50 (SD =5.10).i The basel i ne scores fell
6high social connect edn ébessohn &t alf2020,.26)he i ntervent
The REPSSI scales on internal SC (anindividual 6 s subjective assessme.
degree of social interaction) were purposively sampled and renamed as follows:
A Scale 1: Building Relationships

A Scale 2: Need for Relatedness (social supp:¢
A Scale 3: Bel onging vsisolatomel i ness/ 1 sol ati on
A Scale 4: Trust (trusted connections)

As each scale on the REPSSI questionnaire uses a different scoring system, each was
analysed separately. All pre- and post-intervention responses were electronically captured on
an Excel sheet (seen Appendix J). Scale 1 (Building relationships) consisted of questions
about the perceived ability to build relationships with others. As seen from the response

options below, a high score for Scale 1 is an indication of high SC:

0O = ADondt know / no answero
1 Nofi at all skilledbo

2 = ANot very skilledo

3 = AFairly skilled?o

For Scale 2 (Need for Relatedness), the questions centred around relatedness with various
members of onebdbs community. As seen from the re

Scale 3 is an indication of high SC:

0O = ADondt know / no answer o
1 = ANot at all truebo

2 = ANot very truebo

3 = AFairly truebo

4 = AVery truebo
For Scale 3 (Belonging vs Loneliness/Isolation), asked questions about issues of loneliness
as opposed to a sense of belonging. On Scale 3, a high score indicates the presence of
loneliness and isolation (in other words, the absence of SC). Therefore, on Scale 3, a low
score indicates high SC, with Questions 9.1, 9.6 and 9.7 requiring reverse-scoring and thus

recoding on SPSS. The response options for Scale 4 included:

1 = fAYeso
2 = AMore or | esso
3 = ANooO

For Scale 4 (Trust), questions were asked about community members' perceived degree of

trust of other people in the community. The response options on Scale 5 were not consistent,
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with response options, differing across questions. As seen below, response options for
Question 10 included:

APeople can be trustedo

AYou candt de too careful
For Questions 11 to 23, response options included:

AYeso

ANoo

Finally, response options for Questions 25 to 26 included:

1 = fYeso
2 = AMore or | essbo
3 = ANoO

Scores on Question 10 and Questions 11 to 23 were therefore adjusted to a scoring system

of 1 = AYes, 0 3 = fAiNoo to create consistency wit
of Scale 5 (Question 10, Questions 11 to 23, and Questions 25 to 26), high scores indicate

low SC.

Tables 4.3 to 4.7 show the pre- and post-intervention item-level descriptive statistics across

SC scales. Four scales were used in the REPSSI questionnaire, namely: Building

Relationships (Scale 1), Social Support (Scale 2), Social Isolation (Scale 3), and Trusted

Connections (Scale 4).
Table 4.3

Pre- and Post-Intervention Descriptive Statistics for Scale 1 - Building Relationships

. X Mdn SD

Questions n

Pre Post Pre Post Pre Post
ASkilled in building
(Q6.1, Appendix C) 22 343 3.64 3 4 0.60 0.58
ASkilled in building
care giverso 22 3.33 348 3 3 0.58 0.51
(Q6.2, Appendix C)
ASkilled in building
(Q6.3, Appendix C) 22 3.43 3.80 4 4 0.68 0.52
ASkilled in buil di ng
communi tyo 22 3.43 3.33 3 4 0.60 0.86

(Q6.4, Appendix C)

Table 4.3 shows the pre-intervention raw scores for Building Relationships with a median of 3
(Afairly skilledd) for most responses and a medi
in building rel at i anesdniiopesulismdicate that rhodtiteachess.feelP r e

fairly skilled in building relationships in various areas of life and very skilled in building

relationships with children. The median for post-i nt er venti on raw scores i nq

skill edo) Exgept Qadstion 6.2t 8kitkesl in building relationships for primary
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caregivers. These results suggest that, on average, the teachers displayed high SC in building

relationships in pre-intervention and even more in post-intervention.

Table 4.4
Pre- and Post-Intervention Descriptive Statistics for Scale 2 - Need for Relatedness (Social
Support)
Questions n X Mdn SD

Pre Post Pre Post Pre Post
i get al ong well Wi
contact witho 22 3.50 3.36 3.50 3.00 051 0.58
(Q8.1, Appendix C)
Al can deal with [Iife
(Q8.2, Appendix C) 22 3.55 3.48 4.00 4.00 0.51 0.60
Al am close to the p
witho 22 3.45 3.50 3.00 350 051 0.51
(Q8.3, Appendix C)
il have people in my

(Q8.4, Appendix C) 22 359 3.77 4.00 400 0.59 043

iThe memb efamily havé respact and
trust for one anot her 22 3.23 341 3.00 4,00 0.75 0.80
(Q8.5, Appendix C)

i believe | can do w
(Q8.6, Appendix C) 22 341 3.24 3.50 3.00 0.73 0.89
il am able to build r
(Q8.7, Appendix C) 22 3.62 3.55 4.00 400 050 0.67
AThe community | |ive

soci al connectionso 22 3.09 295 3.00 3.00 0.87 0.90
(Q8.8, Appendix C)

AThe community | I i ve

children to | earno 22 2.33 240 2.00 200 0.80 0.88
(Q8.9, Appendix C)

AMy connections (netw

resources that suppor 22 3.18 3.52 3.00 4.00 0.66 0.60
(Q8.10, Appendix C)

AMy connections (netw

resources for the chi 22 3.18 3.38 3.00 3.00 0.66 0.59
Appendix C)

As indicated in Table 4.4, both pre- and posti nt er venti on raw scores

Rel atednessod indicated a median of 3 (Afai

with a median of 2 (not very s kilivelnbas 3afefpaages

rliy sk

Quest.

for children to | earno. These results indi

surrounding ANeed f &arl VR e titoaflesy duee A lswer median becere
(Mdn = 2.00; SD = 0.801) on Question 8.9 indicates that teachers do not feel confident that
their communities have safe spaces for <chi
to the lingering effects of post-colonial disparity and the resulting challenged educational
landscape within which participating teachers work. The results suggest that, on average, the
teachers displayed high SC in the need for relatedness. This result supports the RRR

theoretical framework of my study that posits in contexts where the need is high and distress
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is viewed as a collective challenge, preferences for SC values and beliefs indicate teachers

drawing together in times of distress to support collective well-being outcomes.

Table 4.5

Pre- and Post-Intervention Descriptive Statistics for Scale 3 - Belonging vs Loneliness

(Social Isolation)

. X Mdn SD

Questions

n Pre Post Pre Post Pre Post
il feel that no one
(Q9.1, Appendix C) 22 1.80 1.89 2.00 2.00 0.63 0.78
il can find comptainy
(Q9.2, Appendix C) 22 1.71 1.68 2.00 150 0.46 0.78
AiThere are plenty o
when | have probl em:¢
(Q9.3, Appendix C) 22 1.73 1.77 2.00 150 0.77 0.87
ATher e ar e many pe
compl etelybod
(Q9.4, Appendix C) 22 1.82 1.82 2.00 2.00 0.66 0.66
AiThere are enough pe
(Q9.5, Appendix C) 22 1.73 1.45 2.00 1.00 0.70 0.67
Al mi ss having peopl
(Q9.6, Appendix C) 22 2.24 191 2.00 200 0.62 0.81
Al often feel reject
(Q9.7, Appendix C) 22 2.41 264 250 3.00 0.67 0.73

As shown in Table 4.5, the raw scores for pre- and post-intervention responses for Belonging

vs Loneliness ranged from 3 (the highest reported score) to 1 (the lowest reported score), with

a median of 2 for most responses. As a high score on Scale 3 indicates high loneliness or
t hat

isolation (low SC)

to questions

these resul

surroundi

ts

ng

ndi

cat e

bel onging

and

mo st

t eac|

i No O t

isolation. These results indicate that the teachers in the sample do not report experiences of

loneliness or isolation on average. It is interesting to note that teachers who scored high on

belonging also scored high on Scale 1: Building Relationships, and Scale 3: Need for

Relatedness, indicating that building relationships, belonging, and the need for relatedness

appear to be inter-related concepts in the understanding of SC through interpersonal

relationships.
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Table 4.6

Pre- and Post-Intervention Descriptive Statistics for Scale 47 Trust

X Mdn SD
Pre Post Pre Post Pre Post

Questions n

AWoul d you say that pe
(Q10, Appendix C)

ifAre there people in
(Q11, Appendix C)

ifAre there people in vy
on for help?o0 22 118 100 1.00 1.00 0.59 0.00
(Q13, Appendix C)

ifAre there people in

trust?o 22 109 105 100 1.00 043 0.21
(Q15, Appendix C)

fi A rthere people in your workplace that you

can call on for help?c¢22 109 100 100 1.00 0.43 0.00
(Q17, Appendix C)

AfDo you have friends t
(Q19, Appendix C)

AfiDo you have friends

22 250 167 300 150 1.00 0.82

22 148 119 100 100 0.87 0.60

22 136 118 100 1.00 0.79 0.39

hel p?o0 22 118 100 1.00 1.00 0.59 0.00
(Q21, Appendix C)

AfAre there people in

trust?o 22 136 127 100 100 0.79 0.55

(Q23, Appendix C)
AiDo you feel that peocg
work in have people tt
(Q25, Appendix C)

AiDo you feel that peocg
work in have people that they can ask for help
from?o

(Q26, Appendix C)

AHow i mportant do you
socially connected?0 22 244 275 3.00 300 070 0.55
(Q27, Appendix C)

22 159 145 200 1.00 059 0.67

22 138 132 100 100 050 048

Descriptive statistics for Sca6l orcdnsisteichmthet 6 ar e
scal e, responses of AYesd (1 = Yes) and fANood (3
reflect the scoring in Questions 25 and 26, wher
as a response option. High scores on this scale indicate low SC. Thus, the resultant scores
for Trust ranged from 3 (the highest reported score) to 1 (the lowest reported score), with a
median of 1.30 for pre-intervention responses and 1.20 for post-intervention responses. As
low scores on this scale indicate high SC, these results indicate that most teachers report that
they have people in their communities that they can trust, and even more so from post-
intervention responses. Interestingly, the Trust scale was the only scale to have increased

significantly between pre- and post-intervention measurement. The only exception was
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Question 10, with a higher score (Mdn = 3.00 for both pre- and post-intervention responses);
however, this discrepancy is likely because the item provided an ambiguous response box
that many participants omitted.

4.2.4 The REPSSI SC Questionnaire Pre- and Post-Intervention Results
Quantitative SC data from the Isithebe baseline data set was analysed and compared across
22 teacher participants who completed both pre- and post-intervention TR questionnaires. The
14 pre-test questionnaire responses for teachers who only completed the pre-intervention
guestionnaire were excluded from the pre- and post-intervention analysis. The S-W test is a
non-parametric test that makes no assumptions about the distribution of data and can be used
to compare two samples (Mentz & Bot {smitnovies,l 2) . i A
the majority of the scales were not normally distributed (p < 0.05). It was decided to err on the
side of caution and use the non-parametric WSR test to compare the pre- and post-
intervention scoreso ( Eber s°hn et al ., 2020, p. 28).

From Table 4.7, it can be seen that the results of the pre- and post-intervention differ
significantly only for the Trust scale and the total score, with the post-score being significantly

higher than the pre-score.

Table 4.7

Results of WSR Tests for SC

n=22 X (SD) WSR test
Test
Pre Post o p-value
statistic
57.30 60.17
Total score -3.377 .001*
(3.350) (3.243)
7.77 7.55
Building Relationships -0.425 671
(0.528) (1.405)
Need for Relatedness 20.48 20.91
-1.092 275
(social support) (2.275) (1.443)
10.74 11.09
Belonging vs Loneliness (social isolation) -1.248 212
(1.096) (1.125)
Trust 18.65 20.61 -3.137 .002*
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(1.748) (1.971)

*Statistically significant (p < 0.05)

The significant differences between the SC pre- and the post-test for the total score and total
Scale 4 are apparent in Figure 4.1, showing the mean scores. This confirms the findings from
the WSR test that for total Scales 1, 2 and 3, there are no significant differences in pre-and
post-test SC results. The pre and post-test mean scores are the total scores of the items they
comprise for the teacher SC measure. Figure 4.1 displays the mean scores of pre- and post-

test SC scale scores.
Figure 4.1

SC Pre- and Post-Intervention Mean Scale Scores Comparison

80
60,17

60 57,3
2
3 40
n
Q
3
n 20,91
c 20 20,48 18, 6520 61
5

11,09
s 7 777 55 10 74
0
Total Score Bundlng Social Support  Social Isolation Trusted
Relationships Connections
= Pre W Post

Figure 4.1, presenting the composite scale scores for pre- and post-intervention scores,
indicated initial high pre-intervention SC levels for in-service teachers from the six primary
schools challenged by severe deprivation. The pre-intervention scores for SC of the teachers
in the sample were high across all four scales: building relationships, social support, social
isolation and trusted connections.

Following the Isithebe SC intervention, quantitative data showed an increase in SC
scores of participating teachers. Post-intervention scores show a significant increase in
participant s 6 S©aneasmiificantsncreaseef State 4 (the degree to which a

person trusts other people in their community).
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4.3 Qualitative SC Results
4.3.1 Introduction

Section 4.3 answers SRQ1: AHow does SCandopaostp aaterpeati on?0 |

following subsections, | discuss the themes and sub-themes which emerged from inductive
TA on SC process and post-intervention study phases. Table 3.6 in Chapter 3 presented an
overview of PRA-prompts and activities used to generate qualitative process and post-

intervention data. Due to time constraints during pre-intervention data collection, teachers

were unable to address the PRA question, Afhow do relationships helj

teacher ?20 Ther e fdatacellectedin May ang duty 204 %asnd post-intervention
data collected in September 2019 teacher-researcher meetings were analysed.

4.3.2 Qualitative SC Results
| analysed verbatim transcriptions of audio recorded teacher-group PRA presentations for the
given study phases to determine teacher perspectives on SC: Process data (collected in May
2019 and July 2019) and post-intervention data (collected in September 2019). Qualitative
process and post-intervention themes and sub-themes describe enablers of SC amongst peri-
urban primary school teachers in challenged contexts during and after an SC intervention. The

process data revealed Theme 1: A St r e n g 8Gieanmmegt ence o0, whi ch

was b

intoSub-t heme 1. 1: #ASCwarB8hbeme ©f2: ATeachers bonding

school socialthemwofdlk80; Aibeemmawn intgy smcdtowdr ks 0 ;

t heme ValungpodBitive, f amiSuybtrheslneet ilo.n5s:hifipTsedacher s b

and across school s o c i a l -intereentiomodatk coli@ctiah.drvadditionp e d a't

to Subtheme 1.5, Theme 2: AProviding <=mablihgarésoursauforp or t a

ttacherso and Theme 3: i Re c ei v iemabling sesauricea flor
t e a ¢ hdevelspéd during the post-intervention phase. Table 4.8 provides an overview of
inclusion and exclusion indicators for themes and sub-themes that emerged from the inductive
TA generated at the process and post-intervention data collection points. Section 4.3.3 and
4.3.4 describe process and post-intervention themes and sub-themes as | substantiate the
findings through verbatim participant quotations and extracts from my research journal per

intervention phase.
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Table 4.8

Qualitative SC themes per intervention phase

Theme Sub-theme Process and post-

intervention

Definition

Inclusion criteria

Exclusion criteria

1. AiStrerl. 1: fi A w Process intervention

SCcompet en of SCo

SCi s defined
subjective sense of having
meaningful and positive
relationships with others in
the social world. Awareness
of the advantages of social
inclusion rather than

isolation.

a

Instances where teachers
spoke about th
of social inclusion rather than

i solationo (Eb
2020, p. 36).

Instances where teachers

spoke about social support

without acknowledging the

advantages and benefits of

social inclusion.

1. 2: iTea
bonding within
and across school

social networkso

Bonding within social
networks refers to an
increased connection
between teachers within and

across schools.

Instances where teachers
spoke about fostering
afyliation and
between teachers within and
across schools. This served
as a platform to access

social networks between

schools and stakeholders.

Instances where teachers

spoke about social support

without acknowledging

afyliation

anc

between teachers within and

across schools. This
provided a platform to
access social networks
between schools and

stakeholders.
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school-community

net wor kso

Collaborating with individuals
and organisations to provide
psychosocial support to

learners and the community.

Instances where teachers
spoke about leveraging
networking capacity
(collaborating with individuals

and organisations to provide

Instances where teachers
did not speak about
leveraging networking
capacity (collaborating with

individuals and organisations

psychosocial support to to provide psychosocial

learners and the community). support to learners and the

community).
1. 4: Valing SC helped teachers value Instances where teachers Instances where teachers
positive, family positive relationships spoke about positive spoke about social support
relations between teachers and family  relationships with others in without acknowledging a
members. the social world that included  meaningful connection to
a meaningful connection to significant others.
significant others.
1.5: fi T e a Post-intervention Bonding within social Instances where teachers Instances where teachers

bonding within networks refers to increased  spoke about fostering spoke about social support

and across school connection betweenteachers af yl i at i on an d without acknowledging

soci al ne within and across schoolsto  between teachers withinand af yl i ati on anc

increase connection between across schools. This serves between teachers within and

different schools and as a platform to access across schools as a platform

stakeholders. social networks between to access social networks

schools and stakeholders. between schools and

stakeholders.
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2. AProvi
support as
resilience-enabling
resource for

teacher so

C

2. 1. fi Pr o Post-intervention

implicit social
support to
learners, co-
workers and
school-community

member so.

Al mplicit

denote that people benefit
from social connectedness
by receiving or giving

emotional comfort to others

in their-r
al., 2020, p. 32).

Instances where teachers
reported examples of
providing implicit social
supportt hr ough

listening, good

it

communication skills, being

caring, loving, sharing and

bearing more than the role of

acoleagueo
2020, p. 32).

(Ebet

Instances where teachers

did not report examples of

providing implicit social

support that included

it ol

erance

communication skills, being

caring, loving, sharing and
bearing more than the role of

acol l eagueodo (E

al., 2020, p. 32).

2. 2. iPro
explicit social
support to
learners, co-
workers and
school-community
member so.

AExplicit

signifies instances where
people actively draw on
social networks for support to

provide concrete services to

ot her s

(Ebersohn et al., 2020, p.

32).

faci

Instances where teachers
reported examples of
providing explicit social

t hat

reciprocal donations,

support

borrowing and

(Ebersohn, 2019, p. 1).

Instances where teachers
did not report examples of
giving explicit social support

including sharing costs and

incomes in financial

undertakings.

3. i Recei
support as
resilience-enabling
resource for

teacherso

"

3. 1: iRec
implicit social
support from co-
workers, the
school-

community, and

Al mplicit

denote that people benefit
from social connectedness
by receiving or giving
emotional comfort to others

Instances where teachers
reported examples of
receiving implicit social
support that included
Aitol erance,

communication skills, being

caring, loving, sharing and

Instances where teachers
did not report examples of

receiving implicit social

support that included

it ol

erance

communication skills, being

caring, loving, sharing and
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friends and

familyo.

in their | i ves bearingmorethan the role of

al., 2020, p. 32).

a coll eaguedo

(Ebersohn et al., 2020, p.
32).

bearing more than the role of

a coll eagueo
al., 2020, p. 32).

(

3. 2: iRec
explicit social
support from co-
workers, the
school-
community, and
friends and
familyo.

AExXplicit soci

signifies instances where

people actively draw on

social networks for support to

provide concrete services to

othersfacingc hal | engborr owi ng

(Ebersohn et al., 2020, p.
32).

Instances where teachers
reported examples of
receiving explicit social
support that

reciprocal donations,

(Ebersohn, 2019, p. 1).

and

Instances where teachers
did not report examples of
receiving explicit social
support, including sharing
costs and incomes in

financial undertakings.
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4.3.3 Theme 1: Strengthening SC Competence
Process data collected at May, July and September 2019 teacher-researcher meetings
showed that teachers reported strengthened SC competence. Besides awareness of the
advantages of SC (Sub-theme 1.1), teachers also mentioned other enhanced competencies
aligned to SC, such as the capacity for bonding within and across school social networks (Sub-
theme 1.2), leveraging school-community networks (Sub-theme 1.3), and valuing positive,
family relationships (Sub-theme 1.4).

4.3.3.1 Sub-Theme 1.1: Awareness of SC
i E v e rughtsdtial ecologies offer informal and formal resources, use of these resources is
often diverse. Variations in resource mobilisation are related to perceived availability of
i nformal and f (&bers@Eh etal e2620,p.r5c Eheréfore, an fawareness of the
benefits of social connectedness rather than social isolationd ( E b e r s,2020, p.88) is a |
essential for teachers to perceive SC as a worthwhile protective resource to draw from despite
hardship.

Process and post-intervention data showed that teachers reported an increased
awareness of the advantages of social inclusion rather than isolation given an SC intervention,

which enhanced competencies aligned to SC, as shown in the following excerpts.

ilsithebe has created that platformé instead

Now we are having that kind of friendship and connection where we can share

struggles and hardshipo (School D, July meet]|

fAs teacher s, we cannot work as an island,
need to meet with other teachers, so this is another thing that has helped us to do that
by supporting each -mterkeation);and( School C, post
i By havi n gtindskoe bage amapgortunity to discuss everyday life and what
is going on in the classroom and then you realise that you actually have a whole
community of people who are going through the same experiences and you can get a

lot of supportthemandyouare not actwually i n i-isterteation).on. 0

4.3.3.2 Sub-Theme 1.2: Teachers Bonding Within and Across School Social
Networks

Social networks exist in different forms, extending to workplace connections and those in civic
engagement. Such relationships are essential drivers for the adaptive processes fundamental
to transactional-ecological resilience processes (Eberséhn, 2019). In challenged educational
contexts like South Africa, access to services and infrastructure are limited, making unity and
cooperation amongst the communityds popul ati on
processes (Ebersoéhn, 2019). 1 si t hebe fostered afyliation and

within and across schools, as evident in the following process and post-intervention excerpts.
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iwWe have |l earnt to build relationships with o

operate as an island. o6 (School C, May meet i ng
AfYou donot have the necessary skill s, t hat

professionals. These gatherings help us to problem solve and how to connect with

ot her stakeholders. o (School E, May meeting);

ifWe <cannot operate as an island. At ti mes

stakeholders from outside, hence this platform teaches us to share information and

also to work closely with the stakehol ders ol
AnThey teach us how to interact with the othe
me et her e, we meet as different schloulpl s hav
meeting); and

Post-intervention data also indicated that bonding within social networks led to an increased

connection between teachers within and across schools and between stakeholders, as evident

from the following excerpts.
i When we dhe sithabeactities, we are able to be ourselves so we are able
to understand each other and we are able to improve relationships because now we
have a better understandi ngintesventiomlach ot her . 0
fiThese stakehol damstg] sotpremovteer y i mportant
intervention); and
fAs a teacher it is very important to have I
volunteers that come to school to help us cl
post-intervention); and
fiwWwhenever one of us has chall enge, |l i ke our c
can ask our coll eagues-interneentiontandp. 6 ( School D,
it al so i mproved the relations amongst t ho

understand each other in a more comfortable way and we are able to communicate
more open and freely, unlike when we are in the classroom or when we are in a staff

meetingo ( Sdntewention)C, post

4.3.3.3 Sub-Theme 1.3: Leveraging School-Community Networks

Leveraging school-community networks involves creating and sustaining effective working
relationships among key partners and stakeholders to provide psychosocial support to
learners. Isithebe assisted teachers in communicating and connecting within and across
schools, which in turn contributed to SC and increased leveraging networking capacity, evident

in the following process and post-intervention excerpts.

ifiThese gatherings promote unity and give us ¢

and weaknesses. 0 (School C, May meeting);
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The share ideas, | earning from each other,

f
come acrosso (Schomd D, May meeting); a
f

They help us to cope with strescHallehgedsi t uat i

situations because that is where you get help and guidance on how to deal with the
problems. 06 (School C, May meeting),; and

Anlt helps me with mysonelofuthresehdeab, dike this ene, |dm t a k e

going to take it to my church so they can make something and to keep us
communicating as a group and helps us make strong relationships with people in my
churcho (School D, July meeting); and

iThe Depart cagon tloesondt adeqlately address all the challenges. We

have a lot of infrastructure problems that never get fixed. So, then we have to go out

and get the sources f or-interventisngdnd es. 0 ( School l

iWe are al ways wor ktylmegausein dbunschodi, ¢ carcsaymua are i
a community-based school. When people see the green around our school they ask
how did we get it green, and we say that this is what a school is supposed to model. It

shows that you can stay in a dirty area, but your home can be clean and then kids can

sayé my school is clean, I can nArdekventiomy h o me

In addition, extracts like the following from my researcher journal support a heightened sense

of belonging and leveraging networking capacity:

ifiThe teachers seemed as if they had gotten cl

communication between teachers who came from the same schoold (Research
Journal, 29 July 2019).

iThe teachers seemed engaged andceedng.&racti ve

teachers worked well in their groups and gave insightful answers to the questions
which were presented w®dsearch Journalh2é Septenthere r
2019).

4.3.3.4 Sub-Theme 1.4: Valuing Positive Family Relationships

Process intervention data indicated that positive relationships for facilitating resilience are
mutually empathic and responsive (Gu, 2018). Isithebe mobilised social support by enabling
teachers to value positive family relationships inside and outside the school environment, as

illustrated by the following excerpts.

gr ol

ilsithebe also showed how important my f ami/|l

happened in Isithebe with my family because

meeting).
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ilt also helpendswhtawefamily relationships;
C, July meeting).

AAnd it also strengthens relationships betwe
have that social relationship, so it. strengt!

i 8, it is very important because it teaches you to serve yourself as well and also
appreciate the relationships you have becaus

meeting).

il remember building something | i kengaithcastl! e
sand, and | related that to my family, and I
that quality time with your kids or with f ami

Figure 4.2

Photographs 57-60: Clay modelling activity during pre-intervention training

Photos by the researcher with permission from the participants

The one activity, we had to make a beautiful box, and we had to put messages inside.

The one activity was to call your friend you have not talked to in a while, and then | got

136



an invite. My friend invited me to come see her get ordained as a pastor, and we met
up to go for coffee at Mugg & Bean. (School A, post-intervention)

Figure 4.3

Photographs 60-61: Photo of a teacher with her three children shared on the WhatsApp

group

se an outing with your childre

drgani

Photos by the researcher with permission from the participants

In addition, extracts like the following from my researcher journal act as support for the

development of relationships between the teachers throughout the intervention.
Today in the venue, there is a buzz and a vibe between the teachers. Even before we
started with our activity, the teachers were interacting with one another freely 1 talking
and joking comfortably amongst themselves like old friends. (Research Journal, 29
July 2019)

Photographs 62 to 67 are from teacher-researcher joint meetings and teacher meetings sent

via the WhatsApp group.

Figure 4.4

Photographs 62-67: Pictures of Isithebe teacher meetings
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Photos by the researcher with permission from the participants

4.3.4 Theme 2: Providing Social Support as Resilience-Enabling
Resource for Teachers

During post-intervention data collection, teachers reported social support as resilience-
enabling Awhen they were able to give social sup
the school-community in need of etd.e020, p.i38)pPuocessodatd Eber s °
showed evidence of implicit social support, but was silent on instances of explicit social

support. Theme 2 is broken down into two su bt h e me s, namel vy, Subt he me
implicit social support to learners, co-workers and school-communi t vy member so a

Subt heme 2. 2explicit $dciabsuppattitoegrners and school-c o mmuni ty me mber s

4.3.4.1 Sub-Theme 2.1: Providing Implicit Social Support to Learners, Co-Workers
and School-Community Members

Implicit social support symbolises people benefitting from social connectedness by obtaining

or providing emotional comfort to others in their lives (Eberséhn et al., 2020; Framke et al.,

2019, Taylor, 2011). Teacher-reported examples of providing implicit social support to both

learners and co-workers i ncl uded itol erance, l i stening, goo.
caring, l oving, sharing and bearing eha.r2020t han th
p. 32), as indicated by the following post-intervention excerpts:
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i You mailydursed at all times, whenever you are needed, you must make sure

you are avail ab tlineedventfo®.c ho ol D, post

Some of them come to school with hungry stomachs; then you have to be there to give
a shoulder to cry on, to help support the learner so that they feel comfortable to be
able to work with their peers. (School F, post-intervention).

But if you are a good teacher, you listen to any story that they share with you, to any
situation that they bring forth to you. And whenever you come to school in the morning,
the way you great a learner it brings about a smile and changes the whole situation.
That child becomes happy, and for the whole

touching you and greeting you. (School F, post-intervention)

You must be willing to lend an ear whenever there is a problem. You must also try for
that harmony and unity. You must also be empathic and sympathetic. What helps you
to continue being a teacher is that upholding of morals and principles. (School D, post-

intervention).

4.3.4.2 Sub-Theme 2.2: Providing Explicit Social Support to Learners and School-
Community Members

AExplicit social support signifies instances whe
support to provide concrete sebarséthmetsal, 2080, mt her s
32). Teacher reports of providing explicit social support in post-intervention data include
examples of explicit social support to learners and school-community institutions, as
demonstrated by the following excerpts:

Some children are alone in their houses. Children who are 13-14 years are living alone,

there is no one there to look after them, and they do not have food at home, now it

becomes the responsibility of the school. (School A, post-intervention)

i The Depart nabdon doesonbt adequataly address all the challenges, we
have a lot of infrastructure problems that never get fixed. So, then we have to go out

and get the sources f orinteovantion)e!l vesod (School D,

4.3.5 Theme 3: Receiving Social Support as Resilience-Enabling
Resource for Teachers

For relationships to be mutually beneficial, teachers need to receive and provide implicit social

support perceived as beneficial to them (Le Cornu, 2013; Taylor, 2011). Post-intervention data
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included teachers receiving both implicit and explicit social support, which was reported as a

resilience-enabling resource.

4.3.5.1 Sub-Theme 3.1: Receiving Implicit Social Support from Co-Workers, the
School-Community, Friends and Family

Implicit social support was defined as people benefiting from SC by receiving emotional

comfort from others in their lives (Eberséhn, 2019; Taylor, 2011). Process and post-

intervention data included incidents of receiving implicit social support from co-workers and

the school community as resilience enabling.
fnSometi mes you feel |l i ke you dondét want to
things, but what keeps you going is that support. Sometimes you get that support from
your family, from your co-workersand f r om your f r i #ntedestion).( School

It also improved the relations amongst the teachers because we are able to understand
each other in a more comfortable way and we are able to communicate more open
and freely, unlike when we are in the classroom or when we are in a staff meeting.
(School D, post-intervention).

4.3.5.2 Sub-Theme 3.2: Receiving Explicit Social Support from Co-Workers and

the School-Community
Challenged educational contexts characterised by structural disparity function through
communal societies and smart partnerships sharing costs and incomes in financial

undertakings (Ebersdhn, 2019). Post-intervention data provided evidence of teacher reports

on receiving explicit social support.il n t hi s regar d t e ac kdigitsocimhent i on
support from colleagues and the school-community as resilience-e na bl i ngo ( Eber s®° hr
2020, p. 35), as evident in the following excerpts:

AfiWhenever one of us has a challenge, |l i ke ou

wecanaskour <col |l eagues f or -inteednioed). ( Sc hool D, post

As a teacher, it is very important to have relationships with stakeholders. We have
volunteers that come to school to help us clean up the school grounds. We were
struggling with the water, and then we got help from the community. (School B, post-

intervention)

The community also planted trees around our school, and we get sponsors to provide
us with fencing for around the school. We also get donations for school uniforms for
children in need. We also have social workers at our school that help us with learners

who have behavioural problems and learning problems. (School C, post-intervention)
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The stakeholders and volunteers help a lot. For example, the sunshine foundation

comes to help our learnersget reading skillsé the other on
computer skills. We also have ABSA [a South African bank] that brings whiteboards to

our schools, so now we are moving away from chalkboards to only be using

whi t e b.qSchod B,ost-intervention).

4.4 Integrating Quantitative and Qualitative SC Results

4.4.1 Introduction
The following section summarises QUAN+QUAL results over study phases: pre-intervention,
process data, and post-intervention in Section 5.4.2. In Section 5.4.3, | describe the

conceptual definitions of the SC questionnaire scales and corresponding qualitative sub-

themes.

442 MMR SC Results

In this section, | propose that (i) the SC of teachers in a challenged context is high irrespective
of an intervention; (ii) participation in an SC intervention increased teachersoéreported ability
to trust others (iii) an SC intervention enhanced competencies aligned to SC; and (iv) when
teachers participate in an SC intervention their repertoire for providing and receiving both
implicit and explicit social support to learners, co-workers and the school-community is
expanded.

Irrespective of an SC intervention, South African teachers working in a challenged
space displayed high SC, valued building relationships and needed relatedness and
belonging. High SC was not unexpected as research with South African teachers has
highlighted Afrocentric indigenous knowledge systems in spaces where the need is high and
distress is viewed as a collective challenge (De Gouveia, 2015; Ebersdhn, 2019). In a
challenged context, apreferenceforSCv al ues r esonat e sAfraeéntrididentitye A Ub ur
that implies that teachers band together in times of distress to boost collective well-being.

Post-intervention quantitative results showed a statistically significant increase in
participantsdé overall score for SC. Scal ees 1, 2,
and post-intervention results. There was a significant increase in Scale 4 (degree to which a
person trusts other people in their community). Trust was the only scale that increased
significantly between pre- and post-intervention and reflected qualitative sub-themes Sub-

t heme 1. 3: ALeveraging netthweommek i In.g4 :c afp\aali uiymg ampa
relationshi pso. IRmthaore tlanjast makingschool stefffeelgdod about
their work environment and co-workers; schools should build relational trust in day-to-day
social exchanges (Brunetti, 2006; Bryk & Schneider, 2003; Castro et al., 2010). The facilitation
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of relational trust in the day-to-day exchanges of teachers across different systems mobilised
social support by activating positive emaotions in positive relationships.

Throughout the intervention, teachers continued to report on the value of building
relationships, and a need for relatedness and belonging. In addition to this awareness and
appreciation of the SCO s b e i(rahferi thas social isolation), teachers reported that
participation in the intervention benefited their SC competence. Process qualitative data
revealed that teachers reported participation in Isithebe enabled their SC competencies, such
as the capacity for bonding within and across school social networks, leveraging school-

community networks, and valuing positive family relationships. Enhanced SC competencies

are plausibly reflected in quantitatitwoterssncreas
Processdata was fAsilent on teachers ascribing mean
people in distal relationships (friends, family and school-community members) as relevant for
t eacher r(Ebersdhnieeah, 2020) p. 33).

Post-interventonqu al i t ati ve data was firich 9ocidl h i nci

support to learners and co-workers, which were reportedly resilience-enabling for teachers i
supporting them to remain in the profession, experience well-being and provide quality
e d u ¢ a (Ebersihd et al., 2020, p. 33). Mualitative results indicate that teachers use a
range of social connectedness competences to give and receive implicit and explicit social
support acr oss r(Eberadhniebah, 2020, p. 2)s An Shiatérvention leads to
more teacher reports on teachers providing implicit and explicit social support to learners and
the school community and teachers receiving explicit and implicit social support from co-

workers and the school community.
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Table 4.9

Quantitative SC Scales and Corresponding Links to Qualitative Sub-Themes

Quialitative sub-themes and inclusion criteria Pre-intervention Post-intervention
qualitative sub-theme qualitative sub-theme

Process
gualitative sub-
theme

REPSSI SC questionnaire scale and definition: Building relationships

Ai[] F] oc us e s-remned deree ofsskdlllorie has in building relationships in various areas of | i fEleets6hq et al., 2020, p. 26).

Sub-t heme 1. 2: iTeachers Bondi ng Wi t Nodataavailable Reported Reported
Net wor kso

Il nstances where teachers spoke abo

between teachers within and across schools and this serving as a platform to

access social networks between schools and stakeholders.

Sub-t heme 1. 3: ALev-€Eommunibgt $cNebWwor k Nodataavailable Reported Silent
Collaborating with individuals and organisations to provide psychosocial

support to learners and the community.

Sub-t heme 2. 2: AProviding Explicit - Nodataavailable Reported Silent

workers and School-co mmuni ty member so.

Instances where teachers reported examples of providing explicit social
support that include: it ol er ance, |l i stening, go
caring, |l oving, sharing and bearin
(Ebersthn et al., 2020, p. 32).

143



Qualitative sub-themes and inclusion criteria Pre-intervention
qualitative sub-theme

Post-intervention
qualitative sub-theme

Process
gualitative sub-
theme

Sub-t heme 3. 2: fiRecei vi ng EXx gd-wockersan®  No data available Reported Silent
the School-c o mmuni ty, and Friends and Fa

Instances where teachers reported examples of receiving implicit social

support that include: itol erance,

caring, loving, sharing and bearing morethan t he r ol e of a

(Ebersohn et al., 2020, p.32).

REPSSI SC questionnaire scale and definition: Social support (Need for relatedness)

Al R] eveal s the extent of soci al s ¢ p poun a a n sspaséhn et vl @20Z0) p. 26)a s n both
Sub-t heme 1. 1: AAwareness of SCOo. No data available Silent Reported
Il nstances where teachers spoke abo

rather than isolationd).(Ebers®°hn e

Sub-t h e me 2. 1. ifinplicio soicidl i snpgport to learners, co- No data available Reported Silent
workers and school-c o mmuni ty member so.

Instances where teachers reported examples of providing implicit social

support that include: itol erance,

caring, |l oving, sharing and bearin

(Ebersohn et al., 2020, p. 32).

Sub-t heme 6. 1: iMmMieittsediavsupport from co-workers and No data available Reported Silent
the school-c o mmuni ty, and friends and f a

Instances where teachers reported examples of receiving implicit social
support that include: At ol er arls leeing
caring, |l oving, sharing and bearin
(Ebersthn et al., 2020, p. 32).
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Quialitative sub-themes and inclusion criteria Pre-intervention Post-intervention Process
qualitative sub-theme qualitative sub-theme gualitative sub-
theme

REPSSI SC Questionnaire Scale and Definition: Belonging vs Loneliness/Isolation (social isolation)

A P]rovides insight on an i nHbergbhrdeuah, 2028, p.@88.gr ee of soci al i solationo

Sub-t heme 1. 1: AAwareness of SCo. No data available Silent Reported

Il nstances where teachers spoke abo

rather than isolation®).(Ebers®hn e
Subt heme 2. 1: ifmMieitcsediavsupport from co-workers and No data available Reported Silent
the school-co mmuni ty, and friends and f a

Instances where teachers reported examples of receiving implicit social
support that include: it ol er ance, |l i stening, go
caring, |l oving, sharing and bearin
(Ebersohn et al., 2020, p. 32).

REPSSI SC questionnaire scale and definition: Trusted connections

Al F] ocuses on the presence of [Ebersbbnteal, 2020hpl 26y.i dual s in a person's |if
Sub-t heme 2. 1: ARecei vi ng i mphklworkérsand No data available Reported Silent
the school-c o mmuni ty, and friends and f a

Instances where teachers reported examples of receiving implicit social
support that include: Aitol erance,
caring, |l oving, sharing and bearin
(Ebersthn et al., 2020, p. 32).
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Pre-intervention Post-intervention Process

Qualitative sub-themes and inclusion criteria
qualitative sub-theme qualitative sub-theme gualitative sub-
theme
Sub-t heme 1. 4: AValuing Positive Fam Nodataavailable Silent Reported

SC helped teachers value positive family relationships between teachers and
family members.
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4.4.3 Literature Control

4.4.3.1 Introduction

In the previous section of this chapter, | presented results in terms of themes and sub-themes

from process data and post-intervention data collection points. After that, | showed how
QUAN+QUAL results interface by linking the REPSSI SC Questionnaire scales to the

occurrence of qualitative sub-themes. In this section of the chapter, | formulate arguments for

each sub-theme by positioning these arguments within existing and relevant literature to
establish how my studyds r es urting$SC asoelayart foeTRt o wh a't
in challenged spaces. | discuss the results of my study concerning confirming literature and

reflecting on contradictory literature. Each section also discusses silences in data and novel

insights on evidence for SC interventions to support TR in challenged contexts.

4.4.3.2 Sub-Theme 1.1: Awareness of SC

Recent research highlights the importance of SC for TR both globally (Bernard et al., 2018;

Frelin & Fransson, 2017; Gu, 2018; Schmidt et al., 2017; Stavrova & Luhmann, 2016) and in

South Africa (Ebersohn, 2019; Theron, 2018). Awareness of the benefits of SC is essential for

teachers to perceive SC and relational resilience as a worthwhile protective resource to draw

from despite hardship (Rensburg et al., 2018; Theron, 2018). Research on the relational
resilience of teachers has established that t e
outside of the classroom, are crucial in providing them with the resources they need to prosper

in their personal and professional lives (Frelin & Fransson, 2017; Gu, 2014, 2018; Mansfield

et al., 2016).

Studies on occupational well-being have found a strong link between SC and
occupational well-being (Di Fabio & Kenny, 2016; Fiorilli et al., 2019). Individuals who forge
more positive relationships are more likely to perceive everyday challenges as manageable,
more likely to experience job satisfaction, and experience more positive than negative
emotions (Di Fabio & Kenny, 2016; Santisi et al., 2014). Several studies have argued for a
multilevel approach to promote social support from management and co-workers to reduce
teacher stress and improve occupational well-being (Fiorilli et al., 2019; Proeschold-Bell et al.,
2021; Wu et al., 2020). Literature on the benefits of SC for occupational well-being support
that increased awareness of the SC o f fil sit he biwedantSE inerheatiors can
potentially enhance other competencies aligned to SC important for occupational well-being.
The findings of my study confirm the significance of SC for teachers in challenged contexts
and highlight the benefits of SC interventions like fisithebeothat deliberately foster awareness
of the benefits of SC and other aligned competencies discussed in subsequent subthemes.

Given the associated multiple and chronic disruptions faced in this postcolonial

context, researchers may be tempted to focus research on the challenges teachers face in
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their educational landscapes. The literature suggests that South African schools may not have
the resources to address challenges to learning, and teachers seem ill-equipped to provide
quality education (Bryan, 2005; Du Plessis & Mestry, 2019; Milner & Khoza, 2008; Mojapelo,
2018). However, in contrast to this assumption, teachers in this sample reported many
examples of how SC drives them to deliver quality education despite these challenges.
Quantitative pre-intervention results indicated that the SC of the teachers in state peri-urban
primary schools in challenged contexts was high. Based on findings from studies with teachers
in challenged South African contexts, the RRR theory suggests that the SC of teachers in
challenged contexts will be high as teachers will fflockotogether in times of collective distress
(Ebersohn, 2019). Therefore, it was not unexpected that the SC of teachers was high at pre-
intervention. RRR proposes that high | evels of
inherent to interdependent worldviews, including Afrocentric indigenous knowledge systems
cent r &Jd uwmrEbdsohn etal., 2020, p. 25).

Results from process and post-intervention data collection indicate that, nof a host
available resilience-enabling pathways, participating teachers especially foregrounded social
support as a significant pead., 2028 p.32).A nove imsighti enc e 0
generated at post-intervention data collection indicated an increased awareness that the
benefits of SC have the potential to create opportunities for teachers to engage in reciprocal

and beneficial relationships that appeared to be resilience-enabling.

4.4.3.3 Sub-Theme 1.2: Teachers Bonding Within and Across School Social
Networks

Ailt is widely acknowledged that teachertheyare ab
experience a positive school culture that is collaborative and where teachers support each
other, display trust and openness, and routine help i s a v Rapaltraiabdu & &e Cprnu,
2014, p. 102). Social capital has been acknowledged as having a significant effect on teacher
well-being, and leveraging social capital increases a sense of belonging and fosters teacher
resilience (Roffey, 2012;Sul | i van & Johnson, 2012) . AfThe conce
refers to actual and potential resources in cooperative relations between employees at the
wor kpl aced ( Fr amk e, amfunciohs.as thezydielv8y to rgsaurce 8cdepsed
through social networks and social ties among colleagues (Framke et al., 2019).
Several studies have found a correlation between favourable social networks at
schools and teacher well-being (Barbieri et al., 2019; Ouellette et al.,2018; Richards et al.,
2018; Schoeps et al., 2019). It's not until more recently that studies have observed the
association betweent h e s congancatiénal health and teacher well-being (Barbieri et al.,
2019). Given the highly demanding nature of teaching as an occupation, positive work

environments and workplace activities can make teachers feel more important and increase
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teacher occupational well-being (Barbieri et al., 2019; Framke et al., 2019; Richards et al.,
2018).

Contextual resources that affect teacher resilience include the impact of school
structures and leadership (Boyden, 2013), with principals being identified as having a
significant role in creating healthy work environments (Proeschold-Bell et al., 2021). ireachers
frequently commentedt hat principalsé recognising them in
their good work improved their well-beingd  ( P r o éBslietab, 221, p. 45). In addition,
relationships with other teaching colleagues and parents (Brunetti, 2006; Frelin & Fransson,
2017), and positive parent-teacher interactions have been reported as boosting teacher
morale (Proeschold-Bell et al., 2021). Positive relationships with learners (Day & Gu, 2014;
Proeschold-Bell et al., 2021) have also been identified as important for teacher well-being and
resilience.

Ouellette et al. (2018). found that school organisational health was the strongest
predictor of stress and satisfaction among teachers in low-income schools. Furthermore,
several studies suggested that positive organisational school culture between teachers
promotes a better work environment, teacher learning and PD (Framke et al., 2019; Hollweck,
2019; Wu et al., 2020). In education, communities of practice globally have been shown to
play a role in teacher training (Jimenez-Silva & Olson, 2012) and promote teacher professional
development (Baek & Barab, 2005; Bernard et al., 2018; Patton & Parker, 2017). Isithebe
assisted teachers in communicating and sharing ideas, which corresponds to research on
communities of practice that have shown many benefits in education. These benefits include
collective learning, teacher training and promoting teacher PD (Baek & Barab, 2005; Bernard
et al., 2018; Patton & Parker, 2017). Isithebe data indicates that teachers benefited both
personally and professionally from the intervention as Al si t hebed created a
practice between teachers and played a role in strengthening their teaching community
between teachers at schools and between teachers across schools.

Literature highlights the significance of a positive organisational social environment to
enhance teacher occupational well-being, particularly in schools in challenged contexts. TR
research in challenged contexts affir msthet hat fi
developmental, adaptive processes that are fundamental to transactional-ecological resilience
processeso ( Eber s°Oespite thid,0PtoBscholdBell el a.42021) report a
notable absence of intervention studies, especially, interventions from Africa in recent years.

iAt the interpersonal l evel of the socioecol
teachers and colleagues emerged as important in intervention studieso ( Pr o éslletlalg | d
2021, p. 29). As such, teacher intervention research has focused on both individual teaching
practices (such as emotional regulation and mindfulness interventions) and interpersonal

interventions to improve relationships between teachers and learners. The findings from my
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study showthatil si t hebeo assisted in creating a positi.\
fostering afyliation and association 'tsa&ilween t
networks.
Teachers in this sample reported that Isithebe facilitated positive emotions by creating
a safe place for teachers to debrief, joke and experience positive emotions at school. Teachers
reported that coming together to engage in companionship and creativity around art was
therapeutic and emotionally rewarding for them. Isithebe facilitated positive teacher emotion
by promoting positive interactions between colleagues. Novel insights from this sub-theme
indicate the benefits of art activities for teachers working in high-risk environments to facilitate

social connection and professional networking enabled through fellowship and relaxation.

4.4.3.4 Sub-Theme 1.3: Leveraging School-Community Networks

Access to services and infrastructure are limited in challenged educational contexts
i ke South Afri ca, making uni ty and cooperatic
stakeholders crucial for resilience processes. Therefore, teachers working in contexts with
limited resources rely heavily on interventions that support resilience through collaborative
partnerships with businesses, nurses, social workers, libraries, hospitals, clinics, faith-based
organisations, and welfare resources (Ebersoéhn, 2019).

Participants mentioned churches as places where the greater social circle may gather,
feel validated based on similar beliefs, and be inspired to engage in shared social support
agendas (Ebersthn, 2019). Elders and young people in urban and rural settings appear to
favour social tactics that promote healthy adjustment by responding to spiritual and human
care and experiencing a sense of spiritual and social togetherness, according to an Afrocentric
worldview (De Gouveia, 2015; Theron, 2016).

Additionally, previous South African research on TR has found that teachers formed
partnerships with district of ycial s, owners of

additional resources (Eberséhn, 2019). Leveraging cultural resources of social support

promises soci al wel fare policy bslearing patween titivens and nc |l ude
governments, and a positive effect on the capaci
goods f or e c o(Bbersbhnc2019nppld3).t O

ilsithebed assisted in creating a fostesingt i ve oIl
afyliation and association bet wésodalnetearks bnelr s wi t |

served as a platform to access social networks between schools and stakeholders.
Additionally, high-risk school settings require teachers to use interpersonal pathways
evidenced as group effectiveness skills (group communication, roles and responsibilities,
positive group dynamics) to support resilience (Ebersdhn et al., 2015). The findings of my

study show that the fAlsithebeo i ntfoemavspasesofon f or i
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social interaction between teachers fostered a sense of community and positively impacted
teacher networking capacity.

Sub-t h e me 1. 3 ging BtheokGammuni t vy Net wor k stde
relationships teachers develop in their social context outside of their school setting as critical
to providing them with the resources they need to thrive in their personal and occupational
environment. Leveraging networking capacity was defined as collaborating with individuals

and organisations to offer psychosocial support to learners (Synergos, 2017). Fur t her mor e,

high level of workplace social capital is characterised, for example, by a workplace climate of

encap

f

soci al support, mut ual trust, and constructive
(Framke et al., 2019, p. 884). My st udy showed that Al sithebeod i

communication outside of formal staff-related interactions, with more opportunities to discuss
challenges and improve problem-solving, which potentially contributed to constructive,

cooperative relations between teachers and community members.

4.4.3.5 Sub-Theme 1.4: Valuing Positive Family Relationships
Another enhanced SCcompet ence fl si t hebed wasdheic Jalaimgsof
positive family relationships. Contextual resources indicate the critical role of relationships
(including family, friends and colleagues) in the resilience process (Mansfield et al., 2014).
This finding is consistent with studies that show TR is fundamentally a relational process (Gu,
2018; Le Cornu, 2013), and teachers are most confident when they can sustain and be
sustained by connections (Gu, 2014). My study also showed that an SC intervention like
fisithebed could boost social support by encouraging teachers to appreciate positive
relationships inside and outside the classroom.

Aside from formal processes that enhance TR, such as mentoring and PD, family
relationships constitute informal processes shown as important for TR (Papatraianou & Le
Cornu, 2014). Many teachers turn to their families when they feel professionally exhausted

and need emotional support (Fiorilli et al., 2019). Having a supportive family and spouse can

demons

increase teacher commitment and enhance teachersé6é <capacity to

challenges. The teachers pointed out that showing support can entail partners not expressing

displeasure if theirteachers pouse wor ks from home, or Ahaving a

teacher spouse adopts a work-life balance, ensuring weekends are spent interacting with
f a mi(Rapatbaianou & Le Cornu, 2014, p. 102).

The literature has highlighted that distressed and overwhelmed teachers may lack
emotional availability and withdraw from relationships with others close to them (Clement,
2017; Fleming et al., 2013). A teacher® strong work engagement and teaching responsibility
may result in a lack of work-life balance (e.g., limited time for personal, social and family life).

Such an imbalance increases the chances of stress and burnout lowering the teacherd morale
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and well-being and even creating a likelihood of teacher attrition (Fleming et al., 2013).
Therefore, resilience as a dispositional tendency to experience positive relationships could act
as a counterbalance to negative emotional experiences that are common in the teaching
profession (Day & Gu, 2007; Pretsch et al., 2012). Furthermore, Proeschold-Bell et al. (2021)
recommend that teachers protect personal or family time by having some time set aside that
i s -lfiiomift s 0. TR mereaseoon khe teacher emotion scale were reflected in post-
intervention qualitative Sub-theme 1.4:AiVal ui ng Positive Family
teachers reported that fisithebed gatherings and activities created a space for positive self-
reflection, and the focus on relationship building helped teachers value positive family

relationships.

4.4.3.6 Sub-Theme 2.1: Providing Implicit Social Support to Learners, Co-Workers
and School-Community Members

This sub-theme explored teachers providing implicit social support to learners, co-workers and
school-community members fthrough good communication, tolerance, listening, good
communication skills, being caring, loving, sharing and bearing more than the role of a
coll eagued (Eber 32 MBtaitdi els. suzy@®zxtG,t emd. t hat
happiness at work can promote feelings whichgenerateposi t i ve t eacher so
wor k out come s -®el etRal, @2E, p.h2a)! lnbplicit social support denotes that
people benefit from SC by receiving or providing emotional comfort to others in their lives

(Ebersohn, 2019; Taylor, 2011). Providing implicit social support to learners, co-workers and

Rel at

compa:
attit

school community members is |Iinked to Category

enabl es quality educ at iclevandforaeachess warking in challengedt e n ¢

contexts (discussed in Section 5.3.2.2). The data was silent on teachers ascribing meaning to
providing implicit social support to people in distal relationships (friends, family and school-
community members) as relevant for TR.

Recei ving and p mpmtinay bensgen dissa bahaviaural expiession of
social connectedness beliefs and practices synonymous with an Afrocentric cultural
worl dvi ewd ( Eb er s 32h Rostéanterveamtion instartds 2fGeachegrs. providing
implicit support to learners, co-workers and community members align with cultural
predispositions to be responsive to vulnerability in the space of extreme inequality. It enables
community members to identify where social support is needed and allows people to mobilise
social resources accordingly (Ebersdhn, 2019). The challenged educational landscape of
South Africa requires teachers to take on multiple roles and responsibilities. Ideally, responses
to social needs at a community level should be visible across an array of social sectors;
however, the education sector is expected to fulfil a leading role in this regard (Ferreira et al.,
2010; Mansfield et al., 2018).
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fiDecades of e ebeirng anterventioa teseaxkch lhdve demonstrated the
profound importance of cultivating a psychologically safe and healthy classroom climate on
child development and | earni ng o uThis poimteoascame( Br a d | e
evident in Sub-theme 2.1 as teachers commented that the learners they teach come to school
hungry and come from homes with many challenges, therefore making the care they receive
from teachers particularly important. A novel insight generated from Sub-theme 2.1 is that
teachers working in challenged contexts have heightened capacities to give implicit social
support to co-workers and learners due to chronic and cumulative challenges that impact the

lives of the children and teachers with which they work.

4.4.3.7 Sub-Theme 2.2. Providing Explicit Social Support to Learners and School-
Community Members

Explicit social support signifies fAinstances whe
support to provide concrete services to others
p. 32). Social resources are informal relationships within a community that include the
utilisation of social resources such as implicit emotional support (discussed in Sub-theme 2.1),
as well as more explicit reciprocal gifts and sharing costs and incomes in financial
undertakings (Eberséhn 2019; Kuku et al.,, 2013). A Th ec kdiprogé6 practice of
donations denote providing resources to alleviate hardship and can include bartering.
Resources that are exchanged to |l essen privat.
donations, bartering resources, giving time, labour and attendance, and accessing services
for famil i es (Elwersdhn, 20d9, p. LY. Wa dissussed in Sub-Theme 1.3, post-
intervention data shows reports of teachers leveraging school-community networks as they
share examples of providing explicit social support to learners and school-community
institutions.

Examples of explicit social support in challenged contexts refer to instances of
fifl ok kti o0 gnlimited igfrastrectureand access t o backdfaccessdos our c e s
basic services mean that people often dgockbétogether to manage access to clean water, to
gather yrewood for heat and cookao(Bbgrséhnt 2019t r a v e |
p. 19). RRR theory emphasises the need not to demand more than what is available. Instead,
explicit social support aims to be as creative as possible with what is available when helping
(Ebersthn, 2019). In this way, the concept of social capital emphasises the idea that socially
connected people or groups can use other types of capital (such as financial resources,
knowledge, skills, and abilities) more effectively to achieve their goals (Oh et al., 2004).

Research on social support management in South African schools found that flexibility
and open communication strategies enabled different role players to manage resources and

mobilise assets by linking them through social networks (Eberséhn & Loots, 2017; Gu & Day,
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2018). This finding aligns with qualitative data that outlines teacher reports of how fisithebeo
helped improve their penchant for providing explicit social support by encouraging them and
enabling them to create their own networks with volunteers and churches in the community.
The data was silent on teachers providing explicit social support to co-workers, friends and
family as relevant for TR.

4.4.3.8 Sub-Theme 3.1: Receiving Implicit Social Support from Co-Workers and
the School-Community, and Friends and Family

Workplace social support has been linked to occupational well-being, job satisfaction, and
engagement (Wu et al., 2020). Teachers who received more social support from their
colleagues were more likely to express positive emotions, have higher job satisfaction,
reduced stress levels, better relationships with colleagues and find more meaning in their work
(Fouché et al., 2017; Wu et al., 2020).
Sub-theme 2.1 explored how implicit social support was defined as people benefiting
from SC by receiving emotional comfort from others in their lives (Ebersohn, 2019; Taylor,
2011). This account resonated with previous literature that acknowledges that for relationships
to be mutually beneficial, teachers need to give and receive intrinsic social support perceived
as beneficial to them (Fouché et al., 2017; Le Cornu, 2013; Taylor, 2011). Addi ti onal | vy,
reinforcn g ot her peoplebdbs competence to provide requi
situations could promote well-b e i fWudet al., 2020, p. 13). Process and post-intervention
data were rich with occurrences of receiving intrinsic social support from the school community
co-workersandf r i ends adradilyfara frientsgin relation to social support were only
mentioned regarding receiving implicit social support i indicating the meaningful protective
resource of significant relationships outside of the workplace to reinforcet eacher resil i e
(Ebersohn et al., 2020, p. 35). The dataisfisi | ent on teachers ascribir
implicit social support to people in distal relationships (friends, family and school-community

members) as relevant for teacher resilienced (EDb

4.4.3.9 Sub-Theme 3.2: Receiving Explicit Social Support from Co-Workers and
the School-Community

Extrinsic social support was defined as people 0
to provide concrete services to other3).Thacing c
point corresponds with previous research on pathways to resilience in challenged contexts
characterised by structural disparity that have adapted to function through communal
societies, smart partnerships sharing costs and incomes in financial undertakings (Eberséhn,
2019). Resilience literature suggests that when teachers have trouble dealing with the variety
of stressors in the school environment, receiving support from others functions is a significant

coping mechanism (Castro et al., 2010; Sharplin et al., 2011; Tait, 2008). fisithebedenhanced
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teacher proclivity to provide social support and receive social support, which is resilience
enabling. The data was silent on teachers providing explicit social support to co-workers,
friends and family as relevant for TR.
AEvi dence of teacher reports on receiving ex
posti nt ervention dataod ( E®E indicatmg paréctpatioa lin.an SQ 0 2 0, p
intervention potenti al | y ceivingcssocialaupmodfromeoamorkeesy 6 s abi
loved ones and community members. Reciprocity has been identified in the literature as an
important mechanism for developing social capital in the community. Society generally
recognises it as a moral norm based on exchanges between people for mutual benefit.
(Roffey, 2012). Reciprocity has been acknowledged in international teacher resilience
literature as an important influence on teacher relationships (Johnson et al., 2015). Le Cornu
(2013) and McNally and Blake (2010) found reciprocity important in relationships both with
colleagues and with students and thus an enabling factor for resilience. In South African
research, reci pr o-edologycal environmeno (Mherbns 2083pWoodet al.,
2012) and o n er@ighbours and social community (Ebersdéhn, 2019) have been identified as
important for TR.
Post-intervention qualitative data outlined teacher reports of how fisithebed helped
improve their proclivity for providing and receiving explicit social support by encouraging them
and enabling them to create their own networks with volunteers and churches in the
community. This, in turn, strengthened their already existing proclivity for SC and communal
exchange of resources inherent to interdependent worldviews while increasing the ability to

provide and receive social support.

4.5 Conclusion
In Chapter 4, | presented a quantitative, qualitative and integrated analysis of SC findings and
addressed my studybds SRQ2. Fol |l owQUAN+QUALelatal si t heb
showed an increase in SC scores of participating teachers. Despite living and teaching in
resource-constrained settings characterised by much adversity, the teachers in the sample
showed a high level of SC. This finding indicates the ability of teachers to resile despite
challenged circumstances through relational pathways, as indicated extensively in Global
North research. However, it is also possible to conclude that the t e a ¢ hSE€ was digh due
to being situated in resource-constrained Global South contexts. They display high levels of
SC in times of collective distress by flocking together to share resilience-enabling resources.
Qualitative findings indicate that teachers use a range of SC competencies to give and
provide implicit and explicit social support across relational systems. Teachers also mentioned
other enhanced competencies aligned to SC, such as the capacity for bonding within and

across school social networks, leveraging school-community networks and valuing positive,
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family relationships. Chapters 5 answers SRQ2, i Ho w dI'R easnpare pre- and post-
i nt er v e ndisduss how &C funationed as a pertinent pathway to TR within a challenged

educational context.
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5 Chapter Five: Teacher Resilience Research Findings

5.1 Introduction

In the previous chapter, | reported on SC quantitative results, qualitative findings and

integrated QUAN+QUAL results and findings. The SC findings indicate that a social

connectedness intervention enables awareness of SC, teachers bonding within and across

school social networks, leveraging school-community networks, and giving and providing

social support.
As | highlight in Table 5.1, in this chapter, | share the MMR results to address SRQ2,

fHow does TR compare pre and post-i nt er vent3RQ@3P:0,A Tamdwhat S&xt ent

intervention with teachersinperi-ur ban pri mary schools enable TR?0
Section 5.2 reports on quantitative pre- and post-intervention results of the ENTREE

TR questionnaire. Section 5.3 reports on qualitative data with themes and sub-themes

generated across pre- process and post-intervention data collection points. Section 5.5

presents an integration of pre- and post-intervention QUAN+QUAL results to discuss TR

based on an SC intervention. The chapter culminates in a section considering existing

literature on TR to distil findings for SRQ2, fHow does TR compare pre- and post-

i nterventSIRAQB?2 0 Aarod wh at SCamnetvention withh ieathets m peri-urban

primary schools enable TR?0
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Table 5.1
Outline of Chapter 5: TR Research Findings

SRQ Relevant chapter section

Documented data source

Data analysis

SRQ2:iHow d ¢ 5.2. Quantitative Pre- and Post-Intervention TR Results

TR compare pre- .
5.2.1 Introduction
and post-
intervent i 522 Reliability of the ENTREE TR Questionnaire

5.2.3. ENTREE TR Questionnaire Descriptive Item-Level

Statistics

5.2.5. ENTREE TR Pre- and Post-Intervention Quantitative
Results

5.3. Qualitative TR Results
5.3.1. Introduction
5.3.2. Qualitative TR Results

5.3.3. Theme 1: Enablers of Quality Education in Challenged
Contexts

5.3.3.1. Sub-theme 1.1: Teacher Professionalism Enables

Quality Education

5.3.3.2. Sub-theme 1.2: T&L Competencies Enable Quality
Education

Quantitative

Completed questionnaires -
selected items, TR ENTREE scale -
Appendix B.

Quialitative

Verbatim transcriptions of audio
recorded teacher-group PRA

presentations.

Quantitative

Not normally distributed 1 WSR
test used to compare the pre-

and post-intervention scores.

Qualitative

Within case thematic inductive

analysis of transcriptions.
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5.3.4. Theme 2: Enablers of Teacher Occupational Well-being in
Challenged Contexts

5.3.4.1. Sub-theme 2.1: Acknowledgement of Occupational

Inputs Enable Occupational Well-being

5.3.4.2. Sub-theme 2.2: Experiencing Occupational Purpose

Enables Occupational Well-being

5.3.5.3. Social Connection Enables Teacher Occupational Well-

being
5.4. Integrating QUAN+QUAL TR Results Quantitative Qualitative
5.4.1 Introduction Completed questionnaires - ENTREE scales and sub-

selected items, TR ENTREE scale - themes are deductively
5.4.2 MMR TR Results _ .

- Appendix B. analysed to link TR scales to
5.4.3. TR Questionnaire Scales and Corresponding Links to gualitative sub-themes

Quialitative Sub-Themes
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SRQ3: ATo
extent did the SC
intervention with
teachers in peri-
urban primary
schools enable
TR?0

5.4. Literature Control

5.4.1. Introduction

5.4.2. Teacher Professionalism Enables Quality Education

5.4.3. T&L Competencies Enable Quality Education

5.4.4. Leveraging Social Networks to Enable Quality Education

5.4.5. A Social Connectedness Intervention Enables Occupational Well-being
5.4.5.1. Social Connection Enables Occupational Well-being

5.4.5.2. Acknowledgment of Occupational Inputs Enables Occupational Well-being
5.4.5.3. Experiencing Occupational Purpose Enables Occupational Well-being

5.5. Conclusion
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5.2 Quantitative Pre- and Post-Intervention TR Results
5.2.1 Introduction

The following chapteranswer s SRQ2: i Ho w d-caedspostFi R tceor nvpeanrt ei  opnr?e
The ENTREE TR questionnaire was included as a pre- and post-intervention measure. The
intervention study process involved an MMR baseline assessment of TR (September 2018),
an SC intervention (taking place between March 2019 and July 2019), and a post-intervention
MMR assessment of TR (September 2019). It was anticipated that the data would not be
normally distributed due to the small sample size (n = 22) with a skewed number of females
to males (F = 20, M = 2). Pre- and post-test cross-sectional data was generated on a single
sample of peri-urban primary school teachers (Saunders & Tosey, 2013) to describe the TR
of teachers before and after participation in an SC intervention.

There were 36 completed TR questionnaires from the pre-intervention data collection
(September 2018) and 22 completed questionnaires from the post-intervention data collection
(September 2019). Section5 . 2. 2 presents the Cronbachoés al pha
reliability of the ENTREE TR questionnaire. Section 5.2.3 presents the descriptive item-level
statistics of raw scores for the TR questionnaire for the 22 teachers who completed both pre-
and post-intervention TR questionnaires. Section 5.2.5 presents comparative quantitative

results for averages of the scale scores for TR pre- and post-intervention scores.

5.2.2 Reliability of the ENTREE TR Questionnaire
Reliability analysis was conducted using the Croc
the underlying variable structure of the TR questionnaire is a consistent measure in the setting
of South African peri-urban primary school teachers in challenged contexts (Bosch, 2020).
Cr o n b a c h dmeasuees tipetinsernal consistency of an instrument. It is a formula frequently
used to establish the reliability of measures that utilise multiple response categories, such as
in the TR questionnaire. The generally agreed-upon lower limit for Cronbach alpha is 0.70,
although some researchers advocate that a value as low as 0.60 is acceptable in general
(Daud et al., 2018; Hancock & Mueller, 2013; Nunnally & Bernstein, 1994; Van Griethuijsen et
al., 2015; Zhan etal.,2021). The Cronbachbés alpha coefficients,
confidence interval (Cl) for each factor, are shown in Table 5.2, ordered from the highest to
the lowest value (Bosch, 2020).
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Table 5.2

Factors, Corresponding Cronbachods Al pha Coef
Questionnaire
Scale Cronbac 95% Cl for Number of
alpha Cronbaché items

Teacher efficacy (TeachEff) .893 (.825; .953) 12
Teacher motivation (TR-Mot) .838 (.739; .911) 12
Resilience (Res) .832 (.722; .910) 9
Teacher professionalism (TR-Prof) .805 (.679; .892) 6
Contextual .783 (.659; .881) 11
Teacher sense of coherence (TR-Soc) .710 (.577; ,852) 5
Teacher emotion (TR-Emot) .636 (. 376; .806) 5

(Bosch, 2020)

From Table 5. 2, it is evident that all Cronbach
accepted value of .7 for all scales except for the Teacher Emotion scale, which has a Cronbach
alpha coefficient of .636. However, it should be noted that the value of .636 is acceptable
according to the guidelines set out by Ghazali (2008). This being said, further studies could
seek to improve the reliability of the Teacher Emotion scale in the setting of South African peri-

urban primary school teachers in challenged contexts.

5.2.3 ENTREE TR Questionnaire Descriptive ltem-Level Statistics

Section 5.2.3. reports on raw scores for each individual item in the ENTREE TR questionnaire.

As discussed in Chapter 3, the ENTREE TR questionnaire was employed to investigate

teacher traits that can act as protective resources or risk factors constituting internal pathways

that may support or inhibit teacher capabilities to resile. The scoring system was the same for

all scales on the ENTREE TR scale. The data was ordinal and appeared on a 7-point Likert

scale to determine participant attitudes to each specific statement (Lépez et al., 2015). A

numerical value was assigned to participant responses (1to 7),withl = iDo not a,gree at
2 = NADi,8agre8bightdey ndlesha gcaéiésd i gt Fy i agdrree 0
AStrongl yrqeestions elatingf t@ the Teacher Professionalism, Teacher Emotion,

Teacher Motivation, Teacher Sense of Coherence and Contextual scales. For questions

relating to Resilience and Teacher Efficacy scales the following values were assigned to the
Likertscale:1 = fAAbsolutel,¥ nofiNcobon8odéiitbémtghht [y unco
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4= fANe, bt r=almSI ight8 y=co@drmfidhderntmSt rongly confi de
necessary to recode two negatively worded questions on the Contextual scale to ensure

consistent scoring of all the questions. These two contextual questions were as follows:

Question 1: il did not want to become a teachero
Question 8: HAAs a teacher, | will wait for gover
school so.

All pre- and post-intervention responses were electronically captured on an Excel
sheet, as illustrated in Appendix J. The mean, median and mode for each question and the
minimum, maximum and standard deviations (SD) are displayed in Tables 5.3 to 5.8 to explain
the data distribution per question. Tables 5.3 to 5.9 show the pre- and post-intervention item-
level descriptive statistics across seven TR scales of the ENTREE TR questionnaire, including
TR-Prof, TR-Emot, TR-Mot, TR-Soc; Res and TeachEff (Peixoto et al., 2018; Watt &
Richardson, 2007), and the contextual items (Coetzee, 2013).

Table 5.3

Pre- and Post-Intervention Descriptive Statistics of the Questions from the Teacher

Professionalism (TR-Prof) Scale

i X Mdn SD
Questions n
Pre Post Pre Post Pre Post
AAt school , I ca
situations chang 22 5.77 5.86 6.00 6.00 0.81 1.59
(Q1, Appendix B)
Al can quickly a
situations at sc 22 5.62 6.51 6.00 6.50 0.75 0.67
(Q2, Appendix B)
Al am wel | organ
wor ko 22 5.23 5.73 5.00 6.00 087 1.12
(Q3, Appendix B)
Al reflect on my
|l earning to make 22 5.51 6.15 5.50 6.00 0.91 0.89
(Q4, Appendix B)
Aln my role as a
goodc ommuni cator o 22 5.95 6.09 6.00 7.00 0.85 1.15
(Q23, Appendix B)
AAt wor k, I can
from other peopl 22 5.50 6.51 5.50 7.00 091 0.80

(Q25, Appendix B)
Note: X = mean, mdn = median, SD = standard deviation

Table 5.3 indicates that for pre-intervention scores, the median (as the data is not normally

di stributed) for questions from the Teacher Prof

Agreeo) and 6 ( AAgr e eiotgrventiohmdicatgduae snieidoi nasn aotf psr e( A S
Agreeodo) and reflected the following statement s:
wor ko and Quest i onT&b5t:o fimha kree ffl letcur eintgpvembygm,sthie. At p
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median for these two questions increasedto 6 ( A Agr eeod) , i ndi cat-i
intervention felt more confident in organising their schoolwork and reflecting on their teaching
practice.

For post-intervention scores, the median and mode for questions from the Teacher
Professionalism scaler anged bet ween 6 (fiAgreeodo) and-
intervention increases included Question
communi cat or oGinterventidn medtarhgeinggrone6 (Agree) to the post-intervention
median being 7 (fAStrongly agreeod). Question 25:
peoplebds perspectnvesventwwi bh tmmbhdi pnegoi ng-

ng t

i At

h

q

\

from &

intervention median bei nigtervéntioh ihGdase® andhkese iteeng r e e 0 ) .

suggest improved teacher social-emotional competence as reported by their ability to
communicate and view situations from different perspectives. Table 5.4 shows the results for

the TR-Emot scale.

Table 5.4
Pre- and Post-Intervention Descriptive Statistics of the Questions from the Teacher Emotion
(TR-Emot) Scale

n X Mdn SD
Pre Post Pre Post Pre Post

Questions

AWhen somet hing
school , I donot
personall yo

(Q5, Appendix B)

AAfter reflectio
the funny side of challenged

22 5.55 5.91 6.00 6.00 101 1.06

22 5.65 5.95 5.00 6.00 1.09 150

school situati on

(Q6, Appendix B)

AwWhen | feel ups

school, | can manage to stay 22 58 633 600 700 077 1.02
cal mo

(Q7, Appendix B)

Al bal ance my ro

with other di men 22 5.59 5.91 6.00 6.00 0.96 1.55
(Q8, Appendix B)

From Table 5.5, it is evident the median and mode for all the questions in the Teacher Emotion

scaleforpre-i nt erventi on responses ranged between 5

intervention data on the Teacher Emotion scale shows high emotional competence amongst
peri-urban primary school teachers working in a challenged educational context.

Post-intervention responses increased to a median of responses ranging between 6

(

(AAgreeo) and 7 (AStrongly agreeoég maoiyhcthef or e,

participants agreed with the questions related to teacher emotion which may indicate that the

majority of participants could engage in aspects of emotional regulation and competence in
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the social and emotional domains (Peixoto et al., 2018), with post-intervention responses

indicating increased emotional regulation and social-emotional competence.

Table 5.5
Pre- and Post-Intervention Descriptive Statistics of the Questions from the Teacher
Motivation (TR-Mot) Scale

Questions n X Mdn SD
Pre Post Pre Post Pre Post
il am generally opt
(Q9, Appendix B) 22 555 6.15 6.00 7.00 0.80 1.06
At school , | focus

strengths more than focusing on my

l i mitationso

(Q10, Appendix B)

AWhen | make mistak
these as | earning o 22 590 6.65 6.00 7.00 0.62 0.58
(Q11, Appendix B)

Aln my role as a te

wor k towards achiev 22 559 6.65 5,50 7.00 0.80 0.66
(Q12, Appendix B)

22 5.59 6.29 6.00 7.00 1.05 0.85

il have realistic e

as a teachero 22 577 6.23 6.00 6.50 0.92 1.02
(Q13, Appendix B)

il believe that i f

something at school, | can be
successful o

(Q15, Appendix B)

Al am good at mai nt
and enthusiasm when things get
challengedat school 0o

(Q15, Appendix B)

22  6.00 6.77 6.00 7.00 0.69 0.53

22 5.65 6.23 6.00 6.00 0.79 0.69

Al enjoy |l earning w

(Q16, Appendix B) 22 573 6.76 6.00 7.00 1.08 0.55
Al |l i ke chall enges

(Q17, Appendix B) 22 5.23 5.59 5.00 6.00 1.23 1.05
Al am persistent in

(018, Appendix B) 22 5.50 6.18 550 6.00 0.91 0.80
i believe that | h

work | ifeo 22 552 6.32 6.00 6.50 0.98 0.85
(Q19, Appendix B)

Ailtdés i mportant to

do my job wello 22 6.00 6.59 6.00 7.00 0.62 0.59

(Q20, Appendix B)

Table 5.5 indicates that the median and mode for all the questions on the Teacher Motivation

scale ranged between 5 (ASI i gntetvdntion rdssponsesefom and 6

the Teacher Motivation scale suggest high primary teaching motivations among the

participants. Post-intervention responses increased to a median of responses ranging

bet ween 6 (AAgreeo) and 7 (AStrongly agreeo).
Forpre-i nt erventi on responses, only two questior

agreeo), for Question 12: Aln my role as a teac
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t hemind Question 17: il | i k e -irgehvantion eespgprses for n

my \

Question 12 increased to a med i-iaaventdn respongéed St r ong

for Question 17 increased tierventiomieaeasasforthdse 6 ( A Ag

two items indicate teachers felt more confident in setting goals and embracing challenges,
which contributed positively to their teacher motivation. Additionally, there was a significant
scale score increase for teacher motivation between pre- and post-test, as indicated by the
WSR tests (reported in Section 5.2.5). Table 5.6 shows the results for the TR-Soc scale.

Table 5.6
Pre- and Post-Intervention Descriptive Statistics of the Questions from the Teacher

Sense of Coherence (TR-Soc) Scale

o

9
)

n X Mdn SD
Pre Post Pre Post Pre Post

Questions

=

en | am unsure of
p from coll eague: 22 595 6.65 6.00 7.00 0.72 0.58
, Appendix B)

am good at building
hool environment so 22 591 6.50 6.00 7.00 0.75 0.67
2, Appendix B)
my wor k, I can |l oo

to find a solutio 22 567 6.27 6.00 6.00 080 0.77
ppendix B)
n
I

(7 I i ST g 1]
Q
= —

Q

s
NY TN TN

V< 5
>n

' | am at wor k, |
icts with otherso 22 5.59 6.50 6.00 7.00 0.80 0.60
ppendix B)

(@]
°=
= i
(¢

> —

61

Table 5.6 shows that the median for all Teacher Sense of Coherence scale questions was 6
(AAgreeo) . The median of these questions may
amongst participants and suggest that they can manage challenged situations to achieve
satisfying, acceptable or manageable outcomes (Peixoto et al., 2018). Post-intervention
results showed higher levels of perceived internal teacher sense of coherence with three out
of the four items i ncr eassignificant socalescoré inckeasesofarg | vy
teacher sense of coherence between pre- and post-test, as showed, that teachers felt more
capable in managing challenged situations at post-intervention. Table 5.7 shows the results

for the Resilience (Res) scale.
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Table 5.7
Pre- and Post-Intervention Descriptive Statistics of the Questions from the Resilience

(Res) Scale
Questions X Mdn SD
n Pre Post Pre Post Pre Post

fGetting over setback

(Q115, Appendix B) 22 5.79 5.77 5 6 085 1.27
AfBouncing back, when

(Q115, Appendix B) 22 5.90 5.18 5 6 1.30 1.87
ACarrying on with my

things go wrongo

(Q116, Appendix B) 22 555 6.05 6 6 0.75 1.13
AfCarrying on in schoo

me 0

(Q117, Appendix B) 22 5.27 6.15 55 6 0.88 0.95
AFeeling certain that

even if there are ser

(Q118, Appendix B) 22 550 6.18 6 6.5 091 122
iManaging negative ev

tryo

(Q119, Appendix B) 22 5.77 5.36 5 5.5 0.97 1.59
ACoping with most pro

dayo

(Q120, Appendix B) 22 5.23 6.23 5 7 092 1.07
iSome negative things

school have made me better able to deal with

probl emso

(Q121, Appendix B) 22 5.65 6.51 6 6.5 0.66 0.67
ANot getting disheart

childrends circumstan

(Q122, Appendix B) 22 527 5.82 5 6 0.83 1.37

Table 5.7 indicates that for pre-intervention responses to questions on the Resilience scale,
the median and mode for al | guestions ranged |
(AConfident o). Al the questions 0 n icate Hhieis scal €
confidence in handling or facing certain situations. Since the Resilience scale measures
participant self-efficacy, the median indicates that most of the participants in pre-intervention
felt confident in their ability to bounce back after facing challenges and used strategies to
adapt to these challenges (Morgan, 2011; Peixoto et al., 2018). Post-intervention results for
self-efficacy showed significant scale score increases between pre- and post-test scores, as
reported in Section 5.2.5. Post-intervention item-level results showed higher levels of
perceived self-ef fi cacy with the median and mode increas:s
with Question 120: pficbpiemg wint Bnmmoschool dayo in
Confidentint eatveptéon to 7 (4n8rwventom Jably 5.8ashove e 0) a't

the results for the TeachEff scale.
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Table 5.8

Results for the TeachEff scale

Questions n X Mdn SD

Pre Post Pre Post Pre Post

ifiTeaching all the su

affectivelybo 21 553 575 5.00 6.00 103 1.51

(Q123, Appendix B)

AExpl aining difficul

the childrenwilunder st and it 21 565 6.10 6.00 6.00 0.93 1.37

(Q125, Appendix B)

iSuggesting suitable

chil dren are having 21 557 6.15 6.00 6.00 1.03 1.20

(Q125, Appendix B)

ifiTeaching in a way t

rememberi mportant i nfor 21 590 658 6.00 700 0.70 1.03

(Q126, Appendix B)

AApplying the new de

curriculum into my t 21 570 6.29 6.00 7.00 0.92 1.19

(Q127, Appendix B)

AHel ping children fo

andavoiddi stractionso 21 562 653 6.00 7.00 1.02 0.68

(Q128, Appendix B)

AiManaging i nappropr.i

(Q129, Appendix B) 21 550 6.33 5.00 7.00 1.23 0.80

AEncouraging | earner

for their behaviouro 21 581 629 6.00 6.00 0.81 0.78

(Q130, Appendix B)

iDeal ing with the di

the | earners in my ¢ 21 558 6.29 5.00 7.00 0.93 0.85

(Q131, Appendix B)

iTeaching | earnerso

(Q132, Appendix B) 21 6.25 655 6.00 7.00 0.79 0.69

iProvi di nvgthdearapedifie r s

behaviour expectatio 21 590 655 6.00 7.00 0.95 0.60

(Q133, Appendix B)

nCommunicating affec 5 579 55 600 700 1.01 069

(Q135, Appendix B)

The median and mode for questions on the Teacher Efficacy scaler a n g e d

~

Confident o)

and

6

bet ween

(infie@rentioh iredpensds.0 This d$caleo fotusgsror

participant self-evaluation of teaching abilities and beliefs (Morgan, 2011; Peixoto et al., 2018).

Post-intervention results showed higher levels of perceived internal teacher efficacy, with 8

out of t he

12

t ems

ncreasi

ng

t o

7

5

(n

(AStrongl y

most of the participants felt more confident in their abilities related to the teaching profession

and their self-belief as teachers from post-intervention responses. Table 5.9 shows the results

for the Contextual scale.
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Table 5.9
Pre- and Post-Intervention Descriptive Statistics of the Questions from the
Contextual Scale

. X Mdn SD
Questions n
Pre Post Pre Post Pre Post
fi | did not want to
Question associated with reverse

scoring: | wanted t 21 3.62 276 5.00 2.00 250 212

(Q1, Appendix B)

i may geeéeactbi hgvien
(Q2, Appendix B)
iTeachers have play

21 5.37 6.15 6.00 7.00 1.80 1.57

my | ifeo 21 6.10 6.20 6.00 7.00 1.22 1.82
(Q3, Appendix B)
i want to be a tea

in learners even in the face of many
obstacl eso
(Q5, Appendix B)
AfAs a | ear
many chall
(Q5, Appendix B)

i know how to teac
there are many challenges and few
resources?o

(Q6, Appendix B)

AfAs a teacher, I  wa
solve problems in s 21 5.71 6.29 6.00 6.00 1.06 0.78
(Q7, Appendix B)

AfAs a teacher, I wi

or officialstosolvepr ob |l ems i

(Q8, Appendix B)

Question associated with reverse 21 2.80 238 2.00 1.00 209 225
scoring: As a teacher, | will not wait for

government or officials to solve

problems in schools

Al wi || meet inforn
teachers to discuss ways to deal with
chall engeso

(Q9, Appendix B)

i know that teache
schools that face many, on-going
chall engeso

(Q10, Appendix B)

AMy spiritualitybeace
teachero 21 6.00 6.81 6.00 7.00 1.35 0.50
(Q11, Appendix B)

Note: Questions 1 and 8 are not positively phrased (like the rest of the questions), and,
accordingly, the responses were reverse-scored so that the X, mdn, etc., can be interpreted
similarly to the rest of the items in the table.

21 6.38 6.33 7.00 7.00 0.75 1.35

I at

ner ,
enges and 21 5.62 6.19 6.00 7.00 1.53 1.55

21 6.25 6.15 6.00 6.00 0.70 1.39

21 5.15 533 550 6.00 1.63 1.80

21 5.38 586 6.00 6.00 150 1.56

Although the ENTREE TR questionnaire focuses on internal protective resources, the
Contextual scale indicates the contextual resources and the adversity characteristic of the

South African schooling context. Pre-intervention median and mode for questions ranged
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bet ween 5 (ASIightly Agreeo) and 7 (AStrongly A

(AStr gmeley ) Antetventoo. $he exception wasQu e s t i lavanted to bedome a

t e a c,iwkeredhe median forpre-i nt er venti on responses was 5 (fN

forposti nt erventi on responses was 2 (finot confident
The median and mode of questions on the Contextual scale indicated that past teacher

role models positively influenced their lives. The median and mode also indicated spiritual or

religious resources and the importance of instilling hope in their learners as a contextual

protective resource. From the mode and median of the following two questions, it seems that

although participants might face many challenges, they tended to take the initiative and not

wait for the government@mQuseppioon, 7a6fiAanabeteserlk

takethe i nitiative to solard pQueddtecimsn i&h (Sghrood sd ) p

teacher, I wi || not wai t for government or of f

responses suggest that participants frequently engaged with contextual adversity and

employed contextual resources to face those challenges.

5.2.4 ENTREE TR Pre- and Post-Intervention Quantitative Results
Section 5.2.4 presents the averages of the scale scores for the ENTREE TR questionnaire.
Quantitative TR data from the Isithebe baseline data set was analysed and compared across
22 teacher participants who completed both pre- and post-intervention TR questionnaires. The
15 pre-test questionnaire responses for teachers who only completed the pre-intervention
guestionnaire were excluded from the pre- and post-intervention analysis. According to the
WST test, about half of the scales were not normally distributed (p < 0.05); therefore the use
ofthenon-par ametric WSR fAtest wa-sandpaski dn tteor vceonntpi aorne stche
(Ebersthn et al., 2020, p. 28). The WSR test is a non-parametric statistical test used to
compare two repeated measurements on a single sample to assess whether there are
statistically significant differences between the pre- and post-intervention (Gibbons &
Chakraborti, 2010). Non-parametric statistics are argued to be as useful as parametric
methods and are considered more appropriate to use than parametric tests when working with
small sample sizes (Gibbons & Chakraborti, 2010). Non-parametric tests are appropriate
Qonsidering the sample size of my study. Furthermore, non-parametric statistics are specially
designed for ordinal and nominal-level data (Mentz & Botha, 2012). Since my study contained
nominal, ordinal and continuous data and the researcher utilised a small sample set (n =22),

the suitability of non-parametric statistical techniques became apparent (Lopez et al., 2015).
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Table 5.10
Results of WSR Tests for TR

n=22 X (SD) WSR test
Scale Pre Post Te;st_ p-value
statistic
TR-Prof 33.23 36.65 -3.510 .001*
(3.518) (3.619)
TR-Emot 21.23 23.55 -2.136 .033*
(2.581) (3.622)
TR-Mot 67.50 75.50 -3.281 .001*
(6.906) (6.731)
TR-Soc 22.86 25.91 -3.699 .001*
(2.678) (1.659)
Res 55.95 53.15 -3.056 .002*
(5.925) (7.778)
TR-Cont 57.58 59.86 -1.165 .255
(10.352) (6.552)
TeachEff 67.86 75.68 -2.777 .005*
(7.530) (12.255)

*Statistically significant (p < 0.05)

From Table 5.10 and Figure 5.1, it can be seen that there are significant differences between
the pre- and post-test scores for all scales (p < .05) where the post-test score is significantly
higher each time, except for the contextual scale (p = .255) where the difference is not
signifi cant . Teacher contextual knowl edge (Ateacher

space i n whi)¢Ebersbhn etwgl., 2020rpk26) was high before the intervention.
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Figure 5.1
TR Pre- and Post-Intervention Mean Scale Score Comparison
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5.3 Qualitative TR Results

5.3.1 Introduction
The following section adds to quantitative results addressing SRQ2: AHow does
pre- and post-i nt e r v dmtheifotlovingdsubsections, | discuss themes and sub-themes
which emerged from inductive TA on TR given study phases: pre-intervention, process data,
and post-intervention. Table 3.6 in Chapter 3 presented an overview of PRA prompts and
activities used to generate qualitative pre-, process and post-intervention data.

To determine teacher perspectives on their resilience pre-, process and post-
intervention, | analysed verbatim transcriptions of audio recorded teacher-group PRA
presentations. Pre-intervention data was collected with teachers in September 2018 in
response to the PRA p r o mpVhat doés it mean to be a good teacher? What helps you
continue bei Mualtatvetpre-teraeatior?tilemes, sub-themes and categories
describe enablers of TR irrespective of an SC intervention. Process data was collected in May

2019 and July 2019 during joint teacher-researcher meetings in response to the PRA-prompt:

TR

c

on

iHow do these gat her i ngs Pdstenteprenton data ivas gemerated byt e ac her

teachers in September 2019 in response to the PRA-p r o m/hat dods it mean to be a good

teacher? What helps you continue being a teacher

Qualitative themes, sub-themes and categories describe enablers of TR in challenged

contexts per intervention phase, with the process and post-intervention themes, sub-themes
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and categories describing enablers of TR given an SC intervention. Two themes were

identified at pre-intervention: Theme 1A Enabl er s of quality education
(with Subtheme 1.1, AiTeacher prof é&seisongakil $ papcSamhanted.2:i on o
AT&L competencies enabhhmelsThemaua iTegchRrancakpendenc
enablers of occupational well-being i n chal |l enge(@ith Subthéme x21s 0

AAcknowl edgement of o0 c c wqupationabwel-bb e ii nagdasabthemenab| es

2. 2: AExperiencing purpose Vi abecianrBeoepss datmabl e s
revealed Category 1.1.2, iLeveraging soci al n e which fek sndef o r t eas
Subtheme 1.1, i Teacher professional i sm. Peoceasbdatalsoqu al i t )

revealed Category 1 . 2. 1: ACreativity e whdch feleundergSuldhermet v e d u c
12iInT&L competencies enabl e g u grodeds ydataecdllactomt i on o .
revealed a new Subtheme 2.3, fSocial connection enables teacher occupational well-b e i n g o0 .

During post-interventiondatac ol | ecti on, two new categories aros
competencies enabl e gual ity ediidaenichhredbiltaemtpit @l
enables quality educa_thiScthnroowi ammgd cOanpagaer yynl f2.r3 | e
gual ity educat iuwnmarises theathdmes, shh-tiefhes sand categories per

intervention phase. Sections 5.3.3 and 5.3.5 describe TR themes, sub-themes and categories

with participant verbatim quotations per intervention phase.
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Table 5.11

Qualitative TR Themes per Intervention Phase

motivation and

commi t ment t
(Ebersohn et al., 2020,

p. 50)

Theme Subtheme Pre, process Category Definition Inclusion criteria Exclusion criteria
and post-
intervention
1. AiEnabl|1.1 fATeac|Pre-andpost- |Ref ers to fAesseathat s élnstances where Instances that only refer
of quality professionalism intervention professional lives such as their career decision | teachers indicated that to teaching as a
education enables quality making, motivation, job satisfaction, emotion, their teacher profession, without
in education and commitmento professionalism is indicating goals, positive
challenged (Hong, 2010, p. 1531) Achar act er i g affect, motivation and
cont ex positive affect, commitment to teaching.

1.1.1:

enables quality

iTe

educati ono

Participation in
Isithebe enabled
teacher PD to
continually upskill and
upgrade professional
knowledge by taking
part in opportunities for
lifelong learning. The

Isithebe intervention

de

several opportunities for

fnTeachers

lifelong learning that
helped them develop
professionally. These
included formal courses
provided by the
Department of Basic

Education, individual

This sub-theme
excludes data that refers
to PD without actively
acknowledging
Opportunities for lifelong
learning, formal courses
and individual initiative
to participate in

available programmes.
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Theme Subtheme Pre, process Category Definition Inclusion criteria Exclusion criteria
and post-
intervention
was another PD initiative to participate in
opportunity (others available programmes,
being taking part in and patrticipation in
formal courses research st
provided by the DBE, (Ebersthn et al., 2020,
and taking individual p. 32)
initiative to participate
in available
programmes).
Process and 1.1. 2: fi L e | Participation in Instances where Data that refers to

Post-
intervention

social networks for
teacher PD

Isithebe helped
teachers learn from
peers, other schools
and researchers and
enabled quality
education.

teachers indicated that
participation in Isithebe
helped them learn from
peers, schools and
researchers, which
enabled quality
education.

teacher experiences of
enablers of quality
education without
actively acknowledging
how Isithebe increased
opportunities for further
learning and

development.

1.1. 3: i Pe
resource for teacher

devel opmen

Participation in
Isithebe helped
teachers learn from

peers within schools

Instances where
teachers indicated that
participation in Isithebe

helped them learn from

Data that refers to
teacher experiences of
enablers of quality

education without
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Theme Subtheme Pre, process Category Definition Inclusion criteria Exclusion criteria
and post-
intervention
and enabled quality peers to enable quality actively acknowledging
education. education. how Isithebe helped
them learn from peers
within schools.
1. 1. 4: A Sc| Participationin Instances where Data that refers to
resource for teacher | Isithebe helped teachers indicated that teacher experiences of
dev el op me n| teacherslearnfrom participation in Isithebe enablers of quality
peers across schools helped them learn from | without actively
and enabled quality other schools to enable | acknowledging how
education. quality education. Isithebe helped them
learn from other
schools.
1. 2: fi T & L | Pre- and post- | Skills and capabilities to organise and execute | Instances where Data that refers to

competencies
enables quality

educatii

on

intervention

courses of action required to accomplish a

specific teaching task in a particular context

(Raath & Hay, 2016).

teachers acknowledged
that to fApr
education, they need to
have mastered content
knowledge of the
curricul umo
al., 2020, p. 52) and

T&L skills.

teachers not
acknowledging the
importance of teaching
and learning
competencies within the

context they work.
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Theme Subtheme Pre, process Category Definition Inclusion criteria Exclusion criteria
and post-
intervention
Process 1. 2. 1: #Cr | Participationin Instances where Data that refers to
enables quality il si t h eattigti@s | teachers indicated that teacher experiences of
educati on 0| foregroundedcreativity |[par t i ci pat i denablers of quality
to enable quality arts activities helped without actively
education plausibly. them discover their own | acknowledging how
creativity and used il sithebeo h
creative processes with | learn from researchers
their learners as well as | and discover their own
enabling quality creativity.
education.
Post- 1.2. 2. fi T e | Participation in Includes instances | Instances where
intervention adaptability enables Isithebe provided where teachers | teachers did not refer to

qgual ity ed]|evidence of teachers indicated that being | flexibility and openness
being flexible and flexible and open to |to change as important
open to change. change is important to | for them to resile and
resile and deliver quality | deliver quality education.
education.
1. 2. 3. A Sh| Participationin Includes instances Instances where
compassion for Isithebe provided where teachers teachers do not indicate
learners enables evidence of teachers indicated that showing that showing
gual i ty ed]| showingcompassion compassion for learners | compassion for learners

for learners, plausibly

is important to resile and

is important for them to
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Theme

Subtheme

Pre, process
and post-

intervention

Category Definition

Inclusion criteria

Exclusion criteria

enabling quality
education.

deliver quality

education.

resile and deliver quality

education.

2. AENnab
occupational
well-being in
challenged

context s

2.1
iAcknowl e
of occupational
inputs enables

occupational well-

Pre-

intervention

In Isithebe, teachers shared that when learners
acknowledged their teacher inputs, teachers

experienced occupational well-being.

Instances where
teachers spoke about

receiving positive

feedback from learners

which gave the teachers

Instances that refer to
experiences of the
teaching profession
without indicating

positive feedback from

beingo. a sense of professional learners as important for

pride. occupational well-being.
2.2 fAExpe]|Pre-andpost- | Inlsithebe, teachers shared that when they Instances where Data that refers to
Occupational intervention could make a difference in the lives of the teachers spoke about experiences of the
Purpose Enables learners they teach, they experience being able to make a teaching profession,
Occupational Well- occupational well-being. difference that without indicating
beingo. contributed to teachers purpose via career as

experiencing purpose important for

via career. occupational well-being.
2 . Social Process Teachers reported instances of positive Instances where Instances where
connection teacher emotion and social connection from teachers spoke about teachers did not refer to

enables teacher
occupational well-

beingo.

participation in #Alsit

experiencing positive

emotions during Isithebe

gatherings that

positive emotions during
Isithebe gatherings

178




Theme

Subtheme

Pre, process
and post-

intervention

Category

Definition

Inclusion criteria

Exclusion criteria

contributed to their

occupational well-being.

contributed to their

occupational well-being.
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5.3.2 Theme 1: Enablers of Quality Education in Challenged Contexts
NfnBeing able to provide quality education is an i
2020, p. 50). Theme 1 denotes pathways that teachers in a challenged context foreground
that could enable quality education.

5.3.2.1 Sub-Theme 1.1: Teacher Professionalism Enables Quality Education
Teacher professionalism is a teacherdés ability t
such as commitment, motivation and positive emotion (Peixoto et al., 2018). PD forms part of
teacher professionalism where teachers are committed to continually upskilling and upgrading
their professional knowledge. Isithebe teachers reported that their teacher professionalism
and PD enabled them to resile and deliver quality education. This sub-theme includes
instances where teachers indicated that their professional identity is characterised by
motivation,c o mmi t ment to teaching, and positive affec
cl osely associ atseasd ofidéentityh commitmenhamd nsofal purpose and the
extent to which their work contexts are able to support them to enact their moral values and
commi t ment 0 @55 Uhe folbWirdg &xcerpps from pre-intervention data indicate that
fi b e i n gualpbeingceguipped with professional knowledge, and being responsible for
setting go o(Ebemsdhraeng.)2029,@. 50) to learners as important professional
goals for Isithebe teachers that formed part of their commitment and motivation to teach:
AfAnd be inspirational so we can inspire other

and we are also an agent of changeo(School C, pre-intervention).

iAl so understanding the values of professic
learners, towards y o u r wor k and towards your staff 11

intervention).

You must be a motivator and must be caring and loving. You know the challenges that
we have in our schools, without love, that you are able to forgive and forget what your
leammershave done to youé makes you be able to

(School B, pre-intervention)

Must have objectives. Be able to plan, control and guide. As a teacher, we all know
that, as a teacher, we are supposed to be teaching, assessing the kids, monitoring
their work, doing reports, report to the parents in terms of the progress of your little

ones as well; you must also have a strategic planning. (School E, pre-intervention)
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Isithebe teachers at post-intervention indicated that teachers' professionalism (defined as their
commitment and motivation to teach) enabled them to resile and deliver quality education.
Teacher professionalism entails being fndequipped
responsi ble for setting gaQed p &0 o earHes,adevijeRtber s©° hr
in the following excerpts:
AiYou need to be informed and i (SohootA postv e and
intervention).

iSo they are able to wunderstand what you WEe
instructionsbybei ng exempl ary vy o u-inteneehtibnd ( School D, p

To be a good teacher is to be very responsible and to be dedicated to your work. To
lead by example. To be punctual at school. If you are early at school, children will see

that, and they will also be early. (School B, post-intervention)

5.3.2.1.1 Category 1.1.1: Teacher PD enables quality education

This category is when teachers reported that participation in Isithebe enabled teacher PD i
being able to continually upskill and upgrade professional knowledge by taking part in
opportunities for lifelong learning. The Isithebe intervention was another PD opportunity
(others included formal courses provided by the DBE, and taking individual initiative to
participate in available programmes).

The following excerpts from pre-intervention data indicate how being open to life-long
learning by participating in available programmes helped teachers upgrade their professional
knowledge and enabled them to provide quality education:

Number one says a, a lifelong learner is, as teacher you must know that you have to

l earné Until youbve stopped the teaching or

methods, attend workshops, upgrade yourself too. (School A, pre-intervention)

fiAnd keen to | earn. Acollelguas] yow leain @veem from fourom y our

earners, you can | ear fintesrentior)t hi ngo ( School B,

So youbre facilitating the knowledge, and

nderstand the curricul um, you undercamneand th

s C©

ith you | earn, you r es e-mtereehtion). hat stuff o (Scl
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AfiAnd you also are a |ifelong | earner yoursel:
teaching practice and understand that it conm

pre-intervention).

5.3.2.1.2 Category 1.1. 2: ifLeveraging soci al net wor
Teachers working in challenged spaces are surrounded by contextual features such as a

support network, mentors and ongoing PD opportunities (Coetzee, 2013; Ebersohn, 2015).

Al sithebed gat RBopportugites by laveragam@ssaaichetworks between peers

and schools. Process and post-intervention data revealed two subcategories from Category

1.1. 2, namel vy, Subcategory 1t. ela 2h elr fAdPewealso pane nt
Subcategory 1.1.2.2i School s as resource for teacher devel

Subcategory 1.1.2.1: Peers as a resource for teacher development

Isithebe gatherings contributed to increased PD opportunities by leveraging social networks
between teachers. Leveraging social networks involved teachers connecting, networking and
sharing ideas which contributed to teacher PD and enabled quality education. This category
included instances where teachers identified peers as a resource for teacher development by
providing opportunities for networking, advice, support and exchange of ideas, as evident in

the following excerpts:

iwe can feel that we have got people at our
schools where we wishmeetingt o bed (School A, M
fiAs teachers, they promote healthy relationst

can do all sort of network. And also they help us to share information, it develops you

as a teachero (School B, May meeting)

When we are having these gatherings, we can identify each oth

also information sharing and exchange of ideas. This is also what is required in this

professionodo (School C, May meeting)
fTo share ideas, l earning from eacfeammmeher, ge
acrosso (School. D, May meeting)

iThese meeting help us be better teachers be
so that we can share our views and we can exchange our ideas and share our

problems at the same timeodo (School C, July m
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i Eew with others, we can just throw a question, and people can give you ideas, and if

you want hands at school, that group of your

(School A, post-intervention).

ilt helped us to have a g oaed the gathenmge wekareb e c a u s ¢

able to share ideas, and it actwually strength

D, post-intervention).

Subcategory 1.1.2.2: Schools as a resource for teacher development

Isithebe gathering facilitated the connection between peers within their schools and teachers
across schools. At joint teacher-researcher meetings, teachers from all six participating
schools gathered at the same venue and presented PRA posters to each other. Teachers
could also socialise and connect with teachers from other schools at this meeting. Teachers
reported that leveraging social networks across schools contributed to their PD and enabled
guality education. This category encapsulates teacher reports of how Isithebe gatherings

helped teachers learn from other schools, as shown by the following excerpts:

iWe are also getting feedback from the other

get those ideaso (School A, May meeting)

iYou donot have the necessary skiwthlodher t hat

professionals. These gathering help us to problem solve and how to connect with other

schoolsd (School E, May meeting)

fiWe learn that when we gather together at these Isithebe meetings, we try to solve

also those problems and share those problems, that is why it is so important, and it

helps us a |l oto (School D, July meeting)
iwe also get ideas from the other scheol s
intervention).

iThese gathering help us to bteersandsharether e and

deas from ot he rirdedventioB)c h oo | B, post
AfAAs the teacher s, what we have gained from

sharing because this a platform where we

intervention).
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Post-intervention data shows teachers describing leveraging social networks for teacher PD.

As indicated in the process data, Isithebe gatherings contributed to increased PD opportunities

by leveraging social networks between teachers, schools and researchers, as shown by the

following excerpts:
AiYou must have good relationships with your
each ot her o0 ¢(irfeocvénbon)l A, post

fi Y o u st alap maintain good relations with your learners and colleagues. You will
remember that we spend 80% of our time at work; therefore, it is important that we

have those good r el anteivamtios).0 ( School C, post

iYou must al so hav e skijsobecdusecyounarse alaoigaciray toimeet

stakeholders from odntewantdb®.0 ( School C, post

You must have that good support system; that is what keeps us going. You know that
we have challenges in our school sntto@ooanet i me s
school because of some certain things, but what keeps you going is that support.

(School C, post-intervention)

5.3.2.2 Sub-Theme 1.2: T&L Competencies Enables Quality Education
T&L compet encies are defined as fis kexetutesouraesdf capabi
action required to accomplish a sp(&keiséthnetalt eachi n
2020, p. 55). Teachers need to have educational and subject matter knowledgefis ki | | s t o dr
upon combinations of classroom teaching and management skills6 ( Gu , .2ZZ)dld8liver p
guality education (Raath & Hay, 2016). Besides class time, teachers are responsible for extra-
curricular activities, discipline and classroom management, academic learner support and
parental communication (Gonzalez et al., 2008). Teachers also play an important pastoral role
in the emotional well-being of their learners. Therefore, they have the responsibility to identify
learning and emotional difficulties that emerge in the classroom and refer learners to the
relevant professionals if necessary (Evans, 2017). From the excerpts below, teachers
acknowl edged that they need to fAhave mastered
(Ebersohn et al., 2020, p. 52) and T&L skills to provide quality education.

The following excerpts from pre-intervention data below indicate T&L competencies as
enabling the promotion of quality education:

fiyou must know what youdre doingé (mdB,t hen vyc

pre-intervention).
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AfAnd then for af d ®ialcihteat otro obfe kanowl edge, y 0
knowl edge, youodre a facilitator, knowl edge a
schooling envir on maeventian). ( School D, pre

AfAnd you also understand t heunbeestamdisdmetigingpr oc e s ¢
just by Il earning it once é-intertedtisn).conti nuouso (

5.3.221 Category 1.2.1: Creativity Enables Quality Education.
Category 1.2.1 describes the reported benefits of arts activities done throughout the Isithebe
intervention for teacher-learner creativity that plausibly enabled quality education. The Isithebe
intervention was designed to create deliberate informal interaction spaces between teachers
by leveraging the benefits of art therapy techniques. The benefits of art-based activities include
a focus on non-verbal communication and creative processes and the facilitation of a trusting,
safe environment (Malchiodi, 2012; Stepney, 2017). Teachers reported that Isithebe art-based
activities helped them discover their creativity and use creative processes with their learners
to enable T&L competencies, as shown by the following process intervention excerpts:
We gain skills by attending these gathering, and in any project, it requires you to have
skills such as planning, execution, implement and communication skills. So in these
gathering we learn different techniques, and these enable us to tackle problems.

(School B, May meeting)

fi lalso gives us ideas because you can do this with the learners and teach them to
make things and also helps little one devel

meeting).

iwe have a project here at our schooln where
We have given these boxes to our learners because they are doing beadwork; they

are doing other sorts of crafts worko (School

fiwWe al so take what we do here and do the ideece

l ot d (Schoeethg).B, July m
Even the creativity that we are doing now is helping. There are kids in our class you

see they candét <cope, but you can give them t

something that will make them to boost their self-esteem (School C, July meeting).
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The following post-intervention excerpts indicate how T&L competencies form part of teacher

experiences of enablers of quality education:
iThe projects that we have done here at | sit/
anditalsohelpsourl earners to be cr edvennion)d (School B,

ifAnd we see the creativity of the teachers.
amongst the group that we did not know, but
(School C, post-intervention).

i 8me of struggle to come up with something creative, but when we are around

Il sithebe, some of wus are creative enough to
(School D, post-intervention).

and

AThe young | earners t hat sewmftsdghateve dreateachimnggy ar e t

them to sell at markets over weekends. The simple thing of making the Isithebe group

to be creative was abl e to ex-intermedtiot) o t he | eat
iwWe are dealing with a young kids. For € X &
understand a certain concept. So, if you can

qgui t t Sclodl B, pasténtervention).

iYou must have good c¢ o mmagod metknow gourrsubjedt as sr oo
ma t t(®chool B, post-intervention).

5.3.2.2.2 Category 1.2.2. Teacher Adaptability Enables Quality Education.
Participation in Isithebe provided evidence of teachers being flexible and open to change. i A's
well as motivational, social and emotional aspects, there were also those aspects which are
more profession-r el ated such as being reflective, flexib
265). From a social-ecological perspective, resilience processes are embedded in the multiple
contexts of their everyday professional lives, and these contexts are inherently uncertain and
unpredictable (Mansfield et al., 2012). Because of this uncertainty, teachers need to be
adaptable and open to learning new skills and methods. Post-intervention data indicated that
teachers view teacher PD and being open to lifelong learning, being flexible and open to
criticism as vital for them to engage in quality education, as indicated by the following post-
intervention excerpts:
fi L Hohgelearningasateacheriyou need to | earn every day fr

A, post-intervention).
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AYou must be willing to be f-ihteventian) e i n chang:

fivou must be willing to adapt. As we know, we are living in a time of change.
Circumstances are changi ngnteavéntion)t he t i meo

AAnd you must accept criticism. Positive
B, post-intervention).

(Scl

crit

iTo continue being a good teacher, you need

t

changing, curricul um chanrAngeeention)s wel |l 6 (School

AfAnot her one is being under st amedvéntiog),aach d f
i L e a rwstrategies from other teachers and learn new skills on how to impart the
knowl edge | hav eitervén8on)h o o | D, post
5.3.2.2.3 Category 1.2.3: Showing Compassion for Learners Enables Quality
Education.
In addition to other possible sources of support (such as neighbours or extended family

members), teachers can be a source of comfort for the children they teach. Therefore, a

teacherdés sense of care and compassion is part.@i

placed on them (Ferreira et al., 2010). Understanding the impact of the various macro-level
factors on t he malateachers smére dompassisnatdta the learners and
helped pacify negative emotions (Cross & Hong, 2012). Teacher accounts report that showing
compassion for learners enables quality education, as shown by the following post-

intervention excerpts:

| e x

iYou need to go the extra mile in everythin

situationo ¢(intecvéntbon)l A, post

iYou must have a good heart .earheisleacaude thaya v e

come from different baaedntegenton)ndsod ( School

a
C,

fiYou must be willing to | end an ear whenever

t hat harmony and unity. You mu s(ScheolCspmst-be

intervention).

C

e

l

e mp a

AiBut if you are a good teacher, you I|listen t
S

ituation that t K{Sehoolb,pastingervéntion)t h t o youo
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AfAnot her one is being e miptlkeselkidstcome toachodl witho mp a s s i
different challenges, so now as a teacher, you have to show empathy and be
compassionat e o -ifteBentiom)o!l D, post

AiWhenever you come to school in the morning,
about a smile and changes the whole situation. That child becomes happy, and for the
whol e day, you see that chi-dngrveatomhi ng t o youo

5.3.3 Theme 2: Enablers of Teacher Occupational Well-being in
Challenged Contexts

Similar to teachers in other parts of the world, teachersinmyst udy fal so pointed o
positive occupational well-being was resilience-e nabl i ngo (Eber s°B2). et al
According to fAlsithebed teacher sexperteritiagipurpo3eR i s pr
via their teaching career. Pre-intervention teacher experiences of occupational well-being are

broken down into two sub-themes: Sub-theme 2.1, fAcknowledgement of occupational inputs

enables occupation well-b e i nagddSub-theme 2.2, AEx peri encing Occupatio
Enables Occupational Well-b e i ng o .

Although post-intervention data was silent on the pre-intervention, A Ac knowl edge ment
occupational inputs enables occupation well-beingo , t here wa SSubtheme@2nce of

fi E x p eingi @coupational Purpose Enables Occupational Well-b e i nSuigtheme 2.3,

=t

Social connection enabl-lkeesi rispg@racksesubthernec upat i onal

5.3.3.1 Sub-Theme 2.1: Acknowledgement of Occupational Inputs Enables
Occupational Well-being

il si t heheresbared that when learners acknowledged their teachers @puts, teachers
experienced occupational well-being. The acknowledgement of occupational inputs enables
occupational well-being, as positive feedback from learners significantly impacts teachers 6
occupational well-being (Le Cornu, 2013). Teachers @ccupational well-being was positively
affected when | earners fAacknowledged their inpuf
2020, p. 52), contributing to the lives of children. Receiving positive feedback from learners
gave the teachers a sense of professional pride and played a vital role in their resilience
processes, as evident in the following pre-intervention excerpts:

AfiMotivation from others, rewar d ¢Schmol A, precewar ds

intervention).

And what gives us drive also to wake up every day is being passionate about our

learners, knowing that our core business is to teach and also when you receive that
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feedback from your | earnersé welthaagdubave you pr
unlocked the potential of that kid. (School C, pre-intervention)

Seeing the success stories of the | earners yc
day when one of my learners comes up to me as a scientist at NASAR, and they are

lik e, 60 Mi ss, ités me!! 6 and | am going to be
chil dbés | i f eintervén8an)h o o | D, pre

5.3.3.2 Sub-Theme 2.2: Experiencing Occupational Purpose Enables Occupational
Well-being

Teacher occupational well-being was positively affected when teachers experienced purpose
via career by contributing to the lives of the learners they teach (Gu, 2018; Le Cornu, 2013).
Being able to make a difference in the lives of the learners they taught contributed to teachers

experiencing purpose via their career, as evident in the following excerpts:

iltés the passion you have, you, you will jus
your | earners; you miss them evéntervetiom.i ng t he
ifiWe are aleobdb amaagent (-iRerverdgian). C, pr e

ifAnd also a change maker, youbre making a hu
going to impact how man yinten@ntien). | i veso (School
iWe teach because we see eXpaengrg thatfearninpe | ear
process and experiencing the | earning progr e:

e n o u g h .od D, pr8-mthrvention)

AfiEvery day | go to work, | am doing something

D, pre-intervention).

Post-intervention data reiterated that teachers éccupational well-being was positively affected
when they experienced purpose via their career by contributing to the lives of the learners they
teach, as evident by the following excerpts:
fiHope fboertt er future. As a teacher, you must

(School B, post-intervention).
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AWhat keeps us being a teacher is knowing
| earner so ( Sntehventioh). C, post

To give back what you have learned from the university or college. When you see
those learners progress to university and get jobs, | feel proud about that. That is what
makes me to continue with my teaching, to change the lives of children and serve the
community as a whole. (School B, post-intervention)

5.3.3.3 Sub-Theme 2.3: Social Connection Enables Teacher Occupational Well-
Being

Process and post-intervention data revealed that Isithebe teachers experienced occupational
well-being given an SC intervention that included more positive teacher emotion and SC
accounts. Sub-theme 2.3 describes instances where teachers spoke about experiencing
positive emotions during Isithebe gatherings that contributed to their occupational well-being.
Teacher emotion includes aspects essential to resilience, including humour, enjoyment, and
emotional regulation (Peixoto et al -being2sCal 8) .
central component of resilience. These emotions affect and are affected by T&L and the
relationships between learners, teachers, co-workers and school leaders (Cross & Hong,
2012; Day & Gu, 2007). The teachers reported that Isithebe gatherings helped them debrief,
relax and connect with their co-workers, and as a result, they experienced positive emotions
that enabled occupational well-being. The following excerpts illustrate how SC contributed to
occupational well-being:

fAlso, what makes it more helpful is that we as teachers can be relaxed and more

comfortable around each other, and | think you are also really boosting our confidence

t ha

N 1

as teachers as well 0. (School B, May meeting)

iThey give us chance to run away from the
skills and just to cool down and slow down. It helps us to know each other better, and

they mini mi se AsJulymeesting. ( School

iwe enjoy our Isithebe meetings at school

f c

Th

and help us share difficulties. They moti va

meeting).

iThey help us to cope with str esghallehgedsi t u
S

ituations because that i s where you get hel
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AnThe meetings help us to debrief, rel ax, ca
curricul um, but to be ourselves so that we
intervention).

AfSo it keeps us hel pi ng e ac hsitebelyreup of maney d | kn
so you feel secur e; security is verw i mpor:
intervention).

iYou meet, you | augh, you take photos, you e

(School C, post-intervention).

AThese gatherings boost our confidenceé yes,
in your corner, but now this boosts us more to be confidento (S
intervention).

ANow you donét have that kind of fear that

know anything, because you know now that vyou
(School D, post-intervention).

5.4 Integrating QUAN+QUAL TR Results
5.4.1 Introduction
In the following section, | summarise the quantitative results and the qualitative findings over
the study phases: pre-intervention, process data, and post-interventionto addressS RQ3: A To
what extent did the SC intervention with teachersinperi-ur ban pri mary school s ¢

Following this section, | discuss the conceptual definitions of the TR questionnaire scales and
corresponding qualitative sub-themes.

5.4.2 MMR TR Results
In Table 5.1, | show how QUAN+QUAL results interface. | show how the definitions of the TR

guestionnaire scales correspond with the inclusion criteria and occurrence of qualitative sub-
themes.
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Table 5.12

Quantitative TR Scales and Corresponding Links to Qualitative Sub-Themes

Qualitative sub-themes  Pre-intervention Post-intervention Process qualitative sub-
and inclusion criteria qualitative sub-theme qualitative sub-theme theme

TR questionnaire scale and definition: Teacher professionalism

A[ T] eachersd ability to set and define professi
organisational and teaching skillso (Eberséhn et al., 2020, p. 9)

Sub-t heme 1. 1: Préf8ssianalisne Enables  Reported Reported Silent
QualityEducati ono

Instances where teachers indicated that their teacher

professionalism is fAchar a

motivation and commitment

al., 2020, p. 50)

Sub-t heme 1. Compéiehdds Enables Reported Reported Silent

QualityEducati ono

Instances where teachers acknowledged that to
Aprovide quality educatio
content knowledge of the
2020, p. 52) and T&L skills.

Cat egor y Teachdr PO Enabies Quality Reported Silent Silent
Educationbo

Participation in Isithebe enabled teacher PD to
continually upskill and upgrade professional knowledge
by taking part in opportunities for lifelong learning. The
Isithebe intervention was another PD opportunity
(others being taking part in formal courses provided by
the DBE and taking individual initiative to participate in
available programmes).

Category 1.1.2: fALeveragi Reported Reported Reported
Teacher PDO

Participation in Alsitheb
peers, other schools and researchers and enabled
guality education.

Category 1.2.2: fATeacher Silent Reported Silent
Quality Educationbo

Participation in Alsitheb
teachers being flexible and open to change.

Category 1.2.3: fAShowing Silent Reported Silent
Learners Enables Quality

Participation in Isithebe provided evidence of teachers
showing compassion for learners, plausibly enabling
quality education.
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Qualitative sub-themes  Pre-intervention Post-intervention Process qualitative sub-
and inclusion criteria qualitative sub-theme gualitative sub-theme theme

TR questionnaire scale and definition: Teacher emotion

Al ] ncludes aspects essential to resilience, i n
(Ebersthn et al., 2020, p. 9)

Sub-T h e me 3acial:Confiection Enables Silent Silent Reported
Teacher Occupational Well-Be i ng o

Instances where teachers spoke about experiencing
positive emotions during fisithebeogatherings that
contributed to their occupational well-being.

TR questionnaire scale and definition: Teacher motivation

i[ M] eas ur epgrimarnenwotivdtiens te @ach as well as combine aspects such as optimism,
intrinsic mot i v a{Ebeosihnetald2020ptM usi as mo

Sub-t h e me Axknbwledgement of Reported Silent Silent
Occupational Inputs Enable Occupational Well-
beingo

I n fi | s iteadmersb €hared that when learners
acknowledged their teacher inputs, teachers
experienced occupational well-being.

Sub-theme 22: AExperiencing Reported Reported Silent
Purpose Enables Occupational Well-b e i n g o

I'n Al sithebed t eachecanmake
a difference in the lives of the learners they teach, they
experience occupational well-being.

Category 1.2.3: AShowing Silent Reported Silent
Learners Enables Quality

Participation in Isithebe provided evidence of teachers
showing compassion for learners, plausibly enabling
guality education.

TR questionnaire scale and definition: Teacher sense of coherence

Al ] nvestigates coping strategies t eacdhalenged e mp |
s i t u a(Ehesdhsa al., 2020, p. 9)

Sub-t heme 1. 1: ATeacher pr o Reported Reported Silent
enabl es quality education

Instances where teachers indicated that their teacher

professionalism is fAchara

motivation and commitme nt t o t eachi n

al., 2020, p. 50)

Sub-t heme 1. 2: AT&L compet e Reported Reported Silent

educationo

Instances where teachers acknowledged that to
Aprovide quality educatio
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Qualitative sub-themes  Pre-intervention Post-intervention Process qualitative sub-
and inclusion criteria qualitative sub-theme gualitative sub-theme theme

content knowledge oft he curri cul umo
2020, p. 52) and T&L skills.

Category 1.1. 1: i Teacher Reported Reported Silent
educationo

Participation in Isithebe enabled teacher PD to
continually upskill and upgrade professional knowledge
by taking part in opportunities for lifelong learning. The
Isithebe intervention was another PD opportunity
(others being taking part in formal courses provided by
the DBE and taking individual initiative to participate in
available programmes).

Category 1.2. 2: iTeacher Sient Reported Silent
Quality Educationo

Participation in Alsitheb
being flexible and open to change.

Category 1.1.2: i L e v e r &arialrNgtworks for Reported Reported Reported
Teacher PDO

Participation in Alsitheb
peers, other schools and researchers and enabled
guality education.

TR questionnaire scale and definition: Teacher efficacy

A Al ssesses teacher beliefs regarding their own
(Ebersthn et al., 2020, p. 9)

Sub-t heme 1. 1: Préf8ssianalisne Enables  Reported Reported Silent
QualityEducati ono

Instances where teachers indicated that their teacher

professionalism is fAchar a

motivation and commitment

al., 2020, p. 50)

Sub-t heme 1. 2: AT&L ¢ o mpualitye Reported Reported Silent

educationo

Instances where teachers acknowledged that to
Aprovide quality educatio
content knowledge of the
2020, p. 52) and T&L skills.

Cat egory TeacHer PD Enables Quality Reported Silent Silent
Educationbo

Participation in Isithebe enabled teacher PD to
continually upskill and upgrade professional knowledge
by taking part in opportunities for lifelong learning. The
Isithebe intervention was another PD opportunity
(others being taking part in formal courses provided by
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Qualitative sub-themes  Pre-intervention Post-intervention Process qualitative sub-
and inclusion criteria qualitative sub-theme gualitative sub-theme theme

the DBE and taking individual initiative to participate in
available programmes).

Sub-theme 2.1: Reported Silent Silent

AfAcknowl edgement of occup
occupational well-being.o

I n fi | s iteadmersb €hared that when learners
acknowledged their teacher inputs, teachers
experienced occupational well-being.

Sub-theme 2.2: 2. 2 AExperienci n Reported Reported Silent
Purpose Enables Occupational Well-b ei ngo .

I n fl s teacHers éharéd that when they can make
a difference in the lives of the learners they teach, they
experience occupational well-being.

Category 1.2.3: fAShowing Silent Reported Silent
Enabl es Quality Education

Participation in Isithebe provided evidence of teachers
showing compassion for learners, plausibly enabling
guality education.

As indicated in Section 5.2.2, the descriptive statistics at pre-intervention measurement
indicated a high level of perceived internal TR across scales among the peri-urban primary
school teachers in the data set across all seven scales. Pre-intervention results indicated high
i ncidences of Afteacher pr of es s tivatiorgteactemensetofe ac her
coherence, resilience, teacher self-e f f i c(Bbergbhnoet al., 2020, p. 2), and contextual
resources, which contributed to high perceived TR amongst participants. QUAN+QUAL pre-
intervention data indicates that teachers can identify and navigate towards internal protective
resources.

Pre-intervention qualitative results describe teacher reports on experiences of enablers
of quality education that included instances where the teachers expressed Sub-theme 1.1:
fiTeachesipnaféeésm enabl e sandgSukatl| hi et nye TE&il c@mpetdiiciesn 0 |,
enabl e qgual |dsygeendrdThema 1. Theme® revealed that fisithebeodteachers felt
their occupational well-being was promoted when their occupational inputs were
acknowledged (Sub-theme 2.1) and when they experienced occupational purpose (Sub-
theme 2.2), as discussed in Theme 2.

My studyoés findings showed inhpregnterventienadath e r pro
collection amongst participants, which contributed to their TR. Qualitative data indicated that

teachers in my study viewed a strong commitment to the profession and involvement in
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teaching skills as pertinent protective resources that buoyed their TR. Furthermore, pre-
intervention quantitative results indicated that teachers identified the ability to regulate
emotions and social and emotional competencies as significant internal protective traits (as
indicated by the teacher emotion scale). Pre-intervention qualitative data was silent on
emotional competencies as resilience-enabling.
Quantitative results on the teacher motivation scale highlighted the importance of
enthusiasm, internal motivation and an optimistic orientation (Peixoto et al., 2018; Watt &
Richardson, 2007) as important for TR. Teacher motivation was reflected in qualitative Sub-
theme 2.1, A Acknowl edgement of occupat i omelabeinggBup-ut s ene
theme 22, AiExperiencing Occupational Pu rtpeoisregdENnab | e
Category 1.2.3,iShowi ng Compassion for Learners Enabl es
The quantitative results derived from the teacher sense of coherence scale suggested
that teachers found the ability to view challenges as manageable, comprehensible, and
meaningful as important protective resources (Peixoto et al., 2018). These viewpoints were
reflected in qualitative Sub-theme 1.1, AiTeacher professional identi
e d u c a;tSubdghende 1.2,iT&Lc ompet enci es enabl e @Qategoryill.l, educat
ifiTeadDerEnables Quality Education. 0
Teachers indicated (in the resilience and teacher efficacy scales) self-efficacy
(resilience), and self-belief in teaching abilities (Morgan, 2011; Peixoto et al., 2018) as
significant for TR. Quantitative teacher efficacy scores were reflected in qualitative Sub-theme
1.1, nTeacher professional i dent;iSubstheme nla2b AT&ls guali
competenci es enabl e Catpgosylliltl,yfi Tee chicBEénabies quality
educ a;tCategorg 1.1.2, iLeveraging Soci al N e ,tandoQategory f o r Te
122,AiTeacher Adaptability .&nables Quality Educat:i
On the contextual scale, teachers identified the influence of previous teacher role
models and the importance of spiritual or religious resources to support teachers in resiling
despite the chronic adversities characteristic of a severely socio-economically challenged
context( Coet zee, 2013) . The contextual scale fimeasu
their profession such as showing empathy to or
2020, p. 2). Increases in the contextual scale are linked to Sub-theme 2.2, iExperi enci ng
purpose via career enables occupational well-beingg and Category 1.2.3, A Showi ng
Compassion for Learners .Enables Quality Educatio
Process data collected revealed that Isithebe gatherings leveraged social networks for
teacher PD. As evi dent in Category 1.1. 2: ALeveragi ng
teachers foreground learning from peers, other schools, and researchers that enable quality
education. Participation in fisithebeocreated additional networking opportunities for teachers

to leverage social support via peers and schools. Encouragement from peers, learners, family

196



and co-workers is crucial in TR by teachers acting together as a collective problem-solving
network (Coetzee, 2013). Process data revealed that teachers reported experiencing positive
emotions during fisithebeo gatherings that contributed to their occupational well-being. The
teachers reported that fisithebeodgatherings helped them debrief, relax, and connect with their
co-workers, and as a result, they experienced positive emotions that enabled occupational
well-being.

Teacher experiences of enablers of quality education at post-intervention
measurement included instances where the teachers expressed teacher professionalism, T&L
competencies and leveraging social networks as enabling quality education. South African
research has found that teachers in challenged educational contexts with strong beliefs (in
their learners' potential and what quality teaching includes) and a well-developed professional
identity (academic carers and nurturers) could refocus their thinking to remain hopeful and
committed to quality teaching (Coetzee, 2013).

fSignificant differences were found between pre- and post-intervention results with
regard to all scales except the teacher contextual scaleo (Eberséhn et al., 2020, p. 44).
Teacher contextwual knowledge (fiteacher I|ived kno
t hey (Eberséhn et al., 2020, p. 26) was high before the intervention, which potentially
isignifies that teachers are awar e oEbersbhhet obst ac
al., 2020, p. 26) and that teachers working in a challenged educational space have become
accustomed to cumulative and chronic risk factors present in their everyday working
conditions. | ncreases across quantitative TR scales ar
teachers determined to be good teachers who engage in professional development
opportunities in order to provide qualit y e d u (Ebersdha et al., 2020, p. 55). Increases in
guantitative TR scales indicate that deliberately strengthening SC manifested in increased
instances of Theme 1, A Teacher experiences of enabl®r s of ¢
i nt er vamlTHermen20i Teac her exper i en walbeingdnablers giverp at i on a
anSCi nterventiono.

Teachers reported that showing compassion for learners enabled quality education in
post-intervention data. According to Ben-Peretz et al. (2003), teachers working with children
from di sadvantaged backgrounds find thzmebel ves 0
providing the learners with advantages that society and history have taken from them.

Teachers' ability to empathise with disadvantaged learners can help teachers reorient their
interpretative lens, which results in different emotional reactions (Markus & Kitayama, 1994).
Post-intervention findings indicate increased compassion for learners enabled teachers to

resile and deliver quality education.
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AfQuantitati ve r-esdupodt-istervantion canfirmeg there were significant

differences regarding teacher professionalism, teacher emotion, teacher motivation, teacher
efficacy and teacher sense of c 0 Ibe m@easeeid ( Eber
guantitative TR scales, mirrored in qualitative themes, indicate that deliberately strengthening

SC and being engaged in reciprocal social support contributed to TR and enabled teachers to

deliver quality education (Eberséhn, 2018; Gu, 2018; Mansfield et al., 2018). This resounds

with Eberséhn et al., who stated that A[i]ndividuals engag
transactional processes so that an [Ebersbhnoegy can
al.,2020, p. 5). Post-intervention data collection reported increasedi nci dences of nATe
experiences of enabl ers of guality education g
iTeacher experiencebebhgogcupatiaon8lC waniithr vent i
corroborated increases across quantitative TR scales. Figure 5.2 presents an overview of TR

themes and subthemes at the pre-, process and post-intervention study phases.
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Figure 5.2
Overview of TR Themes That Occurred at Pre-, Process and Post-Intervention Study Phases

199



5.4.3 Literature Control and Findings

5.4.3.1 Introduction
In this section, | address SRQ3, Tofwhat extent did the SC intervention with teachers in peri-
urban primary s c AlesC sntenentianbmolelised éabders that supported
TR positive outcomes that included Quality Education (positive outcome) enabled by Teacher
Professionalism, T&L competencies (enablers demonstrated in SC intervention), and
Occupational Well-Being (WB) (positive outcome) enabled by (enablers visible/demonstrated
in SC intervention) acknowledgement and occupational purpose.

The SC intervention foregrounded enablers that supported TR positive outcomes.
Sections 5.4.3.2 to 5.4.3.4 discuss quality education enablers demonstrated in the SC
intervention that included teacher professionalism, T&L competencies, teacher PD, leveraging
social networks, creativity, teacher adaptability, and showing compassion. Subthemes under
Themel,AEnabl ers of Quality Educm@sonat withteacheCwellk! | en ge
being research that have shown teachers who i h av e s t-regquiatpn skiles,| social
support, teaching self-e f f i cacy, a n dProeschoipBels et al.p 2021., p. 52) are
better equipped to deliver quality education (Gu & Day, 2013; Mansfield et al., 2016;
Proeschold-Bell et al.,, 2021). Occupational well-being creates more effective teachers to
enable quality education measured by improved teacher and learner performance
(Proeschold-Bell et al.,, 2021). Teacher so resilience i s positiwv
occupational well-being; therefore, exploring factors contributing to occupational well-being
has important implications for teacher resilience (Proeschold-Bell et al., 2021). The well-being
of teachers has also been shown to affect the |
are likely to create an effective learning environment with more productive classrooms (Day,
2012).

Sections 5.4.3.5. t0 5.4.3.7 discuss occupational well-being enablers demonstrated in
the SC intervention that included: Acknowledgement of occupational inputs, experiencing
occupational purpose and social connection. Subthemes falling under Theme 2, AEnabl er s of
Teacher Occupational Well-being in Challenged Contextsg resonate with teacher well-being
research that lchenad sethinggythat dregcbhndueide tofitesacher well-being are
those that provide social support and a sense of collegiality to teacherso (Proeschold-Bell et
al., 2021., p. 52). Each section discusses confirmatory literature on TR, silences in data and

novel insights on evidence for interventions to support TR in challenged contexts.

200



5.4.3.2 Teacher Professionalism Enables Quality Education

Mystudy 6s findings showed high teacherconpibubnessi on:.

to their TR and enabling quality education. fiSynonymous with existing TR knowledge,
teachers in my study view their role in providing quality education as an essential resilience-
enabling resourced (Ebersthn et al., 2020, p. 39). fisithebeodteachers reported that the quest

to ibe a good teacher o involves a commitment

pathway to TR. Additionally, this theme denotesinstanceswh er e a t eacher so

is closely related to their professional identity (Day, 2012; Hong, 2010; Peixoto et al., 2018)
and allows them to draw upon resources in the face of challenged conditions.

Teachers worldwide are being asked to do more with less money as the demand for
learner achievement rises, impacting teacher training and development (Lowe & Prout, 2019).
As a result, teacher training and development should be continually enhanced, reorganised,
and refocused to produce high-quality teachers prepared for the challenged classroom
(Buchanan et al., 2013; Thieman et al., 2014). Lowe and Prout (2019) stated that teacher
development in the Global South is unnecessarily bureaucratic, under-resourced, and poorly
executed, resulting in a drop in educational quality. Improved teacher training, school
management, and teacher professional development may have a significant long-term impact
on educational achievement (Mlachila & Moeletsi, 2019).

Literature on teacher professionalism has highlighted the complex and dynamic nature
of how teachers see themselves as professionals and their capabilities to handle the
profession's demands (Flores, 2018; Gu, 2018). The teacher professionalism of in-service
primary school teachers from the six peri-urban primary schools challenged by severe
deprivation was high before the intervention. This result is unexpected as evidence from
related studies of severe deprivation in the space of chronic and cumulative challenge predict
teacher burnout and distress and low-quality education 7 not high teacher professionalism.
One plausible interpretation of high teacher professionalism in a challenged context could be
that teachers are mindful of the obstacles and resources present in their daily working
conditions 7 as evident in the high score on the contextual scale of the ENTREE TR
guestionnaire. High scores on the contextual scale indicate lived knowledge of contextual
enablers and constraints

Post-intervention increases in teacher professionalism and subsequent qualitative
themes illustrate that even in challenged educational contexts, coping capabilities connected
to well-developed professional identities (academic caregivers and nurturers) have helped

teachers stay committed to teaching quality (Cross & Hong, 2012). Therefore, in high-risk

ecol ogi es, teacher sbo commi t ment and mor al

disadvantaged learners they teach are significant protective resources that drive teachers to

deliver quality education.
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Sub-theme 1.1, iTeacher professional i s milustratedbthat s

qual

teachersd6 sense of pr i de isicmaradtehsed by pogitive &ffecs s i on a l

motivation and commitment to teaching. This sub-theme was mirrored in increases in
guantitative scores for both teacher motivation and teacher emotion. Teacher motivation
measures teachersdé primary motivations to
and enthusiasm. Motivation is related to personal resources, such as a sense of purpose and
meaning, a key aspect of resilience (Hong, 2012). fisithebed teachers reported a sense of
meaning and purpose as significant for their professionalism.

Qualitative data showed that for the teachers in my study, pride in their teacher
professional identity was an important resilience-enabling pathway that they drew from to
provide good quality education despite structural disparity and cumulative hardship. Research
has highlighted that teacher PD enables professional identity and improves T&L practices as
important protective resources that enable TR (Flint et al., 2019; Mansfield et al., 2016). A
novel insight generated from this sub-theme was that teachers foregrounded pride in their
l earner s 6 dape foreasbstter dutuk as pertinent to their professional identities.
Therefore,te acher sdé str ong andommitmenttoangoing PD duhctioa as a
resilient enabling pathway allowing quality education.

Teacher so6 anyg studlyupeint $0 issues related to how they experience their
professionalism, particularly issues of commitment to the teaching profession and commitment
to the learners they teach. South African teachers need to teach within the context of resource-
constrained schools, with large class sizes, learners' poor discipline, and poor PD prospects
(Ramos & Hughes, 2020; Sutcher et al., 2019). Despite teachers' chronic and cumulative
stressor s in their everyday work |ife, the da
stressors.

Furthermore, Isithebe created a PRA climate between teachers and researchers
where teachers were trained to implement the intervention. Studies conducted over the past
several years have identified key characteristics of effective PD, including inquiry, reflection,
and choice (Flint et al., 2019). Therefore, PDt h a't h i gnadinatigehideas, aflows

t

t each

a

wa s

pexibility, and emphasizes critical ideologiescanleave a | asting an@lintethgoi ng

al., 2011, p. 735), as evident in the fAsithebed findings. Flores (2018) also found that high
indices of professional values and teacher professionalism influence teachers' ability to resile.

Teacher resilience research focused on interpersonal-level teacher well-being
strategies and conditions that include personal and professional relationships with colleagues,
learners, parents, communities, management and school leaders (Ainsworth & Oldfield, 2019;
Papatraianou & Le Cornu, 2014; Proeschold-Bell et al., 2021). TR also explored support
networks (Beltman et al., 2018), community engagement (Peixoto et al., 2018) and support

for teacher professional development through collaboration, networking and tangible
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assistance (Day & Gu, 2013; Gu & Day, 2013; Mansfield et al., 2012; Papatraianou & Le
Cornu,2014). The Al sithebed intervention functioned as
networks that helped teachers learn from peers and other schools. Additionally, research on

teacher intervention studies has shown that positive relationships between teachers and

coll eagues promote teachersd | earni ngBelhebhal, a bett
2021) . Teachersoé6 PD wa ¢with phireladed distresh(Bdrbjeri dt l.e m d e a
2019). My study shows that by utilising social networks among teachers, intervention

gatherings created intentional opportunities for teachers to connect, network, debrief and

share ideas. It is plausible that these intervention characteristics contributed to teacher PD

and plausibly enabled quality education.

5.4.3.3 T&L Competencies Enables Quality Education

T&L competencies focus on educational and subject matter knowledge and skills closely

linked to teacher efficacy beliefs and teacher sense of coherence (Raath & Hay, 2016).

Teachers need to have T&L competencies to draw upon classroom teaching and management

competencies to deliver quality education (Gu, 2018; Raath & Hay, 2016). Current research

on T&L generally has not accounted for classroom or school-level factors, with limited

research in developing countries, including African countries (Bosch, 2020; Moalosi, 2013).

Nonetheless, T&L competencies continue receiving global attention from researchers since

they are highly relevant for delivering quality education (Kleinsasser, 2014). Exploring how

T&L competencies enable quality education in a challenged context can inform knowledge in

the Global South of how teachers resile in the profession despite chronic and cumulative risk

factors. Categories of T&L competencies demonstrated in SC intervention included creativity,

teacher adaptability, and compassion for learners. In line with this, teachers in my study

acknowledged the importance of T&L skills in providing quality education. These findings align

with previous research that suggests a strong sense of teacher efficacy and teacher sense of

coherence contribute to TR (Gu & Day, 2007; Hong, 2012; Peixoto et al., 2018). A Over t i me

research has al so consi st -efficacy eliefs asutmwhethettlzey t e ac h

have the capacity to effectively help children learn and achieve are one of the most important

factors influencing teacherk) resilient qualitie
Teachers working in South Africa have to manage many poverty-related obstacles in

education, such as a lack of books and T&L materials, large classrooms with too many

learners, poor facilities, low pass rates and inadequate school structure (Eberséhn, 2015;

Thaba-Nkadimene, 2020). The data was silent on how these challenges negatively impact

T&L competencies. High pre-intervention scores for self-efficacy and teacher efficacy

plausibly resonate with literature that highlights a good perception of teacher efficacy and

appears to anticipate success in the classroom despite external conditions like a low socio-
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economic context and an unsupportive parental home or school climate (Wosnitza et al.,
2018). In addition, teachers with high self-efficacy beliefs may be more open to using a variety
of new ideas, resources or pedagogical approaches to support and meet the needs of their
learners (Heneman et al., 2006; Skaalvik & Skaalvik, 2010).
Teachers 8ense of coherence plays an important part in resilience and involves an
orientation that the world is manageable and meaningful (Antonovsky & Sourani, 1988;
Peixoto et al., 2018). Quantitative data shows scale increases for teacher sense of coherence
that can be linked to quality data in Sub-theme 1.2, AiT&L competencies enable quality
ed u c a t Pexceiving one's world as manageable would entail the ability to plan and carry
out the steps necessary to complete a specific teaching task in a specific context (Raath &
Hay, 2016). Based on a sense of coherence, teachers evaluate their adverse conditions based
on their comprehensibility and manageability (Peixoto et al., 2018; Raath & Hay, 2016). T&L
competencies meaningfully contribute to teacher efficacy, sense of coherence,and t eacher s 6
ability to remain committed to the profession (Day, 2012; Gu & Day, 2007; Hong, 2012).
Teacher efficacy is an important associated factor for teacher well-being, resilience and job
satisfaction (Beltman et al., 2011; Ebersohn et al., 2020; Proeschold-Bell et al., 2021). Teacher
efficacy, asaresult, may af fect positive | earner outcomes, &
of efycacy which contribute to quality educat:i
DeHass & Willems, 2016).
Teachers in this sample demonstrated their teacher efficacy and sense of coherence
regardingi mportant educational skills required fAto b
teachers, their efficacy beliefs about their ability to deliver effective educational competencies,
including creativity, teacher adaptability and showing compassion for learners, were important
for their resilience processes.
Resilient teachers are enthusiastic about new ideas and approaches to meet their
l earner s6 needsWihWgards to creativity,as ap ilngoétagnt. T&L competency,
the SC intervention demonstrated the benefits of arts activities for teacher-learner creativity
that plausibly enabled quality education. Research on the benefits of art therapy interventions,
in general, has highlighted many benefits, including increased coping skills, reduced stress,
reduced negative affect, reduced depression and hostility, and increased self-esteem (Dye,
2018; Maujean et al., 2015; Slayton et al., 2010; Stepney, 2017). When teachers participated
in the interventiond art activities, they appreciated the benefits of teacher-learner creativity.
The intervention arts activities helped teachers connect with their creativity. Reportedly,
teachers then used creative processes with their learners to pursue quality education. The
enhancement of creativity for both teachers and learners contributed to teaching and learning
competencies and foregrounded the benefits of arts activity interventions with teachers

working in challenged contexts.
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Adaptability, flexibility and openness to life-long learning have been established as
important aspects of TR (Beltman et al., 2018; Collie & Martin, 2016; Peixoto et al., 2018).
Furthermore, to increase opportunities for teacher well-being, studies have advocated
providing teachers with alternatives for collegiality and autonomy in the classroom (Fouché et
al., 2017). fisithebeod served the dual function of creating a resilience-enabling platform for
teachers to engage in SC amongst each other and open communication, which enabled
openness to change and adaptability. This resonates with research that maintains that
iteachebesi'ngverhdy be aided by job autBehebahy. and f |
34). Furthermore, resilience studies have demonstrated the association between increased
teacher resilience and effective adjustment and flexibility to accommodate constant change
(Bobek, 2002; Gu & Day, 2007; Peixoto et al., 2018). The SC intervention afforded teachers
an opportunity for lifelong learning and to be flexible and open to criticism, contributing to
teacher adaptability, which plausibly enabled quality education.
For the post-intervention data, teachers reported that showing compassion for learners
promoted was important for their resilience processes. It has been found that compassion for
oneself and others directly affects work engagement and promotes better work outcomes (De
Stasio et al ., 2020; Sharp and J estudentrcigseness2 016 ) .
predicted teachers sense of self-efficacy, and that self-efficacy was significantly correlated
with satisfact i ¢Pnoesahoid-Belyet dl.e2824,p.€27).s 0
Showing compassion for learners highlights important contextual aspects that have
been found significant for teachers working in South Africa, including showing empathy and
instilling hope in learners (Coetzee, 2013). freachers working with children from
disadvantaged backgrounds often see their teaching practice as acts of caring and
compassion as they believe these kinds of chil dr
& Hong, 2012, p. 965). According to Ben-Peretz et al., teachers working with children from
di sadvantaged backgrounds finadatkgiBeeRew@mst(fiactir
al., 2003, p. 280) by providing the learners with advantages that society and history have taken
from them. Therefore, understanding the impact of the various macro-level factors on the
l earnersé6é | ives made ct heo ttdaecHeras nempadt hheatd par e
to pacify negative emotions (Cross & Hong, 2012).
Teacher emotion increased significantly between pre- and post-intervention scores.
Teacher emotions affect and are affected by T&L and by the relationships between learners,
teachers, co-workers and school leaders (Alvarado & Bretones, 2018; Cross & Hong, 2012).
The emotional fulfilment of teachers can be broken down into three main categories: positive
emotions deriving from positive interaction with learners and co-workers, positive emotions
because of positive self-reflection and positive emotions relating to positive working conditions

(Cross & Hong, 2012). Additionally, the negative emotions teachers commonly experience
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include frustration, lack of control and dissatisfaction, which have been shown to result in
teacher burnout, distress and attrition (Alvarado and Bretones, 2018; Fiorilli et al., 2019).
Studies demonstrated that teachers who get emotional and social skills training might be less
likely to experience burnout (Onuigbo et al., 2018; Ugwoke et al., 2018). Post-intervention data
showed more teacher accounts of showing compassion for learners, which contributed to
more teachersdexperiences of positive emotions derived from interactions with learners. In
this way, fisithebeo provided informal emotional and social skills training to teachers that
enhanced positive emotions and plausibly alleviated negative emotions that have been shown
to lead to teacher burnout.
South African teachers face chronic and cumulative stressors that result from a unique
socio-political context (Eberséhn, 2015). Therefore, these stressors would be expected to be
evident in the data. However, this was not the case in the qualitative or quantitative analysis.
The quantitative scores of TR of participating teachers were high before and after the
intervention despite working amidst severe deprivation, which may be connected to high
scoresint eacher contextual knowbHgeodf theharfdshipofthecspaeer | i v e d
in which they worko, Eber s°hn et al ., 2020, p .
significant increase in quantitative scores on the contextual pathway scale before and after
the intervention. This result signifies that teachers are aware of the obstacles they face in their
daily lives and have become accustomed to the cumulative and chronic risk factors of the
space in which they work (Coetzee, 2013; Eberséhn, 2019).7A A chal |l enged educat:i
results in fewer opportunities due to resource constraints, with few services and avenues
available to devel op huma retah 2020, s ?).cretaéspitethgse t al 0 (
at-risk circumstances, teachers continue to maintain a sense of professional pride and deliver
guality education. Qualitative data from Isithebe teachers indicates that showing compassion
to learners and having a sense of value in their work contributes significantly to the

psychological resilience that is evident in this adaptation to chronic and cumulative risk.

5.4.3.4 Leveraging Social Networks to Enable Quality Education

QUAN+QUAL findings confirm the significance of leveraging social networks to overcome
challenged situations and sustain teacher passion and commitment to teaching (Eberséhn,

2012; Mansfield et al., 2018; Proeschold-Bell et al., 2021). TR processes were framed within

an Afrocentric cultural belief system for teachers in my study. Leveraging social networks for
teacher PD was evident at pre-, processandpost-i nt er venti on data points,
proclivity for connection and support-seeking. When considering the challenged educational

context in which teachers work, leveraging social networks as an interpersonal resilience-

enabling pathway may lead to unexpected, unpredicted or better than expected positive

outcomes (Ebersthn, 2014; Mansfield et al., 2016). Process and post-intervention data
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indicate enabling pathways in which fisithebeo encouraged teachers to leverage social
networks between teachers and schools that plausibly enabled quality education.

Moreover, intervention studies have identified that constructive social networking
between co-workers promotes t e a ¢ h e r s 6andl peoessional rdgvelopment and help
teachers deal with job-related stress (Framke et al., 2019; Wu et al., 2020). School-based
interventions have shown considerable value in South African TR by fostering asset-based
social support (Ferreira & Eberséhn, 2011, 2012; Theron, 2013). Teachers working in a
challenged educational space have become accustomed to their workspace's cumulative and
chronic risk factors. Therefore, teachers draw on protective resources to adapt to and
overcome challenged situations. fisithebedgatherings and activities thus enabled teachers to
link together assets in their communities.

South African research on social support management in schools that found flexibility
and open communication strategies enabled different role players to manage resources and
mobilise assets by linking them through social networks (Eberséhn & Loots, 2017; Gu and
Day, 2018). Isithebe gatherings increased PD opportunities by leveraging social networks
between teachers and schools. This is consistent with previous research that emphasises the
importance of collaborative partnerships as a key to teachers' roles as change agents in
challenged spaces. They can join forces in problem-solving between role-players and peer
coaching and cooperate to acquire new skills by sharing, observing, and teaching one another
(Ainsworth & Oldfield, 2019; Ferreira et al., 2013; Ugwoke et al., 2018).

5.4.3.5 Social Connection Enables Occupational Well-being

Alternatively to teacher stress, burnout and attrition, teacher resilience relates positively to
occupational well-being (Ainsworth & Oldfield, 2019; Bobek, 2002; Brouskeli et al., 2018; Cefai
& Cavioni, 2014; Day & Gu, 2013; Eberséhn, 2014; Gu & Li, 2013). Well-being and job
satisfaction may indicate teacher adaptation and is vital for teacher retention within the
teaching profession (Ainsworth & Oldfield, 2019; Bobek, 2002; Day, 2012; Jackson &
Rothmann, 2005; Mansy el d et Teachers who2Zxpdriénce social connection with
their co-workers are more likely to express occupational well-being (Wu et al., 2020). Several
studies have promoted the encouragement of social support from school management and
co-workers to improve occupational well-being (Fiorilli et al., 2019; Proeschold-Bell et al.,
2021). Workplace social capital that allows teachers to access resources, has also been
identified as a key factor in boosting teachers' well-being (Framke et al., 2019). The
documented benefits of social-emotional competence for teachers include reduced stress,
reduced risk of burn-out, improved self-efficacy and greater job satisfaction (Anari, 2012; Collie
& Perry, 2019; Gu & Day, 2013; Mansfield et al., 2016). Other scholars, similarly, have found

that social-emotional competence in teachers improved self-efficacy (Chan, 2004; Hong,
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2012; Tait, 2008), mediated the effects of stress (Tait, 2008) and reduced the risk of burnout
(Chan, 2006). Several scholars have found that social-emotional competence in teachers was
associated with greater job satisfaction (Anari, 2012; Collie & Perry, 2019), which has been
acknowledged to support teacher resilience (Oke et al., 2016). The introduction of an SC
intervention (supplemented by art activities and meeting in a non-formal manner) promotes
the use of relational protective resources and social-emotional competence that support
occupational well-being.

In South African literature, Theron (2018) found social and spiritual cohesion an
important factor in maintaining teacher resilience, while Eberséhn (2012, 2013, 2019) has
identified social-emotional competence as an enabling factor for TR. Eberséhn suggested that
social-emotional competence in an Afrocentric culture is key in enabling resilience through the
cultural mechani sm of i f |-emotionalncgmpétenok $n resaurce-canistrained
settings characterised by Afrocentric values is important for TR, it is not surprising that an SC
intervention enables occupational well-being. QUAN+QUAL data confirmed the benefits of SC
for strengthening SC competence for TR. These benefits included increased social-emotional
competence, improved networking capacity, opportunities for debriefing and experiencing
positive emotions.

In addition to internal traits contributing to high TR, awareness and access to relational
pathways support TR, especially in high-risk ecologies (Eberséhn, 2012, 2013, 2019). The
findings in my study show that when teachers participate in an SC intervention, occupational
well-being is enabled in that they experience opportunities for social connection within and
acrossschools.il sit hebedo gatherings hel ped teacchers deb
workers. As a result, teachers reported that they experienced positive emotions and social-

emotional competence that enabled occupational well-being.

5.4.3.6 Acknowledgement of Occupational Inputs Enables Occupational Well-
Being
fiTeachers are motivated by t he suarangeofaspedts t hei r
of student success, including test scores, recognition, raising good citizens, and future career
and personal s u c-8dl stalg p. 40p. Baing acknowaddgkd, teachers found
their work to be an enjoyable and rewarding experience (Barbieri et al., 2019). The SC
intervention highlighted the importance of acknowledging occupational inputs, plausibly
enabling occupational well-being. This viewpoint corresponds to international and national
research that reports that teacher-l ear ner relationships signific
developing teacher identity and occupational well-being (Cross & Hong, 2012; Evans, 2017;
Le Cornu, 2013; Loots et al. 2012; Proeschold-Bell et al., 2021). Besides class time, teachers

are responsible for various administrative tasks, extra-curricular activities, discipline,
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classroom management, academic learner support and parental communication (Barbieri et
al., 2019; Brunetti, 2006; Castro et al., 2010; Ebersdhn, 2015). In light of all these challenges
inherent to the teaching profession,t h e @ | seachensenbmy study, like teachers in other
parts of the world, specifically drew inspiration from positive feedback from learners. Teachers
reported on the importance of experiencing positive emotions to cope with the demands of the
profession; however, the data was silent regarding the negative emotions teachers experience
as a result of learner misbehaviour.

TR constraints across teacher micro- and mesosystems that could interfere with
acknowledgement of occupational inputs include poor classroom management and PD
prospects, and a lack of resources, community support and parental involvement (Alam, 2015;
Ebersdhn, 2017; Gakure et al., 2013; Lavoie & Benson, 2011; Muyaka, 2018). The data was
silent on poor classroom management, lack of community involvement, limited PD and poor
PD prospects. However, teachers reported on lack of resources, limited parental involvement,
and additional roles and responsibilities under themes discussed in Chapter 4.

Additional constraints for TR in a South African context include burnout, stress,
difficulty asking for assistance and being overwhelmed by multiple demands, roles and
responsibilities (Ebersthn, 2015; Mansfield et al., 2018). It has been found that teachers can
fifican cope with negative experiences as |l ong as t
such as strong relationships wiB37)hTherdfovedpesitivtes 06 ( Man
experiences with learners (acknowledgement of occupational inputs) become particularly
relevant for teachers working in challenged contexts, as these positive experiences help them

withstand the many obstacles they face daily.

5.4.3.7 Experiencing Occupational Purpose Enables Occupational Well-being
In addition to acknowledging occupational inputs as crucial f or il sithebeod t e
experiencing occupational purpose enables occupational well-being. This viewpoint resonates
with previous research on TR that has consistently highlighted that teachers with finner drive,
strength and optimism to help every 28)rdndaly | ear n,
make a difference in their classroom (Coetzee, 2013; Day & Gu, 2015). Teacher resilience is
related to the strength, pur pose, and convictio
2010). Purpose and conviction enable teachers to manage challenges during uncertain and
inevitable, recurring setbacks (Brunetti, 2006; Gu, 2018; Gu & Day, 2013).

Motivation is related to personal resources such as a sense of purpose and meaning,
a key aspect of resilience (Hong, 2012). Intrinsic motivation or "inner drive" (Hong, 2012, p.
432), a sense of self-belief (Le Cornu, 2009), and self-efficacy are all personal resources that
help teachers be more resilient (Mansfield et al., 2016). Motivation is enhanced through

supportive school cultures that create opportunities for meaningful participation and
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relationships with others (Gu, 2018). Personal support networks, particularly mutually

empathic and responsive ones, are increasingly viewed as vital for supporting resilience (Le

Cornu, 2013). This finding is consistent with the work of Brunetti (2006), that has identified

Afdevotion to | ear nomalandprafebsmnalfulfiimentand suppdrt thpt ¢heys
received from administrators, fellow teachers and the organisation and management of the

school 0 agnmjorfat@rdir) determining TR.

Research has highlighted t htamaintae theremsesf0 need
meaning and value in their work was strongly related to their well-being. ABur densome
administrative work, seen as lacking meaning, displaces other work considered meaningful,
and may | ead to t eac hieletdpu2021,quld)oTeachens,rncipals, o | d
parents and learners can all contribute to teacher well-being by showing respect for teachers
and letting our teachers know that they matter and make a difference in | ear ner sdé | i v
(Proeschold-Bell et al., 2021). The SC intervention created spaces where teachers could
share anecdotes of receiving positive feedback from learners and how this gave them a sense
of professional pride and occupational purpose, which plausibly enabled occupational well-
being.

Resilience studies have demonstrated the association between increased teacher
resilience and a strong sense of vocation (i.e., the call to teach or serve) (Day, 2012; Day &

Gu, 2010; Hong, 2012). Altruistic motives for being a teacher have been identified as an

important protective resource that predicts a positive outcome in the face of adversity

(Ebersthn, 2016). This point was particularly evident amongst the fAsithebed teachers and

especially relevant for teachers working in high-risk ecologies. They work with children who

come from hugely challenged contexts. Working actively to shape a better future for these

children becomes an integral part of their resilience process. il si t hebed highlig
teachersinmy studyf or egr ound pr i desucdessand hope for a beteafaturee r s 6

as pertinent pathways to experiencing occupational purpose, which plausibly enables

occupational well-being.

5.5 Conclusion

In Chapter 5, | presented an integrated analysis of TR quantitative results and qualitative

findngs and addressed the SRQl:-anllpbstivnd eesy efiRi ommpa
concerning al/l TR scales except the contS€xt ual S
intervention, teacher professionalism was significantly increased, as was their emotion,
motivation, sense of coherence, self-ef f i cacy and teacher efficacybo
26). Chapter 5 also answered SRQ3: 1 To what e xSCeterventdrn with teathers in

pericur ban pri mary s c ihe&Cistenentienlehakled poRitvé TR outcomes

including quality education (enabled by teacher professionalism, T&L competencies, teacher
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PD, leveraging social networks, creativity, teacher adaptability, and showing compassion);
and occupational well-being (enabled by acknowledgement of occupational inputs,
experiencing occupational purpose and social connection).
Chapter 6 provides further theoretical explanations of the results obtained, addresses
my studyods PRQ, and seeks to di s cutionsto agrigtingst udy o6 s
literature. Finally, recommendations for further research, practice and training are discussed.
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6 Chapter Six: Conclusions and Recommendations

6.1 Introduction
The study aimed to investigate SC as a pathway to TR in a challenged educational space.
The objectives involved establishing the TR and SC of peri-urban primary school teachers in
a challenged context before and after an SC intervention to explore how an SC intervention
may inform knowledge on TR. Chapter 1 discussed the purpose and objectives of my study
and the theoretical frameworks relevant to my research. Chapter 2 reviewed the literature
concerning SC and its positioning in resilience and TR literature, while Chapter 3 outlined my
s t u desdarch methodology and data analysis strategies. In Chapter 4, | provided integrated
QUAN+QUAL results to explore how SC compared pre- and post-intervention and presented
a literature control for pre- and post-intervention findings. In Chapter 5, | presented integrated
QUAN+QUAL results to explore how TR compared pre- and post-intervention and to what
extent the intervention enabled TR.
The final chapter synthesises reHoweananhSCf i ndi n(
intervention with teachers in primary schools in a challenged space inform knowledge on TR? 0
(Section 6.2). | integrate the findings on TR and SC to discuss how an SC intervention informs
knowledge on TR in a challenged educational environment. | discuss both confirmed and
uncovered knowledge on how SC functions as a pathway to TR in challenged contexts and
reflect on the RRR as the theoretical framework of my study. After that, I discuss my s

limitations (Section 6.3) and recommend future research topics and practices (Section 6.4).

6.2 PRQ: How can an SC Intervention with Teachers in Peri-Urban Primary
Schools in a Challenged Educational Space Inform Knowledge on TR?

This section addresses the primary research question to add South African evidence to the
emerging global teacher resilience knowledge base. In this way, | share insights into an
evidence-based intervention used by teachers in a resource-constrained and structurally
disparate South African context to promote teacher resilience. In the absence of structural
support for teacher professional development pathways, | found that a school-level
intervention that intentionally aimed at strengthening social connectedness assisted teachers
to resile despite ongoing, multiple challenges and a high likelihood of distress. Figure 6.1
reflects an integration of Chapter 4 and Chapter 5 findings to address the primary research

guestion
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Figure 6.1
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Occupational stress is a problem for teachers worldwide, and it significantly effects retention
and education quality. Evidence from Africa is still scarce in the expanding knowledge base
on teacher resilience. Evidence of teacher resilience interventions does not always speak to
a resource-constrained and structurally diverse South African setting. What evidence can
school role actors in the Global South use to help teachers resile in the face of multiple
problems and a high likelihood of distress with insufficient structural support and unevenly
distributed resources? The study aimed to see how useful a low-cost, school-level teacher
resilience intervention could be in terms of not relying on structural resources and delivering
teacher professional development while also leveraging the presence of a key Afrocentric
sociocultural resource, namely social connectedness. The studyd s f i shalithatéeachers'
resilience in a challenged situation is encouraged when they get together monthly in arts and
crafts activities, building a trustworthy space where they may support one another emotionally
and professionally. When teachers from other schools use this social connectivity area, the
reservoir of social resources for professional development and emotional support is expanded.

As discussed in Chapter 4, high levels of SC irrespective of an i nterventi on
culturally salient epi stemol ogies inherent to i
2020, p. 1), including Afrocentric indigenous knowledge systems centred on the principles of
AUbuntud, as seen i n ntystay. Blausiylpaticipatop in thalditheben o f
SC intervention was wel/l received as the princi
Afrocentric identity. Following the intervention, teachers reported that participation in Isithebe
encouraged them to value positive relationships and strengthened SC competence for TR. SC
linked to Afrocentric values enabled resilience for teachers working in a challenged space
regardless of the intervention, suggesting teacher beliefs and values regarding SC play a
significant role in resilience. Isithebe increased opportunities for SC by foregrounding the value
of social assets and streamlining the interplay of social resources across micro, meso- and
exo-/macrosystems.

Teachers reported existing traits and pathways irrespective of intervention that
included high social connectedness and valued building relationships, need for relatedness
and belonging. After participating in an SC intervention, teachers reported a range of SC
competenci es it o gictand explicit sacial s@epport ecross medatianal
s y st gRharsbhn et al., 2020, p. 2). Additional enhanced SC competencies as a result of
an SC intervention included a capacity for bonding within and across school social networks,
leveraging school-community networks, valuing positive family relationships, and increased
ability to trust others.

Informal teacher meetings, aided by arts acti vi ti es enhanded t ea
emotional competencies (showing compassion for learners and social adaptability) and

interpersonal social competencies (leveraging social networks, trust, and providing and
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receiving implicit and explicit social support) plausibly enabled both occupational well-being

and quality education.

iln South Africa, chronic poverty is widespr

and prolonged health risks and resilience required drawing on available and unique cultural

and social resources, such as community building, developing partnerships, mobilising

unused resources and appl yi n¢{bersohnetalp2020apl4).dev el o

Countries in the Global North have developed economies, and their educational systems have

profited from infrastructure, teacher training, technology, and resources (Mansfield et al.,

2018). Furthermore, Global North education systems benefit from developed economies,

contributing to better-resourced environments. Not only are education systems in the Global

South severely under-resourced, but the education systems are also relatively young when

compared to those of developed contexts; therefore, Global South educational systems are

not as settled yet in terms of vakdeoBergeta. 20l6)at wor Kk
Participation in an SC intervent i o n highlighted and expande

repertoire by foregrounding aspects of social-emotional competence such as compassion and

social adaptability. Leveraging social networks for teacher PD highlighted the benefits of arts

activities for teachers. By utilising the benefits of art therapy techniques, the fisithebeo

intervention was created to provide deliberate spaces for informal contact between teachers.

The fisithebeodfsocial connectedness intervention functioned to deliberately strengthen a web

of SC between teachers, their family members and friends, and broader school communitieso

(Ebersohn et al., 2020, p. 46). Informal teacher meetings, aided by art activities, enhanced

t e a c h e rlemoticna epetencies (compassion, adaptability, increased trust that led to

providing and receiving explicit and implicit social support) that enabled both occupational

well-being and quality education. Fi gure 6. 2 depi cts htowinforfmee Al si t

knowledge on TR in challenged contexts with limited resources.
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Figure 6.2
How the Al sithebedo SC intervention informs knowl
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Social capital theory proposes that people are most likely to thrive in communities that cultivate
trust, reciprocity, and patrticipation in formal and informal support networks (Framke et al.,
2019; Roffey, 2012; Sullivan & Johnson, 2012). fisithebed teachers working in high-risk
ecologies face a multitude of stressors in their work environment, such as multiple demands,
different roles and responsibilities, lack of resources and infrastructure, poverty, low income,
inadequate service delivery, heavy workload, lack of time and burnout. Adapting to chronic
adversity requires a lifeline chain of resilience, connecting incidences of adaption (i.e. mini-
processes of adaptation) consecutively rather than as a once-off incidental process portraying
adversity in the beginning and a positive adaptation at the end (Ebersdhn, 2014). Examples
of this lifeline chain of resilience from fisithebeo teachers included meeting in an informal

manner outside of formal staff-related interactions, opportunities for teachers to bond within
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and across schools, an appreciation that they are not alone but rather experiencing problems
together; and the ability to reach out for support and ask for help.

The micro and mesosystems of teachers comprised of proximal personal systems that
include learners, co-workers, and support systems. From a socio-ecological perspective, risk
factors and protective resources exist across all these systems. The activities throughout the
intervention were aimed at fostering SC between teachers and outside of the school
environment by encouraging teachers to build closer connections with significant others.
fisithebeoarts-based activities helped teachers build relationships in their church communities
by exploring art ideas with the members of their church. SC related activities encouraged them
to reach out to long lost friends and encouraged teachers to make quality time for their families.
In this way, fisithebeomobilisedre | at i onshi p buil ding throug
lives, which deepened their sense of SC.

Teachers are encouraged to engage in supportive relationships, and research has
highlighted the importance of joining support groups and developing professional networks
(Framke et al., 2019; Gu & Day, 2013; Le Cornu & Ewing, 2008). However, in challenged
educational spaces where overt inequalities persist and the education system is split by wealth
and socio-economic status (SES), formal interventions for staff are unlikely to be implemented
(Maarman & Lamont-Mbawuli, 2017). fisithebeo facilitated the opportunity for teachers to
create these support structures amongst themselves, between themselves and within and
across schools. fsithebeo functioned as an emotional support group and a professional
networking opportunity for the teachers they reported as resilience enabling. Furthermore,
previous research shows that teachers benefit greatly from social-emotional competencies
that enable communication skills to engage effectively with learners and parents (Gu & Day,
2013; Le Cornu & Ewing, 2008). SC, supplemented by art activities and playful meetings,
expanded t secdak hepertagreéd by foregrounding aspects of social-emotional
competence such as empathy, social adaptability, and trust, which contributed to their TR.

Despite living and teaching in resource-constrained settings characterised by much
adversity, the teachers in the sample showed a high level of SC. It was not surprising that the
SC of participating teachers was strong, as it has been demonstrated that SC represents
culturally relevant epistemologies intrinsic to interdependent worldviews, such as Afrocentric
indigenous knowledge systems. Based on findings from studies with teachers in challenged
South African contexts, the RRR theory suggests that the SC of teachers in challenged
contexts will be high as teachers will fflockdtogether in times of collective distress (Eberséhn,
2019). In an African worldview, a connection with social and emotional ties is emphasised
instead of the stand-alone individual. These ties form part of the obligations that every
community member has (Ebers6hn, 2014; Letseka, 2013; Owusu-Ansah & M;ji, 2013).

i U b u pdteatially explains why teachers in my study reported high levels of SC in the areas
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of Building Relationships, Need for Relatedness, and Belonging vs Loneliness/Isolation.

However, itoés also possi bl e t oduectowtner bcatwreintheh at t e a

resource-constrained Global South contexts because teachers show high levels of SC in times
of collective distress by flocking together to share resilience-enabling resources.
Furthermore, my studyods findings show
creating and maintaining relationships. Because the ability to form and maintain connections
is a characteristic of social competence and the ability to create and maintain relationships,
the findings suggest that the teachers in this sample have high levels of both. This finding is
in line with global research that has indicated that teachers with high social-emotional
competence can thrive in both their professional and personal life (Collie & Perry, 2019; Gu &
Day, 2013) and have better workplace outcomes (Collie & Perry, 2019; Gu & Day, 2013).
According to findings on the impact of social-emotional competence on TR worldwide
(Collie, 2017; Collie & Perry, 2019; Gu & Day, 2013) and in South Africa (Ebersdhn, 2012,
2013, 2019), the presence of high social-emotional competence in the sample of teachers
could be an indicator of a resilience-enabling pathway for teachers, both in well-resourced,
structurally-equitable areas and in areas characterised by deprivation and socio-economic
disadvantage. Social competence (Eberséhn et al., 2015), emotional regulation (Coetzee,
2013), and relational competence (Edwards, 2016) were revealed to be enabling pathways for
TR among teachers from resource-constrained settings in South Africa. The findings of my

study support the RRR theoretical framework that proposes teachers with strong social-

that t|

emotional competence are more | i kel yAfracemtrice ngage

cultural mechanism of flocking, and so resile through the use of collective social support
(Ebersohn, 2012, 2013, 2019).

The theoretical framework guiding my study specifically drew out instances of
resilience-enabling pathways, and how the teachers reported on these pathways is
substantial. The significant increases in SC after participation in the intervention further
confirm the benefits of SC as a resilience-enabling pathway, especially for teachers in high-
risk spaces. The findings of my study showed that an SC intervention (i) created additional
space for the teachers to further strengthen their proclivity for SC as resource management,
and (ii) strengthen and develop relationships both inside and outside of the classroom.
Furthermore, the introduction of an SC intervention not only strengthened relationships
between the teachers but also (i) promoted and prioritised SC in the lives of teachers, as seen
by teacher sé e xp avaldeepbsitive egiationshijpsj (i) nco eased
reported ability to trust others (iii) and expanded their capacity for providing and receiving of
implicit and explicit social support.

In a different context to that of the more commonly researched Global North and

Eurocentric contexts, this study contributes evidence of an accessible, school-level
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intervention that, when implemented with teachers working under extreme challenges and with
constrained structural support, connects them socially to forge trusting school communities.
The socially connected spaces enable teachers to capitalise on bonded networks within and
across schools and school communities. In this intentionally forged socially connected
community, teachers provide and receive compassionate implicit social support to
acknowledge one another and a shared career purpose and use pragmatic explicit social
support to share teaching and learning competencies and opportunities for professional
development. Plausibly, teacher well-being and quality education are enabled by these social

connectedness accomplishments.

6.3 Limitations of the Study
My studyods | imitations i ncl udéeSC guedtion@aiej dmalt y i s st
sample size, lack of control schools, limited demographics, possibility of overly positive
reporting, and potential language difficulties.
| used the ENTREE TR and the REPSSI SC questionnaires for the quantitative
component of my study. The ENTREE teacher resilience questionnaire yielded an acceptable
description of reliability with a Cronbach alpha coefficient of above .7 for all scales, except the
Teacher Emotion scale, whichhada Cr onbachés al pha coefficient o
The REPSSI SC questionnaire presented more challenges concerning scale reliability.
Scale 6 of REPSSI only consisted of one item, making meaningful analyses impossible.
Finally, many participant responses on the REPSSI questionnaire were invalid for the
guestions on external SC (number of social connections), as participants filled in qualitative
responses such as AMore than oned or fAMore than
These inconsistent responses meant that statistical analyses were not performed on these
guestions, therefore, a discussion on external SC was not included in my study. It is suggested
that further research using the REPSSI SC questionnaire include analyses of the questions
on external SC.
The REPSSI SC questionnaire does not yet have a published technical manual and
has no documented reliability or validity coefficients. The measure, however, was piloted in
2017 as part of a social connection study with care workers in challenged environments in
Swaziland, laying the framework for future research (Bandeira & Mazibuko, 2017). Because
my study is conducted in a similar limited environment, there is a level of transferability
between the two investigations. So, the findings of both studies could be compared in the
future to determine the reliability and validity of the SC scale (Kumar, 2011). As the REPSSI
SCquestionnairef6s reliability and validity have
consideredwhen eval uating the findings of analyses to

Further more, my s b u3byidirsuffisientnfiqr internabkvaliditg andlysis, as a
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sample size of at least 100 is necessary for meaningful factor analysis (Kalkan & Keleciolu,
2016).

It has been acknowledged that there are many unique obstacles to the effective
implementation of school-based interventions, including systemic barriers, practical and
methodological challenges in conducting and evaluating such programs (Durlak & DuPre,
2008; Zimmerman, 2017). The pre-intervention sample size (n = 36) was relatively small. This
number changed throughout different data collection points (n = 30 attended the intervention
training in March 2019, n = 30 attended the teacher-researcher meeting in May 2019, n = 30
teachers attended the teacher-researcher meeting in July 2019, and n = 15 teachers attended
the post-intervention in September 2019). Seven additional post-intervention questionnaires
were collected via email, giving a total of 22 completed pre- and post-intervention
guestionnaires. Reasons for fluctuating teacher attendance may include teachers being
overwhelmed with personal and professional responsibilities, logistical challenges for teachers
to arrive at Isithebe meetings, and some teachers possibly being ill on the days of gatherings.

Following intervention design principles, it was expected that at least one of the
schools would opt out of the intervention phase and serve as a control group. Following a
delayed intervention model, the intervention could then be implemented with teachers from
this school following post-intervention testing (Gravetter & Forzano, 2018). However, none of
the schools opted for a delayed intervention model, and consequently, there was no control
group. Therefore, there were no comparative findings on TR and SC in the absence of the
intervention with teachers. Thus, the absence of a control school and the small sample size of
this study do not lend themselves to in-case analysis or generalisability. In terms of external
validity, the generalisability of the findings of my study is constrained to public peri-urban
primary school teachers from Quintile 3 schools in resource-constrained, urban areas of the
Nelson Mandela Municipality of the EC, South Africa. In terms of demographics, most
participants were females over 40 years of age. Only four teachers in the sample were under
the age of 40, and there were only two men in the sample (n = 36, F = 34, M = 2), implying
that the results and findings from this study could differ in other contexts and other genders.

Although generalisability of my study is limited, the value of transferability of my study®
insights include understanding, measuring and describing the impact of SC on resilience in
teachers in primary schools within a very specific context of challenge. My st udy 6 s
findings may be comparative to similar settings (teachers in peri-urban primary schools in
challenged spaces), and a small data set description. The results from the quantitative data
cannot be generalised to male teachers, high school or pre-primary school teachers, schools
in well-resourced areas, or teachers from other cultural and ethnic backgrounds. In addition,
the transferability of qualitative findings is limited to (i) education spaces characterised by

similar structural disparity challenges, (ii) peri-urban primary schools, (iii) mostly female

220

resul t



teachers of around 50 years of age with 19 years of teaching experience on average, and (iv)
tertiary teaching qualifications.

Quantitative scores of TR and SC of teachers in schools challenged by severe
deprivation were high at both pre- and post-intervention testing. High baseline scores of SC
could indicate culturally salient epistemologies inherent to interdependent worldviews,
including Afrocentric indigenous knowledge systems. However, high baseline scores for SC
and TR could also be explained by the Dunning-Kruger effect. iThe Dunning-Kruger effect is
a hypothetical cognitive bias stating that people with low ability at a task overestimate their
abilitydo(Dunning, 2011). Staden and Zimmerman (2017) discovered various challenges when
working with teacher questionnaire data. They found evidence of overly positive reporting as
evident from statistically impossible positive responses to various questionnaire items. Overly
positive responses raise the question of whether teachers misunderstood some of the
guestions or whether their responses point to aspects of social desirability in attempts to
provide an overly positive image of themselves.

Data from the demographic questionnair
was mainly IsiXhosa, and, as such, potential language difficulties in understanding the
guestionnaires is a limitation of my study. This limitation may have potentially influenced
responses, resulting in non-response or affirming responses resulting in high pre- and post-
intervention scores.

The limitations of using quantitative measures to explore teacher connectedness and
SC within a post-colonial space were anticipated. The study relied on an MMR design to
integrate analytic procedures to transfer evidence across qualitative and quantitative

methodologies to provide stronger interpretations of research questions.

6.4 Recommendations

Based on findings and the limitations of the study, the following recommendations are made
for (i) future research in the field, (i) the REPSSI SC and the ENTREE TR questionnaire, (jii)
the Isithebe manual and intervention, and (iv) future well-being agendas in education. The
findings of my study emphasise the relevance of SC and supportive relationships for teacher
resilience across several domains. Resilience research has moved to understand the interplay
between internal traits and external ecologies that support resilience building. Individual traits
and assets are supplemented with interpersonal protective resources found within ecologies.
Interventions similar to Isithebe can draw out and highlight interpersonal protective resources
within high-risk ecologies. SC appeared to be an available protective resource on which
teachers can draw to buffer against chronic and severe challenges to their well-being and job
performance in a space of deprivation and challenge. Therefore, it is recommended that

similar interventions in challenged spaces be implemented to enable teacher well-being.
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Furthermore, creating school communities that foster a culture of trust and a sense of

belonging among teachers and learners promises benefits for TR.

T

1

T

6.4.1 Recommendations for Future Research

Due to my studyos Il i mited sampl eandsgos-e

intervention, respectively), a follow-up investigation on the benefits of an intentional
SC intervention in challenged spaces involving a bigger sample is recommended.
Due to the homogeneous natureof mys t u d y 6 s - wsthanmogtly female teachers -
further research could be undertaken with a more representative sample that includes
more males.

A more representative sample could also include schools from different quintiles to
explore the effect of SES on the SC of teachers.

The study should be replicated with teachers in other locations, such as other
provinces in South Africa or rural schools (as opposed to peri-urban schools) to

determine the external validity of the study.

6.4.2 Recommendations for the REPSSI SC Questionnaire

It is recommended that factor analyses be performed using a larger sample to
ascertain the construct validity and thus inform future scale revisions.

Additionally, questions on external SC should be revised and included in a repetition
of my study, as these questions were excluded from my study.

Furthermore, three of the four scales of the REPSSI SC questionnaire used in my study
yielded a Cronbach©és al p hmargicatlyddlovihe dereralty
accepted level of .7. Therefore, further studies could seek to improve the reliability of
the REPSSI SC questionnaire in the setting of South African peri-urban primary school
teachers in challenged contexts by using larger samples or more robust measures per

construct.

6.4.3 Recommendations for the ENTREE TR Questionnaire

The Teacher Emotion scale resulted in
is below the generally accepted level of .7, but above the recommended acceptable
level of .6 for social sciences (Ghazali, 2008). This being said, further studies could
seek to improve the reliability of the Teacher Emotion scale in the setting of South
African peri-urban primary school teachers in challenged contexts by using either
larger samples or more vigorous measures per construct.

Future researchers could further investigate the contextual scale of the ENTREE TR
guestionnaire. Qualitative data allowed the participant's voice to conceptualise

resilience as a dynamic process. Further qualitative research may contribute to a more
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nuanced understanding of how teachers utilise an adaptive process in adverse
conditions to become good quality teachers and sustain well-being despite chronic
hardship.

Future research could examine the ENTREE TRquesti onnaireos
other than South African peri-urban primary school teachers in challenged situations.

6.4.4 Recommendations for the Isithebe Intervention

The teachers were asked to reflect on which arts activities they enjoyed the most
during post-intervention data collection. The teachers reported they enjoyed the
beadwork, photo frame, and recipe book activity the most. On a process level, it was

noted that teachers enjoyed hands-on activities. Creating and decorating different

r el

objects unleashed the t eac breportedinthergealitdtivev e

data. The fFriendship Survival Kitoactivity did not call for hands-on creativity. During
this teacher gathering, it was noted on a process level that the teachers were not
deeply engaged in this activity. It is therefore recommended that the revised manual
should replace this activity. In the post-pilot revision of the manual, the fiGrowing
Togetheroactivity replaced the fFriendship Survival Kitoto use a hands-on experience
to enable experiences of engagement that signify unity and dynamic growth when
connected.

An SC intervention like Isithebe involved little cost. Creating informal spaces for SC at
schools (supplemented by art activities) is a low-cost option for teachers working in

challenged spaces that hold benefits for both TR and SC.

6.4.5 Recommendations for Well-Being Agendas in Education in

Challenged Contexts

It is recommended that schools implement interventions or training opportunities to
assist teachers in becoming aware of the benefits of SC to nurture it. Training
opportunities could include training social-emotional competence skills in both pre- and
in-service teacher education and PD.

It is recommended that SC interventions in schools establish a routine of deliberate
SC amongst teachers in their varied circles by encouraging relationship building

outside of formal school meetings.

A possible way to make fAlsithebed more

implement SC interventions themselves without researcher intervention. Teachers can
be trained to become the champions of their projects, possibly making similar SC
initiatives more maintainable.

In addition to Isithebe, which emphasises systemic factors in resilience processes, the

intervention also drew from Indigenous Knowledge Systems by appreciating
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relationships and SC as essential to achieving well-being. Regardless of whether or
not they received an SC intervention, South African teachers working in a challenged
environment had high levels of SC and valued the development of relationships.
However, findings from my study show that when teachers participate in an SC
intervention, their repertoire for providing implicit and explicit social support to learners,
co-workers and the school community and receiving the support from the same role
players is expanded. In this way, interventions that target communal capital are
especially effective within challenged spaces.

9 From a socio-ecological perspective, resilience research is asset-focused. It explains
why groups of people whose spaces predispose outcomes of maladjustment and
possible failure can achieve the opposite. Accordingly, | urge school management to
seek opportunities to promote SC as a protective resource for teachers, supporting

teachers to maintain their teaching quality and remain committed to the profession.

6.5 Conclusion

My study explored SC as a pathway to TR for primary school teachers in public peri-urban
primary schools in challenged contexts in the EC, South Africa. It was found that the SC and
TR of the teachers in the sample were high in the midst of the challenges they face dalily.

Resilience research in South Africa highlights that an Afrocentric worldview shapes
processes of positive adjustment (Ebersthn et al., 2015; Phasha, 2010; Theron, 2012; Theron
& Theron, 2014). Regardless of whether or not teachers participated in an SC intervention,
South African teachers working in a challenged environment had high levels of SC and valued
the development of relationships, the need for relatedness, and belonging. The introduction of
an intentional SC intervention strengthened relationships between the teachers and deepened
t eacher s 6 gwasumpartitaand réceive support from co-workers, learners and the
broader community.

Despite the structural disparity, high TR was evident with respect to teacher
professionalism, emotion, motivation, self-efficacy and teacher efficacy. Following the Isithebe
SC intervention, both QUAN+QUAL data showed an increase in SC and TR scores of
participating teachers. The findings of my study confirm that TR can be promoted by relational
resources that support teachers to behave in ways that prioritise relationship-building and SC.
QUAN+QUAL data revealed that SC supplemented by art activities and meeting playfully
broadened teachersé soci al -emetipmalrcampetence sushyas hi ghl i
empathy, social adaptability, and trust, all of which contributed to their TR.

A sense of belonging and proclivity for SC is reflected in teacher statements such as:
ANo one can operate |like an islandé we need eac!l

group of yours is hereé andSoitKeepyushelpindeachothee you h
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and | know that I have my | sithelmlpgdeandon- of mi n
going PD is shown by teacher statements such as:
our job moreéd; AAnd be inspirational so we <can
those learners progress to university and get jobs, | fee | proud .about thato

SC appears to be an available protective resource on which teachers can draw to
buffer against chronic and severe challenges to their well-being and job performance in a
space of deprivation and challenge. Isithebe functioned to deliberately strengthen a web of
SC bet ween t levadc dnesy #e teachers themselves and the broader school
communities. This web of Social Connectedness enabled teacher resilience, although the

existence of challenged continues.

Figure 6.3
Photographs 62-65: Teachers who took part in Isithebe intervention between September
2018 and September 2019

Photos by the researcher with permission from the participants
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7 Appendices

7.1 Appendix A: ISITHEBE Social Connectedness Intervention Manual

ISITHEBE Social Connectedness Intervention
MANUAL

Developed in collaboration with the:
IMBUMBA YABEFUNDISINTSAPHO-team

Social connectedness as pathway to teacher resilience in school communities in
challenged education settings

ISITHEBE
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Isithebe

Nokele (2006) note the value of the eating mat, or wooden tray (isithebe) for both
IsiXhosa and isiZulu South Africans. For example, amaXhosa sometimes put the
dish or meat on a large woven mat in front of the people to help themselves. They do
not use a tray to serve food, a dish of food or a beaker of amarhewu is just brought
by hand and put in front of the people and they eat or drink from it.

Isithebe is therefore a symbol of bringing family together. Of connecting people. Of
preventing isolation. Isithebe shows nurturing, trust, comfort, care and support, as
well as deep interest in one another.

The Isithebe intervention is co-developed within the Imbumba Yabefundisintsapho-
team'“. The importance of social connectedness and having positive relationships
with those around us is established. Yet, often social connectedness is not
intentionally practiced as a supportive pathway. Therefore, the aim of this
intervention is to explore how strengthening social connectedness between
educators may help educators to experience job fulfillment, remain on in the
profession and provide quality education (teacher resilience).

Over six months Isithebe deliberately provides spaces that bring educators together
to share and connect with each other. We know that educators are extremely busy.
Through Isithebe we want to make it easy for you to connect with other educators
over enjoyable arts-activities. We know that such social connection (rather than
isolation) is extremely important to be able to be a good teacher, enjoy being a
teacher, and continue in the profession.

14 Participating school: Garett Primary School, Ntyatyambo Primary School, John Masiza Primary
School, Walmer Primary School, Charles Duna Primary School and Seyisi Primary School.
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Come sit here with me?®

come sit here with me and tell
me about your day. of your
joy your sadness your crying your
plans your laughing.

then 1061l tell you about that
curry | ate today, and
you tell me about the book you read, and
| tell you about the angel in my home, and you
tell me about the visit with family
andasthesuns et s | 61 |
light a candle for us,
with my feet up while you sit
with outstretched legs. And
while we brew that tea - with the bags
we bought last week -1 6 | |
add mil k, and youdll say peopl e don
with milk. And weol | go qui et
and be happy in the
shade. While the sun sets.

and youol | say webre going to mak
a fire now, just because we can,
and 106l take out the | ast

chicken from December. And while 10

kitchen 1061l bring out more candI
add to the dim, flicker of the streetlamp reflecting

in the yard
we ol | each empty alll our telling

and start our laughter generators, and
fill our hearts.

and 1611 sit there and feel
like a rich woman, and think this is
exactly how each day must end
for me. More real than
my work, or my budget, or
transport problems, or clothes, or my
sore feet that donét want to stop

because Iitds natur al
and easy.
and together.
and good.
and real.

15 Adapted by Liesel Ebersohn from © Hekelwoorde van my hart.
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Teacher resilience: being a quality educator during challenged
times

Educators in South Africa face many challenges. It is natural to expect that
educators may experience burnout, want to drop out of the profession and could
struggle to provide quality education. Educators may be too tired to work, feel too
hopeless to think that things will change and that they can receive more resources
and support, and feel such fatigue that they do not know how they can teach good
lessons to learners.

These are the expected (negative) outcomes (results) that one can predict for
educators because of the extreme challenges we face because of inequality:

1 educator burnout and distress,

1 educator attrition, and

1 low quality education.

Resilience is the process of adapting well in the face of adversity. Teacher
resilience, however, means thattherecanbeo bet t er t ha ntcemepferct ed o
educators 7 despite continued hardship. Teacher resilience mean that there is
support for educators so that the following unpredicted, positive outcomes are
possible for educators:
1 educator job satisfaction and wellbeing,
1 educator retention, and
1 high quality education.

The importance of a social connectedness for teacher resilience
One pathway in which to support teacher resilience is social connectedness (a web
of relationships and connections with other people). Social connectedness reflect
the indigenous knowledge inherent to Ubuntu.

What makes us happiest and content in life? Some people may point to fame and
fortune. Yet, when people reach the end of their lives, they report that good
relationships and connections with friends and family are the real prize that makes
life worth living. Most people rate moments of connection and shared enjoyment with
others as their most important life experiences.

One can expect that when the lives are people are characterised with social
connectedness they can expect to give and receive social support to each other.
Social support from relationships to which people belong enable resilience.

Social connectedness refers to our sense of belonging. Having a sense of
community all contribute to our happiness. This sense of community include
meaningful relationships that make up our identity (such as work, family, leisure,
religion and community groups): family and personal friends, wider groups and
communities we belong to, work colleagues, neighbours and the various groups. In
the work-life of an educator, significant relationships include those with peers,
learners and their families, school leadership, district officials, as well as community
stakeholders.
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The opposite of social connection is social isolation and loneliness. This is

when we feel alone and disconnected from other people. Being lonely is when we

feel that we do not have genuine relationships with others where we feel understood

and accepted. Some people who are surrounded by others throughout the day, or

even in a lifelong marriage, can still experience a deep sense of loneliness. Feelings

of isolation and loneliness can have serious negative effects on one's mental and

physical health (Loneliness can be a contributing factor to heart disease, diabetes,
arthritis, Al zheidseasés s and other critical

Why is it important to build social connectedness?

Relationships are an important part of life

Relationships help us stay healthy and happy

Good relationships provide people with a sense of belonging and meaning in life

Relationships provide us with networks that create access to resources

People who have good relationships with those around them tend to contribute

more towards their communities

1 When we feel that we are appreciated and cared for in the spaces we live and
work it reduces the chance for burn-out (Feelings of physical and emotional
exhaustion due to stress from working with people under demanding conditions)

1 To counter burnout, having a sense of purpose is highly important and this is
often achieved through relationships with others

1 Relationships help us cope with stressful experiences by reminding us of what is
positive in our lives despite difficulties

= =42 =4 -4 -9

Social Connectedness and Social Isolation

Socially connectec
Peoplehave meaningful
relationships and bonds
with those around them

Peers &

Family &

school- . Stakeholders
based friends in
ase Communities
colleagues
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support and

meaningful
relationships

Poor quality and
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Meaningful
relationships are

Social isolation
can lead to
feelings of

loneliness fear of
others, or
negativeself
esteem.

The sense of
being unable to
approach others,
to find comfort,
seek advice and

support
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ISITHEBE-INTERVENTION TRAINING

Educators from six schools in the Eastern Cape participate in the development of

Isithebe. The co-generators of Isithebe (Imbumba Yabefundisintsapho) are on a

What 6s app group that i s used as a communi ca
intervention to send photos and reminders. At baseline all the educators completed

measures on teacher resilience and social connectedness in September 2018.

16These same measures will be completed post-intervention in September 2019.

Isithebe intervention training consists of a half-day (6 hour) Isithebe-training
session (March 2019) with educators from all six schools (refer to Appendix A for the
training schedule). Following the Isithebe training, educators then organise three
monthly Isithebe gatherings with peers in their school (Apr, June, August), and also
have joint Isithebe gatherings with educators from other schools and researchers
during alternate months (May, July, September) (refer to Appendix A).

The training session covers the foci that the Isithebe intervention addresses. To
frame each of intervention foci the training includes arts-based activities, brief power
point presentations (refer to Appendix D), as well as educator-lead PRA-group
presentations to demonstrate existing knowledge in each domain.

The Isithebe training foci include:

1 the need for teacher resilience;

1 social connectedness and social isolation;
9 introduction to the Isithebe Kit; and

1 modelling an Isithebe gathering.

ISITHEBE KIT

During the I sithebe interventilsdhebetKittaifnarng ev
Isithebe meetings. The Isithebe Kits are premised on the therapeutic value of arts-

based activities to mindfully bring people together to relax, connect and experience

well-being.

Objectives of the Isithebe arts-activities gatherings are to:

w Intentionally establish and/or enhance social connectedness between
educators within and across schools, as w
w Establish a routine of deliberate social connection amongst educators in their
varied circles;
w Include social activities to extend to building relationships with others outside
of work colleagues; and
w Encourage building relationships outside of school-group meetings.

The aim of the joint bi-monthly Isithebe gatherings are to intentionally create a
space for joint reflections between educators from different schools and researchers
on previous monthly Isithebe gatherings per school. Following an introductory
icebreaker educators participate in school-based Participatory and Reflection Action

16 Demographic questionnair8pcial Connectedness and Teacher Resilience, &EREE scale, PRA
discussions and posters
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sessions to address the three questions they answered after their previous monthly
Isithebe gathering.

Each Isithebe Kit contains:

ISITHEBE ORGANISATIONAL ISITHEBE ELEMENTS:

1 The Isithebe Manual (each educator will also receive their own manual 1 this is
an additional manual for the school);

1 Laminated sheet with dates for monthly Isithebe gatherings (second last
Monday of the month. April, June and August educators meet per school. May,
July and September all six schools and researchers have a joint Isithebe
gathering at the DBE District Offices) 1 refer to Appendix A;

1 3 x Checkers R200.00 vouchers (total value of R600.00 per school). Thus

R200.00 per Isithebe gathering to buy refreshments and snacks for the monthly

Isithebe gatherings;

Instructions attached to each activity package (please refer to Appendix B)

A laminated sheet with three questions to be discussed during each Isithebe

gathering:

How do these gatherings help you to be a teacher?

How do these gatherings help you with school projects?

How do these gatherings help you to be involved with other role-players in the

school-community?

1 Aschool-journalt o wr i te down each teacherdés answe
guestions (this is used during very Isithebe gathering)

= =4

ISITHEBE ACTIVITY ELEMENTS

1 Four arts-activity packages for every second upcoming month meeting where
educators meet as teachers within their particular school (March-model, April,
June, August)

1 Instructions that will be attached to the activity packages
(please refer to Appendix B)

1 Reusable craft materials for the duration of the Isithebe gatherings (to be used
and re-used for activities throughout the intervention)
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Stickers Glitter Feathers and stones  Kokies and pencils

Paint and brushes Craft wvariety pac
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Standard Isithebe intervention procedures

Procedure for bi-monthly Isithebe gatherings per school!’:

Before the session:

1 decide on a time and place to gather bi- monthly;

1 use the Checkers voucher to buy refreshments and snacks for the school-based
Isithebe gathering.

During the session:

take the particular art-activity'® for that month from the isithebe Kit,

read the instructions, and

do the activity;

take turns to ask and answer the three questions on the laminated document?®;

write the answers in your school journal; and

take a photograph of your school 6s 1 sitheb:

from other schools on the Imbumba Yabefundisintsahpo whatsapp group.

After the session:

M educators take photographs of their school
whatsapp; and

1 educators bring the completed arts-activity products and school journals with
answers fromeacheducator to the three questions toc
Isithebe gathering.

=A =4 =4 -4 -4 4

Procedure for joint bi-monthly Isithebe gatherings of teachers from

all schools with researchers:

Before the session:

1 educators and researchers decide on a time and place to gather bi-monthly
(probably DBE District offices);

1 researchers buy refreshments and snacks for the joint Isithebe gathering; and

1 educators bring their completed arts-activity products, as well as school journal
with answers from each educator to the threeque st i ons t o t he next m
Isithebe gathering.

During the session:

1 researchers provide materials and give instructions for an arts-activity?® as ice
breaker to the joint session,

1 following the completion of the ice breaker teachers from each school answer
and present the three questions in Participatory Reflection and Action sessions
(educators can refer back to and expand on what they wrote in their school
journals).

17 Modelled with educators in a session during the Isithebe training.

18 Art-activities include: clay modelling, relationship box, sharing of recipes, making bracelets and
decorating photo frames

19 Three questions to ask and answer during every Isithebe gathering:

How do these gatherings help you to be a teacher?

How do these gatherings help you with school projects?

How do these gatherings help you to be involved with other role-players in the school-community?
20 Art-activities include: clay modelling, relationship box, sharing of recipes, making bracelets and
decorating photo frames
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Relationship Voucher Box
FIRST Isithebe gathering of educators per school (April)

Educators meet per school at an agreed time in an agreed venue. Suggested date:
15 April 2019.%*

Nominated educator(-s) from school-group use supplied vouchers to buy drinks
and snacks for the Isithebe gathering.

This session is planned for 1 hour 30 min to 2 hours.

APRIL packaged arts-act i vi ti es i ncl uded -idistribated at
the intervention training.

Instructions: Relationship Voucher Box activity (approximately 45
min)

T

= =

As part of the Isithebe Kit per school each educator receives a small box and craft
materials to decorate the outside of the box (letters, beads, glitter, feathers, etc)
and glue.

Educators use craft materials and glue to decorate the box in any way they chose.
Along with the box to be decorated, the April bag also contains an envelope with
ideas on how to build and maintain rel
spoken to in a long time, do something nice and unexpected for a family member,
go for coffee with a friend, etc.

There will also be blank pieces of paper in the envelope for educators to write down
any of their own ideas on strengthening relationships.

After educators finish decorating their boxes, educators each select six vouchers
to put in their relationship box.

Over the next month educators are encouraged to select three of the vouchers and
do one relationship-building idea in a week.

Discussion after the Relationship Voucher Box activity (approx. 45

min)
w Take turns to ask and answer the three questions on the laminated
document??;
w Write the answers in your school journal;
w Take a photograph of your school 6s |

and

2! Laminated sheet with suggested dates for Isithebe gatherings are included in the Isithebe Kit.

22 Three questions to ask and answer during every Isithebe gathering:

How do these gatherings help you to be a teacher?

How do these gatherings help you with school projects?

How do these gatherings help you to be involved with other role-players in the school-community?
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() Bring the school-journal, as well as Relationship Voucher Boxes to the joint
meeting next month.

Growing together

FIRST JOINT Isithebe gathering: teachers of six schools and
researchers (May)

1 Educators and researchers meet jointly at an agreed upon venue i probably DBE
District Offices.

This session is planned for 1 hour 30 min to 2 hours.

Educators each bring their Relationship Voucher Box (created during the
previous Isithebe gathering) to present and discuss at joint meeting.

Each school brings Isithebe kits to use art materials for activity

Researchers bring May materials for icebreaker (pot plants, soil and succulents to
plant), three posters per school, markers, and also organise drinks and snacks.

= =

= =

Growing together (approximately 45 min)

W Each educator is given an empty pot and craft materials (letters, beads, glitter,
feathers, glue) to decorate the pot. Teachers are asked to use symbols of
unity, togetherness, friendship in their designs.

w After the educators have decorated the pots, they are each given a succulent
plant and potting-soil to plant in their decorated pot.
Succulent plant symbolism

w Succulent plants are specialists at absorbing, retaining and efficiently using
water. This particular characteristic has allowed them to survive in even the
most desolate and water-deprived corners of the earth.

w These resilient plants are reminders that even the most difficult situations can
be endured when planted in space of connectedness with others.

Group discussion

W Teachers to discuss in groups the symbols of connectedness they used to
decorate their pots and the symbolism of perseverance through unity in their
own lives
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() Acts as a reaffirming experience for teachers to acknowledge the organic and
dynamic nature of social connectedness to support resilience

W Optional: educators can keep the pot plant, or give it to one of their close friends
or colleagues.

PRA discussions per group after the Growing together icebreaker

(approx. 45 min)
1 Teachers divide into school-specific groups.
1 Each group receives three blank posters and markers to answer each of the
following questions in turn:
o How do these gatherings help you to be a teacher?
o How do these gatherings help you with school projects?
o How do these gatherings help you to be involved with other role-players in
the school-community?
1 Each school presents their answer to educators from all schools.

Educator Circle Recipe Book
SECOND Isithebe gathering of educators per school (June)

1 Educators meet per school at an agreed time in an agreed venue. Suggested date:
10 June 2019.%

1 Nominated educator(-s) from school-group use supplied vouchers to buy drinks

and snacks for the Isithebe gathering.

This session is planned for 1 hour 30 min to 2 hours.

JUNE packaged arts-acti vi ti es 1 ncl uded i n digtribieed &t

the intervention training

1 This session is planned for 1 hour 30 min to 2 hours

il
il

Instructions: Educator Circle Recipe Book activity (approximately

45 min)

1 As part of the Isithebe Kit per school each educator receives a blank notebook and
craft materials to decorate the outside of the book (letters, beads, glitter, feathers,
etc).

JUNE - Recipe ook

P

1 Follow the page of instructions attached to June package:
- Usethelettersprovi ded to title your book

23 Laminated sheet with suggested dates for Isithebe gatherings are included in the Isithebe Kit.
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- Use other materials to decorate the cover of your book in any way you
would like
- Once you have finished decorating your book, write in it your favourite
recipe (it can be anything simple), but a dish that you enjoy making for
friends and family.
- Then pass your book to the person on your left and ask them to write
down their favourite recipe
- The person to your right will pass you their recipe book where you can
write down the same favourite recipe that they wrote in your book
- Keep passing book along until each person has written down their
favourite recipe in every group member o
- You will write down the same recipe you wrote in your book in each of your
group member ds book
- At the end of the activity you will have a recipe book with one favourite
recipe from all your group members, plus yours.
1 Optional: at the end of the activity group members pick a date and a recipe where
they can come together to make the meal at
decide on an ingredient to bring and then come together to make the meal and
have dinner together

Discussion after the Educator Circle Recipe Book activity (approx.

45 min)

1 Take turns to ask and answer the three questions on the laminated document?*;

1 Write the answers in the school journal;

T Take a photograph of the school s I|Isithebe

1 Bring the school-journal, as well as Educator Circle Recipe Book to the joint
meeting next month;

1 Throughout the upcoming month each teacher can share which recipes they
enjoyed making on whatsapp; and

1 Each educator whatsapp a researcher (or to the whatsapp group) photographs
that symbolise their important relationships i researchers need to have enough
time to print these photographs and hand back to educators during the July
gathering so that educators can use the photographs in the Framing Important
Educator Relationships (August) arts-activity.

Educator Journey Bracelets
SECOND JOINT Isithebe gathering: teachers of six schools and
researchers (July)

1 Educators and researchers meet jointly at an agreed upon venue i probably DBE
District Offices. Suggested date: 29 July 2019.%°
9 This session is planned for 1 hour 30 min to 2 hours.

24 Three questions to ask and answer during every Isithebe gathering:

How do these gatherings help you to be a teacher?

How do these gatherings help you with school projects?

How do these gatherings help you to be involved with other role-players in the school-community?
25 Laminated sheet with suggested dates for Isithebe gatherings is included in the Isithebe Kit.
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1 Educators each bring their Educator Circle Recipe Book (created during the
previous Isithebe gathering) to present and discuss at joint meeting.

1 Researchers bring July materials for icebreaker, three posters per school, markers,
and also organise drinks and snacks.

1 Researchers bring and handout to educators the printed photographs symbolising
important relationships.

Instructions: Educator Journey Bracelets icebreaker
(approximately 45 min)

1 Each educator receives a bag that contains an assortment of beads, string, pair of
scissors, and a small piece of cardboard.

1 The facilitator gives the following instructions:

0 Use the materials to make a bracelet that represents your journey of
becoming a teacher (include highs and lows i success and
disappointments);

o Please write a brief description of your teacher journey on the piece of
cardboard provided.

1 Optional: educators can swop bracelets with a group member who they feel they
had a similar journey to, or a journey that inspired them.

PRA discussions per group after the Friendship Survival Kit

icebreaker (approx. 45 min)
1 Teachers divide into school-specific groups.
1 Each group receives three blank posters and markers to answer each of the
following questions in turn:
o How do these gatherings help you to be a teacher?
o How do these gatherings help you with school projects?
o How do these gatherings help you to be involved with other role-players in
the school-community?
1 Each school presents their answer to educators from all schools.
1 Each educator receives the printed photographs symbolising important
relationships for the Framing Important Educator Relationships (August) arts-
activity.

Framing Important Educator Relationships
THIRD Isithebe gathering of educators per school (August)
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1 Educators meet per school at an agreed time in an agreed venue. Suggested
date:19 August 201926
1 Nominated educator(-s) from school-group use supplied vouchers to buy drinks
and snacks for the Isithebe gathering.
This session is planned for 1 hour 30 min to 2 hours.
AUGUST packagedarts-act i vi ti es i ncl uded -idistribitdde | ar g
at the intervention training
1 This session is planned for 1 hour 30 min to 2 hours

1
1

Instructions: Framing Important Educator Relationships activity

(approximately 45 min)

0 As part of the Isithebe Kit each educator receives a blank photo frame and craft
materials to decorate the outside of the box (letters, beads, glitter, feathers, etc)
andgluei mat erials inside Al sithebe Kito.

Follow the page of instructions attached to June package
o Each teacher to use blank photo frame and craft materials (letters, beads, glitter,
feathers, etc)andgluei mat eri al s i nside Al sithebe Kito
o0 Use materials and glue to decorate your photo frame in any way you would like
o After frame is decorated, place the photo of your important relationship in the
frame (printed photos to be handed out at July meeting)

After activity, teachers to share in group:
o0 How this relationship developed?
0 What are the highs and lows of this relationship?
o0 What are the challenges they have overcome?
o0 Why does this person help them be a good teacher?

*Teachers reminded to take aphotoofp hot o frame and send on whe
*Optional i place the photo frame on your desk at work or somewhere at home

Discussion after the Framing Important Educator Relationships
activity (approx. 45 min)

26 Laminated sheet with suggested dates for Isithebe gatherings are included in the Isithebe Kit.
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Take turns to ask and answer the three questions on the laminated document?’;
Write the answers in the school journal;

Take a photograph of the school 6s | si
Bring the school-journal, as well as ALL the Isithebe products to the joint meeting
next month.

= =4 -8 -9

Full circle social connectedness
THIRD JOINT Isithebe gathering: teachers of six schools and
researchers (September)

1 Educators and researchers meet jointly at an agreed upon venue i probably DBE

District Offices. Suggested date: 20 September 201928

This session is planned for 1 hour 30 min to 2 hours.

Educators each bring ALL the products from previous Isithebe gatherings to

present and discuss at joint meeting.

1 Researchers bring September materials for icebreaker, three posters per school,
markers, teacher resilience and social connectedness measures, and organise
drinks and snacks.

= =

Instructions: Full circle social connectedness icebreaker
(approximately 45 min)

1 Teachers divide into school-specific groups.

1 Each educator picks one Isithebe product as a symbol to explain to their school-

group how social connectedness supports them to be happy as teachers, remain
in the profession, and provide quality education.

PRA discussions per group after the Full Circle Social

Connectedness icebreaker (approx. 45 min)
1 Teachers divide into school-specific groups.
1 Each group receives three blank posters and markers to answer each of the
following questions in turn:
o How do these gatherings help you to be a teacher?
o How do these gatherings help you with school projects?
o How do these gatherings help you to be involved with other role-players in
the school-community?
1 Each school presents their answer to educators from all schools.
1 Post-test of social connectedness and teacher resilience measures.

27 Three questions to ask and answer during every Isithebe gathering:

How do these gatherings help you to be a teacher?

How do these gatherings help you with school projects?

How do these gatherings help you to be involved with other role-players in the school-community?
28 Laminated sheet with suggested dates for Isithebe gatherings are included in the Isithebe Kit.
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APPENDIX A: INTERVENTION OUTLINE APRIL i AUGUST 2019

Isithebe Gatherings: timeframe April i August 2019

15 April 2019 Meet per school | § April-labelled package with instructions in Isithebe Kit i Relationship Voucher Box
1 Round robin discussion on questions and write answers in journal:
0 How do these gatherings help you to be a teacher?
0 How do these gatherings help you with school projects?
0 How do these gatherings help you to be involved with other role-players in the school-community?
27 May 2019 Joint meeting 1 Start with Friendship Survival Kit ice-breaker
1 PRA groups/school on questions and written answers in journal:
0 How do these gatherings help you to be a teacher?
0 How do these gatherings help you with school projects?
0 How do these gatherings help you to be involved with other role-players in the school-community?
10 June 2019 | Meet per school |  June-labelled package with instructions in Isithebe Kit i Educator Circle Recipe book
1 Round robin discussion on questions and write answers in journal:
0 How do these gatherings help you to be a teacher?
0 How do these gatherings help you with school projects?
0 How do these gatherings help you to be involved with other role-players in the school-community?
29 July 2019 Joint meeting 1 Start with Educator Journey Bracelets craft activity and ice-breaker
1 PRA groups/school on questions and written answers in journal:
0 How do these gatherings help you to be a teacher?
o0 How do these gatherings help you with school projects?
0 How do these gatherings help you to be involved with other role-players in the school-community?
19 August Meet per school | 1 August-labelled package with instructions in Isithebe Kit i Framing Important Educator Relationships
2019 1 Educators reminded to bring photos given to them at July meeting
1 Round robin discussion on questions and write answers in journal:
o0 How do these gatherings help you to be a teacher?
o0 How do these gatherings help you with school projects?
0 How do these gatherings help you to be involved with other role-players in the school-community?
September Joint meeting 1 Bring all Isithebe products for sharing
1 PRA groups/school on questions and written answers in journal:
0 How do these gatherings help you to be a teacher?
0 How do these gatherings help you with school projects?
0 How do these gatherings help you to be involved with other role-players in the school-community?
9 Post-test: teacher resilience & social connectedness
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Appendix B i Arts Activity Instructions In Isithebe Kit

Relationship Voucher Box Instructions

Time: 1 hour 30 min

1T Begin with a discussion about monthés highs an
challenged and why this month?).

1 Reflection on the previ ous mont hds activity amDdyoregin w
knowledge from the previous activity help you this month?

Craft activity instructions

w Each teacher to use small box and craft materials (letters, beads, glitter, feathers,
etc)andgluei mat eri als inside fAlsithebe Kito.

w Use materials and glue to decorate your box in any way you would like

() Open envelope with relationship vouchers inside

w There are blank pieces of cardboard for you to write your own ideas on how to build
relationships

W After you have finished decorating your boxes, please select 6 vouchers to putin
their relationship box

W Take part in 4 week challenge i every week select a voucher from the box to do

*Teachers reminded to take a phot o pagfoupr el ati on

Recipe Book Instructions

Time: 1 hour 30 min

T Begin with a discussion about monthdés highs an
challenged and why this month?).

T Reflection on the previous mont hos Didayodri vi ty
knowledge from the previous activity help you this month?

Craft activity instructions: (approx. 45 min)

w Each teacher to use blank notebook and craft materials (letters, beads, glitter,
feathers, etc)andgluei mat eri als i nside Al sithebe Kito.

() Use materials to decorate the cover of your recipe book in any way you would like

() Once you have finished decorating your book, write in it your favourite recipe (it can
be anything simple), but a dish that you enjoy making for friends and family.

W Then pass your book to the person on your left and ask them to write down their
favourite recipe

W The person to your right will pass you their recipe book where you can write down the
same favourite recipe that they wrote in your book

w Keep passing book along until each person has written down their favourite recipe in
everygroupme mber 6s recipe book

W You will write down the same recipe you wrote in your book in each of your group
member 6s book

W At the end of the activity you will have a recipe book with one favourite recipe from all

your group members, plus yours.
Optional: at the end of the activity group members pick a date and a recipe where they
can come together to make the meal at someoneb
ingredient to bring and then come together to make the meal and have dinner together

*Please takeaphot o of recipe book and send on whatoés ap
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Photo Frame Instructions

Time: 1 hour 30 min

1T Begin with a discussion about montho6és highs an
challenged and why this month?).

T Reflection on the previous mont hos Didayodri vi ty
knowledge from the previous activity help you this month?

Craft activity instructions

w Each teacher to use blank photoframe and craft materials (letters, beads, glitter,

feathers, etc)and gluei mat eri al s inside fAlsithebe Kito.
W Use materials and glue to decorate your photo frame in any way you would like
W After frame is decorated, teachers can place the photo of their important relationship

in the frame (printed photos to be given to teachers at July meeting)

W After activity, teachers to share in group:
How this relationship developed?
What are the highs and lows of this relationship?
What are the challenges they have overcome?
Why does this person help them be a good teacher?

*Teachers reminded to take a photo of photo fr
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