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ABSTRACT 
This paper uses posthumanism as the theoretical framing to understand 
the curriculum transformations towards creating sustainable learning 
environments at some higher education institutions (HEIs) and the early 
childhood care and education (ECCE) centres in South Africa. The choice 
of these two bands in education is necessitated by the fact that 
curriculum singularities and/or insularities have become obsolete in the 
context of the Covid-19 pandemic and its aftermath, the calls for 
decolonization of the curriculum and the challenges of the Fourth 
Industrial Revolution (4IR). For example, COVID-19 has demonstrated 
that the curriculum is best delivered when various actors, different 
modes of interaction and distributed sites are used to ensure no learner 
is left behind, irrespective of their station in life. Emphasizing the same 
notions of multi-layered and multi-perspectival approaches, the calls 
for decolonization affirm the importance of all canons of knowledge, 
beyond just the euro-centric ones, as the basis for a transformed 
curriculum. Furthermore, the 4IR privileges the skills of collaboration 
and compassion for others as critical in this era. What the article brings 
forth as the central idea is the primacy of relationalities in the 
construction of curriculum, hence the identities of learners, students, 
academics, caregivers, institutions of higher learning and care centres. 
The above are beyond the deleterious influences of anthropocentrism, 
hence the Anthropocene, and the individuality of humanism and 
enlightenment. Creating sustainable learning environments is the 
primary goal of all curricula across the globe. The challenge thus far has 
been the curriculum approaches that isolate individuals and/or 
processes from the stakeholders and role players. Curricula emphasized 
the lone genius’s power and prowess, relying almost solely on their 
innate abilities as advised by genetic epistemology; this was despite the 
incessant caution by socio-culturalism and eco-systemic couplings. The 
latter advocates for the focus on relationalities as a basis for curriculum 
quality assurance and its transformations. To evidence the above, this 
article traces how the scholars and practitioners of the curriculum at 
HEIs and ECCE in South Africa have shifted focus from an emphasis on 
isolationism to collaboration and the privileging of relationalities. The 
article highlights the nature and the specificity of those changes and 
how they relate to new curriculum experiences.   
KEYWORDS 
Curriculum transformation; sustainable learning environments; 

posthumanism.  
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INTRODUCTION 

The understanding of curriculum transformation towards the creation of sustainable learning 

environments, which this article presents, focuses on both teacher preparation for early 

childhood education (ECE), which takes place mainly in higher education institutions on the one 

hand, and the early childhood education institutions where children from 0 to 9 years old are 

taken care of at preschools, kindergartens, creches and/or primary schools with Grades RR to 

Grade3, on the other (Sambo, 2018). As shall be noted, the focus is on curriculum 

transformations of what and how young children learn. This focus, therefore, brings to the fore 

how teacher education for early childhood care and education (ECCE 0 - 5) as well as Foundation 

Phase (FP 4/5 – 9) are currently being provided for and are being transformed (Brown, 

McMullen, File, 2019). Ideas from design thinking as the body of knowledge are used as 

organizing principles to present a coherent article (Panke, 2019), which implies looking at the 

curriculum challenges and the emerging solutions currently in the provision of early childhood 

education as well as in the preparation of teachers at universities for this critical phase in the 

lives of young children as learners (de Figueiredo, 2021). Understanding curriculum 

transformations refers to looking at how the curriculum is being theorized and practised as well 

as how circumstantial factors and otherwise that make quality outcomes be achieved are 

arranged (Mensah, 2022). It also ensures that the theorizations and practices lead to working 

curriculum outcomes. While the focus is on South Africa, curriculum practices across the globe 

also constitute the backdrop against which these understandings are being formulated (Yang & 

Li, 2022). The primary assumption in this article is that no country deliberately creates 

curriculum challenges, but all aim to create sustainable learning environments through these 

curricula. Changes and transformation become necessary when current theories and practices 

do not yield the desired outcomes of sustainable learning environments (Granados-Sánchez, 

2022).  

This article focuses on young children, as explained above, because they are the future 

of any nation (Little, 2020). Creating sustainable learning environments for them has proven to 

be the mainstay of any nation (Chapman & O’Gorman, 2022). Research has shown over and over 

again that a nation that genuinely takes care of the education of its young has an assured 

successful future (Chong et al., 2021). Research from this perspective has also demonstrated 

that the earlier deliberate sustainable learning environments are created for the children, the 

better a competitive urge is created and given to them in terms of employment and further 

learning opportunities as well as the world of work, generally (Häikiö et al., 2020). Through this 

very early provision of sustainable learning environments, children grow to become genuinely 

productive citizens of a democracy. Through this early exposure, children become mature, 

responsible adults who can lead the nation with knowledge and confidence into the unknown 

and prosperous future (Gong et al., 2020). In this article, sustainable learning environments are 

defined as those contexts that enable the economic development of all in an environmentally 

sustainable manner towards the social inclusion of all (Chapman & O’Gorman, 2022). Put 



      332 
 

 

Makeresemese, M. R., & Mahlomaholo, M. G.

RESSAT 2023, 8(4): 330-344

differently, these contexts enable learners to exploit their potential fully in line with and 

towards the fulfilment of UNESCO’s 17 Sustainable Development Goals (SDGs) (Baena-Morales 

& González-Víllora, 2022). This notion recognizes that learners have inherited and intra 

potentialities to learn and perform academically but that these require what Erick Corte and 

Barry Fraser referred to as powerful learning environments (Monique et al., 2006). Learning 

environments make change and transformation desirable and possible, as that can affect 

growth and excellence (Lekhu, 2023). 

This article is written from a posthumanist perspective because it affirms the impacts of 

other humans, non-humans and beyond humans in the environment on the curriculum, identity 

formation, academic performances and potentialities of others, as examples (Dube et al., 2023; 

Lemieux, 2021). This article recognizes the multi-layered and multi-perspectival nature of the 

curriculum and its changes. It moves from a position that sees curriculum as multi-pronged and 

multiple-authored, constituting everything that happens to a learning individual, whether one 

is an aspirant pre-service early childhood education teacher or learner (Yıldız Taşdemir, 2021). 

The article, as argued, perforates and de-centres the identity of the aspirant teacher, of the 

practising one, of the early childhood education learner, and all because it argues that what is 

essential are relationalities that constitute these seemingly stable entities (Truman, 2019). 

Posthumanism would posit that our identities are constructed in relationalities; thus, the best 

analysis is the one that takes that as the starting point (Magaiza & Muchaku, 2023). The notion 

of relationalities then makes us aware as to how everything is entangled into one another to 

the extent that talking about an early childhood education learner includes talking about their 

parents, their entire community, and their individuality, including one’s physical, physiological, 

psychological and socio-cultural dimensions to mention a few (Beghetto & Zhao, 2022). It is an 

intricate complexity that needs to be understood from those embedded dimensionalities 

(Toohey & Smythe, 2022). 

Challenges that Require the Understanding of Curriculum Transformations at ECCE and 

Teacher Education Levels 

The greatest need to understand curriculum transformations at both the ECE and the ECE 

Teacher Education is due to the grip that euro-centrism still has on both, as well as the goal that 

the formerly oppressed has in achieving the Africanising decolonial turn therein (Mahabeer, 

2018). It is known that the ECE and ECE teacher education curricula are still organized along the 

old euro-centric Piagetian Genetic Epistemological lines (Ndlovu-Gatsheni, 2018). This 

theoretical position takes a symbolic significance in this article because it is not only Jean Piaget 

who believed in biological and genetic endowments as the basis for determining the readiness 

of children to learn certain things (Nunley, 2020). Whole schools of thought that some 

researchers want to categorize as ‘Western or Eurocentric’ have assumed this position from as 

early as Auguste Comte’s pronunciations about the achievement of the Positive Stage in 

research that led to human and social scientists, especially psychologists and educational 

psychologist experimenting with the use of natural scientific methods and tests to measure 
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human intelligence, around the turn of the 20th century. From 1900 to date, the world witnessed 

the mushrooming of these pseudo-scientific tests that measured intrinsic, inherited and 

intrapsychic human intellectual abilities, including their highest cognitive functioning (Nelson et 

al., 2020). This mushrooming was because of the influence of the achievements of the industrial 

revolution in the natural sciences that produced ‘miracles’ like locomotion in trains, cars, 

aeroplanes, electricity and many of the ‘wonders’ of the late 19th to the early 20th centuries 

(Sakhapov & Absalyamova, 2018). It became fashionable and almost universal for anybody who 

claimed to be a scientist to experiment with these natural scientific methodologies and 

procedures because of their achievements in physics, chemistry, etc. It did not matter whether 

their studies were on dynamic and subjective human beings. All were expected to behave 

consistently and constantly as if they were objects in a natural scientific laboratory (Jacobs, 

2013). Their behaviour was considered static and could thus similarly be accessed and assessed 

based on objective tests, which measured the relationship between the cause and the effect, 

which was assumed to lead to the formulation of universal and general laws. The expectation 

was that humans could be subjected to the same natural laws that governed the objects in the 

natural science laboratories (Zhang & Yang, 2020). The birth of the intelligence quotient (IQ), 

which thrived on looking at the ratio between one’s chronological age (CA) and what was 

termed mental age (MA), was ushered in during this period (Lukowski et al., 2019). Mental Age 

was defined as one’s performance on a test, which was assumed to be equal to the average of 

one’s peers at the same chronological age (Stribling, 2021).  

The above theorization and Jean Piaget’s stage theories have been at the base of all our 

curriculum thinking, theorization and practices in South Africa, Africa, and the West (Lukowski 

et al., 2019). For example, children at creches or preschools to high schools (i.e., kindergarten 

to matric K-12) are organized along the same principles to categorize and group them according 

to their assumed similarity in mental age and/or chronological age in the same Grades (Ruuska, 

2021). Concepts like school readiness are the residue of this school of thought (Stribling, 2021). 

According to them, it is assumed that, say, at three years old, children are not ready to learn 

specific aspects of curriculum like theorems or coding because Piaget said that chronologically 

they were not even cognitively prepared to comprehend and understand such ‘cognitively 

demanding’ material (Monkeviciene et al., 2020). They had to wait and grow physiologically and 

otherwise, and maybe reach the chronological age of 14 to function at the formal operation 

stage and thus start learning about such (Ruuska, 2021).  

Current research in South Africa led by Hasina Ebrahim, the UNESCO Chair Housed at 

UNISA and her international team have demonstrated beyond reasonable doubt that what 

counts for a learner to perform well academically and otherwise is the stimulation that one 

receives from the able other (Ebrahim, 2011). When a child is born and has all the capabilities 

functioning well, they can be exposed to any material with the able support of knowable others 

who have the skill to mediate and scaffold the learning child to higher levels of functioning all 

around, not only cognitively (Jensen et al., 2019). According to this asset-based approach, 
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proper nutrition for all children is critical and crucial for the rapidly growing and developing 

mind, capable of performing beyond anybody’s wildest expectations (Jensen et al., 2019). The 

teacher or facilitator of learning is expected to be skilled enough to enable the child to intensify 

their self-awareness, explore and learn, and be uninhibited by any stage theory (Ebrahim, 2010). 

The more stimulating material is presented to the child, the more play method is enriching and 

transformational is presented to the developing child, the more they are going to learn even 

better (Ebrahim, 2011); this is a considerable departure from the current approaches, which 

look at children as averages in modified Piagetian stages. If facilitators know how to facilitate 

learning and their expectations for their learners are very high, research shows they will perform 

as expected (Daries & Ebrahim, 2021). 

The euro-centric approach advocated for by Piaget and the respective schools of thought 

truncates what an ECE learner can learn, achieve and do. That approach is euro-centric 

regarding how it reproduces inequality because children of the poor are also limited in accessing 

stimulating educational experiences (Bhambra, 2021). The social structural arrangement of 

coloniality South Africa is trying hard to emerge from excludes children of the poor African 

majority along these lines. To invoke the old Paul Willis and Bowles and Gintis’ view, issues of 

inequality, poverty and unemployment in South Africa and across the globe are reproduced in 

classrooms or settings that discriminate regarding access to teaching and learning materials (Au, 

2018). Literature is replete with information and findings about schools for under-resourced 

African learners, where the children attending them are deprived of opportunities for optimum 

learning (Gale, Molla & Parker, 2017). In South Africa, African children between 0 and 6 are 

worse off because most are not even at formal schools or receive any approved curriculum (Feza 

& Chiphambo, 2022). In many instances, children at this level are seen as not ready because of 

the official policy; thus, not many resources are being expended to teach them. No formal 

curriculum is in place. However, due to the advocacy of many groups, there are attempts to 

formalize the curriculum to resource it and appoint skilled and well-qualified teachers (Le Fanu 

et al., 2022). To date, all these are still at the beginning stages to the extent that one can 

conclude that it will still take some time before equitable provision of educational opportunities 

for these children is instituted. Creches and the ECCE centres, till the beginning of 2022, were 

under the control of the Department of Social Development (Feza & Chiphambo, 2022). Children 

at these centres were not taught at all. They were kept there to be busy with non-educative 

activities, and occasionally, they would sleep and be fed while their parents were at work. Other 

races, like white children of the same age, received formal tuition at well-resourced preschools 

where well-qualified teachers facilitated their learning (Dagdilelis, 2018). The gap between 

whites and Africans thus continues to widen even though a small fraction of affluent Africans 

are beginning to take their children to some privately owned preschools with the hope of 

bridging this widening gap, which also reflects the intersectionality of race and social class, 

among others. Africans continue to swell the ranks of the unemployed and poor because more 

and more parents cannot afford the fees at privately owned preschools and creches (Soudien 
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et al., 2021). They go to school at ages six or seven, not having had this essential exposure. They 

do not perform as well as the rest. As a result, they experience the highest failure and dropout 

rates and are not admitted to universities or well-paying jobs (Tiwari et al., 2021). Unemployed 

among them is reproduced to the current levels of over 64%. The story about the creches 

includes higher education as these children come from the same contexts as the aspirant 

teachers. In the latter’s case, they would say they shall escape the vicious cycle of 

unemployment and abject poverty as employment might be assured (Matli & Ngoepe, 2021). 

The most significant problem that affects both ECE learners and their aspirant ECE 

teachers is the nature of the curriculum content that does not mirror their experiences, fears 

and aspirations (Dagdilelis, 2018). In many instances, the teacher education curriculum is 

replete with literature, theories and knowledge crafted from outside Africa, as we have 

exemplified with Piaget’s Genetic Epistemology (Lukowski et al., 2019). Research on this matter 

has demonstrated an abyssal approach to Africa and its mode of knowing in the curriculum 

(Küçük, 2019). Knowledge about Africa is despised and excluded from the teacher education 

curriculum as if Africans never taught teachers of their young children how to do it. Knowledge 

about Africa’s indigeneity is buried deep down under massive tons of Western episteme that 

disregards everything that is African. Teacher education graduates leave their universities with 

an amnesia about what it means to be African, and their teaching remains superficial and 

decontextualized (Bhambra, 2021). Young learners suffer the same fate, as a method of 

delivering curriculum ignores the fact that they can know as individuals in their own right. What 

these young learners are capable of is disregarded. The teachers of young learners take the 

centre stage and instruct the children to do as they say. There is minimal opportunity for these 

children to learn according to their individual learning styles, capitalizing on what they like and 

enjoy. School material is presented as foreign content with little to do with the children’s 

everyday lives or solving problems (Küçük, 2019). 

Posthumanist Responses towards Curriculum Transformation 

In response to the above challenges, this article couched in the Posthuman perspective notes 

that three powerful occurrences that were initially unrelated to one another came together 

around 2020 to provide a profound platform for curriculum transformations at all levels of 

education. First, we had the COVID-19 pandemic, whose origins are still unknown. However, 

some theorists ascribe its genesis to the era of the Anthropocene, which is marked by the 

wanton destruction of the environment fueled by human greed (Berekaa, 2021). This 

perspective argues that human greed resulted in an unparalleled negative impact on the ozone 

layer protecting the planet. More industries and the like across the globe churned out tons of 

carbon, which polluted our air as they tried to produce more and more products for the 

insatiable human greed and want of those products (Law, 2020). Humans polluted the oceans 

with waste and oils, depleted natural resources and ate animals of all kinds in large numbers. In 

the end, nature retaliated with a vengeance that included extreme climatic changes - the recent 
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Durban floods are a case in point. Then came the COVID-19 pandemic from animals eaten 

indiscriminately, as nature retaliated to protect itself (Relman, 2020).  

Second, technological advancements ushered in the era of artificial intelligence and the 

use of sensors and algorithms that improved digitization in the curriculum (Liu et al., 2021). 

Klaus Schaub described this as the Fourth Industrial Revolution – 4IR (Petersson, 2021). These 

improvements enabled curriculum, research, teaching and learning to continue to be delivered 

remotely during all the levels of the COVID-19 pandemic lockdown as the scientists searched for 

the vaccine. Third came the demands for the Africanisation of the curriculum (Mawere, 2020). 

These were coupled with calls for decoloniality in education. At the same time, the importance 

of the confluence of these three was the impetus they gave to curriculum transformation, at 

least in South Africa (Moremoholo, 2023). For example, the provision of remote teaching and 

learning facilities was accelerated due to the pandemic. Many affluent universities and schools 

adopted and used these technologies in new ways of planning and delivering their e-curricula 

(Liu et al., 2021). Education in general, e-curriculum and e-learning were firmly located in the 

4IR, and there was no way of turning back.  

However, at the same time, the inequalities among universities, schools and ECCE 

centres for different socio-cultural classes were amplified. The education institutions in poor 

and rural contexts that were not in a position to afford these gadgets, Wi-Fi and internet 

connectivity, as well as the requisite data, resorted to the Freirean concept of the Community 

Classroom (Dewsbury, 2020) referring to situations where the typical classroom or ECCE centre 

is decentered, and teaching and learning are distributed. Learners who usually would be 20 in a 

class were now taught in four groups of five or so in their respective neighbourhoods by people 

who were not necessarily teachers but had volunteered to provide teaching and learning 

assistance in their localities (Young & Bruce, 2011). Sometimes, teaching and learning of these 

five or so children would take place at the home of one of those five children, where there would 

be enough space for these kinds of activities to occur (Barczyk & Duncan, 2013). Some able 

others in the neighbourhood, irrespective of their qualifications, would volunteer to support 

and help these children in one learning area, even providing meals, teaching materials, etc. 

(Young & Bruce, 2011). COVID-19 in this context also demonstrated that the curriculum was 

best delivered when various actors, different modes of interaction and distributed sites were 

used to ensure emphasizing the notions of multi-layered and multi-perspectival approaches to 

learning, which deepened the multiplicity of sites and roles in curriculum transformations 

(Maseko & Stützner, 2020). These diversified and sometimes blended approaches to teaching 

and learning became available to all education institutions with time to the extent that they 

became available for use by any one institution should one become more able to afford the 

gadgets or prefer to intensify in-person interactions with the real-life world (Vium, 2020). 

These modes of teaching and learning that became localized also made decoloniality 

possible, as no one canon of knowledge remained dominant. Indeed, formal infusing local 

indigenous knowledge into the existing euro-centric curriculum may take time to materialize 
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fully. Still, possibilities for such were heightened as education institutions relied on local 

innovations and teaching and learning approaches. Somehow, other forms of knowing and 

knowledge are gradually becoming visible as others support conventional teachers with their 

different ways of doing things (Maseko & Stützner, 2020). The African knowledge that was 

buried deep down the abyssal is beginning to emerge as the nature of the situation and contexts 

demanded other forms of knowing to complement the existing ones, which are proving not to 

be entirely adequate to meet the demands of the times (Söylemez & Varol, 2021). Non-

conventional teachers perforated the dominant canons of knowledge as they presented other 

localized ways of doing things at the distributed sites and contexts for teaching and learning. 

These perspectives revealed multiple truths and knowledge (Maseko & Stützner, 2020). The 

above further underlined the necessities and urgencies of the calls for decolonization that 

affirmed the importance of all canons of knowledge, beyond just the euro-centric ones, as the 

basis for a transformed curriculum (Lee & Stensaker, 2021).  

What is emerging from the above is that the challenges that have been due to curriculum 

approaches that isolated individuals and/or processes from the stakeholders and role players 

were gradually being complemented by curriculum practices that recognized the significant 

influences of the contexts, the universe, the planet, or the able others who/which might be 

human, non-human and beyond-human. The old ways of doing curricula emphasized the power 

and prowess of the ‘lone genius’, relied almost solely on their innate abilities as advised by 

genetic epistemology, was supplemented by Len Vygotsky’s musings on socio-culturalism and 

the zone of proximal development in the cultivation of the total identities (Brown, 2020). While 

the latter development was significant, it was at the same time overtaken by the events in 

history because Urie Bronfenbrenner’s eco-systemic thinking had entered the fray and extended 

the cycle of stakeholders and their influences on the learning child and aspirant teacher beyond 

the immediate family/able others (Micro-), through the neighbourhoods (Meso-), to the social 

classes (Exo-) and ultimately to how society is organized (Macro-) (Lenhoff et al., 2022).  

Posthumanist theorization then takes the story to its logical conclusion by introducing 

the notion of relationalities to demonstrate that it is not just the individual and/or individuality 

of human beings and institutions that matter that much in curriculum transformations but the 

relationships and relationalities that constitute those entities (Kouppanou, 2022). The notion of 

relationalities perforates and decenters identity/entity and makes it fluid so that it becomes a 

function of relationship with everything, not just humans. The decentered entity enables this 

article to talk about the responses to the previous single euro-centric canon of knowledge to be 

deconstructed as there is a recognition of relationalities of cannons that include the African way 

of knowing (Smelik, 2022). Decentering identities and entities recognize that everything is linked 

and entangled to everything else. Curriculum provision is a collectivized effort of many 

stakeholders related to all other humans, including machines, computers, infrastructure, the 

green and different kinds of environment, etc. (Susen, 2022).  
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This notion of relationalities is central to the Posthuman theorization of curriculum 

because it even addresses the challenges of inequalities engendered by humanism and 

enlightenment to which the old theories and practices of curriculum pay homage. Humanist 

thinking, influenced by enlightenment, has introduced the idea of hierarchies in the universe. 

For example, at the top of the ladder are white males who role model prodigies of excellence in 

culture and civilization (Fairchild, 2019). They are followed further down the ladder by the white 

females who are still superior in culture and civilization but not to the extent of their white male 

counterparts. Down this discriminatory ladder follows Black men and then Black women who 

are very close to the savage and are considered void of culture and civilization (Pavlyshyn et al., 

2019). This hierarchized status is fixed and cannot changed in the same manner as Bourdieu’s 

notion of habitus is acquired but remains permanent in one’s repertoire of meaning-making and 

identity disposition. One can take a savage to a cultured context, but its uncouthed manners 

cannot be removed, so argue the humanists and enlightenment theorizations (Wacquant, 

2014). As such, inequality is like centred identities/entities. However, suppose these identities 

and notions of the individuality are deconstructed and understood to be mere constructions in 

relationalities. In that case, from this perspective, the identities/entities are as powerful as the 

relationships that constitute them. The learning child at the ECCE or aspirant teacher at a higher 

education institution is as competent as the collective of the stakeholders, out of whose 

relationship, hers/his are crafted. To evidence the above, this article confirms how the scholars 

and practitioners of the curriculum at HEIs and ECCE in South Africa have shifted focus from an 

emphasis on isolationism to collaboration and the privileging of relationalities (Bayat & Mitchell, 

2020). 

The notion of relationalities also connects to the 4IR and gives prominence to 

collaboration, communication, compassion, critical thinking and creativity skills as necessary in 

this era (Lamola, 2022). These are the skills that the entire education system is attempting to 

cultivate because these ensure relevance during and beyond the introduction of robots that 

may take over repetitive menial manual labour that might be boring and often dangerous. 

Learners and aspirant teachers who have acquired these 21st-century skills remain with the 

competitive urge cultivated in relationalities (Nhemachena et al., 2021). These skills are 

cultivated through teaching methods such as self-discovery, problem-based project learning, 

self-regulated learning and collaborative learning, which affirm the critical value of relationships 

(Cook, 2020). These are the approaches advocated for by the new curriculum transformation 

that brings together into powerful focus the positive spin-offs of distributed (COVID-19-inspired 

community classrooms), remote (4IR) and localized (decolonial-African) teaching and learning 

(Lamola, 2022). 

In the creation of sustainable learning environments, the cultivation of positive 

relationalities that lead to better performance(s), is important. For example, the teaching and 

learning strategy of self-discovery is best crafted in supportive and positive relationalities where 

the learners are challenged by their peers, the able others, and all others in the context to be 
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innovation. In such settings one is required to see connections among elements of a situation 

such that a solution to the identified problem emerges (Nhemachena et al., 2021). Sustainable 

learning environments where these relationalities occur, deliberately present material objects 

such as manipulatives, schema and ideas which constitute the bases for enhanced cognitive 

functioning. These at varying degrees are converted into concepts then theories that facilitate 

critical thinking and creativity (Bayat & Mitchell, 2020). Sell-discovery involves the learner 

finding one’s way around a maze of challenges and problems that require to be resolved. In 

these sustainable learning environments, learners are encouraged to move out of their comfort 

zones, to be sensitive to problems, and to attempt to solve them.  Habit for wanting to solve the 

problem is best created in such positive relationalities (Wacquant, 2014). Self-discovery requires 

self-discipline and activation of one’s volition which is dependent on one’s will power. The latter 

is also a function of support from others through mature relationalities where each learner is 

given the opportunities to show off one’s competencies and to take pride as well as be 

motivated in the process (Lamola, 2022). Effective teaching and learning thus involves such 

modern approaches as problem -based project learning. Here teaching does not start from the 

definition of concepts, but it starts from the understanding of varied scenarios building the 

learners’ understanding the learning materials through   and experimentation in the context of 

the relationalities couching one (Lee & Stensaker, 2021). The processes of experimentation on 

the world while emphasizing issues of relationalities, it at the same time acknowledges the 

power of self-regulation, collaboration with others, animate and inanimate objects with which 

one is presented with and is relationship with every moment. The African idea that knowledge 

is not the preserve of one mind, but that it is distributed and that it is in the coming together of 

many minds that excellence in teaching, learning and everything are created. In the   community 

with others, animate and inanimate things, one’s relationalities are enhanced to provide 

sustainable learning environments. Capitalising on this will create an effective strategy to 

enhance performance and learning. 

CONCLUSION 

What the article brings forth as the central idea is the primacy of relationalities in the 

construction of curriculum; hence, identities of learners, students, academics, caregivers, 

institutions of higher learning and ECCE centres.  

The above, therefore, could be beyond the deleterious influences of anthropocentrism, 

hence the Anthropocene, and the discriminatory individuality of humanism and enlightenment. 

Creating sustainable learning environments is the primary goal of all curricula across the globe.  

REFERENCES 

Baena-Morales, S., & González-Víllora, S. (2023). Physical education for sustainable 

development goals: Reflections and comments for contribution in the educational 

framework. Sport, Education and Society, 28(6), 697-713. 



      340 
 

 

Makeresemese, M. R., & Mahlomaholo, M. G.

RESSAT 2023, 8(4): 330-344

https://doi.org/10.1080/13573322.2022.20 

45483 

Barczyk, C. C., & Duncan, D. G. (2013). Facebook in higher education courses: An analysis of 

students’ attitudes, community of practice, and classroom community. International 

business and management, 6(1), 1-11. http://dx.doi.org/10.3968/j.ibm.19238428201 

30601.1165  

Bayat, A., & Mitchell, V. (2020). Affective assemblages matter in socially just pedagogies. 

Critical Studies in Teaching and Learning, 8(1), 57-80. 

https://doi.org/10.14426/cristal.v8i1.219  

Beghetto, R. A., & Zhao, Y. (2022). Democratizing Creative Educational Experiences. Review of 

Research in Education, 46(1), pp. vii-xv. https://doi.org/10.3102/0091732X221089872 

Berekaa, M. M. (2021). Insights into the COVID-19 pandemic: Origin, pathogenesis, diagnosis, 

and therapeutic interventions. Front Biosci (Elite Ed), 13(1), 117-39. 

https://doi.org/10.2741/874 

Bhambra, G. K. (2021). Narrating inequality, eliding empire. The British Journal of Sociology, 

72(1), 69-78. https://doi.org/10.1111/1468-4446.12804 

Chapman, S. N., and O’Gorman, L. (2022). Transforming learning environments in early 

childhood contexts through the arts: Responding to the United Nations sustainable 

development goals. International Journal of Early Childhood, 54(1), 33-50. 

https://doi.org/10.1007/s13158-022-00320-3  

Chong E.K.-M., Pao S.-S., Ho L.K.-K., Ng H.-Y. (2021). After the Social Movements in 2019: 

Examining the Association between Online Civic Participation of Hong Kong’s Young 

People and their Real-life Civic Participation. Journal of Social Studies Education 

Research, 12(4), pp. 22 – 46. 

Cook, S. C. (2020). Emerging response-abilities: a reflection on the 2019 SOTL in the South 

conference. Scholarship of Teaching and Learning in the South, 4(1), 69-85. 

https://doi.org/10.36615/sotls.v4i1.135  

Dagdilelis, V. (2018). Preparing teachers for the use of digital technologies in their teaching 

practice. Research in Social Sciences and Technology, 3(1), 109-121. 

https://doi.org/10.46303/ressat.03.01.7  

Daries, G., & Ebrahim, H. (2021). Funds of knowledge and agentic strategies of three-and four-

year-old children in South Africa. South African Journal of Education, 41(3), 1-9. 

https://hdl.handle.net/10520/ejc-educat_v41_n3_a1  

Dewsbury, B. M. (2020). Deep teaching in a college STEM classroom. Cultural Studies of 

Science Education, 15(1), 169-191. https://doi.org/10.1007/s11422-018-9891-z 

Dube, B., Mahlomaholo, S., Setlalentoa, W., & Tarman, B. (2023). Creating Sustainable 

Learning Environments in the Era of the Posthuman: Towards Borderless 

Curriculum. Journal Of Curriculum Studies Research, 5(1), i-x. 

https://doi.org/10.46303/jcsr.2023.1  

https://doi.org/10.1080/13573322.2022.2045483
https://doi.org/10.1080/13573322.2022.2045483
http://dx.doi.org/10.3968/j.ibm.1923842820130601.1165
http://dx.doi.org/10.3968/j.ibm.1923842820130601.1165
https://doi.org/10.14426/cristal.v8i1.219
https://doi.org/10.3102/0091732X221089872
https://doi.org/10.2741/874
https://doi.org/10.1111/1468-4446.12804
https://doi.org/10.1007/s13158-022-00320-3
https://doi.org/10.36615/sotls.v4i1.135
https://doi.org/10.46303/ressat.03.01.7
https://hdl.handle.net/10520/ejc-educat_v41_n3_a1
https://doi.org/10.46303/jcsr.2023.1


341                                    
 

 
RESSAT 2023, 8(4): 330-344

Ebrahim, H. B. (2010). Situated ethics: Possibilities for young children as research participants 

in the South African context. Early Child Development and Care, 180(3), 289-298. 

https://doi.org/10.1080/03004430701822958 

Ebrahim, H. (2011). Children as agents in early childhood education. Education as Change, 

15(1), 121-131. https://doi.org/10.1080/16823206.2011.568947 

Fairchild, N. (2019). The micropolitics of posthuman early years leadership assemblages: 

Exploring more-than-human relationality. Contemporary Issues in Early Childhood, 

20(1), 53-64. https://doi.org/10.1177/1463949118793332 

Feza, N. N., & Chiphambo, S. M. (2022). The status of early childhood education in South 

Africa: A systematic review on the alignment of policy and practice for whole-child 

development. Centering Whole-Child Development in Global Education Reform, 26-42. 

https://doi.org/10.4324/9781003202714 

Gale, T., Molla, T., & Parker, S. (2017). The illusion of meritocracy and the audacity of elitism: 

Expanding the evaluative space in education. In Parker, S., Gulson, N. G., & Gale, T. 

(Eds.), Policy and inequality in education (pp. 7-21). Springer. 

https://doi.org/10.1007/978-981-10-4039-9  

Gong, X., Zhang, X., & Tsang, M.C. (2020). Creativity development in preschoolers: The effects 

of children’s museum visits and other education environment factors. Studies in 

Educational Evaluation, 67, p.100932. https://doi.org/10.1016/j.stueduc.2020.100932 

Granados-Sánchez, J. (2022). Levels of Transformation in Sustainable Curricula: The Case of 

Geography Education. Sustainability, 14(8), p.4481. 

https://doi.org/10.3390/su14084481 

Häikiö, T. K., Mårtensson, P., & Lohilahti, L. (2020). Aesthetic practice as part of work with 

sustainability, participation and environment–Examples from a Finnish and Swedish 

preschool. Nordic Studies in Education, 40(4), 343-361. 

https://doi.org/10.23865/nse.v40.2601 

Kouppanou, A. (2022). The posthumanist challenge to teaching or teaching’s challenge to 

Posthumanism: a neohumanist proposal of nearness in education. Discourse: Studies in 

the Cultural Politics of Education, 43(5), 766-784. https://doi.org/10.1080/01596306. 

2022.2033534 

Küçük, H. (2019). Science without Leisure: Practical Naturalism in Istanbul, 1660-1732. 

University of Pittsburgh Press. http://dx.doi.org/10.1086/715709 

Lamola, M. J. (2022). The future of artificial intelligence, Posthumanism and the inflection of 

Pixley Isaka Seme’s African humanism. AI & SOCIETY, 37(1), 131-141. 

https://doi.org/10.1007/s00146-021-01191-3   

Lee, J. J., & Stensaker, B. (2021). Research on internationalization and globalization in higher 

education—Reflections on historical paths, current perspectives and future 

possibilities. European Journal of Education, 56(2), 157-168. 

https://doi.org/10.1111/ejed.12448 

https://doi.org/10.1080/03004430701822958
https://doi.org/10.1080/16823206.2011.568947
https://doi.org/10.1177/1463949118793332
https://doi.org/10.4324/9781003202714
https://doi.org/10.1007/978-981-10-4039-9
https://doi.org/10.1016/j.stueduc.2020.100932
https://doi.org/10.3390/su14084481
https://doi.org/10.23865/nse.v40.2601
https://doi.org/10.1080/01596306.2022.2033534
https://doi.org/10.1080/01596306.2022.2033534
http://dx.doi.org/10.1086/715709
https://doi.org/10.1007/s00146-021-01191-3
https://doi.org/10.1111/ejed.12448


      342 
 

 

Makeresemese, M. R., & Mahlomaholo, M. G.

RESSAT 2023, 8(4): 330-344

Le Fanu, G., Schmidt, E., & Virendrakumar, B. (2022). Inclusive education for children with 

visual impairments in sub-Saharan Africa: Realizing the promise of the Convention on 

the Rights of Persons with Disabilities. International Journal of Educational 

Development, 91, 102574. https://doi.org/10.1016/j.ijedudev.2022.102574  

Lekhu, M. (2023). Pre-Service Science Teachers’ Preparedness for Classroom Teaching: 

Exploring Aspects of Self-Efficacy and Pedagogical Content Knowledge for Sustainable 

Learning Environments. Journal Of Curriculum Studies Research, 5(1), 113-129. 

https://doi.org/10.46303/jcsr.2023.9  

Lenhoff, S. W., Edwards, E. B., Claiborne, J., Singer, J., & French, K. R. (2022). A collaborative 

problem-solving approach to improving district attendance policy. Educational 

Policy, 36(6), 1464-1506. https://doi.org/10.1177/0895904820974402 

Magaiza, G., & Muchaku, S. (2023). Curriculum enablement and posthumanism: Pathways for 

creating and implementing a community development curriculum. Journal Of 

Curriculum Studies Research, 5(1), 159-170. https://doi.org/10.46303/jcsr.2023.12  

Mahabeer, P. (2018). Curriculum decision-makers on decolonising the teacher education 

curriculum. South African Journal of Education, 38(4). 

Maseko, N. P., & Stützner, S. (2020). Finding Common Ground towards Progressive 

Transformation in Student Residence Spaces: Residence Committee Members as 

Bricoleuric Brokers. Journal of Student Affairs in Africa, 8(1), 79-91.  

Matli, W., & Ngoepe, M. (2021). Life situations and lived experiences of young people who are 

not in education, employment, or training in South Africa. Education & Training, 63(9), 

1242-1257. https://doi.org/10.1108/ET-10-2019-0231 

Mawere, J. (2020). Decolonizing legal education in south africa: review of african indigenous 

law in the curriculum. Pretoria Student Law Review, 14(1), 31-43. https://doi.org/10.2 

9053/pslr.v14i1.1848 

Mensah, F.M. (2022). “Now, I see”: Multicultural science curriculum as transformation and 

social action. The Urban Review, 54(1), pp.155-181. https://doi.org/10.1007/s11256-

021-00602-5  

Monkeviciene, O., Vildziuniene, J., & Valinciene, G. (2020). The Impact of Teacher-Initiated 

Activities on Identifying and Verbalizing Ways of Metacognitive Monitoring and Control 

in Six-Year-Old Children. Research in Social Sciences and Technology, 5(2), 72-92. 

https://doi.org/10.46303/ressat.05.02.5  

Moremoholo, T. (2023). The Role of Culture in Shaping the Curriculum of Higher Education in 

South Africa. Journal Of Curriculum Studies Research, 5(2), 37-55. 

https://doi.org/10.46303/jcsr.2023.17  

Ndlovu-Gatsheni, S.J. (2018). Epistemic freedom in Africa: Deprovincialization and 

decolonization. Routledge. https://doi.org/10.4324/9780429492204  

Nhemachena, A., Makamani, R., & Mtapuri, O. (2021). Article One “Nature’s” Role in 21st 

Century Revolutions? COVID-19, the Fourth Industrial Revolution and the Repositioning 

https://doi.org/10.1016/j.ijedudev.2022.102574
https://doi.org/10.46303/jcsr.2023.9
https://doi.org/10.1177/0895904820974402
https://doi.org/10.46303/jcsr.2023.12
https://doi.org/10.1108/ET-10-2019-0231
https://doi.org/
http://dx.doi.org/10.29053/pslr.v14i1.1848
http://dx.doi.org/10.29053/pslr.v14i1.1848
https://doi.org/10.1007/s11256-021-00602-5
https://doi.org/10.1007/s11256-021-00602-5
https://doi.org/10.46303/ressat.05.02.5
https://doi.org/10.46303/jcsr.2023.17
https://doi.org/10.4324/9780429492204


343                                    
 

 
RESSAT 2023, 8(4): 330-344

of Global Capital. In Makamani, R., Nhemachena, A., & Mtapuri, O. (Eds.), Global 

Capital’s 21st Century Repositioning: Between COVID-19 and the Fourth Industrial 

Revolution on Africa (pp. 1-18). Langaa RPCIG. https://doi.org/ 10.2139/ssrn.3726431 

Panke, S. (2019). Design thinking in education: Perspectives, opportunities and 

challenges. Open Education Studies, 1(1), 281-306. 

Pavlyshyn L., Voronkova O., Yakutina M., Tesleva E. (2019). Ethical problems concerning 

dialectic interaction of culture and civilization. Journal of Social Studies Education 

Research, 10(3), pp. 236 - 248 

Relman, D. A. (2020). To stop the next pandemic, we need to unravel the origins of COVID-

19. Proceedings of the National Academy of Sciences, 117(47), 29246-29248. 

https://doi.org/10.1073/pnas.2021133117 

Ruuska, S. (2021). Biliary atresia-Growth, Bone Health and Neurocognitive and Motor Outcome 

in Childhood and Adolescence (Doctoral dissertation). University of Helsinki. 

Sakhapov, R. and Absalyamova, S. (2018). Fourth industrial revolution and the paradigm 

change in engineering education. In MATEC Web of Conferences (Vol. 245, p. 12003). 

EDP Sciences. https://doi.org/10.1051/matecconf/201824512003 

Sambo, T.F. (2018). The practices of inclusive education in Grade R, Nylstroom circuit, Limpopo 

(Master thesis). University of South Africa 

Smelik, A. (2022). Fractal folds: The posthuman fashion of Iris van Herpen. Fashion Theory, 

26(1), 5-26. https://doi.org/10.1080/1362704X.2020.1850035 

Soudien, C., Reddy, V., & Harvey, J. (2022). The impact of COVID-19 on a fragile education 

system: The case of South Africa. In Reimers, F. M. (ed.), Primary and secondary 

education during COVID-19: Disruptions to educational opportunity during a pandemic 

(pp. 303-325). Springer. https://doi.org/10.1007/978-3-030-81500-4_12  

Söylemez, E., & Varol, C. (2022). Decoding the multiplex structure of border region networks: 

the case of the EU border of Turkey. European Planning Studies, 30(12), 2492-2513. 

https://doi.org/10.1080/09654313.2021.2010661 

Stribling, L. R. (2021). An Assessment of the Effectiveness of Personality, Intelligence, and 

Emotional Intelligence in Predicting Job Performance (Doctoral dissertation, Trevecca 

Nazarene University).  

Susen, S. (2022). Reflections on the (Post-) Human Condition: Towards New Forms of 

Engagement with the World? Social Epistemology, 36(1), 63-94. 

https://doi.org/10.1080/02691728.2021.1893859 

Tiwari, R., Mash, R., Karangwa, I., & Chikte, U. (2021). A human resource for health analysis of 

registered family medicine specialists in South Africa: 2002–19. Family Practice, 38(2), 

88-94. https://doi.org/10.1093/fampra/cmaa084 

Toohey, K. and Smythe, S. (2022). A different difference in teacher education: posthuman and 

decolonizing perspectives. Language and Education, 36(2), pp.122-136. 

https://doi.org/10.1080/09500782.2021.1980002 

https://doi.org/
http://dx.doi.org/10.2139/ssrn.3726431
https://doi.org/10.1073/pnas.2021133117
https://doi.org/10.1051/matecconf/201824512003
https://doi.org/10.1080/1362704X.2020.1850035
https://doi.org/10.1007/978-3-030-81500-4_12
https://doi.org/10.1080/09654313.2021.2010661
https://doi.org/10.1080/02691728.2021.1893859
https://doi.org/10.1093/fampra/cmaa084
https://doi.org/10.1080/09500782.2021.1980002


      344 
 

 

Makeresemese, M. R., & Mahlomaholo, M. G.

RESSAT 2023, 8(4): 330-344

Truman, S.E. (2019). Inhuman literacies and affective refusals: Thinking with Sylvia Wynter and 

secondary school English. Curriculum Inquiry, 49(1), pp.110-128. https://doi.org/10. 

1080/03626784.2018.1549465 

Vium, C. (2020). The Echo of Things: The Lives of Photographs in the Solomon Islands: by 

Christopher Wright, Durham, Duke University Press, 2013, 221 pp., $27.95 (paperback), 

ISBN 978-0822355106. https://doi.org/10.1080/00141844.2020.1740762 

Wacquant, L. (2014). Putting habitus in its place: Rejoinder to the symposium. Body & Society, 

20(2), 118-139. https://doi.org/10.1177/1357034X1453084 

Yang, W. and Li, H. (2022). The role of culture in early childhood curriculum development: A 

case study of curriculum innovations in Hong Kong kindergartens. Contemporary Issues 

in Early Childhood, 23(1), pp.48-67. https://doi.org/10.1177/1463949119900359 

Yıldız Taşdemir, C. (2021). Is Scientific Creativity Possible in Early Childhood?. Theory and 

Practice in Child Development, 1(1), 71–82. https://doi.org/10.46303/tpicd.2021.6  

Zhang, C., & Yang, J. (2020). Social, Scientific and Technological Progresses of Europe Before 

Industrial Revolution. In A History of Mechanical Engineering (pp. 65-94). Springer, 

Singapore. https://doi.org/10.1007/9  

 

 

https://doi.org/10.1080/03626784.2018.1549465
https://doi.org/10.1080/03626784.2018.1549465
https://doi.org/10.1080/00141844.2020.1740762
https://doi.org/10.1177/1357034X14530845
https://doi.org/10.1177/1463949119900359
https://doi.org/10.46303/tpicd.2021.6
https://doi.org/10.1007/9

