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Research Justification

The low demonstrable effect of education research done in South Africa in
particular, and Africa in general, persists to be a problem in scientific records in
the educational sciences. This scholarly collected work addresses this obstacle
and focuses on recommendations from scholars in different sectorial categories in
the field of education. Scholars from a variety of sub-fields within the educational
sciences reflect on this particular matter, revisiting the history of research and
research outcomes and offering informed recommendations based on in-depth
investigation and analyses of aspects of the various discourses within the relevant
sub-fields. The scope of the content of this collected work canters on the issue
of the lack of scientific record concerning the scientific raising of the impact
of education research. The book aims at making a specific contribution to the
educational sciences by stimulating scholarly discussion as to how to increase
the recording of the significance of educational research done in Africa, and in
South Africa in particular, and to re-direct the research agenda into the direction
of making more impact. Impact is conceptualised to mean both scholarly impact
(that is being cited and being used as foundation for theory building and for
further research) and practical impact (that is improvement of practice, of
teaching and learning in education institutions at all levels). The target audience
of this book is academic specialists and researchers in all fields of education in
Sub-Saharan Africa.

The chapters constitute original research, not published elsewhere. The
chapters were put through iThenticate. The contents of this document reflect
the views of the author, who is responsible for the facts and accuracy of the
information. The contents do not reflect the views of the National Research
Foundation or North-West University.

Charl C. Wolhuter, Professor, Comparative Education, North-West University,
South Africa.
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Education Scholarship
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B Introduction

There is a description of research and of the activity of scholars
going around within the groves of academe and beyond which
implies the ‘reading [of] literature which no one had ever read,
and rewriting it in books which no one will ever read’ (General
saying, author unknown, n.d.), and the following quip that
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derogatorily depicts the careers of station of life of especially
academics in schools or faculties of education:

Those who can do it (mathematics, history of whatever science) do it.

Those who cannot do it teach others to do it (i.e. they become
teachers).

Those who cannot teach others to do it, train teachers to teach it
(i.e. they are teacher educators).

Those who cannot train teachers to teach it, do research. (General
saying, author unknown, n.d.)

More serious are accusations made by scholars active in other
fields with regard to the sub-standard standing of the fields of
education knowledge, education students and academics in the
field of education, in particular. Such accusations are not only
limited to the grapevine or corridors of academe but can be
found in scholarly literature as well, right up to the pages of one
of the most esteemed journals in the field. In an article published
in Educational Researcher, David Larrabee (1998) dealt with this
unpleasant phenomenon which academics in fields of education
have to face from time-to-time. South African academics in the
fields of education have also not escaped these negative
judgements by their colleagues in other fields (e.g. cf. G3-
Business Solutions 2005; Kannemeyer 1990; Van der Walt et al.
2010). One of the crises of identity in one of the scholarly fields
of education, Comparative and International Education (CIE),
has beenidentified as alack of autochthonous theory construction
(Wolhuter 2015a) (this problem of CIE is returned to later in this
book) - and in this regard, CIE is by no means an exception in the
set of fields of education scholarship.

Although raising the status and esteem (within as well as
outside the education scholarly community) of the scholarly
fields of education would demand constant assurance as to the
academic rigour and depth of scholarly activity, it also requires
constant attention to the impact which education research
makes. A good amount of energy of education scholars in
South African scholars has been recently devoted to the need for
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ensuring academic depth and rigour in teacher education
programmes, culminating in a set of articles in a Special Issue on
Academic Depth and Rigour in Teacher Education Programmes
of the Journal Perspectives in Education volume 34, number 1,
2016. This volume brings together a set of contributions from
education scholars in South Africa, interrogating and reflecting
on the aspect of the impact of education research in South Africa.
Each chapter focuses on one sub-field or issue in education. The
aim of this chapter is, firstly, to outline and clarify the concept of
impact of research in education; secondly, to motivate the need
or imperative for impact-making research in education; and
thirdly, to discuss the main types of impact which education
research can or should make.

B Conceptual Clarification: What Does
‘Impact’ Refer to in the Sense of
‘Impact of Research’?

The Living Oxford Dictionary gives the meaning of the word
‘impact’ as ‘having a marked effect or influence’ (Oxford Living
Dictionary 2018). In order to answer the question what influence
or effect, that is, impact education research should have, it may
be best to turn to the definition and specifications as to what
constitutes research.

Research is the way in which scientific knowledge is created
(Wolhuter 2015b:149). Stoker (1969:1) defines scientific
knowledge as ‘methodically acquired, verified, systematized
knowledge’. The first term in the definition implies that the
researcher must give account of the method he or she is using,
when conducting research. The scientific method consists of the
following steps (Wolhuter 2015b):

e [t]he statement of the problem

e [t]he literature survey

e [t]he hypothesis formulation

¢ [t]he explanation of the research method
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* [c]Jollection of data

e [plrocessing of data

e [/Interpretation of data

e [dlrawing of conclusions

e [wlriting a research report. (p. 149)

From these research requirements, the kind of impact that
research should make becomes clear.

The first step or requirement of research is the identification
of a suitable research problem. This is a requirement in order for
the researcher to answer the question as to the meaning or worth
of doing the research, and to avoid the duplication of research or
the useless spending of funds or time or energy. Research
problems, in education in particular, can be one of these two
types. It can be either a lacuna identified in existing scholarly
literature or a problem in praxis, that is, a problem experienced
by teachers, students, education planners, education managers
or education administrators or any part of the community or
society in its interrelationship with institutions and structures of
education. From this first step in the research process, two kinds
of impact are apparent, namely, impact on the body of scholarly
literature and impact on practice.

The penultimate step in the research process is the drawing of
conclusions. This step consists of five components. Firstly, the
researcher should answer the research question by means of the
data collected during the research or at least state the extent to
which the data allow an answer to the research question. Then,
secondly, the researcher should build the new knowledge which
his or her research has yielded into the existing edifice of scientific
knowledge or theory. As research is by definition - as was stated
above by Stoker (1969:1) - ‘methodically acquired, verified,
systematized knowledge’, the term ‘systematized’ means that the
new knowledge produced by a research project cannot be left in
isolation, to exist in limbo, but should be integrated into the
existing body of knowledge. Thirdly, recommendations for
the improvement of practice should be made (although that is
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the ideal, many research projects, especially those of a theoretical-
conceptual nature, do not lend themselves readily for the
extraction of suggestions to improve practice). Fourthly, the
researcher should then honestly state the Ilimitations or
shortcomings of his or her research. From this, the final component
of the conclusion section will flow, namely, recommendations for
further research. Thus, from the requirements of the conclusion
section of a research project, two sets of impact are once again
evident, namely, impact on practice and impact on the existing
body of knowledge.

The final step in the research process is the writing up of the
research project in a research report. Neglecting this means
that the researcher is not true to the entire research industry in
which he or she has spent time when busy with the research
report. It is only by means of a research report that the
researcher can manifestly contribute to the existing, growing
corpus of scientific knowledge (‘body of systematized
knowledge’) available to other scholars intending to embark on
a research project. Withholding the results of a research project
constitutes selfish behaviour on the part of the researcher and
delays the progress of science. A research report not only is a
report in the conventional sentence of the word but also can
take on various forms - in increasing value attached to in
the scholarly world - a research monograph, a book or
book chapter, or an article in a scholarly (peer-reviewed)
journal. Less prestigious (rightfully or wrongfully) fora to publish
research results are in the popular media. Whereas the latter
usually focuses (and the publication of which is justified in terms
of) on the practical implications and impact of the research,
the first is justified and judged in terms of both the practical
impact and (and this usually much more) its impact in the
scholarly world.

To summarise, when the impact of research is the subject, two
main types of impact are included, namely, scholarly impact and
impact on practice.
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B The Imperative for Impact-Making
Scholarship, in Education in
Particular

In the section above, it has been explained that from the
exigencies of the research method the requirement for impact-
making research emanates. But the need for impact-making
research, in the fields of education scholarship in particular,
emerges from two other sources as well, which (for the lack of
more suitable terms) will be subsumed under the terms the
neoliberal economic revolution and the social reconstruction
role of education cum the societal-conscience function of the
university.

In recent years and decades, governments have invested
increasing amounts in research and development. Global
spending on research and development has reached an all-time
high of almost US$1.7 trillion per annum (UNESCO 2018). As part
of the Sustainable Development Goals (SDGs), governments
have taken initiatives to significantly increase public and private
research and development spending as well as the number of
researchers by 2030. This investment is related to the rise of
knowledge economies and governments’ attempts to make and
to keep their countries globally competitive in this emerging
knowledge economy. In the evolution of (national) economies,
the following stages could be identified (Wolhuter 2017):

In most primitive [stages] or economies, a phase of hunting and
gathering existed, [that is, when] hunting and gathering were the
[sole] economic activities. After the Agricultural Revolution, which
[commenced] in the ‘Fertile Crescent’ of the Middle East about 10 000
to 12 000 years ago, agricultural economies [came to the fore], where
agriculture and/or other extractive industries, such as mining, fishing
or forestry for trade and profit, became the [basis] of the economy.
[Then], after the Industrial Revolution, which [commenced] in
England from [around] 1760, industrial economies developed, where
manufacturing became the [mainstay] of economies. Next, a [stage]
of services, where services constitute the majority of economic
activities, [emerged] in North America and Western Europe in the
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twentieth century. [Currently], in the most advanced economies, a
phase of a knowledge economy is dawning, i.e. an economy where
the production and consumption of new knowledge has become the
[dynamo] of economic development. (p. 21)

In South Africa too, the intention is to increase investment in
research and development. In the 2014-2015 financial year,
investment in research and development amounted to R29 billion
(an increase of 8.1% compared to the preceding year), and
according to the Minister of Science and Technology, the
intention of government is to raise this to R60 billion per year by
the year 2020 (Campbell 2017). It is reasonable that a return is
expected for such a concentrated allocation of (scarce) financial
resources, hence the call for relevant or impact-making research.
This call for relevant or for impact-making research, in view of
the emerging knowledge economies and the rising investment in
research, has become more articulated with the rise of neoliberal
economics, the dominant global economic ideology.

One of the most conspicuous phenomena in world history in
the past two to three centuries was the rise of the nation-state.
By the beginning of the 20th century, the nation-state has proved
itself as a powerful factor on the world stage. However, the
compelling force of the nation-state has been compounded with
the transformation of the nation-state to a welfare-state during
thefirstthree-quarters of the 20th century (Redwood1993:41-44).
Welfare-state refers to a government or a public sector that
takes responsibility to care for the individual citizen ‘from cradle
to grave’, that is, the (almost) exclusive supply by the state or the
public sector of a wide range of services such as health
services, transportation, education, retirement provision and
unemployment benefits. By the early 1980s, the Western welfare-
state has appeared to be unsustainable. In 1990, for example, the
public budget deficit in the United States of America (USA) had
amounted to $200 billion. This deficit was growing at a rate of
8% per annum, and at the same time, public debt increased by
1% annually (Davidson & Rees-Mogg 1992:394). At this time, the
coming to power of conservative governments in the USA
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(Ronald Reagan and the Republicans in 1980), the United
Kingdom (Margaret Thatcher and the Conservative Party in
1979), Western Germany (Helmuth Kohl and the Christian-
Democratic Party in 1983) and elsewhere in Western Europe
unleashed the neoliberal economic revolution. This revolution
entailed an aggressive assault on the welfare-state by the
principles of the free-market economy. After the Fall of the Berlin
Wall, the countries of the erstwhile East Bloc also succumbed to
the neoliberal economic revolution in the 1990s, followed suit by
the countries of the Global South.

The neoliberal economic revolution was not limited to the
economy, but affected many other spheres of society, including
education. The principles of the neoliberal economic revolution,
such as accountability, performativity, managerialism, the profit-
motive and efficiency, were carried into education (Wolhuter
2015d). So widely are these principles now accepted
unquestioningly that Torres (2015:41) postulates these as the
new ‘common sense’ of beliefs in how education institutions
should be managed.

It is in the wake of the neoliberal economic revolution that
certain major changes are taking place in higher education. One
of these is the call for relevance (cf. Wolhuter 2011a). No longer
can the core business of universities be the unhindered pursuit
for truth - now universities have to produce knowledge that is
useful, while under performance management regimes academics
are under increasing pressure to publish research with a
demonstrable impact in the scholarly world.

It is not only from the demands of the hegemonic neoliberal
economics (whatever moral judgement the scholar may harbour
about this) that the call for relevance or impact-making emanates,
but it also hails with equal strength from the (more humane or
altruistic) societal reconstructionist or societal elevating role
assigned to education and to universities in particular since the
mid-20th century. For centuries, education was the preserve of
the elite of society, and universities existed as ‘ivory towers’ at
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the fringe of society, cut off from socio-economic realities (in the
17th century even the intellectual leaders of public debate, such
as Rousseau, Montesquie and Voltaire, had no connection to
universities). Then in the decades following the Second World
War, a borderless belief in the power of education to effect any
kind of desired social change took hold. Brezinka’s (1981:2)
description states that ‘[w]hen someone wants to do something
for peace, he demands “peace education”, [while] the person
wanting to reduce the number of traffic accidents recommends
“traffic education™.

In South Africa, for example, in terms of official policy as well
as public discourse and expectations, the education system is
expected to attain the following societal objectives (Raby &
Valeau 2018; Wolhuter 2015c¢):

e Economic goals: The eradication of poverty and the promotion
of the country’s economic productivity and development.

e Social goals: Building a society free of racial, gender and other
forms of unfair discrimination, creating a socially mobile
society and encouraging the removal of artificial hierarchies
and abstractions in the way of progress.

e Cultural goals: Empowering people so that they can participate
in the process of cultural expression.

e Political goals: Empowering citizens to take part in the
processes of a democratic society, nation building - building
a communal value system for a society characterised by
democracy, equality, freedom, peace, justice, tolerance and
stability.

The relations between education and societal outcomes in
particular contexts are very complex and present a tall order to
scholars, yet the attainment of these goals cannot be left to a
trial-and-error strategy but should be guided by meticulous
research.

Then, there is also the fact that one of the accepted functions
of the university is to act as the social conscience of society
(cf. Wolhuter 2012). As a (supposedly) autonomous institution of
higher learning, the university is uniquely placed to critique

n
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society and to point out any aberrations from noble ideals society
may proclaim, such as pursuing equal opportunities for all, caring
for the environment or of upholding human rights. Fulfilling this
function too places scholars at universities under the obligation
to conduct relevant research.

B Scholarly Impact

Bibliometrics, the measuring of citation impacts of scholars and
of publications, has grown into a formative and ever-expanding
activity. This history commenced with Eugene Garfield
(1925-2017) who founded, in 1960, the Institute for Scientific
Information (ISI). This company began to accredit journals, and
to measure and to publish on an annual basis, the impact statistics
of articles published in the accredited scholarly journals. This
pool eventually became known as the Web of Science journals
and first became part of the scientific division of Thomson
Reuters, before being sold, in October 2016, to Clarivate Analysis,
an independent company with its headquarters in Philadelphia,
USA. Currently, 14 00O journals are accredited and are part of
the Web of Science journal pool. Every year the company
calculates and publishes the impact factor and five-year impact
factor of each journal (Friedman 2016):

The impact factor of a journal for [a] given year is the number of

articles published in [the] journal in the two preceding years divided

by the number of [times those] articles [were cited] in [the pool of
Jjournals in] a given year. (n.p.)

For example, the 2017 impact factor of journal X will be the
number of articles published in journal X during 2015 and 2016,
divided by the number of times those articles were cited in the
pool of Web of Science journal in 2017. The five-year impact
factor will take the preceding five years instead of the preceding
two years.

In the field of education, there are currently 436 journals in the
Web of Science pool. By impact factor, the leading journal is the
journal Educational Researcher, with an impact factor of 2.527.
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South African education journals with Web of Science accreditation
include the South African Journal of Education (impact factor 0.45),
Perspectives of Education and Education as Change. However,
some other general scholarly journals, which also publish education
articles, such as Tydskrif vir Geesteswetenskappe, are also Web of
Science accredited. The Web of Science grew to be the most
prestigious pool of journals. However, there are other pools of
accredited journals too - Scopus and Scielo being the two most
salient, and they too calculate their own citation impact factors in
their pools of journals.

Impact factors have acquired a wide range of usage. It is
first of all an indication of the standing of a journal in the
collection of journals (cf. Rodriguez et al. 2017); typically, a
journal would publish its impact factor on its first page. Then,
it is taken as an equally important index of the standing of a
researcher (Saganuwan 2017 cited in Carnegie Institution of
Washington 2018):

The ‘h-index’ was [formulated] in 2005 as [an indicator] for
[measuring] ‘the importance, significance and broad impact of a
scientist’s cumulative contributions’. It takes into account both the
number of an individual’s publications and their impact on peers, as
indicated by citation counts. (n.p.)

The definition of the index is that a scholar with an index of h has
published h papers each of which has been cited in other papers
at least h times (Carnegie Institution of Washington 2018):
[/ts inventor], Jorge Hirsch (UC-San Diego) [contends] that a
‘successful scientist’” will have an h-index of 20 after 20 years; an
‘outstanding scientist’ will have an index of 40 after 20 years; and a
‘truly unique individual’ will have an index of 60 after 20 years or 90
after 30 years. (n.p.)

Not surprisingly, impact factors are widely used by universities
to assess their academic staff for appointment and promotion
(cf. Gruber 2014).

With the rise of the industry of university rankings (cf. Shin,
Toutkoushian & Teichler 2011), impact factors have acquired

13



The Imperative for Raising the Impact of Education Scholarship

another lease of life. Publication output and scholarly impact of
academics attached to a university are accorded heavy weight in
determining the rank of a university. Of the two oldest and well-
known ranking systems, The Shanghai Academic Ranking of
World Universities is based on the following six criteria (Academic
Ranking of World Universities 2011):

1. [nJumber of alumni who are Nobel Prize Winners and Field
Medal Winners (10%)

2. [nJumber of staff who are Nobel Prize Winners and Field
Medal Winners (20%)

3. [nJumber of highly cited researchers, as selected by Web of

Science (20%)

[nJumber of articles published in Nature and in Science (20%)

[nJumber of Web of Science articles published (20%)

[pler capita number of Web of Science articles published

relative to the size of the university (20%). (n.p.)

o0k

The ranking done by the Times Higher Education Supplement is
based upon the following five measures (The World University
Rankings 2011):

[aln international survey amongst academics (40%)

[aln international survey amongst employers (10%)

[rlatio of students per academic (20%)

[clitations in scholarly journals per academic staff member (20%)
[plercentages of international academic staff and students
(5% each). (n.p.)

GEINENES

Further to these uses, citation impact statistics have been used
to map scholarly fields (e.g. Brookes & Stewart 2016) and to
conduct equity studies (e.g. gender equity in research,
cf. Opesade, Famurewa & Ebelechukwu 2017).

The Scholarly Impact Factor of
South Africa’s Education Scholars
The impact factor of South African researchers tends to be low.

Research by South African scholars of education is no exception.
Two publications in recent years have focussed on aspects of
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South Africa’s education researchers’ scholarly impact. In the
first publication, Wolhuter (2011b) investigated:

[T1hrough a citation analysis of articles published in the South African
Journal of Education from 2000 to 2010. The citationimpact (nationally
as well as internationally) was found to be low. The international
impact [registered] has been particularly [fow], both quantitatively (in
terms of the number of citations) and qualitatively (in terms of the
standing of the publications in which this research does get cited, seen
in the context of the hierarchy of scholarly publications). (n.p.)

Of the 506 articles published in the South African Journal of
Education during the period 2000 through 2010, 17 were authored
by scholars outside South Africa and therefore excluded from
the study. The 489 articles written by South African researchers
had in total 222 international citations from January 2010 to
December 2010 (Wolhuter 2011b):

Most international citations appear in book chapters (55 citations),
theses (15 citations) and research reports (8 citations). Of the
citations in journals (total: 178 citations), most are in non-ISI indexed
journals (143 citations); and amongst those in ISI indexed journals
(35 citations), only one citation was in the top 25 journals [(by
impact factor)], [namely, in Language Learning]. [...] The [publication
concluded] that certain topics of research in South Africa fail to
break through to the international arena at all, such as research on
the current restructuring of education in South Africa. Research that
was cited most often in international journals dealt with research
methodology, creativity and entrepreneurship education, beliefs and
perception studies, and language-in-education in South Africa. (n.p.)

In the second publication, Wolhuter (2015c¢) investigated:

[T1he scholarly impact of knowledge generated as part of doctoral
studies in the field of education in South Africa. The transition rates of
the 97 doctoral theses completed in the various fields of education in
South Africain 2008 into peer-reviewed articles and chapters in scholarly
books, as well as the citation impact of these theses, were studied. (n.p.)

The results of this research confirmed the statement as to the low
impact of education research in South Africa (Wolhuter 2015c¢):
It was [concluded] that the transition rates of these theses to

journal articles and book chapters were [meagre], as was their
citation impact. Eighty-three of the 97 theses did not [yie/d] any



The Imperative for Raising the Impact of Education Scholarship

kind of publication, 70 out of the 97 made no citation impact and
65 theses neither transferred to an article or a book chapter, nor did
they receive any citation. (n.p.)

The reasons for this poor show of South African research,
specifically education research, on the scholarly impact count
are manifold. Some of these causes, interrelated to each other,
will be highlighted here. To commence with, the publication
output of South African academics is rather low, and hence, the
basis from which impact can proceed is small. The last
international survey of the academic profession, the Changing
Academic Profession (CAP), found that amongst the 23 countries
in which the survey took place, South Africa occupied the last
place when it came to the research output of academics. In the
3-year period up to the CAP survey, South African academics
have published on average 3.66 articles or book chapters,
compared to 10.1 and 9.8 of their counterparts in Hong Kong and
Japan, respectively (Wolhuter et al. 2010:206). The low levels of
funding available for education research in South Africa and the
resultant small-scale scope of most research projects in
education (cf. Deacon, Osman & Buchner 2009) are other
reasons for the low research output. Finally, the excessive cluster
of managerialism and institutional and national higher education
politics which South African academics are subject to and which
distract them from carrying out their research briefs should be
mentioned (cf. Wolhuter et al. 2011).

B The Practical Impact of Education
Research in South Africa

‘[The] field of Education research [in general] is [worldwide]
notorious for not going over into improvement of education
practice’ (cf. Levin et al. 2013; Wolhuter 2018). Farrell, Manion
and Rincoén-Gallardo (2017:63-64) list an entire set of findings
made by research on learning theory and other aspects of schools
in the past decades, which failed to find their way into practice in
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schools worldwide. Leading cognitive psychologist, David Olson,
published the following verdict (Ohlson 2003):

For some time | have been struck by the fact that whereas the
psychological understanding of children’s learning and development
as made great strides [...] the impact on schooling as an institutional
practice has been modest if not negligible. (p. xi)

While, lamentably, little research has been done on this facet of
education research in South Africa (i.e. impact-making),
indications are that South Africa too is no exception to this rule.
This too can be traced back to a number of causal factors. Once
again, the small-scale and uncoordinated nature of a number of
education research in South Africa and the relatively low levels
of funding have been pointed out as factors hampering forceful
practical impact (Muller & Hoadley 2013:171-178). Teaching,
scholarship and publication (from textbooks for student teachers
to research monographs and articles and book chapters) in fields
of education in South Africa have a long history of dealing with
education isolated from the social and economic realities of the
country (Steinberg, 1987 in Wolhuter 1994). Education, at the
historically Afrikaans and the historically black universities in
particular, was long practised as part of the humanities, and not
as a social science, placed solidly in philosophical frameworks,
continental phenomenology in particular, which contributed to
the sense of being cut off from societal realities. This applies
even to a field such as Comparative Education - a lodestar
(amongst South African academics) such as the book by Stone
(1983) who offered a frame for Comparative Education wholesale
taken over from Dutch Calvinist philosopher, Dooyeweerd, and
applied to the field of Comparative Education. There is always, in
all parts of the world, a trend that governments are not apt to
take advice from education scholars, but select findings in
scholarly publications fitting in with predetermined beliefs and
decisions. South Africa is no exception to this, as De Wet and
Wolhuter (2007) show with the illustration of the two cases of
the issue of mother tongue as language of learning and teaching,
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and the introduction of Outcomes-Based Education in South
Africa. There is also the observation that while in the pre-1994
era there was a host of progressive education scholars critical of
the policies of the South African government of the day, these
voices became largely silent after 1994 (cf. Weeks et al. 2006).
Finally, mention should be made of the disastrous effect of the
rising cult of managerialism at South African universities. Not
only do increased administrative burdens and committee
obligations discourage academics from research, but the long
and discouraging processes of getting research projects
approved and getting ethical clearance also hinder academics
who are eager in doing research. On the ethical clearance
problem, national legislation makes it well-nigh impossible to
conduct research with minors as subject, having a particularly
negative effect on conducting education research with impact-
potential, as probing experiences and views of learners are
virtually out of bounds.

B Conclusion

The impact of research activity carried out and published within
the scholarly fields of education in South Africa is by all accounts
very paltry. This pertains both to scholarly impact and impact on
practice (improvement of teaching and learning in classrooms,
of school effectiveness or practical improvement at education
system level). While reasons are not hard to find, such as the
underfunding of education research or the growing cult of
managerialism at South African universities, making the obvious
recommendations here, such as rolling back managerialism or
increasing fund for research, will, in view of the contextual
realities in South Africa, also have no impact. What can be done
to pursue the line of recommendations made in the two cited
publications on scholarly impact of education research done in
South Africa (Wolhuter 20113, 2014) is to do in-depth research on
particular sub-fields of education and research on specific critical
issues in South African education and explore possibilities for
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impact-making research. This is the objective of this publication,
which originated at the 2017 Annual Conference of EASA
(Education Association of South Africa) held at Khaya Ibhubhesi,
under the same theme. This volume offers selected papers
presented at that conference, supplemented by chapters by
education scholars on the impact-making aspect of selected
areas of research, zooming in on selected aspects of education
and education scholarship in South Africa, highlighting the
impact-potential of further research in those areas.

If this volume will in some way contribute to make researchers
of education in South Africa more aware of the need to attend to
the impact-making side of their research endeavour, it would
have served its purpose.

B Summary

This introductory chapter outlines the imperative for raising the
impact of education scholarship in Africa in general, and South
Africa in particular. Research methodology as well as contextual
realities (without resigning wholesale to the impact of neoliberal
economics on higher education and on scholarship) dictates that
scholars take the impact of their endeavour seriously. The
concept of research impact is explored and found to consist of
two major subsets, namely, scholarly impact and impact on
practice. On both of these, the score of South African scholars of
education is low. Easy solutions can be proffered but these are
not attainable. The best that can be recommended to address
the challenge is to drill down deeper to the situation and research
on specific issues and in specific fields of education scholarship
to look for ways to raise impact within the unique situation of
each of these. This is the objective of the chapters that follow in
this volume.
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Leading the Way to Impact-Making Research

B Introduction

From the mid-20th century, a feverish expansion of education
took off in all parts of the world, a project that has not yet run out
of momentum. As governments and individual households alike
spend large proportions of their resources on education,
motivations for this investment in education range from the view
that education is the most important instrument to effect
modernisation of societies or to bring about economic growth,
to the contention that the best way to stamp out social evils,
such as drug abuse or violence, is education. There is an
unshakeable belief in education as the panacea for all societal ills.
Leadership is critical for the success and survival of all forms of
organisations, such as schools (Zvavahera 2013:2). The effect, or
outcome, of education will depend on the quality of leadership in
educational institutions, as has been confirmed by research (see,
e.g. Hallinger & Heck 2011:149-150). Leithwood et al. (2006) claim
that leadership explains about 5% - 7% of the difference in learner
achievement across schools (Bush et al. 2010). There is not a
single documented case of a school successfully turning around
its pupil achievement trajectory in the absence of talented
leadership (Leithwood et al. 2006:5). Bush et al. (2010) identify
lack of leadership as one of the contributing factors in poor
achievement levels in many South African schools, which is a
major problem in South African education.

The aim of this chapter is to defend the thesis that research
into educational leadership presents an opportunity for South
African scholars in the field of Comparative and International
Education (CIE) to pursue a research agenda with the potential
to make a demonstrable impact on South African schools.

The article commences with the defence of a statement that
leadership constitutes the one pivotal place in the South African
education system where a difference to the quality of the entire
education project can be made. Then, the concept of ‘educational
leadership’ is clarified, and an expanded (from the conventional)
conceptualisation of the term is suggested where the education
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system, the societal context and the international context in
whichtheschoolissituated are duly acknowledged. Subsequently,
salient features of the South African context are highlighted. The
focus of research of the scholarly field of CIE is then explained,
followed by a critical discussion of the state of this field in
South Africa. In conclusion, a CIE research agenda for research
pertaining to educational leadership, opening the opportunity
for impact-making, is suggested.

B Leadership as Latent Factor in
Enhancing Quality of Education in
South Africa

It can certainly be said that it is commonplace to assert that the
South African education system is not at a satisfactory level - in
both the scholarly (cf. Wolhuter 2014a) and public discourse
(cf. Masondo 2016) such allegations (and frequently stronger
adjectives than ‘non-satisfactory’) are heard in both scholarly
and public. Results of international test series in which
South Africa has participated confirm the worst verdicts found in
the (public and scholarly) discourse. Seventy-five countries took
part in the 2915 TIMSS (Trends in Mathematics and Science
Study) test series. Learners from South Africa came second-to-
last in the mathematics test with an average score of 376
(Singapore, which came out on top, had an average score of 618,
and the median score of the test was 500) (Mullis et al. 2017).
The poor performance and low quality of South African education
and (many of its) schools are attributed to a wide range of causal
factors, depending on the scholar or commentator. However, the
societal factor or the education system are often singled out as
the scapegoats. Societal contextual factors thus blamed may
include the poor financial position of parents, the lack of social
capital. Education system factors singled out include poor and
inefficient provincial education administration structures (which,
for example, fail to deliver textbooks on time to schools),
inadequate infrastructure and physical facilities at schools or
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teachers not sufficiently committed or adequately educated for
their work. While these factors are, at least at school level, those
which parents, teachers or learners cannot change by means of a
pen stroke, one determining factor of school success that can go
a long way to mediate, mitigate and even obviate or - in cases of
impressive ingenuity - capitalise from debilitating contextual
factors, is that of school leadership. However, this factor has thus
far escaped the amount of attention given to other factors. For
example, in widely read and cited publications analysing
South African education and schools and the poor performance
thereof, such as Balfour (2015), Bloch (2009) or Wright (2015),
no attention is given to leadership. Before the main features of
the South African context will be unpacked, the concept of
leadership will first be elucidated.

B School Leadership: Conceptual
Clarification

A wide array of definitions of leadership exists. Helmrich (2015)
enumerates 30 different definitions of leadership, which emerged
when the newspaper Business News Daily surveyed business and
public leaders on this concept. Similarly, an impressive range of
theories on leadership can be found.

The earliest beginnings of a theory of leadership can be traced
to the Great Man Theory, which crystallised in the 19th century. This
theory was expatiated on, expounded and popularised by Thomas
Carlyle in his book On Heroes and Hero Worship and the Heroic in
History (1849). This theory contends that the history of humankind
is the history of great people, that is, a very few great people have
shaped history. Furthermore, what made these people great is
innate, that is, they were born with the quality of greatness, and this
quality cannot be learnt or taught. What exactly it was that made
them predestined to be great, Carlyle did not spell out.

Trait theories are more refined than the Great Man Theory;
they link leadership with certain personality traits, such as
extroversion, adjustment or intelligence. The pioneer of trait
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theories on leadership was Francis Galton, who explained his
theory in his book Hereditary Genius (1884). Trait theories
plugged into the rise of personality psychology in the first half of
the 20th century. In 1948, Ralph Stogdill published a review of
124 studies and surveys that had appeared in print between 1904
and 1947. Researchers in these studies identified characteristics
such as initiative, social dominance and persistence as general
qualities of effective leaders. However, from these studies, no
common list of specific leadership traits could be produced. In
fact, not only did Stogdill fail to identify a common list of
leadership qualities, he also uncovered a number of inconsistent
findings; it was this inconsistency in the findings that made
Stogdill reject trait theories of leadership (Stogdill 1948).

However, even in the 19th century, the Great Man Theory, and
its refinement in the form of trait theories, met with rival views. In
1860, Herbert Spencer, an English philosopher, disputed the
Great Man Theory, by asserting that heroes in history are simply
the product of their times and that their actions are the result of
social conditions. This difference in views on leadership was
echoed in a major debate about history, namely, whether the
course of history was being shaped by the actions of a few great
people (Carlyle was one of the advocates of this view of history),
or, as Spencer contended, are such great people the product of
their societies, where their actions would be impossible were it
not for the social conditions that had been created before their
lifetime?

Spencer also maintained that different situations call for
different traits. Theories such as that of Spencer are referred to
as situational theories of leadership.

Other theories of leadership include behavioural theories,
such as the theories of David McClelland and Kurt Lewin, and
transactional theories, such as the theory of Bernard Bass. These
theories regard the essence of leadership to be the way the
leader interacts or communicates with subordinates or followers.
David McClelland’s theory of leadership revolved around
motivation. According to him, great leaders are different from
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other people, in that they motivate the people working under
them, and great leaders succeed in imbuing an organisation with
a sense of mission. The job of an effective leader is to stimulate
employees to push themselves and accept personal responsibility
to meet or exceed demanding performance targets (www.scribd.
com). It is to create organisations where people go above and
beyond the call of duty, where people are highly committed to
delivering extraordinary results. In other words, in McClelland’s
view, great leaders systematically create highly motivated, high
achievement-aroused organisations (Spencer 2016).

In 1939, Kurt Lewin and his co-workers (Lewin, Lippit & White
1939) distinguished three leadership styles, namely, an autocratic
leadership style, a democratic leadership style and a /aissez-faire
leadershipstyle. Autocratic,orauthoritarian,leaderscommunicate
clear expectations of what needs to be done, when it should
be done and how it should be done, and they do not tolerate
interference in this from those that they expect to follow them.
Democratic, or participative, leaders, while they (may also)
provide guidance, allow the group or the followers to offer input
and to decide what to do, how to do it and when it should be
done. Laissez-faire, or delegative, leaders have very little
involvement in decision-making themselves, where they pretty
much leave matters to their followers.

Bernard Bass (1985) conceptualised a leader as a person who
succeeds in inspiring followers or employees, getting them to
identify with the needed change and to work with commitment
towards the vision that is set. According to Bass’s conception,
the leader serves as an idealised role model for their followers.
Through a set of mechanisms, a leader can increase the motivation
of their followers. These mechanisms are (Bass 1998; Bass &
Steidlmeier 1999):

* emphasising intrinsic motivation and positive development of
followers

e raising awareness of moral standards

* highlighting important priorities
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¢ fostering higher moral maturity in followers

e creating an ethical climate (shared values and high ethical
standards)

¢ encouraging followers to look beyond self-interest and to the
common good

¢« promoting cooperation and harmony

¢ using authentic, consistent means

e using persuasive appeals based on reason

¢ providing individual coaching and mentoring for followers

e appealing to the ideals of followers

¢ allowing freedom of choice for followers. (n.p.)

To synthesise, the lack of preciseness of the Great Man Theory
hardly renders it useful for the formulation of a definition of
leadership. The fact that trait theories could not identify
the traits constituting leadership disqualifies these theories
too. Common elements between transactional and behavioural
theories’ conceptualisations of leaders are that of a shared
vision, which the leader manages to get their followers to
buy into.

From the angle of research on educational leadership, the
objection can also be brought in that these definitions (hailing
from theories defining leadership with inspiration, motivation and
successful selling of a vision) focus exclusively on the leader or at
most on the leader and subjects (and then subjects are depicted
fairly passively too, merely in the role of receptors of the leader’s
vision). In a recently published interrogation and investigation of
the concept of a school leader, a case was made that the work,
including the leadership role, of a school is determined or shaped
by a host of things outside the school (Wolhuter, Van der Walt &
Steyn 2016). The factors outside the school perimeter impacting
on the work of the principal can be subsumed under the two
terms: education system context and societal context. The societal
context consists of the geographical, demographical, social,
economic, political and religio-philosophical context, stretching
from the immediate catchment area of the school to the
international or global context.
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Therefore, in this article, the following definition of educational
leadership, developed by Griffiths University (Australia) educational
leadership scholar Neil Dempster (2009), will be used as a working
definition:

School leaders, understanding and accommodating the contexts

in which they operate, mobilise and work with others to articulate

and achieve shared intentions to enhance learning and the lives of
learners. (p. 22)

B South African Educational and
Societal Context

What follows is an overview of the main features of the education
system and societal contexts in which South African schools find
themselves.

Education System Context

At least five interrelated features of the South African education
system are impacting forcefully on the operation of schools
(cf. Wolhuter et al. 2018). Firstly, since 1994, the education
system has been the scene of a stream of incessant, apparently
never-ending changes. Stability appears to be ever evasive.
Education policy and education Acts are still constantly
changing and no end seems to be in sight. New provincial
administrations were created, and new management and
administrative styles were established. Secondly, contradictory
to the declared principle of decentralisation, proclaimed as
policy after 1994, principals and teachers are subjected to a
battery of stifling, very narrow prescriptions, which often draws
a line through any semblance of respect for professional
autonomy. Thirdly, politicians to whom education is entrusted,
as political leaders in the country in general, often descend into
populism, out of a quest for survival. Fourthly, the interminable
changes and unconsidered, irresponsible outbursts of populism
create policy uncertainty, and fifthly, schools have fallen victim
to the cumbersome, dispiriting bureaucracy, administrative
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incompetence and dysfunctionality which have come to
characterise large parts of the civil service.

South African Societal Context
] Geography

Being located in the temperate or middle latitudes means that
South Africa has for the most part mild temperatures. However,
temperature extremes can occur, albeit for short spells, namely,
hot mid-summers (in the coastal, especially the eastern coast
coupled with high humidities making for a high level of discomfort)
and cold temperatures in mid-winter. Torrential winter rain
coupled with strong winds can make the operation and travel of
children to school in the Western Cape a problem, as can summer
afternoon thundershowers in the highveld, Mpumalanga and
KwaZulu-Natal. The absence of a system of reliable, safe and
regular public transport means that the transport of learners to
and from school can be quite a challenge, not only in sparsely
populated rural areas (and here especially the Northern Cape
comes to mind) but also in urban areas.

] Demography

The average population density in South Africa is relatively high,
46.3 people per square kilometre (Statistics South Africa 2017).
The population density ranges from 785.2 persons per square
kilometre in the Gauteng (province with the highest population
density) to 3.3 persons per square kilometre in the Northern
Cape (province with the lowest population density) (Statistics
South Africa 2017). While a large percentage of the country’s
population is urbanised (65. 8% in 2017, CIA 2017), in many parts
of rural South Africa (particularly the ex-homelands) the
population density is high. The spread-out nature of cities,
because of the penchant of middle-class South Africans to stay
in stand-alone houses with large gardens, however, results in
many learners not staying within walking distance of schools and
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that combined with the fact that in most middle-class households
both parents work full-time and the absence of public
transportation constitutes a huge challenge. In line with what
occurs in other parts of the world, such as Hong Kong, for
example (Ng 2010:27), seeking better schools for their children
haslong beenidentified as a noticeable vectorinthe South African
demographic movements (cf. Wolhuter 2000). In the 2018 school
year, schools in the Gauteng Province admitted 101 585 learners
from outside the province (i.e. with residential addresses or
parents outside Gauteng) in their schools and 22 924 from
outside South Africa (these numbers have increased from,
respectively, 77 702 and 12 344, a mere 2 years before, in 2016)
(Govender 2018:1).

] Economy

While the World Bank classifies South Africa (based on per
capita gross national income) as an upper-middle income
country, inequality (measured by the Gini index) is the second
highest in the world (Krishnamurthy & Wolhuter 2017).
Unemployment is high (27.7%, 6.21 unemployed [Trading
Economics 2018]) and widespread poverty occurs; 16.6% of the
population lives on less than the equivalent of US$1.90 per day,
and 34.7% on less than US$3.20 per day (the international
poverty lines) (World Bank 2017).

] Social System

Two salient characteristics of the South African social context,
each of which places schools and educational leaders before
particularly severe challenges, are diversity and the extant lack
of social capital. An indication of the cultural diversity is the
occurrence of 11 official languages in the country, not one of
which can even remotely claim to be the home language of the
majority of South African citizens (cf. RSA 2018). Furthermore,
according to official census statistics, there are almost a million
(to be precise, 828 258 or 1.6% of the census counted population)
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speaking a home language other than one of the 11 official
languages (RSA 2018). On top of this, there are an estimated
3-6 million illegal immigrants in South Africa (cf. Anonymous
2009), and surely, it could be assumed that most of them do
have a home language other than the 11 official languages. Apart
from linguistic diversity, there is also diversity with respect to
every other aspect of culture (the religious aspect is discussed
below), and other kinds of diversity, for example, the economic
inequality mentioned above, are very visible too. An indication of
the lack of social capital is the concern about rising high-levels of
crime in the country.

1 Politics

In the discussion on the education system context above,
mention was made of the political context of policy uncertainty
and threatening, destabilising populism and problems with
administrative incompetence. To these should surely be added
the problem of a lack of accountable governance (where no
one takes responsibility or is held accountable for failures or
aberrations), which can be traced back to, inter alia, an electoral
system whereby representatives are appointed by party
structures rather than directly by the electoral corps, and a
governing party which still wants to live off a liberation dividend.
Finally, the deep penetration of corruption, nepotism, cronyism
and patronage, which characterise the government of the day,
should be mentioned (cf. Olivier 2017; Pauw 2017).

] Religion, Life and Worldview

While 81.2% of South Africans describe themselves as Christians,
this statement should be qualified (Pew Research Center 2016).
Firstly, the Christians are divided amongst many denominations,
and this division corresponds to a significant extent with the
racial divide (cf. Wolhuter 2016:108-109).

Under religion and life and worldview, some more comments
should be made. Firstly, religious diversity as part of general
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cultural diversity (as discussed above under the social system)
should be mentioned. Secondly, the Bill of Human Rights, which
is part of the Constitution of South Africa, and the education
authorities’ interpretation thereof limit the practice of religion in
schools (cf. Van der Walt, Potgieter & Wolhuter 2010). Thirdly,
the gquestionable political leadership in the country and the lack
of social capital (discussed above) leave the country and the
nation with a moral vacuum.

The cumulative impression of the above-discussed education
system and societal contexts of South Africa is one which is in
many respects very debilitating and challenging for schools to
operate in. Yet, at the school level, this context is a given for the
school community (teachers, learners, parents). What is pivotal
is the role of leadership in responding, mitigating and even
capitalising on these contextual factors impacting on schools in
innovative and inspiring ways (cf. Wolhuter et al. 2018). The
guestion is still where does CIE fit into this picture?

B Comparative and International
Education

What is Comparative and International
Education?

Comparative Education can be defined as having a three-in-one
perspective on education (Wolhuter 2015; Zelvys & Wolhuter
2014):

e [aln education system perspective
e [a] contextual perspective
e [a] comparative perspective. (n.p.; emphasis in original)

Comparative Education focuses on the education system, for
example, the South African education system or the Japanese
education system. Where scholars in the field of Comparative
Education investigate a teacher or a classroom, it is always within
the framework of the education system.
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The focus of Comparative Education is broader than just the
education system per se. The education system is studied within
its societal context and is regarded as being shaped by, or as
being the outcome of societal forces (geographic, demographic,
social, economic, cultural, political and religious). Once again,
when scholars in the field investigate a particular school,
classroom, teacher or principal, it is in interrelationship (of that
school, classroom, teacher or principal) with the education
system in which the school is embedded and which in turn lies in
the fold of a particular societal context.

Finally, Comparative Education does not contend with
studying one education system in its societal context in isolation.
Various education systems, shaped by their societal contexts,
are compared and hence the comparative perspective. On the
level of the particular school or class, Comparative Education will
entail the comparison of more than one school or class from the
same or different education systems, in their contexts. From
such comparison, regularities in societal-education system
interrelationships and in societal context-education system-
education institution/education role player (teacher, learner or
principal) become revealed.

Significance of Comparative Education

The value of Comparative Education lies in furthering
an understanding of the interrelationships between education
system and context, and also of the interrelationship between an
institution of education or role player in education (e.g. a teacher,
a learner or a principal) on the one hand, and on the other hand,
the education system and societal contexts in which the role
player or institution is operating. Such an accumulated stock of
knowledge can be a valuable source for the improvement of
practice (i.e. education practice, such as teaching or leading a
school) and for educational planning. Not only can teachers
and principals thus learn from the innovations and experiences
of other teachers, schools, principals or countries, but the
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Comparative Education literature also helps them to reflect on
issues of concern in their own classrooms and schools, such as
diversity, conflict and peace, teaching approaches, curriculum
approaches, classroom organisation and the like (Hayhoe,
Manion & Mundy 2017:2; Kubow & Blosser 2016; Planel 2008).

Current State of Comparative Education

In contrast to the above stated lofty ideals of CIE, a few remarks
about the current state of Comparative Education should be
made. These relate, firstly, to its fixation on paradigms and theory
and, secondly, to its equally strong feature of concentrating on
the national education or nation-state as principal unit of analysis.

Since the 1970s, the field has been characterised by a
proliferation of the number of paradigms and of scholars, each
one advocating and elaborating his or her preferred paradigm
(cf. Wolhuter 2008, 2015). However, in recent years, leading
comparativists have lamented that the fixation on paradigms
resulted in CIE losing sight of its actual subject of study, and
indeed risk becoming irrelevant to educational developments in
the world (e.g. see Psacharopoulos 1990; Weeks et al. 2006).
There is also the feeling that, in the wholesale purchasing of
postmodernism, and its everything can go philosophy,
Comparative Education has lost its moral compass (see Welch
2013:46).

Despite the world trend of the nation-state losing its once
omnipotent status, and of the locus of power moving in two
opposite directions, towards regional and global units on the
one hand, and on the other hand, to decentralised and local
structures and to the individual, the nation-state and the
national education system remain the dominant unit of analysis
and considerable scope exists for also embracing these other
smaller and larger units (cf. Wolhuter 2008). Indeed, in
suggesting lines for the future expansion of the field, calls have
been made for the development of research on units other than
the nation-state, including the school and individual actor
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(teacher, principal, student) levels (cf. Bray & Thomas 1995;
Heymans 1979; Schneller & Wolhuter 2011; Stenhouse 1979;
Wolhuter 2008). But then it should be mentioned, with the rise
of the school-based and effective schools movements over the
past 30 years, that a not-insubstantial body of research in
the field was done on these topics. It is about these topics that
the next section of the chapter will focus.

The School Improvement Movement and
Comparative Education

During the 1960s and 1970s, there developed amongst education
scholars an interest in improving schools, that is, taking a holistic
approach to schools in an effort to improve education, instead of
focusing on the individual teacher and his or her teaching or
training. This interest proved to be sustained and in the 1980s
and 1990s corresponded to a number of movements in education,
namely, the effective schools movement, the trend towards
decentralisation of education and the rise of school-based
management, the comprehensive school reform movement, the
rise of school choice and privatisation policies (and its variants
such as school voucher systems, or the rise of Charter Schools in
the USA) and finally the standards and accountability movement
(for an overview of these movements, cf. Anderson &
Sivasubraniam 2017). Many of these trends can in turn be traced
back to societal trends shaping 21st century society worldwide,
such as decentralisation, the demise of the once omnipotent
nation-state and democratisation and the neoliberal economic
revolution (cf. Wolhuter 2014b). While each one of these has
generated a body of comparative research, most of these
research has been done by the World Bank or by scholars outside
the field of Comparative Education and published in journals
other than Comparative Education journals (cf. Anderson &
Sivasubraniam 2017; Wolhuter 2008). While this is a wholesome
development, to be welcomed, the problem with these topics
never getting to the centre stage of Comparative Education is
that research on these topics and recommendations for
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improvement of practice following such research then do not get
the benefit of the agile scrutiny of school-education-system-
societal context interrelationships, the area of expertise of
scholars in the field of Comparative Education.

Leadership and Comparative Education

The very recent rise in scholarship in educational leadership and
the concomitantriseininterestinleadership training for principals
likewise have seen some (though by no means many) publications
on comparative perspectives (e.g. Magno 2013), but thus far the
scholarly community of Comparative Education has eschewed
this area. Before spelling out the obvious opportunity, in this
regard for Comparative Education to contribute to impact-
making potential research, the position of Comparative Education
in South Africa will first be surveyed.

B Comparative Education at
South African Universities

Comparative Education emerged suddenly in terms of
Departments of Comparative Education, academics teaching the
subject, and as part of teacher education programmes and
postgraduate courses in Education at South African universities
during the 1960s and continued to expand as forcefully till the
very end of the 1980s (cf. Wolhuter 1994).

While strongly present as a teaching discipline and in terms of
infrastructure at South African universities (Departments of
Comparative Education and academics occupying themselves
exclusively in the field of Comparative Education), all was not
well. Research activity was very low, and the presence of
South African comparatists internationally (in publications,
international projects and conferences) was virtually nil. This
could be traced back to at least two factors. Firstly, education in
South Africa as a discipline had a long tradition to be practised
at universities as a se