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Abstract   
  
Education is a foundational element in children’s lives, and research has 
predominantly focused on schools in the Global North. However, educational 
research in the Global South requires a framework that accounts for the unique 
influencing factors, such as the performance of local education systems, their 
socioeconomic contexts, and the resulting impacts on child development and 
student behavior. International studies consistently emphasise the importance 
of the teacher-student relationship (TSR) in educational outcomes. 
Relationship-based interventions, such as Banking Time, have shown potential 
to strengthen TSR. This article examines the education system in a Global 
South context, specifically South Africa, and discusses the possibilities of 
integrating evidence-based interventions to enhance school performance in this 
setting.  
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Introduction  
 

Education plays a crucial role in children´s development and well-being. 
Student progress has long-lasting impacts on future educational attainment, 
academic performance, well-being, and earning potential. Governments 

show an increasing interest in international comparison of school 
performances to enhance their education systems. Educational research aims 
to support countries in building an effective and equitable education system 
(OECD, 2024). 

To this date, educational research is able to provide insights and 
evidence for practitioners. While much is known about schools in the global 
north, considerably less is known about school realities in the global south. 
South Africa, among other countries in the Global South, exemplifies this 

unique educational contexts. It is important to outline current school 
realities gain a scientific understanding of everyday teaching practices, and 
explore insights into the characteristics of children’s home environments. 
To describe the factors influencing schooling, it is essential to analyse its 

surrounding context (Helmke, 2007). Analysing such contextual factors 
provides important information on influencing factors and is crucial to 
understanding children´s development. Students’ reading competences 
differ highly, depending on their socio-economic status (SES). In South 

Africa, findings are similar to those in countries like Brazil, where students 
from higher SES backgrounds significantly outperform those from lower 
SES backgrounds (Mullis et al., 2023). Taking a holistic approach, the 
transactional model of child development defines development as a dynamic 

process influenced by beneficial and hindering factors (Beelmann & Raabe, 
2007). Thus, contextual factors influence children’s experiences and 
behaviours, which are subsequently tested in school settings, particularly in 
daily social interactions such as the Teacher-Student Relationship (TSR) Hattie’s 

meta-analysis Visible Learning repeatedly highlights the significance of stable 
relationships with teachers (Hattie, 2023). Teacher-student relationships 
hold the potential to mitigate existing barriers to learning and foster an 
education system that promotes academic progress and social behaviour. 

One effective approach to improving the education system is to incorporate 
evidence-based practices directly into schools. Banking Time offers an 
attachment theory-based intervention, investing in stable relationships in 
one-on-one teacher-student relationships (Williford & Pianta, 2020). This 

paper aims to provide a theoretical framework and concept for further 
research regarding the effectiveness of evidence-based interventions 
focusing on TSR within education systems in the Global South, including 
countries like South Africa. Discussions focus on the given example of 



Kathrina J. Walther (JAETLS) Volume 5, Number 3, December 2024, Pp 245- 265  

 

 

247 

 

South Africa and Banking Time. Further implications for potential strategies 

and scientific approaches are being explored. 
 
School realities in South Africa 
 

Historically, South African educational policies prescribed different 
curricula, state allocations, and different education goals based on race (Van 
der Riet & Knoetze, 2004). Education for the so-called "Black children" was 
limited to practical life skills training (Bantu education) during apartheid 

until 1994. With the end of apartheid, the education system experienced a 
transformation aiming to achieve educational equality (Rehklau, 2013). For 
nearly three decades, education in South Africa has been based on a 
standardised curriculum. The increase in school enrollment suggests 

improvement: while only 89% of children aged 7–15 attended school in 
1996, this figure had risen to 99% by 2018. Despite past decades and efforts 
to achieve a democratic quality education, including educational equality, 
South Africa's education system is in a crisis state today (Schirmer & Visser, 

2023b).  
South Africa`s internal quality reviews reveal numerous ongoing 

challenges. The latest surveys highlight deficiencies in teacher training 
programmes at universities and ineffective training practices within schools. 

Daily educational processes are impacted by inadequate personnel 
management, irregular school attendance, substandard teaching quality, and 
inefficient time allocation (Duby et al., 2022; Schirmer & Visser, 2023a; 
Taylor, 2017; von Soest, 2020). In relation to the country's annual 

investment, the school system's performance is far below average “…we get 
extremely poor education outcomes despite our high levels of public 
expenditure” (Schirmer & Visser, 2023b, p. 1). 

International educational comparisons reflect these low outcomes. 

South African students performed repeatedly poor. They are part of the 
three countries with the lowest achievements in mathematics and science 
(Reddy et al., 2019). Particularly the situation is precarious at state schools, 
which are attended by 95% of all pupils (UNESCO, 2021; Van der Riet & 

Knoetze, 2004). Almost 90% of these pupils fail to reach the lowest level of 
basic science and mathematics skills (Reddy et al., 2019). Looking at the 
latest international language skills, South African fourth-graders ranked last. 
According to the results of the PIRLS cohort from 2016, nearly 80% of 

fourth graders cannot read with meaning(Mullis et al., 2017).  
The Department of Basic Education mandates that students attend 

school for nine years, typically between the ages of 7 and 15. In combination 
with the high levels of public expenditure, South Africa could expect 
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internationally competitive learning levels, new opportunities for students 

from at-risk households, and a reduction in learning inequality (UNESCO, 
2021). In fact, findings show that an average learner in a state school is two 
and a half years behind the set educational goal (Schirmer & Visser, 2023c). 
Outcomes remain poor, and the goal of educational equality is still far from 

being achieved.  
A new curriculum was introduced in 2011 and implemented nationwide 

since then. Yet, six years later, a national review showed that its core 
principles had not been met. Teachers were frequently absent from 

classrooms, active learning time was minimal, instructional clarity was 
lacking, and teachers' subject knowledge was insufficient (Taylor, 2017). A 
study examining the teachers subject skills at rural schools along with tasks 
from the respective grades showed that around 70-75% of Grade 2 

Mathematics and English teachers did not have the required knowledge to 
be teaching these subjects effectively (Morris, 2021). These gaps were 
evident at the end of the Bachelor of Education programme, where most 
students scored less than 40% in a mathematics test designed for Grade 2 

(Bowie, 2019). Testing of Grade 10 teachers produced similar results, with 
about half lacking the necessary subject knowledge for Mathematics and 
English (Taylor, 2017). 

Current deficits in teacher training at the university are also evident by 

the low methodological knowledge required to hold good lessons. South 
African teachers lacked skills to design lessons using a variety of methods 
and, for example, provide individual support to students (UNICEF & 
WorldBankGroup, 2016). 

The challenges that the South African school system is facing are of 
great variety and have a clear impact on educational outcomes. According to 
theoretical models and a dynamic, multifactorial understanding of school 
effectiveness, various factors influence quality. Helmke´s (2007) research 

suggests that effective learning is supported by teachers' pedagogical and 
didactic competencies, subject skills, and high levels of active learning time. 
In addition to teacher influence, other factors also affect students' academic 
outcomes. As well as the teacher, more factors have an influence on the 

academic outcomes for students. Following the multifactorial approach, it is 
now necessary to describe the context of teaching in South African schools. 
 
Contextual influences  
 
Poverty, inequality, crime, and the poor educational background of parents 
correlate with low educational outcomes in the South African school system. 
These issues are particularly pronounced in predominantly black and rural 
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communities (Schirmer & Visser, 2023c). South Africa exemplifies this 

global trend of socioeconomic factors impacting education. 10 million out 
of 13 million schoolchildren qualify for "one free meal a day", and two-
thirds of all students are exempt from school fees due to the limited 
financial means of their guardians (DBE, 2020). 

In interviews, students cited parental conflicts, unemployment, and 
limited parental understanding of educational needs as significant challenges 
(Van der Riet & Knoetze, 2004). Various stressful household situations were 
reported, especially when guardians were present yet involved in conflicts or 

neglectful behaviours, which posed risks to child development. Conversely, 
parental absence often intensified financial anxieties for students, as 
extended family members did not consistently support the children 
financially. This lack of support led to difficulties in affording school fees, 

uniforms, and transportation, sometimes resulting in expulsion. These 
challenges were especially prevalent in rural and low-income communities 
(Van der Riet & Knoetze, 2004). Identified household challenges ranged 
from the conflicts mentioned and parental unemployment to demands and 

responsibilities of the students at home. Chores and caring for younger 
siblings have been reported to be hindering for students school education. 
Students also reported interaction where verbal, emotional, and physical 
abuse was found in their home environment (Van der Riet & Knoetze, 

2004; von Soest, 2020). 
Additionally, issues such as unintended pregnancies and the high 

prevalence of HIV/AIDS must be considered when analysing the South 
African educational context. Sub-Saharan Africa is the region most impacted 

by the HIV/AIDS pandemic, influencing education on multiple levels: 
children often experience family instability, and illness and death among 
adults have led to staff shortages in schools. Remaining teachers are 
overburdened with large classes and cross-disciplinary teaching duties, 

affected students frequently miss lessons, and AIDS orphans require 
specialised support from teachers (Duby et al., 2022; Rehklau, 2013). 
 
Child development and student behaviour 
 
Examining the factors and characteristics of children's home environments 
alongside the challenges faced by the education system reveals the 
significant impact these factors have on child development. Current models 

of child development emphasise a holistic, transactional approach, 
recognising that development is shaped by the interplay between risk and 
protective factors, with resilience, resources, vulnerability, and stressors 
playing critical roles (Beelmann & Raabe, 2007).  
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In this developmental understanding, stressors are defined as factors 

that have a hindering impact on development (Hövel, 2014). These include 
low family socioeconomic status, low parental education levels, unstable 
family relationships marked by conflicts, parental separation, absence of one 
or both parents, exposure to crime, and an adverse living environment 

(Diers, 2016; Hövel, 2014).In addition to stressors, vulnerability, resilience, 
and resources also influence children's development. Resources, which 
support development, can be found within the child’s social environment, 
such as age-appropriate household tasks and consistent, transparent rules 

and structures within educational institutions (Hövel & Mehlmann, 2019).  
An imbalance between risk and protective factors may lead children to 

display specific needs in their emotional and social development. These 
needs become especially evident when children enter school and must adapt 

to its rules and expectations: they may struggle to follow rules, exhibit 
impulsive behaviour, display lower resilience than peers with a more 
favourable balance of protective factors, experience interpersonal conflicts, 
and engage in rule-breaking behaviours (Ricking & Wittrock, 2020). Such 

challenges can hinder children’s ability to fully benefit from classroom 
opportunities, impacting their academic success (Sabol & Pianta, 2012).  

When teachers report about students behaviour, the described 
behaviours are often referred to as misbehaviour or disruptive behaviour. 

Alongside common stressors for educators, such as high workloads and 
challenging working conditions, student misbehaviour is a significant 
stressor (Aloe et al., 2014; de Ruiter et al., 2020). Misbehaviour disrupts 
lessons, impedes teachers' ability to achieve lesson objectives, and may 

evoke emotions like frustration and anger, ultimately decreasing teacher 
well-being and elevating stress levels (Spilt et al., 2011). Those correlations 
have been proven multiple times: teachers expressed more anger and 
helplessness towards students they perceived as disruptive (Spilt & Koomen, 

2009) and used a more negative emotional tone when reporting about those 
students (McGrath & Van Bergen, 2017).  
 
Teacher-student relationship (TSR) 
 
Since Hattie's publication of the "Visible Learning" study in 2008, the 
importance of TSR has become a central focus in school and teaching 
development. Based on over 800 meta-analyses, Hattie found that the 

teacher-student relationship is one of the most important factors influencing 
students' learning success, with an effect size of d=0.72. Given the extensive 
time that students and teachers spend together, it is evident that parents, 
while influential, are no longer the sole contributors to a child's 
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development. Historically, there has been a shift from early bidirectional 

views, where influence was seen as one-directional from teacher to student, 
toward more transactional models that recognise interactions between 
teacher and student as dynamic and reciprocal. These models acknowledge 
that both teacher and student actively shape their relationship through 

ongoing interactions. 
In a conceptual model, Robert C. Pianta describes primary components 

in teacher-student relationships, such as features of the individuals, their 
perceptions and beliefs, and the processes and the information exchange 

processes. Pianta also highlights that the teacher-student relationship is 
embedded within broader external systems, which further influence its 
dynamics (2006).  

 
Figure 1. A conceptual model of teacher-child relationship (Pianta, 2006, p. 691) 



                                                        Leveraging Banking Time to Improve School Performance… 

252 

 

 
Within the features of individuals, this model describes the 
developmental history and biological predisposed factors, like 
personality, temperament, and self-perception, as well as gender and age. 
Each relationship also involves the participants view (perception) of the 
relationship and its own and the other´s role in the relationship (belief). 
Each member of the relationship enters a new relationship with its own 
perception and beliefs about themselves, the other and its own role in a 
relationship. These perceptions and beliefs within dyadic relationships 
are not conceptualised as features of the individual as such but as a high-
order construct representing properties of the relationship (Pianta, 2006). 
Interactive behaviour, including interactions and communication, is 
described as the information exchange processes. Within those 
processes, an individual’s mental representation, including beliefs and 
expectations about the child, the self, and the self-other relationship, are 
being shaped. Mental representations can provide a lens through which 
behaviour is interpreted and responded, guiding daily interactions (Spilt 
et al., 2011). 

The model underscores that individual characteristics, 
representational models, and information exchange processes are in 
dynamic, reciprocal interaction, where interactive behaviours performed 
by each individual have the potential to reshape these representations 
(Pianta, 2006). Research further indicates that both child and teacher 
characteristics are linked to interactive behaviours (de Ruiter et al., 2020) 
and to the teacher’s perceptions of the relationship (McGrath & Van 
Bergen, 2015).  

Derived from the scientific efforts of past decades, action paradigms 
can be derived for the design of supportive TSR. These include findings 
from parenting style research, according to which the authoritative 
parenting style is particularly beneficial. It is defined by a high degree of 
appreciation and moderate control. Teachers can foster this relationship 
style through empathy, appreciation, congruence, perspective-taking, and 
active listening(Looser, 2017). In the understanding of self-determination 
theory, TSR creates opportunities for social inclusion and supports the 
experience of autonomy and competence (Deci & Ryan, 1993). Ideally, a 
teacher-student relationship in which students feel accepted is desirable. 
Attachment theory research emphasises relationships, whereby teachers 
provide a safe haven for pupils and support them emotionally. 
Therefore, qualitative teacher-student relationships can be described 
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along three dimensions: closeness, conflict, and dependency. Closeness 
represents the degree of openness, warmth, and security. Conflict 
represents the degree of disharmony and resistance. High scores in 
dependency suggest the child´s struggle to use the teacher as a secure 
base for exploration (Verschueren & Koomen, 2012). A relationship 
marked by high closeness allows students to reach out to teachers for 
support, sharing feelings and experiences, and seeking comfort when 
upset (Buyse et al., 2011; Verschueren & Koomen, 2012).  

International research demonstrates TSR’s benefits for both teachers 
and students. Positive TSR correlate, with students engagement and 
academic outcomes (Baker, 2006; Roorda et al., 2017), their emotional 
and social development (Roorda et al., 2017), as well as the students well -
being at school (Tian et al., 2015). Additionally, research shows that 
favourable TSR contributes to teachers’ well-being, resulting in increased 
work enthusiasm and decreased emotional exhaustion (Aldrup et al., 
2018). Developing strong, supportive relationships with students is one 
of the most rewarding yet challenging aspects of teaching and influences 
teacher retention (Williford & Pianta, 2020).  

TSR with students who struggle to meet expected classroom 
behaviours can be strained by negative emotions such as anger, 
helplessness, and frustration when teachers perceive student behaviour as 
inappropriate, often resulting in relationships marked by conflict (de 
Ruiter et al., 2020). Following the conceptual model (Pianta, 2006),  the 
mental representations on the teacher’s side are marked by negative 
affect. Because these representations significantly influence subsequent 
interactions, negative mental representations pose a risk for TSR. When 
teachers’ representations are marked by frustration, anger, or 
helplessness, they may experience biases in social information processing, 
leading to reasoning errors, such as interpreting a student’s disruptive 
behaviour as intentional (Spilt et al., 2011). Consequently, teachers may 
become less responsive to students’ needs, reinforcing the students’ 
behavior. Spilt and Koomen (2009) found evidence for higher levels of 
negative affects including anger and helplessness, when analysing 
teachers mental representations in relationships with students, 
performing externalising behaviors. Furthermore, Bosman and colleagues 
(Bosman et al., 2019) examined teachers mental representations of 
relationships with students showing hyperactivity and conduct problems. 
Different levels of negative affects within the analysed TSR state a 
difference in teachers mental representation, sharpened by the 
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characteristics of the child´s behaviour. These findings align with earlier 
studies (Stuhlman & Pianta, 2002) and emphasise the dynamic nature of 
TSR quality, shaped by daily interactions and teachers’ mental 
representations (Spilt & Koomen, 2022).  

International findings underscore that a strong, sensitive TSR can 
serve as an essential resource for students who find the classroom 
environment challenging (Hamre & Pianta, 2005; McGrath & Van 
Bergen, 2015; Verschueren & Koomen, 2012). Such relationships are 
simultaneously at high risk for conflict, frustration, and anger, but also 
hold the potential to be a protective factor for both the child’s 
development and the teacher’s well-being. 
 

Banking Time 
 

Recognising the importance of supportive, sensitive teacher-student 
relationships (TSR) and their impact on both participants,  Banking 
Time (BT) is a relationship-based intervention designed to foster a more 
positive teacher-child relationship (Williford & Pianta, 2020). It follows 
the conceptualised understanding of TSR, whereby the properties are 
being formed overtime through interactive behaviours and provides a set 
of practices that foster the teacher to share reciprocal exchanges. Those 
exchanges are being structured by specific components and allow close 
and positive interactions to invest in a strong and supportive relationship 
TSR (Williford & Pianta, 2020). BT has its roots in parent-training 
programs, which emphasise sensitivity and responsiveness (Brinkmeyer 
& Eyberg, 2003). Sharing the understanding of mental representation’s 
importance, BT creates an environment where teachers and students can 
disrupt cycles of negative perceptions and interactions, reducing 
classroom behaviour issues. 

These sessions are dyadic (one-on-one) sessions in which teacher and 
child engage in activities chosen by the child. Those meetings are short 
(10-15 minutes) and take place regularly (2-3 times per week) at 
designated locations. 

Before starting BT, teachers prepare by scheduling consistent 
sessions (avoiding the child’s favourite activities) and setting up a private, 
age-appropriate space equipped with diverse activities, such as crayons, 
blocks, and games, to engage the child. Banking Time is designed for use 
across all grade levels. Therefore, the materials may vary, and sessions 
may become more verbal with older students.  
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When conducting Banking Time, teachers are highly constrained in 
their activities. 

The student chooses the activity, leads the interaction, and guides the 
conversation. Some behavioural expectations may differ from the 
classroom, meaning that the learner must not share crayons during a 
Banking Time session, although this would be expected in a classroom 
activity. Teachers focus on four main techniques: observing, narrating, 
labelling, and conveying relational themes.  
 

Observing:  
 

Teachers are instructed to closely monitor the child and their own 
reactions, taking note of the child’s words, behaviours, moods, focus, 
and attention. Therefore, teachers will note the child´s words, behaviour, 
and feelings and notice the child´s focus and attention during the sesion. 
Observing can be done in intervals during each session (stop,  watch, and 
listen) and allows the teacher to “sit back”. In return, the child will be 
able to take initiative and lead in the session. Teachers may also observe 
how the child approaches a chosen activity and whether the child 
chooses to engage the teacher or not.  
 

Narrating:  
 

In addition to non-verbal observation, teachers narrate the child’s 
activities out loud, maintaining a neutral tone. Teachers act as 
“sportscaster,” describing actions without guiding them. Narration 
includes repeating the child’s words with slight modification and 
imitating the child’s actions (e.g., choosing the colour red and drawing a 
star). 
 

Labelling:  
 

By paying attention to the child’s verbal and nonverbal communication, 
teachers are asked to label and communicate the child’s emotional state. 
Identified emotions should be reflected back to the child in a quiet and 
neutral way. All emotions are supposed to be labelled and 
communicated. This might be emotions like happiness and joy (“You 
seem to enjoy these crayons that you have unpacked”) as well as 
frustration (“You seem to be frustrated with this toy”).  
 

Conveying relational themes:  
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Teachers convey messages that affirm the child’s value and the 
importance of the relationship, such as: 
 

 You are doing things well 
 I am interested in you 
 I accept you. I will be here for you 

 I will be here, even when things get though  
 I understand the signal you send me  

 
These messages bridge BT sessions and classroom experiences, 
reinforcing trust and acceptance. Themes conveyed vary, and teachers 
may choose the most appropriate theme specific to each dyadic 
relationship. This means that a teacher, who conducts BT with a student 
asking for assistance often, may choose the relational theme of “You do 
things well” by providing material whereby the student can be successful. 
Other relational messages will be conveyed to the child by respecting BT 
techniques. For example, by observing, narrating, and labelling the child, 
teachers convey interest to the child.  

By sticking to the anking Time schedule precisely and not cutting 
sessions short because of other duties or denying the student the sessions 
as a punishment, the child will experience consistency and acceptance.  

Together, these techniques can improve teachers’ understanding of 
their students. Reflecting on the conceptual model of TSR by Pianta 
(2006), these sessions have the potential to create more positive 
information exchange processes, thereby bettering the relationship and 
being more beneficial to both student and teacher. The investment, 
which is being done into the capital of the relationship in the BT 
sessions, can be withdrawn in the classroom: students feel more 
connected and are likely to engage and interact with the teacher more 
positively (Vogel, 2019; Williford & Pianta, 2020). For successful BT 
implementation, the presence of a coach is recommended. This coach 
may be a member of the school staff who can assist teachers with 
logistics, help schedule BT into busy timetables, and provide materials 
for sessions. Coaches understand BT techniques and support teachers in 
applying them. 

Current findings of controlled Banking Time implementations are 
focusing on preschool children. Discroll, Wang, Mashburn, &Pianta 
(2011) have found that teachers who use Banking Time report greater 
closeness with students. In a more recent large-scale study, BT was 
associated with a teacherreported decline in disruptive behaviour when 
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conducting Banking Time with preschoolers (3-4 years old) and less 
negativity in their interactions with these specific children (Williford et 
al., 2017). A subsequent quasi-experimental design within this study 
examined the cortisol level of children and found a significant decline in 
cortisol of children, which experienced Banking Time. A decline in the 
cortisol level indicated reduced stress in those children (Hatfield & 
Williford, 2017).  
 
Discussion and Conclusion 

 

Educational research provides theories and frameworks to understand 
influencing factors on learning processes, the broader context in which a 
school operates, along with its impact on child development, teachers’ 
knowledge, and student characteristics, are central to daily school life.  
Research on South African academic outcomes and contextual factors 
supports introducing evidence-based educational practices into schools 
in the Global South, including South Africa.Through rigorous testing and 
evaluation of these practices in the South African context, effective 
strategies can be identified to address challenges and improve educational 
outcomes.The challenges faced by the system are evident (DBE, 2020; 
Department of Basic Education, 2022; Jonas et al., 2020; Taylor, 2017). It 
remains essential to explore the benefits these practices may bring to 
students and teachers. Knowing that the challenges are of a big variety, 
the introduction of Banking Time cannot aim to meet all of the needs the 
system is showing. Instead, it aims to support teachers and students by 
addressing teacher-student relationships marked by high conflict and low 
closeness.Given the importance of interventions that can improve 
academic outcomes, this relationship-based approach can remind 
educational systems, such as South Africa’s, of the foundational role of 
positive relationships in bridging academic gaps (Williford & Pianta, 
2020).  

To date, studies on Banking Time have primarily focused on young, 
preschool-aged children (Driscoll et al., 2011; Hatfield & Williford, 2017; 
Williford et al., 2017). However, implementing BT across a broader 
sample and analysing teacher and student perspectives can help replicate 
its positive effects and further support student outcomes (Williford & 
Pianta, 2020).  

There is an increasing call for research with at-risk students that 
prioritises the quality of dyadic relationships rather than direct behaviour 
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modification alone. Such interventions are also needed to deepen 
teachers’ understanding of students’ behaviours (Buyse et al., 2011).  

The proposed study aims to expand research focusing on the Global 
South and low-income contexts.Guided by theoretical models that 
conceptualise the quality of education and teacher-student relationships, 
this study seeks to build evidence in these specific settings. In previous 
research, Dubby and colleagues have highlighted narratives of mistrust 
and disconnect among South African female students to their teachers 
and summarise a “dearth of literature” (Duby et al., 2022, p. 3), focusing 
on TSR in the South African context. Next to the evident beneficial 
outcomes of TSR, other researchers in the south African context 
emphasise, that effects may reach even higher levels, given the fact that 
students home environment does not cater to a person to trust and feel 
connected to (Van der Riet & Knoetze, 2004). Decades of research have 
produced theories and insights into the teacher’s role as a psychological 
parent and the significance of relational models (Spilt & Koomen, 2022). 
This article highlights the value of implementing evidence-based 
practices in the South African education system to maximise educational 
quality for South African students. 
 
Practical and research implications 
 

Building on the framework of contextual factors, child development, and 
student behaviour, as well as the features of TSR and its influence on 
learning, we recommend further research in this field. Based on current 
theories and evidence, Banking Time (BT) may have the potential to 
strengthen South Africa’s education system. To pursue research in this 
area, several factors should be considered.  

School Location: Schools in South Africa face varied realities 
depending on their urban or rural location and socioeconomic context. 
Rural and lower-income schools often encounter unique, multilayered 
challenges, especially in state-run schools that serve the majority of 
students. 

Sample of students: A systematic sampling process is crucial to assess 
the preconditions of potential participants. Standardised questionnaires 
can offer precise insights into these preconditions. A combination of 
broad and specific assessments is suggested. The Strengths and Difficulties 
Questionnaire (SDQ)(Goodman, 1997), a brief 25-item behavioural screening 
tool, can help measure emotional symptoms, conduct issues, 
hyperactivity/inattention, peer problems, and prosocial behaviour. The 
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SDQ is cost-free, accessible in multiple languages, and offers 
standardised scoring across these areas, making it a practical tool for 
teachers and students alike. 

To evaluate TSR quality, attachment theory-based standardised 
questionnaires provide valuable perspectives from both students and 
teachers. The Student-Teacher Relationship Scale (STRS) (Pianta, 2001) can be 
used to measure characteristics of a current dyadic TSR from a teacher 
perspective. It examines the teachers’ relationships with a specific child 
in their classroom and contains 15 items, measuring along two scales: 
conflict and closeness.  

For the students perspective, the newly developed questionnaire 
Student Perception of Affective Relationship with Teacher Scale (SPARTS) (Koomen 
& Jellesma, 2015) can be utilised. As the STRS, SPARTS is also based on 
the attachment theory and contains items on the scales of closeness and 
conflict. Additionally, the scale of dependency was added. It represents 
the degree of overreliance, and dependency represents the possessiveness 
of the child in the relationship. Findings can be used to identify potential 
developments in specific one-on-one-relationships and transform them 
into multiple-item scales for multiple case studies.  

The A-B plan is one of the classic single- or multiple-case study 
designs (Jain & Spieß, 2012). Selected items are measured in phase A 
without any particular intervention. Researchers advocate at least 16 
measurement points for each phase to ensure comparability. Phase A is 
followed by phase B, in which the same items are observed, in addition 
to the intervention. The individual cases therefore provide their own 
control group, and effect sizes and significances can be described using 
the non-overlap indices (Parker & Vannest, 2009). 

To explore individual perceptions in social interactions, qualitative 
methods, particularly semi-structured interviews, have proven effective 
access (Koenen et al., 2018). Qualitative research identifies itself by an 
individual approach and the goal to describe and understand a chosen 
case. Interviews are one way of accessing data of interest in qualitative 
studies. These interviews can differ in their design, whereas a partly 
standardised interview is based on a set order of questions. It is necessary 
to have certain knowledge about the theme of interest beforehand in 
order to define questions and make them lead the interview. These 
interviews are often analysed through content analysis, which requires 
prior familiarity with the research focus (Hussy et al., 2013).  
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