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ABSTRACT  

Technical and Vocational Education and Training (TVET) trained Early Childhood 

Development (ECD) practitioners are individuals who obtained the necessary knowledge and 

skills in the implementation of the ECD programme, which they impart to those in the actual 

implementation of the programme, namely the ECD centre managers, caregivers, and other 

interested stakeholders including parents and community members. This study explores the 

effectiveness of TVET-trained ECD practitioners in addressing challenges facing public pre-

schools. In this regard, the interpretive paradigm underpinned the research. A qualitative 

research approach and a multiple case study research design were used to inform the study 

about the significance of the application of the data collection methods of interviews, 

participant observation, and document analysis. The research participants for the study 

included 10 ECD centre managers and 10 centre practitioners, five TVET lecturers and 10 

TVET ECD educators in training who participated in interviews in Limpopo Province, 

respectively. The research participants were selected using the purposive sampling method. 

The researcher observed how TVET ECD educators in training were educated and trained in 

line with the improvement of the ECD programme. Participant observation was conducted at 

10 ECD centres and a TVET college. In addition, during the observation at these institutions, 

the researcher obtained various documents and records to supplement the discussions she had 

with the research participants during interviews about the effectiveness of TVET-trained 

ECD practitioners in addressing challenges facing public pre-schools. The information 

obtained through interviews formed part of that obtained through participant observation and 

document analysis. Data analysis for the study was conducted using the thematic data 

analysis strategy. Lev Vygotsky’s social constructivist theory indicates that children can learn 

better in situations that allow them to make sense of the physical, social, and cultural world 

around them. The theory maintains that children should be taught in a step-by-step process 

until they can learn on their own. The literature review in the study supported the idea that 

adequate training of the TVET-trained ECD practitioners is the most effective strategic 

intervention in addressing challenges facing public pre-schools. Research findings supported 

the idea that TVET-trained ECD practitioners are the main resource in improving the 

implementation of the ECD programme, especially in rural areas within the South African 
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context. Research conclusions were drawn from the research findings and were included in 

the study. In this regard, the research study recommended that the effectiveness of TVET-

trained ECD practitioners in addressing challenges facing public pre-schools in Limpopo 

Province could be improved once government and Non-Governmental Organizations (NGOs) 

partner with ECD centres towards the education and training of children attending the ECD 

programme in the rural areas within the South African context. Secondly, adequate resources 

were necessary to successfully implement the ECD programme. Thirdly, the study 

recommended that ECD practitioners be educated and trained in the ECD programme at 

recognised TVET colleges in South Africa.  

Keywords: Early Childhood Development; ECD Practitioners; ECD programmes, Public 

Pre-School; Rural Child  
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CHAPTER 1: INTRODUCTION AND BACKGROUND 

1.1 INTRODUCTION AND BACKGROUND 

The future educational process in children’s development is adequately prepared by their 

involvement in the Early Childhood Development (ECD) programme (Mitter & Putcha, 2018:14). 

ECD is, therefore, a foundation from which all children from 0 to 5 must attend for preparation in 

their school readiness. Martin (2018:2) defines ECD as one of the components of early childhood 

care and education services. It includes a variety of aspects which relate specifically to services 

and programmes that provide care and developmentally appropriate educational stimulation for 

groups of young children in centres and in community- or home-based programmes. ECD is 

provided to children under the school-going age. The ECD programme seeks to better services by 

developing capacity, specifically through providing a resource-based professional skills 

development programme that enables more effective population-based ECD coverage for those 

otherwise excluded (Mitter & Putcha, 2018:5). This indicates that the programme is designed to 

cater to all South African children aged between 0 and 5 years. ECD has recently been considered 

one of the most crucial sectors of a young child’s life (Manzunzu, 2019:39).  

This study explored the effectiveness of TVET-trained ECD practitioners in addressing the 

challenges faced by public pre-schools in Limpopo Province. Rural areas are socially and 

economically marginalised, particularly because they are drawn from the poor households that 

lack access to formal ECD services (ETDPSETA, 2021:12). Rural areas are composed of family 

households which are socioeconomically deprived, experience a high amount of unemployment, 

parents are generally uneducated, and they cannot access the necessary infrastructure required for 

their development. Challenges in relation to the implementation of the ECD programme are 

numerous. They may include the following: lack of learning materials and resources, the absence 

of trained educators, poor security in learning facilities, inadequate water infrastructure, which 

exposes children to waterborne diseases, parents lack the knowledge, skills and resources to meet 

their parenting obligations and inadequate funding (Martin, 2018:4). 

ECD practitioners must be adequately educated and trained in the areas of identifying and 

addressing challenges faced by the ECD centres. In this regard, practitioners could improve the 

learning of rural children. Similarly, Smith, Campbell, Tracey and Pluta-Ehlers (2018:12) 

maintain that such education and training of ECD practitioners should be concentrated within the 
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administration, co-ordination, quality control, and ultimate effectiveness of ECD programme at all 

levels of government. Practitioners also require significant professional leadership, knowledge, 

and skills in their ECD practice. On the other hand, the rural child needs specialised attention due 

to the reason that they usually experience a high amount of poverty, neglect, abuse, and 

deprivation.  

1.2 RATIONALE FOR THE STUDY 

This study was conducted to provide TVET-trained ECD practitioners with adequate education 

and skills necessary to address the challenges faced by public pre-schools in Limpopo Province. 

In response to this requirement, this study purported to improve the effectiveness of TVET-trained 

ECD practitioners through providing them with adequate education and skills necessary to address 

challenges facing public pre-schools. This shows that TVET-trained ECD practitioners are not 

adequately educated and trained in line with the necessary knowledge and skills to address 

challenges facing public pre-schools. It also seemed as if the knowledge and skills acquired by 

ECD practitioners were inadequate and irrelevant in addressing the challenges facing rural ECD 

centres in Limpopo Province. This study provides that adequately trained ECD practitioners 

should be capable of addressing the challenges facing numerous public pre-schools in Limpopo 

Province. The study is also intended to create a close interaction between ECD centres and the 

TVET college, which is represented by ECD lecturers and educators in training. On the other 

hand, the study will also gain an in-depth understanding of the modules that form part of the 

TVET college ECD educators in technical and vocational education and training. ECD educators 

in training are individuals responsible for educating and training the ECD practitioners. 

As outlined below, three doctoral theses were identified as contributing to improving ECD 

programmes at pre-schools in South African universities. Manzunzu’s (2019) research study is 

titled “Early Childhood Development Teachers’ Understanding of Indigenous Knowledge and 

How They Incorporate It in Pedagogical Practices.” The study found that indigenous and ECD 

programmes run parallel and that there is strong advocacy for including both the formal approach 

to ECD and the play-based pedagogical approach. A study by Atmore (2013) titled “Early 

Childhood Development in South Africa - Progress Since the End of Apartheid.” The findings of 

this thesis suggested that all children, including rural children, should have access to the ECD 

programme, which they were deprived of by the historical political ideologies and structures of 

the apartheid government. Inclusive education is necessary to redress the provision of the ECD 
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programme for the past apartheid dispensation. Chikutuma’s (2013) thesis is entitled “The Quality 

of Early Childhood Development Programmes in Harare Primary Schools in Zimbabwe.” The 

study found that the components of a quality ECD programme, namely nutrition, health and 

safety, parental involvement, stakeholder involvement, guidance, and counselling in ECD, were 

compromised by teaching methods in Zimbabwean ECD centres. Criticisms were directed 

towards incorporating play-based and child-centred teaching methods, while material and human 

resources were reported to be scarce.  

However, the three studies mentioned above did not address the effectiveness of TVET-trained 

ECD practitioners in addressing challenges facing public pre-schools. They did not discuss or 

mention the professional development of ECD practitioners. Therefore, this study filled this gap 

by ensuring that TVET-trained ECD practitioners and their respective professional development 

are adequately addressed. On the other hand, ECD programme specialists shared adequate 

information on how the programme could be effectively improved for establishing, developing, 

and maintaining quality ECD services. 

1.3 PROBLEM STATEMENT 

The ECD programme is expected to prepare children for school readiness in South Africa. The 

programme is undermined by the high level of ECD centres involving individuals not adequately 

trained as ECD practitioners. This study advocates for TVET-trained educators in training to 

transfer their knowledge base and skills towards the ECD centre practitioners. Mbarathi, 

Mthembu and Diga (2016) identified the most challenging issue facing rural ECD centres as the 

lack of learning materials, Hall, Sambu, Berry, Giese and Almeleh (2017) identified poverty and 

inequality, while Martin (2018) highlighted inadequate funding. In this regard, the researcher was 

of the view that addressing the identified issues could adequately improve the education, health, 

safety, and well-being of rural children at the ECD centres. 

 

1.4 RESEARCH QUESTIONS 

1.4.1 Main research question 

What is the effectiveness of TVET-trained ECD practitioners in addressing the challenges faced 

by public pre-schools in Limpopo Province? 
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1.4.2 Sub-research questions 

•  What does ECD entail?  

•  What are the legislative frameworks for ECD programmes?  

 How are ECD practitioners’ training programmes at TVET colleges structured? 

 What are the challenges facing ECD centres in Limpopo Province? 

 How can practitioners address the challenges ECD centres face in rural areas in Limpopo 

Province? 

 

1.5 AIM AND OBJECTIVES OF THE STUDY 

1.5.1 Aim of the study 

The study aims to explore the effectiveness of TVET-trained ECD practitioners in addressing 

challenges facing public pre-schools in Limpopo Province. 

 

1.5.2 Objectives of the study 

The objectives of the study were formulated as follows: 

 To define the concept of ECD. 

 To identify legislative frameworks for ECD programmes. 

 To describe the structure of ECD practitioners’ training programmes at TVET colleges. 

 To explore the challenges facing ECD centres in rural areas in Limpopo Province.  

 To explore how ECD education practitioners can address challenges facing ECD centres in 

Limpopo Province. 

1.6 DEFINITIONS OF CONCEPTS  

1.6.1 TVET education 

A TVET education is a level of education and training that takes place at higher education in the 

South African context. In the view of this study, TVET is defined internationally and in South 

Africa as follows:  
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1.6.1.1 International definition of TVET  

TVET is internationally defined as a process that provides young people who are unemployed 

with employment opportunities. In this context, the international definition of TVET is 

contributed by UNESCO-UNEVOC as “technical and vocational education used as a 

comprehensive term referring to those aspects of the educational process involving in addition to 

general education, the study of technologies and related sciences and the acquisition of practical 

skills, attitudes, understanding and knowledge relating to occupations in various sectors of 

economic and social life” (Sako, 2020:30). The international definition of TVET is not different 

from how it is currently defined by any other country worldwide, including South Africa.  

1.6.1.2 South African definitions of TVET 

South Africa is a member of the United Union (UN). As such, all its legislative frameworks and 

definitions of programmes will not differ from those promulgated by other UN member states. 

Mokoena (2020) defines TVET as technical and vocational education and training. The definition 

of TVET from a South African viewpoint is therefore pointed along the description of main 

aspects which are its part: 

 The vocational aspect relates to an occupation or employment, often referring to hands-on 

skills within professional trades (Mokoena, 2020:18). Vocational implies the type of 

training, whereas training refers to informal education, also called life-long learning or 

continuing education. 

 Education refers to formal education starting at high school and includes post-secondary 

education such as college, polytechnics, and universities (Mokoena, 2020:34). The concept 

of education also entails all courses conducted at TVET colleges in South Africa. 

 Training is defined as a process through which employees in an organisation are provided 

with the knowledge, skills, and attitudes necessary to improve the global performance of 

that organisation and enhance customer satisfaction. Training is defined as a change in 

skills (Van der Westhuizen, 2007:4). Training implies the nature of how things are done in 

the world of work. 

 Skills are aspects that individuals require in order to address their day-to-day activities and 

improve their own and the levels of others' quality of life. According to Swanepoel, 

Erasmus, Van Wyk and Schenk (2003:455), skills are elements of the organisational 

functionality which maintain that individuals cannot provide for themselves and others 
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unless they acquire the necessary knowledge, attributes, and attitudes necessary for that 

purpose. Skills are elements that institutional management utilises in order to investigate 

their organisational functionality levels and compare them with their subsequent 

customary satisfaction. 

 Higher education institutions are areas of education and training immediately after high 

school. Kruss (2004:682) states that a higher education institution is a level of education 

and training that equips students with management and leadership skills, problem-solving, 

communications, entrepreneurship, and good citizenship. These are the most critical skills 

required by the place of work within the South African context. 

 

1.6.2 TVET-trained ECD practitioners 

According to Williams and Mann (2011:50), TVET-trained ECD practitioners are individuals who 

were admitted to TVET colleges and have completed their technical and vocational education and 

training within childcare. ECD practitioners have acquired the knowledge and skills necessary to 

deal with the education and training needs of children below the school age of development. 

 

1.6.3 Public pre-schools 

Public pre-schools are entities that are usually funded by the government to prepare children for 

their school-going readiness (Lynch et al., 2016:247). Public pre-schools within the South African 

context are community institutions meant to prepare children for their school-going ages of 

development.  

 

1.7 PRELIMINARY LITERATURE REVIEW 

According to Bandara, Furmueller, Gorbacheva, Miskon and Beekhuyzen (2015:154), a literature 

review is the science of cumulatively combining new knowledge with existing knowledge to 

create a process of planning, conducting, and interpreting studies. A literature review is the first 

step in research because it informs researchers about the phenomena they are researching. In 

addition, Lim, Kumar and Ali (2022:481) maintain that a literature review is part and parcel of 

scholarly research in that it tends to guide the process and procedures the researcher follows when 

conducting research. The literature review often becomes an overwhelming task when trying to 

organise information from a vast and diverse range of sources (Bandara et al., 2015:156). Sources 

involved in literature review include books, journals, articles, reports, newspapers, and other 
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written content, which are important for defining and describing the phenomena under review in 

the research studies. Therefore, the literature review was the most important component of this 

research as it attempted to explore the effectiveness of TVET-trained ECD practitioners in 

addressing challenges facing public pre-schools. Thus, the literature review in this study aimed at 

defining ECD and also details explications around the importance of ECD within the South 

African context, challenges in the provision of ECD programmes, global challenges in the 

provision of ECD programmes, and the strategic interventions towards addressing challenges in 

the provision of the ECD programme. An enhanced discussion was centred around the 

professional development of ECD practitioners, which forms the main part of this study. 

  

1.7.1 Definitions of Early Childhood Development (ECD) 

Atmore, Van Niekerk, and Ashley-Cooper (2012:121) posit that Early Childhood Development is 

recognised as the foundation for success in the future learning of children. This entails that every 

child should be exposed to an ECD programme before they reach their formal schooling 

development. The ECD programme seeks to develop learning capability among children below 

the school-going ages (Van Niekerk, Ashley-Cooper & Atmore, 2017:77). The children’s ages 

range between 0 and 5. Both ECD definitions relate to children’s learning. The only difference is 

that the latter mentioned children ages, namely between 0 and 5 years.  

1.7.2 Importance of Early Childhood Development in South Africa 

The ECD programme is meant for children between 0 and 5 years of development. In this regard, 

the child’s social and educational development solely depends upon the adults with professional 

responsibilities to care for and educate them (Lynch, Uhl, Reece, Buck & Gilles, 2016:247). The 

ECD programme at pre-school is conducted by several adults, including parents, caregivers, and 

ECD practitioners. Therefore, the ECD programme is an obligation of the government to adopt a 

rights-based, multi-sectoral, co-ordinated, integrated, and adequate resourcing of a national ECD 

strategy that ensures universal access to the full complement of prescribed ECD services (Martin, 

2018:1). The importance of ECD is identified Biersteker and Picken (2013:10) as the 

improvement of access and provision of quality education to children as well as support by 

maintaining that both improvements in access and quality are needed, including support for 

parenting, prevention of stunting among young children, early stimulation, and safe and affordable 

childcare for very young children.  
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From the South African context, the ECD programme is accordingly supported by several 

legislative frameworks such as the White Paper on Education and Training, the Interim Policy for 

Early Childhood Development, the White Paper 5 on Early Childhood Development, the White 

Paper 6 on Inclusive Education, the National Integrated Plan for ECD 2005-2010, the Norms and 

Standards for Grade R funding, the Children’s Act  (Republic of South Africa (Act No. 38 of 

2005, as amended), the Green Paper on Families, and, the National Development Plan 2030. The 

ECD programme is unevenly distributed among the South African communities, with rural areas 

and informal areas being provided with inadequate services and poor quality management and 

controls (Martin, 2018:3). These concerns could be adequately addressed through the professional 

development of ECD practitioners. On the other hand, maternal employment is of significance, 

forcing families to seek childcare services from the ECD programme (Williams & Mann, 

2011:55). ECD centres provide families with this important function. Again, the ECD programme 

provides children from impoverished family households with nutritious food (Smith et al., 

2018:34). Rural children are, therefore, accordingly helped by the ECD programme. Registered 

ECD centres are supported by government funding within the South African context (Smith et al., 

2018:34). The ECD programme is conducted under the auspices of the South African national 

departments of Social Development, Education and Health (Atmore et al., 2012:123).  

 

1.7.3 Challenges in the provision of the Early Childhood Development programme  

The provision of the ECD programme is hindered by various challenges identified and explained 

in this study. The challenges include the following: 

 

The lack of learning materials and resources, the absence of trained educators, and poor security at 

the ECD learning facilities were reported by Mbarathi et al., (2016:24); government departments 

have not been successful in developing a strategy to help ECD centres reach the standards 

required for subsidy access (Mbarathi et al., 2016:25); current ECD strategies are insufficient to 

meet the essential needs of children living in poverty and those with special educational and 

training needs (Mbarathi et al., 2016:25); income, poverty, and inequality (Hall et al., 2017:30); 

inadequate water infrastructure (Hall et al., 2017:7); parents lack the knowledge, skills, and 

resources to meet their obligations (Martin, 2018:4); inadequate ECD programme funding and 

infrastructure (Martin, 2018:4); the poverty experienced by families whose children attend ECD 

programmes (Williams & Mann, 2011:4); poor qualifications and working conditions among ECD 
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practitioners, especially those providing services to children aged 0 to 4 contribute to poor quality 

of ECD programmes and outcomes (Martin, 2018:5); ECD programme practitioners are not paid 

enough (Williams & Mann, 2011:10); poor infrastructure at most ECD centres within the South 

African context (Atmore et al., 2012:129); inadequate financial management of many of the 

registered community-based ECD facilities in South Africa (Atmore et al., 2012:135); and 

implementing an integrated approach to the ECD programme remains elusive (Eremenko & 

Esposito, 2019:9). 

 

1.7.4 Strategic interventions in addressing challenges in the provision of the Early 

Childhood Development programme 

This research study identified and described various effective strategic interventions contributed 

by the TVET-trained ECD practitioners in addressing challenges facing public pre-schools in 

Limpopo Province. The interventions include: The ECD programme is established to promote the 

early development of children under age five, especially in poor rural and ethnic minority areas, as 

well as to break the vicious cycle of intergenerational poverty, societal disparities, and inequality 

of opportunities (G20 Development Working Group, 2018:1). The implementation of an 

integrated cross-sectoral package of nurturing, reduces the risk factors and enhances protective 

factors for ECD, as well as improving the ECD outcomes of children (G20 Development Working 

Group, 2018:6). The ECD programme involves several stakeholders working as a team towards 

the improvement of the education and training of children at ECD centres.  

 

1.7.5 Professional development of ECD practitioners 

The most effective strategy for improving ECD programmes is through the education and training 

of ECD practitioners, who are referred to as educators and caregivers. According to Chikutuma 

(2013:47), ECD practitioners require many teaching methods and techniques with functional 

qualities that help children to be more attentive, develop memory capacity, get cues easily, and 

join the learning and training process. Such knowledge, teaching methods, and techniques are 

only obtainable from the training of ECD practitioners. This type of training aims to build 

capacity, which Woodhead, Bolton, Featherstone and Robertson (2014:106) indicate as a priority 

at every level. Training ECD practitioners is an essential approach, without which ECD centres 

would be unable to deliver sufficient quality education to children. This is supported by 

Woodhead et al. (2014:106), who maintain that one of the biggest obstacles to progress across the 
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whole field of early childhood is the skill shortage at every level. This is the case because most 

ECD centres are managed and administered by recruits with low educational levels. Therefore, the 

focus of education in the area of the ECD programme requires the provision of students with the 

necessary knowledge and skills to enable them to carry out an effective role when they begin their 

journey into the world of teaching children mathematics, science, art, language, songs, play, and 

others (Chikutuma, 2013:50). ECD practitioners have responsibilities that demand their 

professional development as well as extensive training that equips them with knowledge and skills 

to prepare ECD learners for more structured learning. 

1.8 RESEARCH METHODOLOGY AND DESIGN 

1.8.1 Qualitative research approach 

This study adopted a qualitative research approach because it is the possible approach that 

provides the research participants with an opportunity to explain their experiences of the social 

issues being explored. Stenfor, Kajamaa and Bennet (2020:596) define qualitative research as a 

type of educational research where the researcher relies on the views of the research participants. 

In this regard, qualitative research is based on the statements, viewpoints, beliefs and statements 

provided by the research participants during data collection and analysis. Bansal, Smith and Vaara 

(2018:1189) indicate that qualitative research effectively analyses people’s behaviours, beliefs, 

feelings, or values. Qualitative research is non-numerical in nature. This means that it does not 

apply numbers and other qualitative tools in order to measure a social reality. The qualitative 

research approach was suitable for the study because the researcher was interested in in-depth 

interviews of participants to generate data from natural settings and the real world of work. 

 

1.8.2 Research paradigm 

The research paradigm is like a lens that social researchers use in order to look at society and its 

problems (Haven & Van Grootel, 2019:324). Research paradigms enhance the understanding of 

phenomena and how they could be resolved. According to Haradhan (2018:2), paradigms are used 

to explore people's behaviour, perspectives, feelings, and experiences and what lies at the core of 

their lives. Research paradigms, therefore, sharpen our understanding of the social reality. Kivunja 

and Kuyini (2017:26) maintain that research paradigm is used to describe a researcher’s 

“worldview,” which can be viewed as a perspective, thinking, school of thought, or set of shared 

beliefs that inform the meaning and or interpretation of research data. A research paradigm is a 
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basic belief system and theoretical framework with assumptions about the investigations 

conducted in research studies. Rehman and Alharthi (2016:51) and Haradhan (2018:2) conclude 

by indicating that several research paradigms within qualitative research include positivist, 

interpretivist and critical paradigms. The interpretivist paradigm was selected for use in this study. 

 

The interpretivist paradigm was used in this study because it falls within the qualitative research 

approach. Therefore, the interpretivist paradigm is preferred over the positivist quantitative 

paradigm because it is non-numerical and wants people to explain the phenomenon in detailed 

statements and opinions. An interpretivist paradigm maintains that qualitative research avoids 

numbers, deals with interpreting social realities, and is considered soft research (Haven & Van 

Grootel, 2019:324). Soft research provides less accurate data and cannot be effectively 

generalisable. Most social science research utilises an interpretivist paradigm in which data are 

usually collected through open-ended questions. In this regard, Rehman and Alharthi (2016:55) 

maintain that qualitative research provides researchers with the opportunity to ask open-ended 

questions and listen to the views of the participants during interviews. The interpretivist paradigm 

was suitable for the study because it allowed the research participants to explain their feelings 

about implementing the ECD programme in detail. 

 

1.8.3 Research design 

A research design could be viewed as a direction map which the researcher follows in order to 

conduct a research study in a professional and effective manner. Aspers and Corte (2019:146) 

define a research design as a tool that describes the procedures for conducting the study, including 

when, from whom, and under what conditions that data will be obtained. A research design is a 

strategic plan for a research project, setting out the broad structures, and features of the research 

(Johnson, Adkin & Chauvin, 2020:140). These authors further state that a research design must be 

viewed as an approach for collecting data that combines the validity of results with an economy of 

effort. Such an approach should include decisions on the case site, sample, data collection, and 

analysis. The research design is, therefore, a plan or a checklist that includes the most important 

aspects that are accordingly conducted to achieve the research goal and its related objectives.  

 

A researcher can use various sets of research designs for the duration of a research study. The 

research design that the researcher will use in this study is a multiple case study. Also referred to 
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as a collective case study, a multiple case study research design is defined as an instrumental 

study where multiple cases are studied simultaneously to refine an existing theory. However, each 

case is an individual inquiry (Karlsson, 2016:5). A multiple case study enables the researcher to 

explore differences within and between cases. According to Baxter and Jack (2008:548), the goal 

of a multiple case study design is to replicate findings across cases. It allows the researcher to 

retain the holistic characteristics of real-life events while investigating empirical events, namely 

multiple sources of evidence. According to Yin (2011), multiple subject cases are useful for 

complex cases or those involving many actors.  

 

1.8.4 Population and sampling 

1.8.4.1 Population  

Population is composed of all units of analysis. That is, all things, people, cities, etc., under 

investigation in a research study (Johnson et al., 2020:142). Populations are attributes with the 

characteristic features of people and other entities which are of interest to researchers. In the 

context of this study, there are a number of populations, namely ECD centre managers and 

practitioners, TVET college ECD lecturers, and their respective ECD educators in training. There 

are 21 registered ECD centres within the Kutama-Sinthumule area in the Makhado local 

municipality of the Limpopo Province and one TVET college. 

1.8.4.2 Sampling   

The purposive sampling method was used in this study. Sampling is defined as a process through 

which a small number of units of analysis are selected from the general population (Stefor et al., 

2020:597). A sample consists of a relatively small number of individuals or other units selected 

from a larger population according to a set of rules (Asper & Corte, 2020:597). Samples are few 

in nature, and most social science samples could range from eight to 12 individuals involved in 

the study (Johnson et al., 2020:141). Guest, Namey, and Chen (2020:3) maintain that social 

science research often works with small samples of people, cases, or phenomena in particular 

settings and contexts. Small samples are relevant for this study because in-depth interviews were 

applied as a data collection method. Purposive samples consist of units deliberately selected to 

provide specific information about the population (Johnson et al., 2020:141). 
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On the other hand, Guest et al. (2020:5) posit that another form of non-probability sampling is 

purposive sampling, which is characterised by the use of judgment and a deliberate effort to 

obtain representative samples by including presumably typical areas or groups in the sample. 

Therefore, purposive sampling was used to select the following samples for the study: 10 ECD 

centre managers, 10 ECD centre practitioners, five TVET college ECD lecturers, and their 

respective 10 TVET college ECD educators in training. In this regard, 10 ECD centre managers 

were selected on the condition that they managed all the activities, tasks, and records of the 

centres participating in the study. Ten ECD centre practitioners were selected because they 

interacted with children at the centres. Furthermore, five TVET college ECD lecturers were 

selected because they lectured ECD at the college, and 10 TVET college ECD educators in 

training were students.   

 

1.8.5 Data collection instruments 

Three data collection instruments, namely in-depth interviews, participant observation, and 

document analysis, were used to generate data in this study. In-depth interviews allow research 

participants to answer questions posed to them by the researchers; participant observation 

provides researchers with an opportunity to interact with research settings in which their research 

units exist, and document analysis entails the process in which researchers obtain records from the 

institutions under review to supplement data they gathered through interviews.  

 

1.8.5.1 Interviews 

Interviews are conducted in areas of the research description where research participants are 

required to describe the phenomenon under investigation. Bansal et al. (2018:1193) maintain that 

interviews occur when researchers ask one or more research participants general open-ended 

questions and record their answers. An interview is an alternative approach to interviewing that 

permits greater depth towards answering research questions from the research participant’s 

sessions (Rutakumwa, Mugisha, Bernays, Kabunga, Tumwekwase, Mbonye & Seeley., 

2020:566). During this type of interview, researchers enter into discussions with research 

participants, who are called interviewees, in order to encourage the latter to explain their feelings, 

beliefs, opinions, and experiences of the phenomenon under investigation. 
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1.8.5.2 Participant observation 

The researcher became part of the institutions, namely the ECD centres and a TVET college, 

where the researcher intended to conduct the data collection method. According to Aspers and 

Corte (2019:149), participant observation involves an interaction between the researcher and the 

participants in their primary settings so that the information obtained from the research 

participants is supplementary to their responses. During observation, researchers gather important 

information to answer the research question by interacting with the participants and their natural 

environments. On the other hand, Darby, Fugate, and Murray (2019:12) maintain that participant 

observation is a procedure for generating an understanding of the ways of life of others. 

Participant observation requires that researchers engage in some relatively prolonged period of 

participation in a community, group, and centre in order to take part in the daily activities, 

management, and operations. A key feature of participant observation is that the observer seeks to 

become a member of the observed group. In this way, they can obtain a large amount of 

information about the group’s nature of existence.  

1.8.5.3 Document analysis 

Document analysis was an additional data collection method in this study. This is because when 

the researcher conducted observations, she also gathered different documents and records, which 

she used as information to support the process towards answering the main research question 

mentioned throughout this study. Document analysis is defined as a research technique for making 

replicable and valid inferences from data to their context (Nassaji, 2015:130). These data are in 

the form of records obtained from the documents available at the ECD centres and a TVET 

college. For Kyngas, Mikkonen and Kaariainen (2020:9), content analysis is a type of non-

reactive research because the researcher is expected to observe or gather data without interfering 

in the ongoing flow of everyday events taking place at the site of the data collection process. 

Indeed, document analysis is a data collection method that is used to collect information related to 

research studies from things other than people, such as books, programmes, policy frameworks, 

and records. Nassaji (2015:130) agrees by mentioning that document analysis traditionally deals 

with written textual material obtained from texts that have already been produced for some other 

purpose.  
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1.8.5.4 The use of multiple research instruments  

Multiple research instruments were used to supplement primary data collected through interviews, 

with secondary data obtained through participant observation and content analysis. Researchers 

can use secondary data collection methods to supplement primary data collected through 

interviews. A detailed explanation of the phenomenon under investigation is obtainable through 

primary data (in interviews) supplemented in this manner (Raja & Priya, 2021:7). Writers such as 

Kumar (2011:127) regard this approach as the use of multiple research instruments, which tends 

to enhance the richness of the information collected interviews. In addition, the researchers could 

generate information collected through other instruments. According to Kawulich (2016:4), using 

this type of multiple research instrument starts by interviewing research participants and 

observing events that informants may be unable or unwilling to share when doing so through 

participant observation and content analysis.  

1.8.5.5 Data analysis 

Data analysis is a process of interpreting the research findings. Qualitative data analysis is 

challenging to conduct (Stenfor et al., 2020:598). It involves a lengthy process of transcription, 

coding, and report compilation. Asper and Corte (2019:146) maintain that transcription involves 

recording until you can transcribe and put all words mentioned by the research participants in 

written content. The researcher conducted a transcription process in order to analyse the 

qualitative data. This process was achieved by transforming information from an audio recording 

into written text. The text was then analysed. 

On the other hand, Stenfor et al. (2020:598) are of the opinion that thematic data analysis 

techniques were primarily an inductive process of organising data into categories and identifying 

patterns and their respective relationships. In this way, data could be reduced until grouped into 

categories, headings, or sub-headings. In this study, the researcher identified and interpreted 

categories related to the research topic by compiling a research report. 

1.8.5.6 Ethical considerations 

Ethical considerations entail that the researcher shall not knowingly expose the research 

participants to physical, psychological, and emotional harm (Kivunja & Kuyini, 2019:28). If 

researchers fail to protect the research participants from these harms, the researcher will be 

defined as having conducted an unethical practice. Thus, being ethical limits the choices that 
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could be made in the pursuit of truth. Ethics say that while the truth is good, respect for human 

dignity is better, even in extreme cases (Arfin, 2018:30). Researchers are compelled to adhere to 

the promotion, protection, and fulfilment of research participants’ fundamental human rights 

during the data collection process. The central ethical issue surrounding data collection through 

interviews is that research participants should not be harmed or damaged in any way by the 

research. For example, if a participant becomes anxious or upset during the course of an 

interview, the session should be immediately abandoned (Zawacki-Richter, Mugisha, Bernays, 

Kabunga, Tumwekwase, Mbonye & Seeley, 2020:41). The researcher addressed different types of 

ethical considerations in this study, including harm to subjects, informed consent, anonymity, 

confidentiality, and deception.  

 

 Harm to subjects 

According to this ethical consideration, qualitative researchers must propose and develop roles 

that ease entry and facilitate receptivity of environments and participants’ co-operation. 

Researchers must demonstrate that they can conduct research in such a way that neither the setting 

nor the people in it are harmed (Arfin, 2018). Harm to subjects may include emotional or 

psychological distress, as well as physical harm. The potential for harm varies by research 

method; it is more likely to occur in experimental studies where the researcher manipulates or 

does something to the subjects, namely research participants.  

 Informed consent 

This criterion emphasises the importance of both accurately informing your subjects or 

respondents about the nature of the research and obtaining their verbal or written consent to 

voluntary participate in the study. Arfin (2018) states that informed consent is a process that 

precedes fieldwork in which the people to be studied are informed of the goals and methods of the 

research and then asked to participate in the project. In this regard, voluntary participation is the 

main prerogative of informed consent. Researchers should write an informed consent statement 

that research participants read, complete, and sign. Informed consent means that the research 

participants must be given all the information regarding the research to provide the researcher 

with written consent agreeing to participate in the study. 
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 Anonymity  

Research participants in the research studies would not be identified by their names and other 

biological characteristics, which can be used for their identification and the information they share 

with the researcher (Arfin, 2018). The concept of anonymity is an important element of the ethical 

considerations that require keeping the identifying characteristics of the research participants 

away by use of numbers or codes to identify them. Anonymity will only be attainable when the 

researcher identifies research participants by means of pseudonyms, that is, calling them with 

numbers instead of their real names and other characteristic features that make them easily 

identifiable by others within the community. Anonymity is a form of ethical consideration that is 

intended to hide the identities of the research participants. 

 Confidentiality  

Confidentiality is an ethical consideration that entails that whatever researchers obtained from the 

research participants during the research remains between them and that the information shall in 

no way be revealed to other unauthorised persons (Arfin, 2018). Confidentiality extends to all 

information relating to a person’s physical and mental condition, personal circumstances, and 

social relationships which is not already in the public domain. Confidentiality is a type of ethical 

consideration which proclaims that researchers are not allowed to share information they obtained 

from research participants with other unauthorised persons and institutions.  

 Request for permission 

Most social science research studies occur in areas where they should first be given permission by 

the programme custodians or projects the researcher attempts to investigate. For Pillay 

(2014:195), permission to carry out an investigation should always be sought at an early stage 

before the investigation is conducted. Therefore, researchers should first obtain permission to 

conduct their studies from the management of the organisations and or institutions before they can 

commence with the data collection process. Requests for permission to conduct in-depth 

interviews, participant observation, and content analysis were obtained from the ECD centres and 

a TVET college in Limpopo Province. Appendix A allows the research participants to voluntarily 

participate in the study without being coerced, deceived, harmed, or otherwise. 
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1.9  TRUSTWORTHINESS OF THE RESEARCH 

The trustworthiness of qualitative research is addressed through the concepts of validity, 

reliability, credibility, transferability, dependability, and conformability. The discussion on the 

application of these concepts follows below: 

1.9.1 Validity 

The concept of validity entails that the research instrument can yield the exact description of the 

social reality under investigation by researchers. According to Kumar (2011:14), validity refers to 

reliable, true, and accurate data. It is closely associated with the nature of the research 

instruments, which provide researchers with information nearest to their quest for investigating 

phenomena under their studies. Therefore, validity could be accurately attained by means of 

constructing research instruments that obtain similar answers from research participants over time. 

Thus, validity entails that when a research instrument is used again in a different study, it tends to 

obtain similar answers to those gained during the first time it was used (Stahl & King, 2020:26). 

1.9.2 Reliability 

Reliability is the extent to which results are consistent over time and an accurate representation of 

the total population under study (Darby et al., 2019:12). Reliability typically occurs when the 

results of a study can be reproduced under a similar methodology then the research instrument is 

considered to be reliable in character. According to Kyngas et al. (2020:36), reliability means the 

ability of an independent administration of the same research instrument to produce similar results 

if applied in different research settings with similar research participants. 

1.9.3 Quality criteria 

Research findings, analysis, and conclusions should be based on the quality criteria, which require 

that they be supported or confirmed by other researchers researching similar phenomena at 

different periods in time (Stenfors et al., 2020:597). Quality criteria focus on research studies 

within the required standards and the optimisation of professional conduct and practice. 

According to Stahl and King (2020:26), quality criteria are a research concept that qualifies 

research studies due to their compliance with the aspects of credibility, dependability, 

transferability, and confirmability. Qualitative researchers ensure that their findings are credible 
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and trustworthy by aligning their studies to the quality criteria requirements (Linneberg & 

Korsgaard, 2019:266). Research findings obtained by researchers must be corroborated by 

findings from other studies conducted by researchers in diverse research settings in the past. 

1.9.3.1 Credibility 

Credibility is a type of quality criterion seeking to ascertain that social science researchers 

maintain appropriate standards, guidelines, and principles when conducting their respective 

research studies. According to Stenfors et al. (2020:597), credibility is a research quality criterion 

intended to address the research methodological limitations that some research studies might face. 

Credibility is considered for the purpose of informing other researchers that a study was 

conducted properly, standardised, and supported by independent researchers in the field and 

practice. For McGrath, Palmgren and Liljedalh (2019:1005), credibility entails the importance of 

information obtained from a source that is believed to be original and a true reflection of what 

they had reported in studies. Credibility simply means that whatever a researcher investigated, 

analysed, interpreted, and concluded becomes in line with what other current and future 

researchers could arrive at. Therefore, the researcher’s study was credible because it was 

scrutinised by various individuals and committees, namely her respective study promoter, external 

examiners, and the ethical committee at the College of Education, University of South Africa 

(UNISA).  

1.9.3.2 Transferability 

Transferability refers to the degree to which the results of qualitative research can be generalised 

to other contexts or settings (Campbell, Greenwood, Prior, Shearer, Walkem, Young, Bywaters & 

Walker, 2020:656). In this case, quality would be maintained by ensuring that data for the 

research could be generalised to other research settings. In an attempt to define the aspect of 

transferability, Vazire (2018:4) posits that transferability is a type of quality criteria that demands 

that researchers apply their respective research approaches and methodologies in a manner that 

they are supported by others. Therefore, Stahl and King (2020:27) maintain that transferability is a 

quality criterion applicable to similar contexts, providing researchers with what others have 

gained in the past. Transferability entails that your research study’s data collection, findings, 

analysis, interpretations, conclusions, and recommendations are considered important by other 

researchers in the field and practice avenue. The researcher ensured that other researchers could 

replicate her study in the near future. This entails that her study created a platform from which 



20 
 

 

other researchers could create their own respective foundations necessary to conduct their studies 

and fill the gaps mentioned above.  

1.9.3.3 Dependability 

Research studies should be conducted in a manner that they become future sources that 

researchers could cite as authoritative information. Researchers should mainly rely on information 

provided by other researchers in journals, research articles, and scholarly books. Stenfors et al. 

(2020:597) view dependability as a requirement for all research studies to supply consumers with 

adequate and precise results. Adequate and precise results are only obtainable from sources with 

academic and professional authorship. On the other hand, Campbell et al. (2020:656) contend that 

dependability is concerned with whether researchers would obtain the same results as those 

obtained by other researchers if they observed the same thing twice. Dependability entails that 

sources of written work could be regulated by the standards and suggestions obtained from the 

scholarly people (Stahl & King, 2020:27). Dependability was adequately addressed in order to 

allow the research plan, that is, the research design to follow the scientific systems expected by 

the whole range of other research practice and field.  

1.9.3.4 Confirmability 

Conformability entails that the researcher's research results should be confirmed or corroborated 

by others (Stenfors et al., 2020:598). It also means that researchers applying similar methods and 

samples at different periods in time should arrive at the same findings, analysis, and 

interpretations in their separate studies. Similarly, Vazire (2018:4) views conformability as some 

form of research findings that various researchers arrived at over time. Conformability means that 

the statements included in the research reports are supported by evidence. Campbell et al. 

(2020:657) define confirmability as the extent to which the research findings are based on the 

study’s research participants and settings instead of the researchers’ biases. 

1.10 DEFINITIONS OF KEY CONCEPTS 

1.10.1 Early Childhood Development 

The Early Childhood Development programme seeks to better develop the capacity of children 0 

to 5 years old (Van Niekerk et al., 2017:77). It is a programme aimed at preparing children for 

their involvement in the formal school environment (Atmore et al., 2012:121). In this study, Early 
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Childhood Development means all activities and programmes planned for implementation and 

evaluation for the establishment, development, and maintenance of the developmental aspects of 

children before they enter a formal schooling programme.  

1.10.2 Early Childhood Development practitioners 

Individuals involved in the ECD centres are called practitioners in the ECD centre environment 

(Williams & Mann, 2011:50). ECD practitioners are, therefore, individuals responsible for 

teaching and training children. For Manzunzu (2019:17), ECD practitioners are also called 

caregivers. These individuals are expected to feed children nutritious food and maintain their 

health, safety, and security. In this chapter, ECD centre practitioners replace parents once children 

enter the centres.  

1.10.3 Effectiveness 

Workman and Ullrich (2017:3) state that effectiveness is a condition that shows evidence of the 

positive impact of high-quality. On the other hand, Lynch et al. (2016:247) view the concept 

differently because they state that state effectiveness depends upon the adults’ professional 

responsibilities to care, treat and support children at the ECD level of development. Woodhead et 

al. (2014:7) maintain that effectiveness is a specific entry point for interventions that have proven 

fruitful. Therefore, the concept of effectiveness means highly strategised interventions determined 

by the success of obtaining the goal and their respective objectives.  

 

1.11 LIMITATIONS AND DELIMITATIONS OF THE STUDY 

1.11.1 Limitations of the study 

When researchers state the limitations, they discuss the potential weaknesses in their study that are 

out of their control (MPEDU91, 2019:18). Limitations of the study mean the lack of authority of 

researchers in controlling potential weaknesses in their studies. Similarly, Ong’ayo (2018:9) notes 

that the limitations of the study are those characteristics of design or methodology that impacted 

or influenced the interpretation of the findings from the research. Limitations are generally 

described by the lack of authority and control over the weaknesses that emerge in the research 

process. In this study, anticipated limitations include significant time spent conducting different 

research collection methods such as interviews, participant observation, and document analysis. 
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Secondly, the researcher cannot generalise her findings from the small samples involved in the 

study.  

1.11.2 Delimitations of the study 

Delimitations refer to the parameters established by the researchers to accomplish the study’s 

goals and objectives that are controllable by the researchers. The researcher has authority over the 

limitations of the study. According to MPEDU91 (2019:18), when researchers state delimitations, 

they elaborate on those characteristics that limit the scope and define the boundaries of their 

studies. Delimitations are, therefore, under the researchers’ control. In addition, Ong’ayo 

(2018:10) contends that delimitations are choices made by the researcher which describe the 

boundaries that the researcher had set for the study. In this study, the researcher attempted to 

obtain generalisability by distributing her study among different research participants, namely the 

ECD centre managers and practitioners, the TVET college lecturers, and ECD educators in 

training, i.e. the use of different units of analysis. In addition, information obtained from 

participant observation and document analysis augmented the information gathered through 

interviews. 

 

1.12 LAYOUT OF THE RESEARCH STUDY 

The layout of the study was designed as follows: 

1.12.1 Chapter 1: Introduction and background 

Chapter 1 provides a general introduction and background of the study. The chapter covered a 

series of aspects, including the problem statement, research questions, and the aim and objectives 

of the study. In this study, the preliminary literature review was summarised by detailing the 

definition of ECD, its importance within the South African context, challenges in the provision of 

ECD programmes, and strategic interventions in addressing challenges in the implementation of 

ECD programmes. This section of the study also provides detailed explanations of the 

professional development of ECD practitioners. The last part of the chapter dealt with the research 

methodology and design.  
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1.12.2 Chapter 2: Literature review 

Chapter 2 outlined the literature review of the study. It defines ECD and explains it through the 

identification and discussion of important aspects such as challenges in the implementation of the 

ECD programme, improvement of the implementation of the ECD programme, and the 

professional development of ECD practitioners.  

 

1.12.3 Chapter 3: Research methodology and design 

Chapter 3 provided the guiding principles in relation to the research methodology and design of 

the study. The chapter covered important research concepts such as the research approach, which 

is qualitative research, the research paradigm identified and discussed under the interpretivist 

paradigm, and the research design. The research design was discussed along with its respective 

aspects, including pilot testing, population and sampling (purposive sampling), data collection, the 

trustworthiness of the study addressed through quality criteria and ethical considerations. 

 

1.12.4 Chapter 4: Data Presentation, analysis and interpretation of the study 

Chapter 4 presented the study's research findings. These findings were derived from in-depth 

interviews supplemented by secondary data obtained through participant observation and 

document analysis.  

1.12.5 Chapter 5: Summary, conclusions and recommendations of the Study 

The chapter outlined summaries of the research findings, drew some conclusions and made 

recommendations for the study. In a nutshell, the chapter suggested means for adequately 

answering the main research question: What is the effectiveness of TVET-trained ECD 

practitioners in addressing the challenges faced by public pre-schools in Limpopo Province? 

1.13 CHAPTER SUMMARY 

This chapter summarises the introduction of the study, problem statement, main research question, 

aim, and objectives of the study. The chapter addressed the preliminary literature review of the 

chapter, research methodology and design. In addition, the chapter summarized and defined key 

concepts. The study also presented the layout of the chapters in this study.  
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The succeeding chapter details a literature review and theoretical framework of the study.  
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CHAPTER 2: LITERATURE REVIEW 

2.1 CHAPTER INTRODUCTION 

The previous chapter presented the introduction and background which includes the problem 

statement, research questions and aim and objectives of the study, the preliminary literature 

review, the research methodology and design, definitions of key concepts, and the study layout. In 

this chapter, the researcher presents literature review around the effectiveness of TVET-trained 

ECD practitioners in addressing the challenges faced by public pre-schools in Limpopo Province. 

This literature review is divided and presented thematically, including the definition of ECD, its 

detailed explications, challenges in the implementation of the ECD programme, and the 

improvement of the implementation of the ECD programme.  

2.2 THEORETICAL FRAMEWORK 

According to Vinz (2022:23) in Tshifhango (2024:9), a theoretical framework offers an 

explanation and description of a theory that provides insight into the existence of the research 

problem being explored in the study. The theory guiding this study was contributed by Lev 

Vygotsky, which is called sociocultural cognitive development. This theory falls within social 

constructivism. In this regard, constructivism is a synthesis of multiple theories diffused into one 

form (Amineh & AsL, 2015:9). Such theories were obtained from behavioural and cognitive 

ideals. Bandura suggested the behaviourist theoretical approach, whereas Jean Piaget, a Swiss 

developmental psychologist, suggested the cognitive ideals. Amineh and AsL (2015:9) indicate 

that the constructivist stance maintains that learning is a process of constructing meaning because 

it describes how people make sense of their experiences. Constructivism is an approach used to 

investigate children’s understanding of the sociocultural world around them and increase their 

high level of thinking. 

In the context of this understanding, Amineh and AsL (2015) are of the view that constructivism 

could also be defined through four principles: (1) that learning depends on what individuals 

already know; (2) that new ideas occur as individuals adapt and change their old ideas; (3) that 

learning involves inventing ideas rather than mechanically accumulating a series of facts; and (4) 

that meaningful learning occurs through rethinking old ideas and coming to new conclusions 

about new ideas which conflict with our old ideas. Thus, children’s effective learning is 

determined by a constructive process in which learners learn to differentiate between new 
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knowledge and skills with the already acquired knowledge and skills. It is the manner in which 

learners can make sense of the materials they were taught. In addition, Jacobs et al. (2011:5) 

maintain that learners construct their own knowledge (understanding of the world) by comparing 

what they encounter in the physical and social world with their existing knowledge; they apply 

their previous experience to make sense of new information and that learners enter into the 

process of learning not by acquiring facts but by constructing their reality in social exchange with 

others. Amineh and AsL (2015:13) define social constructivism as a theory of knowledge in 

sociology and communication theory that examines the knowledge and understanding of the 

world developed jointly by individuals. The theory assumes that understanding, significance, and 

meaning are developed in co-ordination with other human beings. In this study, children at the 

earliest stages of development need to interact with others, adults, and the social and physical 

worlds in order to enhance their understanding of the world.  For Jacobs et al. (2011:41), social 

constructivism provides the teaching and learning environment with constructivist teaching 

practices that help learners to internalise, reshape, or transform new information, suggesting that 

learners should be helped to construct knowledge that is meaningful and useful in their own lives 

and that once learners have acquired effective learning skill, they can use these skills to learn 

whatever they wish to learn. 

Children’s pre-school teaching and training provide learning skills that transform them into self-

reliant and self-developed individuals when involved in the learning process. The social 

constructivist approach suggests that children should be provided with a step-by-step education 

and training programme until they are capable of learning on their own. This suggestion is 

included in Vygotsky’s Zone of Proximal Development (ZPD) concept. According to Amineh and 

AsL (2015:14), ZPD is defined as the distance between the actual developmental level determined 

by independent problem-solving and the level of potential development determined through 

problem-solving under adult guidance or in collaboration with more capable peers. ZPD captures 

the distance between what the learners can do by themselves and what they can do with the 

assistance of the adults. 

On the other hand, Landsberg et al. (2011:54) maintain that the ZPD rests on the principle of 

finding out whether learners can perform certain activities on their own to compare this with those 

they cannot do without the assistance of others. The aspect of “finding out” is embedded in the 

continuous assessment of children’s attempts to learn independently until they are classified as 

having reached school readiness. Amineh and AsL (2015:12) believe that reflecting on teaching 
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practice contributes to the teacher’s ability to cross the bridge in terms of how they think and 

believe about teaching, and the nature of the teaching has contributed to the learning process of 

the learners. Teachers, including ECD practitioners, should be able to measure whether their 

teaching process has changed their respective learners’ ability to become self-sufficient during 

learning. This is strongly supported by Jacobs et al. (2011:42), who insist that teachers should 

assess learners on a continuous basis in order to find out whether their teaching has changed the 

learning capabilities of learners.  

According to the ZPD, effective assessment of learners’ academic performance is necessary. In 

this regard, Landsberg et al. (2011:54) are of the view that the ZPD is adequately addressed 

through a process called scaffolding. Teachers, including the ECD centre practitioners, mainly use 

scaffolding when teaching learners skills (Jacobs et al., 2011:169). A scaffold is an equipment 

applied in the construction process to lift the building workers to a series of levels of a building 

constructed. Similarly, within the learning process of children, scaffolding entails that children 

should be provided with new knowledge and skills step-by-step until educators become satisfied 

that children have reached certain stages of learning requiring new information. According to 

Jacobs et al. (2011:169), teachers should gradually give less and less assistance until, eventually, 

the learners take over. In other words, until they learn to do the skills independently. Scaffolding 

entails that once learners are assisted to reach certain stages in their learning process, they should 

be left alone to continue learning on their own. Social constructivism is, therefore, a theory 

relevant to investigating the effectiveness of TVET-trained ECD practitioners in addressing 

challenges facing public pre-schools in the Limpopo Province.  

 

2.2  DEFINITIONS OF EARLY CHILDHOOD DEVELOPMENT 

ECD is defined differently by several researchers and authors. ECD is a programme that prepares 

children for schooling before they reach that stage of development in their lives. According to 

Atmore et al. (2012:121), ECD is the process by which children grow and thrive physically, 

mentally, emotionally, morally, and socially from birth to nine years of age. Children aged 0 to 9 

years acquire these aspects during their interaction with the ECD centres in their developmental 

stages.  
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Similarly, Van Niekerk et al. (2017:77) define ECD as a programme that seeks to improve 

services by developing capacity, specifically through providing a resource-based professional 

skills development programme that enables more effective population-based ECD coverage for 

those otherwise excluded. ECD educators and caregivers need adequate education and specialised 

skills training to promote the child’s development and education. In line with this requirement, 

Chiparange and Saruchera (2016:129) maintain that educationists and scientists worldwide draw 

attention to the importance and advantages of pre-school programmes for the holistic development 

of the child. Without this education and training, educators and caregivers would be unable to 

provide children with quality care and education.  

The excluded entails children, including those drawn from impoverished families and 

communities. Van der Vyver (2012:142) insists that all children should have access to ECD 

programmes, regardless of extraneous variables such as geographic, socio-cultural, 

socioeconomic, political, and religious affiliations. ECD is a programme within the Early 

Childhood Care and Education Services (ECCE). It becomes one component of the broader 

package of ECD services, which relate specifically to services and programmes that provide care 

and developmentally appropriate educational stimulation for groups of young children in centres 

and/or in community- or home-based programmes (Martin, 2018:2). This programme is accessed 

by children before they are ready for formal education, which typically begins at the schooling 

level. Change in child’s development is obtained from their interaction with teaching and learning 

within the pre-school education system (Chiparange & Saruchera, 2016:129). The ECD 

programme prepares children for their involvement in the formal school environment. Therefore, 

it can be asserted that ECD is a foundation for success in future learning in children (Atmore et 

al., 2012:121). This means that children denied access to ECD might find it difficult to learn in a 

normal schooling environment.  

2.3 KEY ASPECTS OF THE EARLY CHILDHOOD DEVELOPMENT  

ECD is a concept that is difficult to explain in a single sentence. The research divided this concept 

into several sub-topics, which, when separately identified and discussed, could provide a good 

picture of what it entails. The sub-topics involved in the explications of ECD are discussed below.  
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2.3.1 The ECD programme is meant for young children 

The ECD is a programme aimed at creating a foundation for children to access formal education at 

primary schools. Mbarathi et al. (2016:8) maintain that the ECD programme plays a substantive 

role in preparing a child to thrive in their future primary and secondary school education. The 

concept of a child is defined as a person whose developmental stage relies heavily on the care for 

and support of adults such as parents, caregivers, and other community members. According to 

Biersteker et al. (2016:340), ECD centres are established and developed to cater to infants, 

toddlers, and older children who are not yet ready for primary school. ECD caregivers and 

educators should be trained to handle children’s cognitive education and development 

(Chiparange & Saruchera, 2016:130). The children are left by parents for care and support by 

caregivers who specialise in looking after children.  

On the other hand, Bennett (2008:46) accurately provides the ages of children attending ECD 

centres as those between 0 to 6 years of development. In line with this understanding, Martin 

(2018:3) contends that very young children (0 to 2 years) are disproportionately represented 

among those included in the ECD centres. The researcher believes that ECD is also intended for 

children above two years of age until they are ready for primary school education at the Grade R 

level. On this account, Atmore et al. (2012:126) confirm that the main ECD policy priority of the 

South African government after 2001 has been establishing a national system of provision called 

Grade R for children aged 5 to 6.  In this regard, ECD has become a priority sector within South 

Africa, particularly in ensuring equity and high-quality care for the youngest members (ages 0 to 5 

years old) of the population (Mbarathi et al., 2016:4).  

The researcher is of the view that children attended by the ECD centres are those who have not yet 

reached the developmental stage of participating in the formal teaching and learning process. Hall 

et al. (2017:4) also support this, insisting that the essential package in the ECD programme covers 

the period from conception until children start formal schooling at the Grade R level of education. 

Therefore, children between 0 and 5 are individuals covered by the ECD programme. A basic 

tenet of quality ECD is that the child should be central to the ECD curriculum, referred to as 

child-centred practice in character (Manzunzu, 2019:16). 
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2.3.2 The ECD programme addresses the developmental needs of children 

Children are individuals who lack adequate physical, psychological, and emotional maturity. As 

such, they are involved in the ECD centres to gain the required level of maturity. In this regard, 

ECD encompasses the holistic emotional, physical, and cognitive development of children aged 0 

to 8 years (Martin, 2018:1). ECD centres are structured in a manner that they provide children 

with the properties necessary for their developmental stages. According to Mbarathi et al. 

(2016:8) and Atmore et al. (2012:121), ECD centres are required to see to it that children obtain 

the necessary stimulation to develop their sensory, emotional, cognitive, social, physical 

development, and spiritual development. The ECD programme covers a variety of child’s 

development, including their nutritional requirement, health, motor skills, emotional, social, and 

cognitive development (Chiparange & Saruchera, 2016:129). One addressed in children is that the 

developmental attribute adequately prepares them for their readiness to attend schooling at the 

formal educational level.  

In the context of this foundational level, there is an investment in the ECD programme, which 

specifically leads to a physically and mentally healthier population (Eremenko & Esposito, 

2019:28). In this context, dedicated resources should be channelled towards ensuring that infants 

and young children are well cared for and receive appropriate emotional, cognitive, and physical 

development stimulation (Education, Training and Development Practices Sector Education and 

Training Authority [ETDP SETA], 2021:26). The mental health of children could also be attained 

in this regard. Children obtain healthy behavioural patterns as they play along and learn with peers 

at the ECD centre. This is supported by Bennett (2008:57), who maintains that the ECD 

programme provides children with the framework of well-being, holistic development, learning, 

and participation. Children involved at these centres learn to share, play, and interact with others, 

as well as caregivers and educators.  

Caregivers and educators of early childhood education should know what they should be able to 

do and how they should teach (Chiparange & Saruchera, 2016:129). They should be equipped 

with education and training to provide children with quality education, care, and services. 

Biersteker et al. (2016:335) and Williams and Mann (2011:3) add that the ECD programme 

improves a level of children’s comprehension, including mathematics, reading achievement, 

language, reasoning and problem-solving. This shows that the programme improves the holistic 
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development in children by way of paving their readiness in writing, reading, calculating, reciting, 

etc. Relating well to others and forming friendships are aspects acquired by children as they 

become involved in the ECD programme centres.  

The programme contributes to the global development of children as it adequately meets its 

specific goal, namely addressing the developmental needs of children. Therefore, the ECD 

programme becomes child-centred in that it aims to improve the child’s developmental needs. 

According to Smith et al. (2018:10), the programme ensures that all children have access to 

quality care and learning experiences in the crucial years before they enter school. Therefore, all 

children entering ECD centres should receive quality care, learning, and support from educators 

and supportive staff. Chiparange and Saruchera (2016:131) believe that the quality care of 

children is usually conducted by qualified personnel, such as caregivers who provide instruction 

within the ECD environment. In conclusion, Bennett (2008:42) contends that government 

agencies in charge strongly focus on the well-being and holistic development of children in early 

childhood services. This entails that children must be protected and provided with the necessary 

quality education in line with their developmental stage. 

2.3.3 ECD is a national programme 

ECD is classified as a national programme in the context of this research study. Indeed, ECD is a 

State pre-school programme established for the purpose of serving minors (Smith et al., 2018:35). 

It is a programme supported by three national departments in South Africa, namely the 

Departments of Social Development, Basic Education, and Health (Atmore et al., 2012:123). The 

ECD programme is specifically concentrated on increasing access and enhancing the quality of 

services for children from disadvantaged backgrounds. Marginalised children are mostly drawn 

from impoverished family households, rural areas, and informal settlements. These children 

require assistance, care, and education from caregivers and educators who access training and 

professional development to deal effectively with them (Mitter & Putcha, 2018:6).  

Marginalised children must access the ECD programme without difficulty. According to Bennett 

(2008:37), the nation state responsibility for early childhood education and care services has been 

assigned to national departments with goal-setting, policy making, funding, and regulatory 

systems. The National Department of Social Development (DSD) is focused on the birth to four-

year-old cohort, the Department of Education (DoE) is responsible for the 5 to 9-year-old age 
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cohort, whereas the Department of Health covers the birth to nine-year-old age cohort (Atmore et 

al., 2012:121). The ECD programme covers services for children aged 0 to 9 years. According to 

Hall et al. (2017:4), the South African government led the development of the ECD programme 

aimed at providing a multisectoral enabling framework for ECD services. In line with the afore-

mentioned, the ECD programme becomes some form of intervention realised through interaction 

between different national government departments within the South African context. The 

realisation of the right to ECD requires that the State adopt a rights-based, multi-sectoral, co-

ordinated, integrated, and adequately resourced national ECD strategy (Martin, 2018:1). It is a 

strategy which is conducted by individuals who are educated and trained in areas of management 

including, co-ordination, supervision, organisation, leadership, and others (Mitter & Putcha, 

2018:5). Higher educator qualifications are related to improvements in supporting children’s 

development, the scheduling of activities, organisation and arrangement of the learning classroom, 

and creation of a warm and friendly environment for interactions. A national programme of this 

nature requires the state’s obligation to protect, respect, and promote the right to ECD, which is 

also governed by other international, African, and national legal instruments. 

2.3.4 The ECD programme is regulated by legislative frameworks 

The societal legislative frameworks regulate national programmes, including the ECD. Some of 

the legislation relevant to the establishment, development, implementation, and evaluation of the 

ECD programme are identified and discussed in this section of the chapter.  

2.3.4.1 The White Paper 5 on Early Childhood Development 

The White Paper is promulgated by the DoE. The purpose of the department is to commit itself to 

addressing inequitable provisioning of ECD through universalisation of the Reception year in all 

public schools. Grade R is the first year young children enter the formal education system at 

schools. Once the national curriculum guidelines for 4 to 5 years olds are implemented, provincial 

education departments will have a significant role to play in supporting and monitoring pre-Grade 

R services (Biersteker et al., 2016:7). This journey translates into the school readiness for children 

commencing with their Grade R education at formal school education. 

2.3.4.2 The White Paper 6: Inclusive Education 

This White Paper is also promulgated by the DoE, and its main purpose is to establish procedures 

for the early identification and remediation of barriers to learning, including disabilities, through 
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the public education system. This White Paper addresses matters of inclusive education, which 

directs that all children access education regardless of socioeconomic, political, and disability 

statuses. Inclusivity is undermined in areas purported by Van der Vyver (2012:142), who shows 

that they are determined by low access, low programme quality, and low levels of educator 

qualification at the ECD centres, especially in rural areas and informal settlements within the 

South African context.  

2.3.4.3 The National Integrated Plan for ECD 2005-2010  

This is a national multisectoral plan for realising a comprehensive ECD package, especially for 

children aged 0 to 4 years. This legislative piece is concentrated on the developmental stages of 

birth to four years of age.  

 

2.3.4.4 The Children’s Act as Amended 

The Act regulates the registration and minimum standards for ECD services for children up to 

school-going age. Minimum standards are usually regulated to ensure all children admitted at 

Grade R should have attended the ECD programme. This Act probably aims to ensure that no 

child is left behind in the educational system, no child is without food and is not protected and 

neglected.  

 

2.3.4.5 The Green Paper on Families 

The Green Paper is promulgated by the DSD and seeks to commit the State to develop family-

strengthening programmes, including parenting programmes and the promotion of ECD in 

disadvantaged communities. The ETDP SETA (2021:22) supports that ECD programmes and 

interventions in communities are demanded by communities and families who want quality ECD 

programmes for their children at an affordable cost. Parents must be provided with parenting 

programmes in order to improve their skills and attitudes towards the education and training of 

their children. 

2.3.4.6 The National Development Plan 2030: Our Future 

The plan is the national development plan for South Africa, which targets the provision of 

Integrated Early Childhood Development (IECD), especially for the most disadvantaged children, 

as essential for the attainment of South Africa’s development goals (Martin, 2018:2). On the other 

hand, ETDP SETA (2021:21) reports that ECD interventions protect children against the effects 
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of poverty, poor nutrition, inadequate health care, and a lack of education. The National 

Development Plan is the relevant intervention to provide marginalised children with these 

requirements.  

2.3.5 Clarification of the legislative frameworks  

A successful and sustained implementation of the ECD programme is improved by clarifying 

legislative frameworks that are well-formulated and promulgated within South African society. 

The researcher identified several of these legislative frameworks, which are discussed in relation 

to improving the ECD programme.  

2.3.5.1 International legislative frameworks 

South African legislative frameworks in relation to the implementation of the ECD programme 

were obtained from the United Nations (UN). The UN is a community that demands all its 

affiliated countries to conform to its respective guidelines, regulations, and principles when they 

design and promulgate their associate legislative UN’s Convention on the Rights of the Child 

specifically aimed at respecting, protection, and promoting the fundamental human right of 

children; (2) the UN’s General Comment No. 7: Implementing Child Rights in Early Childhood is 

the promulgation intended to enforce countries to ensure that their respective children do not go 

hungry, not educated, and are without states; (3) the UN’s A World Fit for Children is a 

promulgation intended to realise the needs required by children as well as providing children with 

a normal, protective and secure environment free of intimidation, violence, and abuse; (4) The 

Convention on the Elimination of All Forms of Discrimination against Women is primarily aimed 

at addressing all forms of gender-based violence and domestic violence; (5) The African Charter 

on the Rights and Welfare of the Child is a legislation promulgated by the African Union (AU) 

with the aim of addressing the needs of children; (6) The Millennium Development Goals is a 

legislative framework established by the UN General Assembly, with an aim to improve the 

livelihoods of people throughout the world during this period in time; (7) a UNESCO’s Education 

for All advocate for the right to education for everyone without regard of their ages, 

socioeconomic, religious, and political backgrounds; and (8) the  Constitution of the Republic of 

South Africa which is concentrated within the protection, promotion, and fulfillment of the 

fundamental human rights and freedoms of all living within the South African society. 
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Another important legislative framework, namely the Children First Act, was legislated by the 

Government of Alberta, which promulgates that “The Minister shall establish a Children’s Charter 

to guide the Government of Alberta and its departments in the development of policies, 

programmes and services affecting children and to guide collaboration among departments and 

agencies, service providers and Albertans” (Eremenko & Esposito, 2019:9). The importance of 

addressing the children’s needs, including their access to education forms, part of this Act. 

According to Eremenko and Esposito (2019:4), this Act becomes a strong child-centred 

perspective requiring governmental policies, practice, and programmes to provide leadership to 

shift Albertans’ understanding and value of ECD in order to the benefit of all children. Legislative 

frameworks significantly impact the long-term viability of directly or indirectly addressing child 

health and well-being, educational outcomes, early learning and childcare and the child welfare 

system (Eremenko & Esposito, 2019:4).  

On the other hand, the G20 countries are invited to voluntarily submit projects, programmes, 

policies, or similar initiatives implemented domestically and or internationally to improve ECD 

programmes. In line with this requirement, the G20 Development Working Group (2018:6) 

maintains that in order for an IECD approach to lead toward improved outcomes, there is a need 

to institutionalise national-level leadership, enhance cross-sectoral collaboration between 

government ministries, and develop a common set of national guidelines on ECD. This approach 

promotes the early development of children under age three, especially in poor rural and ethnic 

minority areas, as well as breaking the vicious cycle of intergenerational poverty, societal 

disparities and inequality of opportunities (G20 Development Working Group, 2018:1). The IECD 

programme is an effective intervention directed at the improvement of the implementation of the 

ECD programme; it introduces various recommendations necessary for improving the 

implementation of the ECD programme. In line with this understanding, Smith et al. (2018:7) 

maintain that implementing these recommendations would help policy makers and programme 

administrators at all levels of government work together more effectively in their advancement of 

a common, core objective for ensuring that all young children get the start they need to develop 

their full potential as future students, workers, citizens, and leaders.   

 

Government programmes should be preceded by legislative frameworks that provide ECD centres 

with principles and guidelines for implementing their respective goals and objectives. In line with 

this understanding, the G20 Development Working Group (2018:5) maintains that important 
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aspects included in the frameworks should at least include project design, essential ECD service 

package development, capacity building, monitoring and evaluation, and policy advocacy. All 

these aspects lead to the effectiveness of the intervention package in the implementation of the 

ECD programme. In the context of this arrangement, the purpose of the evaluation includes 

important attributes such as exactly what was evaluated, how the evaluation was designed and 

conducted, what evidence was found, what conclusions were drawn, what recommendations were 

made, and what lessons were distilled (UNIFEM Evaluation Kit, 2009:2). The evaluation process 

seeks to inform ECD practitioners and community members about the manner in which the 

programme is achieving the proposed goal and objectives. The final evaluation report should be 

logically structured, containing evidence-based findings, conclusions, lessons, and 

recommendations. It should be free of information that is not relevant for overall analysis 

(UNIFEM Evaluation Kit, 2009:2). Evaluation can, therefore, be used for the purpose of refining 

and improving the implementation of the ECD process.  

2.3.5.2 South African legislative frameworks 

The National Integrated Plans within the South African context affect the ECD centre's proposal 

for the integrated programme of action for ECD (Mbarathi et al., 2016:22). This integrated 

programme aims at providing children with quality education as well as providing them with ECD 

services. The IECD programme is a multifaceted approach composed of different interventions at 

the national, provincial and local levels, family and community, and non-governmental levels.   

2.3.6 The ECD programme is derived from the policy frameworks 

Policies are documents that provide for establishing, developing, and maintaining programmes. 

For example, Biersteker et al. (2016:334) indicate that between 1994 and 2013, many policies and 

plans were piloted to expand Early Childhood Care and Education (ECCE) services. Policies can 

be designed and redesigned; as such, they could be continuously improved as programmes are 

conducted over the years. In this regard, governance relates to the allocation of responsibility for 

policy making and to the values, structures, and instruments that sustain policy in any given field 

and practice (Bennett, 2008:36). Policy making is the sole responsibility of the law-makers who 

are members of Parliament in South Africa. According to Williams and Mann (2011:11), effective 

policy making needs to be informed by advanced research, field, and practice. According to 

Chiparange and Saruchera (2016:130), ECD educators should have adequate knowledge and skills 
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in research, which could provide them with plans regarding what to teach, when to teach it, and 

why it is important to teach it. This information will effectively inform them of the strategic 

interventions required to improve learning among children at ECD centres.  

Practitioners in early childhood education and care are the relevant individuals required for the 

purpose of improving policies. Policies travel over long journeys and could take different names 

at different stages of development; for example, a draft policy is designed at the earliest stage of 

policy making process (Mbarathi et al., 2016:26). In most cases, policies could be used as 

guidelines. This is supported by Martin (2018:6), who provides an example of Investing in Young 

Children: An Early Childhood Development Guide for Policy Dialogue and Project Preparation. 

This was developed to facilitate policy dialogue around ECD and guide policy choices on the best 

ECD investments. The other is called A Science-Based Framework for Early Childhood Policy. 

According to Mbarathi et al. (2016:26), it provides a framework to guide policy makers on the 

best choices to address the needs of young children and their families. 

On the other hand, policies, laws, and programmes are closely related as their respective purposes 

tend to be similar in formulation. In this context, the DoE has introduced what is referred to as the 

Interim Policy for Early Childhood Development, which sets out the policy priorities for the 

national ECD strategy, including the correction of past imbalances, the need to provide equal 

opportunities, universal access and affordability, and documents the ECD model of provisioning. 

The ECD documentation, therefore, starts with the policy design, moves over to the signing of the 

law in the form of Acts and their related White Papers and Green Papers, and ends with 

implementing the programmes.  

2.3.7 The ECD programme is meant for the improvement of the livelihoods of the 

marginalised 

The ECD programme is inclusive in that it aims to attend to the needs of children from poor 

families and communities. In this regard, the informal ECD centres serve those who are socially 

and economically marginalised, particularly the poor households that lack access to formal ECD 

services (Mbarathi et al., 2016:18). The informal centres are predominantly public in nature and 

tend to expose disadvantaged children to high challenges of inadequate access to services. These 

are children living in poor family households and those in rural and informal settlements within 

the South African context. According to Martin (2018:3), the quality of ECD and ECCE services 
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remains problematic, especially for the most marginalised children living in poverty, very young 

children under the age of two years, children in rural areas, and those living with disabilities. ECD 

caregivers and educators are expected to master the knowledge, skills, and attitudes needed to 

address children’s material needs, stimulating programmes and learning materials their parents 

and families cannot provide (Van der Vyver, 2012:142). In the context of this understanding, the 

ECD programme provides marginalised children with learning resources they otherwise would not 

get in their respective family household environment. The ECD programme is, therefore, an 

effective intervention relevant to improving the livelihoods of marginalised children.  

Poor children are more likely to attend ECD centres that are considered disadvantaged. These 

centres have few facilities, poor infrastructure, and insufficient learning resources. Mbarathi et al. 

(2016:15) argue that children from poor families with no access to or cannot afford adequate early 

childhood education are less likely to advance academically than children from well-off families. 

On the other hand, Biersteker et al. (2016:17) are of the view that the involvement of and support 

for ECD programmes by parents is significant because the programme provides them with 

services, including care for babies, toddlers and young children, basic understanding of child 

development and interact, prepare and maintain an environment for babies, toddlers and young 

children.  

Children living in rural areas and informal settlements in South Africa are mostly affected by poor 

infrastructure. Mbarathi et al. (2016:17) state that children living in rural and informal urban areas 

cannot access formal ECD services due to their non-existence or inaccessibility. Formal ECD 

services require some monthly payment from parents and guardians, and as such, those who are 

unemployed or earn less are unlikely to afford these payments. Therefore, Williams and Mann 

(2011:49) posit that rurality might affect children’s access to care; however, deep and persistent 

poverty likely affects their ability to purchase childcare even when available. A rural child is 

deprived of the necessary access and quality education. Hall et al. (2017:32) maintain that young 

children are at more risk of child abuse and neglect because they are dependent on caregivers and 

are unable to protect themselves. Child abuse takes on different forms, including physical, 

psychological, emotional, and sexual forms. Mitter and Putcha (2018: i) state that the Early 

Childhood Workforce Initiative (ECWI) is a global, multi-sectoral effort to mobilise countries and 

international partners to support and empower those who work with families and children under 
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age 8. This initiative effectively addresses problems related to gender-based violence, domestic 

violence, and sexual abuse experienced by women and children in general.  

The socioeconomic deprivation and marginalisation of rural children would continue due to the 

reason that its roots emanate from the apartheid dispensation. Atmore et al. (2012:121) agree with 

this statement by indicating that apartheid and the resultant socioeconomic inequalities have 

created a childhood of adversity for most black South African children in the country, including 

inadequate access to health care, education, social services, and quality nutrition. Additionally, it 

may be very difficult to have physical access and the relatively high cost of getting services to 

children in rural areas (Hall et al., 2017:6). Rural areas and the informal settlements within the 

South African context lack the necessary infrastructure, health and education, which is easily 

accessed by their counterpart, namely the urban areas and metropolitans.   

2.3.8 The ECD programme is a necessary investment 

An investment in this study is classified as a benefit, and positive outcomes are obtained by the 

stakeholders within the ECD discourse, including children, parents, the communities, the 

government, and the general population. In this regard, Eremenko and Esposito (2019:29) 

highlight that while the purpose of ECD is not only to improve educational outcomes, the aspect 

of an abundant data set to provide a valuable discussion point concerning investment in ECD and 

the associated improvements in educational attainment is also necessary. It was reiterated that 

children attending an ECD facility were more likely to receive education opportunities as they 

grew older. In this instance, recent South African studies have indicated an association between 

pre-school attendance and better schooling outcomes (Biersteker et al., 2016:335).  

Children who attend high-quality programmes have better outcomes in several developmental 

domains. High-quality services within the ECD auspices are maintained by professionals and 

paraprofessionals; paid, unpaid workers, and frontline workers; and trainers, supervisors, and 

managers who acquired adequate education and training in education, health and nutrition, social 

protection, and child protection (Mitter & Putcha, 2018:4). Quality services are determined by 

skills development and professional growth for all individuals involved in the ECD programme. 

The ECD programme adequately provides children with a holistic curriculum; active children play 

with concrete materials, and sensitive and mediated caregiver/child interaction that contributes to 

better child outcomes (Biersteker et al., 2016:335).  
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The ECD programme is therefore supported by a specialised curriculum developed to meet the 

child’s educational needs. For Van der Vyver (2012:142), establishing ECD at rural sites in South 

Africa is challenging partly because early childhood and education for children’s learning require 

curriculum development relevant to children’s educational needs. Curriculum development 

enhances the child’s school readiness because the cohorts usually perform better on vocabulary 

and verbal and non-verbal reasoning. This is so because, according to Martin (2018:2), in order to 

realise the potential returns on ECD investments, the ECD services must support the following 

aspects: (1) the programme is delivered as a comprehensive and integrated package; (2) the 

programme is provided within the home, community, and through ECD centres; (3) the 

programme is provided as early as possible, preferably from when the foetus is in utero; and (4) 

that the programme must acquire a high-quality standard.  

Williams and Mann (2011:29) report that slightly more than one in five children, as reported by 

their parents, experience serious difficulties with emotions, concentration, behaviour, and 

interpersonal relationships. Children within this classification usually did not access the ECD 

programme. On the other hand, Eremenko and Esposito (2019:31) maintain that the benefit 

obtained from providing children with the ECD programme includes improved interaction with 

others, namely their peers, caregivers, and educators. Providing a rural child with access to the 

ECD programme is a benefit. This is contributed by Williams and Mann (2011:24), who strongly 

believe that rural young children are at a significant advantage at kindergarten entry because they 

receive the necessary child-rearing and transmission of cultural values from the ECD programme. 

ECD programmes effectively bridge the gap between the haves and have-nots because they are 

mainly aimed at providing marginalised children, those reared within poverty-stricken family 

households, children living in rural areas and informal settlements, and those living with 

disabilities with quality ECD education. On the other hand, Bennett (2008:41) posits that the 

investment in the ECD programme could also be in the form of the responsible agency in areas of 

public consultation, research, data collection, monitoring, and programme evaluation to ensure 

that early childhood policy is evidence-based and that national objectives for young children are 

being achieved. Evaluation is more focused on the importance of good processes and those 

encouraging close attention to the final products or outcomes of the implementation of the ECD 

programme (Wickson & Carew, 2014:3). In this context, information obtained from an evaluation 

effort is primarily used for the improvement of the implementation of ECD programmes.  
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Mbarathi et al. (2016:10) maintain that ECD’s provision shows clear societal benefits and gives a 

strong rationale for government, civil society, businesses, and households to provide essential 

resources to ensure children have equitable economic and social opportunities in their early years.  

Government, civil society, businesses, and households are the main beneficiaries of the ECD 

programme. The G20 Development Working Group (2018:6) adds that other benefits include 

areas with better leadership, as evidenced by a willingness to collaborate and financial 

commitment, which facilitates better integrated service delivery and ECD outcomes. On the other 

hand, Mitter and Putcha (2018:4) advise that the collaboration process could mean the 

mobilisation and involvement of aspects other than people and organisations, including 

competencies and standards, training and professional development, monitoring and mentoring, 

and recognition of the profession. All are accordingly collaborated for the successful and 

sustained implementation of ECD programmes. This aligns with the investments and benefits of 

accessing young ones with ECD programmes and education in general.  

2.3.9 The ECD programme addresses the needs of families and communities  

2.3.9.1 The needs of families  

The family needs and requirements entail that parents and guardians require their children to be 

looked after by the ECD centres when they are away at work or attending to other family matters. 

According to Smith et al. (2018:19), families often navigate the ECD programme to seek 

specialised service delivery systems in the centres. It shows that the centres acquired certain 

parental skills that parents lack. Against this backdrop, the ETDP SETA (2021:30) argues that the 

ECD programme is designed to educate and train a range of practitioners, including pre-school, 

crèche, and daycare educators and caregivers, childminders, home visitors, playgroup facilitators, 

ECD centre educators and managers, community development workers, childcare workers, and 

parent educators in parenting skills. All these practitioners are educated and trained in providing 

children with care, support, and education at ECD centres.  

Similarly, Van Niekerk et al. (2017:77) are of the notion that the ECD setting seeks to address the 

survival, development, protection, and participation rights of all young children. These attributes 

are not necessarily conducted by parents within the family household, and as such, parents and 

families might seek assistance from the ECD programme. For Williams and Mann (2011:55), the 

ECD programme has become the most effective and perhaps the required option to look after their 
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children when parents are away at work. According to Van der Vyver (2012:142), the care of 

children at ECD centres includes the provision of play in the development and educational 

progress, improving children’s early development and later school performance. Care of children 

at ECD centres is a process conducted by qualified and trained individuals who specialise in 

looking after children when their parents and guardians are away from the centres. This, therefore, 

entails that maternal employment is a significant reason for parents to seek childcare services. 

On the other hand, Bennett (2008:27) is of the view that child and family health services have 

been established, accessible to all families, and with outreach services to families with young 

children. These outreach services are none other than the ECD centres, which provide services to 

infants and toddlers in the absence of their parents. According to the ETDP SETA (2021:30), 

delivery of ECD services is particularly for children aged 0 to 4 years.   

ECD centres provide care and support to parents and other family members when they are not 

readily available to conduct this process on their own (Bennett, 2008:27). Many families might 

make the decision on where to place their children based on minimising transportation costs and 

distance. According to Hall et al. (2017:21), parents require a comprehensive package of ECD 

services in order to replace their delivery of parenting support services. In this regard, parents will 

avoid travelling back and forth between homes and their place of employment, thereby 

jeopardizing their employment opportunities. ECD programmes focus on child health and family 

support (Bennett, 2008:26). Therefore, for early childhood care and education systems to work 

effectively, prior attention must be given to the family and social contexts of young children. This 

is what the ECD programme is aimed at achieving. The ECD programme addresses the 

imbalances experienced between rich and poor family households. According to Smith et al. 

(2018:10), the ECD programme also provides grants to states to help offset the cost of childcare 

for low-income families and undertake other activities aimed at improving the quality of 

childcare.  

2.3.9.2 The community needs 

Communities usually achieve better when their young ones have access to quality ECD 

programmes. There is an opportunity to change how, why, and whether the general public cares 

about ECD (Eremenko & Esposito, 2019:5). The availability of community services and 

organisations that promote children’s healthy development and supportive structures, such as 
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parks, childcare facilities, schools, and after-school programmes are also components of the ECD 

programme (Eremenko & Esposito, 2019:26). ECD centres belong to communities. As such, they 

are also beneficial to the communities in which they operate. Manzunzu (2019:16) believes that 

communities play a significant role in the development of children. In this regard, communities 

require some specialised training and/or information regarding how they can improve the 

implementation of their respective ECD centres. The communities must be provided with ECD 

programmes, which also provide communities to accept responsibility for monitoring child health 

and development outcomes of their children. On the other hand, Eremenko and Esposito 

(2019:26) maintain that the community expands into influencing child-serving professionals, such 

as teachers, early childhood educators, and health care workers in early childhood education. 

Manzunzu (2019:49) contends that ECD educators require some form of professional 

development in order to improve their influence on children in education and training, teaching 

methods, selection of content, and provision of play materials.  

According to Mitter and Putcha (2018:5), diverse backgrounds and experiences of individuals 

delivering ECD services, training, and professional development programmes offer an opportunity 

to impart a core set of knowledge and skills to members of the early childhood workforce, 

including educators. ECD educators’ professional development is an important resource for the 

quality care, support, and education of children. For Atmore et al. (2012:129), the ECD 

programme provides the community with infrastructure which was unavailable before the 

programme was introduced in their areas. In a nutshell, the community obtains a high level of 

satisfaction once its members, including children, are connected with educational opportunities. 

2.3.10 The ECD programme is conducted within community centres 

Centres are areas wherein children interact with caregivers, infrastructure, and learning facilities. 

These are called ECD centres and belong to the communities in which they are situated. Mbarathi 

et al. (2016:17) state that ECD centres are entities listed and registered under the DSD. An ECD 

centre is provided with the infrastructure and is also manned by a series of individuals, including 

children, caregivers, educators, and managers. That is, upon registration, ECD centres become 

eligible for per-child funding for specific items like feeding schemes and staffing (Mbarathi et al., 

2016:17). ECD centres receive funding from the DSD in support of their management and 

operations in South Africa should be registered as Non-Profit Organizations (NPO) with the DSD. 
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ECD centres should also obtain an EMIS registration with the DoE. In the project management 

arena, projects are characterised by four features, namely a group of people, a goal, limited time 

and money, and a certain level of uncertainty regarding whether the goals will be achieved (Baars, 

2006:2). Project refers to a new endeavour with a specific objective and or a temporary endeavour 

undertaken to create a unique product, service, and or outcome.  

Project management focuses on the requirement that the project fulfils quality outcomes. 

According to Baars (2006:17), project management aims to attain intermediate and quality 

products. In managing projects, ECD practitioners and community members should consider the 

importance of determining quality requirements and goals and objectives for implementing the 

programme. In this regard, Atmore et al. (2012:132) state that the ECD sector offers a number of 

options to meet the needs of children and their caregivers, including the traditional centre-based 

ECD model of provision and ‘non-traditional’ models such as playgroups and family outreach 

programmes. In this context, the traditional ECD provision involves the common practice of ECD 

teachers providing ECD care and education for a class of children ranging from 0 to 6 years of 

age, and it is provided in various physical structures. The ECD centres, therefore, require funding 

for their respective management and operations. Smith et al. (2018:18) are of the opinion that 

ECD centres receive funds for the maintenance of their programmes mainly from government and 

Non-Governmental Organizations (NGOs).  

Therefore, the government provides ECD centres with supplementary funding, whereas the rest is 

obtained through fees and donations from organisations and institutions. In this regard, funds are 

competitively awarded to States to strengthen State and local efforts to build, develop, and expand 

high-quality pre-school programmes so that more children from low- and moderate-income 

families enter kindergarten ready to succeed in school (Smith et al., 2018:34). The ECD centre 

management should have adequate knowledge and skills necessary for mobilising resources 

needed to support the implementation of the programme. Mitter and Putcha (2018:4) maintain that 

various resources are needed to successfully implement the ECD programme, including 

knowledge of the benefits of ECD, important elements influencing the quality of ECD services, 

physical facilities, learning materials, etc. Centres are encouraged to seek funding from sources 

other than families, communities, organisations, and the government.  
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Mbarathi et al. (2016:25) maintain that funds accessed through user fees are necessary. ECD 

centres cannot run without adequate funding, and as such, they are supported by families, 

communities, NGOs and the government. In line with this understanding, Biersteker et al. 

(2016:337) reveal that ECD centres require a basic assessment of the quality of the space, 

programme activities, routines, caregiver interaction, the role of factors such as management 

quality, income through fees charged and subsidies received, licensing, teacher qualifications and 

experience, and child-teacher ratios as the necessary resources. Management of ECD centres is 

determined by the project management effort discussed above. ECD centres are provided in 

nature; they are required to provide children with a quality classroom environment.  

2.3.11 The ECD programme is determined by adequate service delivery 

Martin (2018:1) states that the ECD programme is determined by services that are secured for 

young children, including: (1) family planning and preconception, prenatal education, and care; 

(2) nutritional support for pregnant, breastfeeding women, and young children; (3) preventive and 

primary health care; (4) infant and young child nutrition education, supplementation, feeding and 

rehabilitation; (5) birth registration, social security, subsidised housing, free and/or subsidised 

potable water, sanitation, hygiene, and other forms of social protection services for the poorest 

families; (6) protection against abuse, neglect, and exploitation; (7) parent education and support 

to ensure optimal parenting and infant and young child development; (8) early childhood 

stimulation and education at home and through community and site-based programmes for 

children from birth; and (9) community-based IECD centres. These services are delivered by 

various departments within the South African context, including the DoE, the DSD, the 

Department of Health, and the Department of Home Affairs.  

The ECD centre management is composed of educators and caregivers who are expected to co-

ordinate with various stakeholders, such as the above-mentioned government departments and 

NGOs. For Atmore (2013:159), this co-ordination is training in nature, and it is necessary for 

providing ECD centres with adequate teaching practice, child development, financial 

management, fundraising, human resource management, and guidance on report-writing and 

registering with the provincial Departments of Social Development and DoE. On the other hand, 

Biersteker et al. (2016:18) and the ETDP SETA (2021:21) indicate that ECD management should 

effectively co-ordinate with the DoE as it is responsible for the assurance of quality education 
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provided for all people living in South Africa. This, therefore, requires that ECD programmes’ 

provision of service delivery requires different stakeholders, including government departments 

and other organisations.     

On the other hand, the G20 Development Working Group (2018:2) states that an integrated, cross-

sectoral, community-based, nurturing care package must be designed and piloted in order to 

reduce risks that prevent optimal implementation of the ECD programmes. Collaboration is a skill 

that encourages learning mechanisms (such as induction, deduction and associative learning) to 

individuals, institutions, and organisations involved in the implementation of social development 

programmes, including the ECD programme (Child & Shaw, 2016:1). During the collaboration 

process, ECD practitioners and communities obtain a high amount of expertise from each other. 

Collaboration is a form of interaction defined by learning skills, interpersonal skills, and a way of 

working together among the role players. Service delivery within the ECD programme comprises 

five nurturing care interventional components, namely nutrition, responsive care, child safety and 

social assistance, early learning support and growth, and development assessment with follow-up.  

Effective planning, implementation, evaluation, and monitoring processes should determine the 

ECD programmes.  According to Smith et al. (2018:34), the ECD programme is regulated by 

principles that should improve access to nutritious food for children. It also requires periodic staff 

training and monitoring when participating in the programme. Mitter and Putcha (2018:4) 

contribute to the two main types of training and professional development opportunities for staff 

and educators, namely pre-service and in-service training. In this regard, pre-service is also called 

the initial preparation and initial training, which means training in which an individual engages 

prior to beginning a position. It is a form of training which ensures that workforce members are 

adequately prepared to serve in a particular role. Secondly, in-service training is also referred to as 

ongoing training, which is defined as a form of training in which early childhood professionals 

enhance their skills and maintain current knowledge and practice. This training form is required to 

improve knowledge and skills and meet employer expectations in the ECD centre.  

The staff within ECD centres includes managers, caregivers, and educators. These guiding 

principles should be complied with in order to improve alignment and co-ordination at the stage of 

organising and delivering ECD services (Smith et al., 2018:5). Focusing on access to ECD 

programme services entails the provision of a sufficient number of spaces appropriate for children 
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to learn and play during the programme implementation stage (Bennett, 2008:48). The concept of 

space includes a series of physical facilities which are made available to ECD centres such as 

classrooms, playgrounds, toys they use, and the learning materials. Service delivery within the 

ECD programme is measured according to the programme’s attention to early childhood services 

and interventions in the schooling system (Biersteker et al., 2016:334). Therefore, the ECD 

programme is said to deliver adequate services to children only when it adequately addresses their 

educational challenges.  

2.3.12  The ECD programme is conducted by caregivers and practitioners 

Caregivers and practitioners are responsible for providing the ECD programme to children.  

2.3.12.1 ECD centre caregivers 

ECD centre caregivers attend to children's educational and training needs at centres. These are 

individuals who ensure that children are bathed, cared for, and given food. In this context, centre-

based caregivers are most likely to have more training in child development and higher levels of 

formal education than other people involved in ECD centres (Williams & Mann, 2011:50). This 

form of training equips caregivers with knowledge, skills, and attitudes necessary to provide 

children with care and support during their stay at ECD centres. According to Manzunzu 

(2019:17), caregivers’ training content should include values, attitudes, knowledge, and skills 

transferable to children. Caregivers require specialised knowledge, skills, and attitudes to engage 

children during interaction with ECD centres.  In this regard, centre caregivers enhance care and 

support as well as frequent interaction with children (Williams & Mann, 2011:52). Caregivers 

replace parents when they are not available to look after them. 

2.3.12.2 ECD centre practitioners 

ECD centre practitioners are defined as individuals who impart education and training to children 

in preparation for their school readiness. These individuals translate the relevant curriculum for 

children’s comprehension at this foundation stage of development (Ba Futuru, 2012:35). 

Therefore, ECD centre practitioners should be professionally trained in order to meet the 

children’s educational and training needs. 
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2.4 CHALLENGES IN THE IMPLEMENTATION OF THE ECD PROGRAMME 

A number of challenges facing the implementation of the ECD programme were identified and 

discussed in this section of the chapter. Challenges in the implementation of the ECD programme 

are viewed as barriers that tend to undermine successful and sustained improvement of children’s 

education and training.  

2.4.1 Inadequate funding 

The implementation of the ECD programme is adversely affected by a lack of funding. Inadequate 

funding deprives ECD centres of the ability to provide children with learning materials and 

infrastructure. According to Mbarathi et al. (2016:26), ECD centres that do not have the necessary 

budget or the means to meet the current standards find it difficult to perform and achieve their 

goals and objectives. Funds are usually obtained from the DSD through a subsidy and monthly 

fees from parents of children as tuition for children. Funding for centre-based facilities is 

significantly high (Atmore et al., 2012:136). This should be met by mobilising other funds from 

NGOs and NPOs that are interested in the pre-school education of children.  

A significant portion of ECD centre funding nationwide is from parents’ fees. On the other hand, 

government funding for ECD is mainly from the DSD and the DoE at the provincial level. Atmore 

et al. (2012:136) add that there is a main way in which the DSD in each province provides funding 

to ECD centres, namely through a subsidy for registered ECD facilities, calculated at R12 per 

child per day (but varying by province) for those children from 0 to 4 years of age. That is, the 

subsidy payable to poor children is widely recognised as a critical income source that is intended 

to improve the level of services offered and nutrition provision (Biersteker et al., 2016:342). It is 

noted that the government is obliged to provide children with educational services as well as 

nutritional needs. The financial management of many registered community-based ECD facilities 

is poor; more than 50% of these sites do not have many necessary administrative documents and 

structures in place, including such items as a petty cash book (Atmore et al., 2012:135).  

Poor management of funds obtained from the government results in the government’s failure to 

provide funding to many ECD centres in South Africa. According to Atmore (2013:159), ECD 

centres lack efficient, sustainable, and effective individuals capable of managing their operations. 

Poor management usually leads to the unsuccessful implementation of ECD programmes. 
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Sustainable quality improvements also depend on the selection of suitable staff for training and 

ongoing monitoring and support, as well as management of their inputs (Biersteker & Picken, 

2013:7). Therefore, many ECD centres do not access the subsidy because of their lack of 

management quality. According to Mbarathi et al. (2016:24), the informal ECD centres lack the 

means for registration, which enables recognition and funding from government institutions and 

programming. This practice deprives children of the quality education and training they should get 

from the ECD centres. 

Similarly, Martin (2018:4) maintains that inadequate ECD programme funding levels are too low 

to secure national ECD policy objectives and goals for children. ECD centres struggle to run 

smoothly when exposed to this slow and low funding process by the government. Similarly, 

Atmore (2013:155) maintains that most ECD centres within the South African context still face 

significant challenges, especially around the lack of adequate infrastructure, nutrition, programme 

options, ECD teacher development, and institutional capacity. Most of these challenges are 

attributed to the problem of a lack of funding. A lack of learning materials and resources, the 

absence of trained educators, and poor security in learning facilities are constraints resulting from 

poor funding of the ECD centres (Mbarathi et al., 2016:24). Thus, when government resources 

remain inadequate to meet acute and growing educational and training needs of children, ECD 

centres are forced to provide poor quality care and early learning opportunities to children (Smith 

et al., 2018:5). In this regard, adequate funding of ECD centres is required for contributing to 

quality education, the ability to employ and retain suitably qualified staff, purchase materials, and 

provide facilities and infrastructure. According to Biersteker et al. (2016:341), a lack of funding 

leads to ECD centres providing children with poor quality education and training.  

2.4.2 Inadequate infrastructure  

A lack of funding is closely associated with the lack of infrastructure. That is, adequate 

infrastructure cannot be possibly provided without adequate funding. Some prominent challenges 

and obstacles facing ECD centres in South Africa include the absence of learning materials and 

resources, especially within the classroom setting, minimal funding, inadequate security for 

children, and poor toilet amenities (Atmore et al., 2012:124). Other elements of the infrastructure 

needed at the ECD centres include playgrounds, toys, sufficient water supply, etc. Against this 
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backdrop, Mbarathi et al. (2016:24) maintain that infrastructure is cited as the main factor 

restricting ECD centres from providing children with quality education and training.  

Community mobilisation engages all sectors of the population in a community-wide effort to 

address a health, social, or environmental issue related to the education and training of children 

within the ECD programme. According to Johnston (2009:4), community mobilisation brings 

together policy makers and opinion leaders, local, state and federal governments, professional 

groups, religious groups, businesses, and individual community members for the successful 

implementation of the ECD programmes. Community mobilisation is a process of bringing 

together all societal and personal influences and resources required by the programme 

implementation process. ECD centres cannot effectively provide children with quality education 

and training without the necessary infrastructure. This limitation is observed by Atmore et al. 

(2012:129), who indicate that many ECD facilities function without basic infrastructure, such as 

running water, access to electricity, or suitable sanitation. This also supports the claim that 

infrastructure in ECD is a particular problem facing most ECD centres in South Africa. Hall et al. 

(2017:7) observe that adequate water infrastructure is important because children are vulnerable to 

waterborne diseases and can also be exposed to various health risks when fetching water 

contaminated from sources other than piped water systems.  

Government departments have not yet been successful in developing a strategy to help ECD 

centres reach the standards required for providing centres with adequate infrastructure (Mbarathi 

et al., 2016:25). Poor communities, especially those existing in rural areas and informal 

settlements, are hard-hit by this social problem of a lack of the basic infrastructure. Most ECD 

centres lack children’s basic needs, materials, and resources due to their failure to mobilise 

support from communities, government institutions, and NGOs.  

2.4.3 A high level of poverty 

Many families and communities who fail to register their children in formal ECD centres in South 

Africa experience a high level of poverty. Therefore, their children are also deprived of the 

opportunity to access quality education and training provided by the formal ECD centres. Poverty 

and its many correlates, including unemployment and underemployment, poor access to health 

care and stable housing, food insecurity, exposure to violence and parental depression, are 

associated with a wide range of negative child educational outcomes (Williams & Mann, 2011:4). 
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In the context of this understanding, family poverty can indirectly contribute to childhood mental 

health problems, behavioural disorders, and increased chances of child abuse. Family poverty is a 

strong indicator of child poverty, which remains a major concern within South African society 

today (Mbarathi et al., 2016;4).  

One of the challenges facing ECD is that children living in poverty, disadvantaged societies, and 

those living with disabilities remain with limited access to ECD centres and are deprived of 

quality ECD facilities (Mbarathi et al., 2016:24). Poor quality facilities at most of the South 

African ECD centres tend to deprive children of adequate and quality educational opportunities. 

According to Atmore (2013:159), optimal learning at ECD centres cannot be effectively 

implemented when centres still lack the necessary facilities, including safe play and fun space, 

stimulating learning materials and toys, and other related educational and training equipment. This 

is attributed to child poverty, which accordingly tends to predispose children to a high level of 

hunger and malnutrition. This discussion suggests that current ECD strategies are insufficient to 

meet the essential needs of children living in poverty and those with special needs. Poor children 

and those with special educational and training needs are marginalised in accessing the necessary 

ECD programme services, quality education, nutritious food, and other amenities (Mbarathi et al., 

2016:25). This shows that poverty of a family and a child is a strong determent preventing 

children from accessing adequate ECD programme services and quality education and training.  

2.4.4 Conditions of rurality and marginalisation within the South African society 

South African children who are mostly deprived of the quality opportunity to access quality ECD 

programmes are crammed in rural areas and informal settlements. These areas usually lack 

adequate service delivery in the form of physical facilities, water supply, electricity, roads, and 

feeding schemes. In general, rural areas are marginalised in their characteristic features. 

According to Williams and Mann (2011:59), rurality and geographic isolation determine where 

rural families place their children in childcare. Rural families experience marginalisation, 

rendering them unable to enrol their children in traditional formal ECD facilities. In this instance, 

Atmore (2013:152) ascribes that this lack of knowledge and attitudes deprives children of quality 

education and care at ECD centres. The ETDP SETA (2021:25) is challenged by a lack of 

qualified teachers and the provision of quality learning and teaching support materials needed by 

children drawn from disadvantaged family households and the community in general.  
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On the other hand, Mbarathi et al. (2016:20) maintain that the informal ECD services are usually 

under-resourced and face challenges such as poor community conditions and lack of basic 

infrastructure. The setback identified by most ECD centres located in rural areas and informal 

settlements was a lack of funds to run the day-to-day management and operations of the centres. 

According to Williams and Mann (2011:70), access to quality early childhood programmes and 

services in low-resourced rural communities involves overcoming several challenges, including 

inadequate funding for quality facilities, scarcity of licensed and trained early childhood 

professionals, transportation barriers, and communication gaps. Rural areas experience poor living 

conditions that affect their hygiene, health, and household food preparation. ECD centres’ 

practitioners and communities lack the knowledge and skills to mobilise resources and support 

from government institutions, NGOs, and others. In this regard, Hall et al. (2017:12) mention that 

rural area children are exposed to long-term poverty, inadequate access to nutritious food, and 

prolonged exposure to infections. In this regard, poverty and remoteness present unique 

challenges to families with young children in many rural communities.  

Children living in poverty-stricken rural areas are highly vulnerable, discriminated against, and 

isolated. Atmore et al. (2012:123) add that rurality is closely connected with poor health and well-

being, which leads to limited access to education, nutrition, health care services, and safe 

environments. Most South African children within rural areas and informal settlements experience 

these challenges. Against this backdrop, a high prevalence of poverty in South Africa, especially 

experienced by a rural child, predisposes them to high levels of hunger, malnutrition, and food 

insecurity. This main challenging factor was identified as malnutrition. According to Atmore et al. 

(2012:130), malnourishment is a deprivation which causes direct and irreversible structural 

damage to children’s brains, impairs motor development, causes significant developmental 

retardation, affects cognitive development, impairs exploratory behaviour, impairs learning 

abilities and educational achievement, and can have long-lasting impacts on their health. Most 

children living in rural areas and informal settlements are largely exposed to these health 

problems. Similarly, rural children face a range of challenges and obstacles, including poverty, 

education, health, and HIV/Aids (Atmore et al., 2012:122). This shows that South Africa still has 

a long way to go to effectively address the educational and training needs of most children, 

especially in the ECD centre environment.  
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The G20 Development Working Group (2018:6) reports that poor rural areas deprive children of 

adequate neurodevelopment. Children deprived of adequate neurodevelopment fair very poorly in 

the ECD centre environment and future school situations. On the other hand, Williams and Mann 

(2011:38) maintain that children living in rural areas are more likely than other sub-groups to 

experience high levels of parental warmth. Rural parents lack the necessary responsibility, 

knowledge and preparedness to provide adequate parenting to children. For Bridgemohan 

(2001:191), most ECD educators lack the necessary knowledge and skills to assist them in 

working harmoniously with centre staff and educators. This limitation is closely associated with 

poor parental education, disengagement, poverty, etc. 

On the other hand, Atmore et al. (2012:132) maintain that poverty, distance, and poor parenting 

skills prevent parents from taking their children to formal ECD centres. This is because many 

parents and families do not have the financial resources to pay for formal ECD services because 

of poor affordability. Against this backdrop, Martin (2018:4) maintains that when parents lack the 

knowledge, skills, and resources to meet their obligations in parenting, the outcome would be that 

their children are provided with poor parenting support, social protection services, and access to 

quality ECD services. According to Bennett (2008:50), family dysfunctionality is responsible for 

poor parenting. Family dysfunction is determined by attributes including the history of family 

violence, parental drug addiction, separation, unemployment, and child physical, psychological, 

emotional and sexual abuse. According to Williams and Mann (2011:9), rural parents, families 

and communities are less likely than their counterparts to send their children to formal ECD 

centres. As an example, Biersteker et al. (2016:337) indicate that rural African American and 

Hispanic children in America are twice as likely than non-African American non-Hispanic whites 

to leave school before completing their education. Therefore, rural families and communities 

showed that few ECD centres had basic resources for adequate quality education and training of 

children at centres.  

2.4.5 Poor quality of the ECD centre facility  

ECD centres that lack quality facilities usually provide children with poor education and training 

because these centres are generally of poor quality (Biersteker et al., 2016:337). Facilities of this 

nature include the caregivers' and educators' inadequate educational qualifications. Similarly, 

Atmore et al. (2012:133) maintain that quality teaching and learning are essential for an effective 
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early development process to take place. Regardless of the situation or the facility in which a child 

is placed, a quality teacher can provide a learning environment in which a child can develop 

optimally and in a holistic manner. When this is absent, children are provided with poor quality 

education and training in the ECD programme. Thus, low levels of qualifications, insufficient 

training, professional support, and poor working conditions for practitioners negatively impact the 

quality of education and care provided to children at ECD centres.  

Poor qualifications and working conditions among ECD practitioners, especially those providing 

services to children aged 0 to 5 years, contribute to poor quality of ECD programmes and 

outcomes (Martin, 2018:5).  Poor educational qualifications of ECD educators and staff are 

significant aspects affecting the quality of education needed by children at centres. Therefore, 

Biersteker et al. (2008:13) insist that the capacity of teachers and practitioners to deliver IECD 

programmes for children is developed through upgrading and expanding qualifications for ECD 

practitioners. On the other hand, ETDP SETA (2021:24) maintains that ECD educators who are 

qualified in areas of children’s physical, psychological and emotional development should address 

childcare and other early childhood settings. Children’s future educational development relies 

heavily on ECD educators with educational qualifications, education, and training. Another aspect 

related to this study is the lower payment to caregivers and educators, as well as their working 

conditions. Thus, Williams and Mann (2011:10) posit that low wages are a significant challenge, 

complicating efforts to develop and maintain a high-quality early childhood workforce. Low 

wages are closely associated with poor educational qualifications obtained by caregivers and 

educators. 

On the other hand, lower wages are attributed to unfunded ECD programmes within the South 

African communities. In this regard, Biersteker and Picken (2013:6) maintain that there is a 

growing need and a serious lack of degree and postgraduate opportunities in the ECD sector 

within the South African context. This limitation is responsible for the retardation of quality 

education within the ECD sector.  

In this regard, the ETDP SETA (2021:35) contends that most education and training of ECD 

centre practitioners are aimed towards the improvement of ECD centres. Professional 

development and growth of ECD educators effectively provide centres with quality services. 

According to Smith et al. (2018:19), most ECD programmes are significantly underfunded, which 



55 
 

 

has contributed to a flawed system that does not reach all the children with disabilities or 

developmental delays who need services. Children with special education and development needs 

require additional qualifications and specialised training from ECD centre practitioners to provide 

them with quality education and training. Poor quality ECD services provide children with poor 

quality education and training. Poor quality services are closely associated with a lack of funding 

for ECD centres, human resources, etc. For the ETDP SETA (2021:36), poor ECD programme 

implementation is accordingly related to qualifications obtained by the centres’ management, 

staff, and educators. An important aspect relevant to this study is that educational qualifications of 

the role players within the ECD centres should at least obtain the educational qualifications and 

training necessary to facilitate the holistic development of young children. Martin (2018:4) notes 

that this aspect could provide children with access to quality education and training. Similarly, 

Biersteker et al. (2016:342) highlight that insufficient staffing and materials lead to poor quality 

ECD programmes.  

2.4.6 Poor organisational and financial management of ECD centres 

Most ECD centres are poorly organised and managed. For Martin (2018:5), ECD centres, many of 

which receive a state subsidy, are poorly managed from an organisational and financial 

management perspective. A lack of organisational and management skills among ECD centre 

practitioners and community members is regarded as a serious shortfall towards the successful 

implementation of the ECD programme in South Africa. Financial records and staff management 

in those centres are conducted unprofessionally. Biersteker et al. (2016:342) state that in South 

Africa, ECD centres must register as NPOs if they wish to solicit donations. Registration and 

satisfaction of licencing standards are also required to access the poverty-targeted per-child-per-

day subsidy. Therefore, the norms include governance and administration standards, which should 

be available at most ECD centres across South Africa.  

On the other hand, Martin (2018:5) insists that insufficient state monitoring of ECD services is a 

serious issue which continues to hinder progress at most ECD centres within the South African 

context. This also entails the lack of human and financial resources, which means that the DSD 

could not adequately monitor the quality of services and organisational or financial management 

in its subsidised ECD centres. In line with this, Atmore et al. (2012:135) maintain that 

administrative and management systems must be developed and put in place for the effective 
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running of the ECD centres. For ECD facilities to adhere to the minimum standards set by the 

DSD, specific processes and structures must be in place. In most circumstances, the Guidelines for 

ECD must be followed and complied with.  

2.4.7 High level of disintegration and non-coordination 

The poor integration of ECD services is an adverse challenge facing the proper implementation of 

the ECD programme at most centres around South Africa. Martin (2018:5) shares that integration 

of ECD services and support across sectors and through integrated service delivery is essential for 

realising a comprehensive ECD package of care and support and for reaching the most 

marginalised infants and young children in South Africa. This integration is not adequately 

achieved at most ECD centres; as such, it adversely impacts the implementation of the ECD 

programmes. This lack of alignment and fragmentation, with services administered by different 

agencies in many states, can result in parents being unable to access early intervention services for 

their young children’s educational and training needs at ECD centres (Smith et al., 2018:19).  

 

Co-ordination is the process by which an agent reasons about its local actions and the (anticipated) 

actions of others to ensure that the community acts in a coherent manner (Boella & Van der Torre, 

2006:4). Co-ordination within the ECD programme arena entails that activities that involve the 

selection ordering and communication of the results of the programme working effectively 

towards its successful implementation and sustainment. Therefore, the study identified that ECD 

centres lack the necessary co-ordination skills, especially in rural areas. ECD centres that are run 

separately and differently from others usually lead to poor programme implementation. Further 

explication is contributed by Williams and Mann (2011:14), who opine that multiple local, State, 

and federal programmes can support expanded early childhood education and care in rural 

communities; however, the programmes are often operated in silos, disconnected from one 

another and the ECD age system. In this context, fragmentation, bureaucratic inefficiency, and 

lack of co-ordination in the administration of ECD programmes create numerous obstacles 

towards accessing children (the most vulnerable) to continue missing out on the support they need 

(Smith et al., 2018:5). All these indicate that there is serious lack of regulations, rules, and policies 

which when strongly adhered to could lead to a successful implementation of the ECD 

programme. Thus, Eremenko and Esposito (2019:9) argue that a lack of regulations, rules, 

policies, and legislation should lead to an elusive implementation of an integrated approach to the 

ECD programme.  
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2.5 IMPROVEMENT OF THE IMPLEMENTATION OF THE ECD PROGRAMME 

The researcher identified and discussed the general improvement of the ECD programme in this 

section of the chapter. It was noted that most of this improvement is directed at the professional 

growth of the ECD practitioners, as discussed below:  

2.5.1 Inclusiveness at ECD centres 

Inclusiveness is the process of providing for all children without regard to their socioeconomic, 

cultural, and religious backgrounds in the ECD programme. Biersteker and Picken (2013:17) 

indicate that the ECD programme, especially in rural areas, is set to exclude children due to their 

marginalised circumstances. Trained educators and staff at these centres are expected to address 

this condition of exclusion. Martin’s (2018:7) research, “Addressing Exclusion and Invisibility in 

Early Childhood Years: Report,” promises practices for working with young children in South 

Africa. The report provides guidance for policy and programme developers with essential 

elements to be incorporated into holistic programmes providing care for especially vulnerable 

young children. This report aims to include all children in the ECD programme. In this 

understanding, inclusive of children drawn from socioeconomic statuses and cultural backgrounds 

is the main requirement in South African society (Eremenko & Esposito, 2019:7).  

Including all children in the ECD programme is a societal requirement enforceable by government 

structures and related public institutions. In this regard, Martin (2018:1) adds that the 

inclusiveness strategy should prioritise access for vulnerable young children in the ECD 

programme at ECD centres. ECD centre educators and staff need to be educated and trained in 

areas that challenge the vulnerability of children who live in rural areas and are from poor family 

households. This is supported by Bridgemohan (2001:190), who suggests that the education and 

training of ECD personnel prepare them to improve conditions experienced by vulnerable 

children. This requirement is spread across all the communities that provide children with ECD 

programmes in their areas. Similarly, enhancing child welfare and reducing child poverty rates 

necessitates ensuring that children have access to the child support grant (Hall et al., 2017:18). 

The aspect of inclusivity is also closely associated with the curriculum. 

Furthermore, Williams and Mann (2011:13) propose the development of early childhood 

programme coursework and practicals specific to rural settings. Coursework of this nature is 
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determined by the requirement of a rural educator track that targets children from disadvantaged 

backgrounds and rural areas in order to incentivise their participation in the ECD programme. 

Quality ECD is determined by the effective involvement of stakeholders, including parents, 

educators, and other community members (ETDP SETA, 2021:25). On the other hand, the ECD 

programme ensures that young children (0 to 6 years) should be provided with quality, 

sustainable, early childhood education and care. Van Niekerk et al. (2017:136) indicate that this 

programme comprises manuals, training programmes, and accompanying toy kits for four 

different age groups of children attending the ECD learning programme at ECD centres. The 

curriculum suggested in this context is strongly aligned with the need to teach and train children 

in their first language of command. Manzunzu (2019:15) is of the opinion that children at this 

stage of development gain adequate learning when they are addressed in their own language, 

namely their mother tongue. In line with this requirement, Biersteker et al. (2016:337) maintain 

that a curriculum for children should at least introduce them to a high level of mother language, 

music, movement, and play. Children feel included in the ECD centres when addressed in the 

language they understand.  

2.5.2 Multidimensionality of the ECD programmes 

The improvement of the ECD programme is a process that cannot be conducted by a single entity 

and is attributed to multidimensionality. According to the G20 Development Working Group 

(2018:1), childhood development is a process which tends to prioritise and include different 

stakeholders working in a multidimensional manner in order to improve the ECD programme. 

Multidimensionality explains that there is collaboration and referrals between health, education, 

and social services (Hall et al., 2017:4). It has already been indicated in this chapter that the 

departments of education, health, and social development are all responsible for planning, 

implementing and monitoring, and evaluating ECD programmes in South Africa. In this regard, 

the mentioned government departments regulate some aspects of children within different age 

cohorts between 0 and 9 years old (Mbarathi et al., 2016:21). The departments also provide 

children with various educational and training needs such as growth and development, nutrition, 

mental health, education, child protection, and others (G20 Development Working Group, 

2018:3). They are also expected to provide the ECD programme with professionalisation and 

expertise in order to maintain a successful implementation as well as sustainable technical support 

to ensure the quality the programme.  
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A multisector collaboration and co-ordination mechanism have been established in order to 

promote the joint ECD activities (G20 Development Working Group, 2018:3). Apart from the 

multidimensionality composed of the three governments, different stakeholders, including tertiary 

institutions and universities, need to be included in the improvement of the implementation of the 

ECD programme, the implementation should as well look at partnering with other important 

stakeholders. Partnership with rural pre-schools to make quality childcare more accessible to 

children at ECD centres could become a powerful intervention (Williams & Mann, 2011:13). The 

requirement of collaboration and partnering is infinite because it could involve students, 

community members, faith-based organisations, NGOs, the police services, and the criminal 

justice system to work hand in hand with management and operations of the programme. For 

Biersteker et al. (2016:336), the significance of multiagency establishment and development is a 

great factor that influences early childhood centres and impacts general professional practice. 

Lastly, Martin (2018:6) states that scientific evidence and expert opinion support the view that 

home visiting by ECD centre practitioners, in general, is a promising strategy for helping parents 

and promoting the growth and development of young children. In the context of this 

understanding, a multiagency approach is a significant necessity in improving parental 

knowledge, skills, and attitudes required to support ECD centres in their respective 

implementation of the ECD programme. For Mitter and Putcha (2018:4), there is increased 

evidence that ECD services have a positive impact on children’s development when they are 

supported by parents trained in the child’s developmental learning.  

2.5.3 Support services to parents and families 

It was reiterated throughout this study that poverty, unemployment, and other related low 

socioeconomic backgrounds are responsible for the deprivation of children from accessing the 

ECD programmes. The ECD programme focuses on family health, hygiene, safety, nutrition, and 

related questions of children’s rights by training parents and other members of the family on these 

issues in the home environment (Van Niekerk et al., 2017:78). Poor parents and families cannot 

afford the above-mentioned attributes. As such, they must be supported throughout the livelihoods 

of children. Therefore, poverty reduction should be prioritised to ensure that children are given the 

greatest potential to achieve their early developmental and educational needs (Mbarathi et al., 

2016:9). Children’s future educational development and success can be strongly realised through 

improving parents’ socioeconomic standing. The ECD programme should be conducted in an 
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integrated and rapid-impact model for educating and stimulating children living in 

underprivileged communities (Van Niekerk et al., 2017:136). Underprivileged children are drawn 

from these underprivileged communities, which are defined by the high level of unemployment, 

poverty, family disorientation, and other forms of stigmatisation, deprivation, discrimination, and 

oppression. In this regard, the quality of the education programme is directed at providing services 

to educators, parents, and families (Mitter & Putcha, 2018:5).  

Support services to parents and families in impoverished areas within the South African context 

are specific requirements for the global improvement of the implementation of the ECD 

programme. Martin (2018:7) identifies a relevant policy framework, namely Funding the Future: 

Strategies for Early Childhood Investment, Costing and Financing, in responding to the support 

services to parents and families. This policy framework provides evidence that serves as a 

foundation for increased investments in ECD and provides information on the different models of 

financing, the sustainability of different ECD models, as well as the interface between private and 

public sector financing of ECD. This paves the way for the development of a subsidy model for 

home- and community-based ECD services for children aged 0 to 5, as well as providing guidance 

on the development of appropriate funding models and mechanisms for home- and community-

based ECD programmes (Martin, 2018:7). Government, NPOs and faith-based organisations play 

a vital role towards the assistance of families and communities during the implementation of the 

ECD programme.  On the other hand, Williams and Mann (2011:15) maintain that support 

services to parents and families in relation to the implementation of the ECD programmes should 

be directed at exploring alternative training models for early education and care providers. Early 

educators and caregivers are drawn from the communities in which the ECD centres exist.   

On the other hand, Mbarathi et al. (2016:11) and Hall et al. (2017:29) maintain that support 

services to parents and families could be provided through the provision of poor households with 

child support grants. The child support grants are meant to mitigate the lower socioeconomic 

condition experienced by parents with children in need of access to ECD services. These services 

are key attributes necessary to provide fundamental opportunities for a child’s social, 

psychological and cognitive progress. Therefore, social grants are regarded as the most effective 

poverty alleviation programme in the South African context. The government provides financial 

support for children when their parents are too poor to do so in order for them to meet their basic 

needs, including access to the ECD programme (Atmore et al., 2012:123). Child support grant is 
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also regarded as the ECD intervention targeting the most vulnerable and marginalised children. 

Support services to parents are a strong intervention that is closely associated with the successful 

implementation of the ECD programme. In support of this notion, Mbarathi et al. (2016:9) 

maintain that support services to parents and families address poverty and marginalisation of 

individuals, which can also transcend to children’s development. The improvement of the parent 

and family socioeconomic status indirectly improves the implementation of the ECD programme. 

2.5.4 Integration of the ECD programme 

Once the ECD programme is found to be limited in some areas during its implementation process, 

the IECD is put in place to address the limitations. IECD is an ideal programme, and it is 

determined by various aspects needed to improve the implementation of the ECD programme. An 

ideal programme is regarded as the plan that the ECD programme should adhere to in order to be 

adequately improved. For Van Breda (2014:1058), the IECD programme reaches the ideal level 

when all systems are in harmony and prove to be supportive of a developing child who attends 

school, including those within the ECD centres. An ideal programme is the most suitable standard 

which we seek to reach. The ideal concept means ‘should be,’ in order to address challenges and 

problems facing the learning process of children. IECD should be designed in a manner that 

eliminates emerging limitations in the ECD programme. Similarly, Graeff-Martins, Oswald, 

Comassetto, Kieling, Goncalves and Rohde (2006:7) note that an ideal programme entails a 

package of interventions to reduce problems that could interrupt the free flow of children's 

education. An ideal programme acts as a standard or a point of reference for improving real-life 

programmes, such as the ECD programme. 

IECD should aim to improve access to quality ECD practice for vulnerable and marginalised 

children through three core related interventions, namely: (1) the family home-visiting 

programme; (2) the household food garden project; and (3) weekly infant and toddler parent 

support workshops (Van Niekerk et al., 2017:76). In this context, the integration of the ECD 

programme means the process of consolidating all needs required by parents, families, and 

children as they become involved with the programme. On the other hand, Mbarathi et al. 

(2016:25) are of the view that the IECD programme should also mean multi-sectorial co-

ordination from various State departments and NGO stakeholders with the responsibility to 

provide services and programmes that promote positive welfare to households living in poverty. 
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This obligation should be placed on all government spheres; national, provincial and local, to 

ensure support and provide ECD facilities for vulnerable children. It is generated to encourage 

children to attend school and inspire teachers to teach. Thus, its focus is on the distribution of 

early childhood care and education (ECCE) services to children from birth to 4 years old in 

disadvantaged rural and informal urban locations.  

Eremenko and Esposito (2019:2) maintain that when an integrated approach to ECD is 

implemented through the co-ordinating elements, the outcome would positively impact ECD. The 

approach is used to reduce duplication, decrease inefficiencies, and guide quality collaboration by 

driving for continuous quality improvement at the individual, programme, and service levels 

(Eremenko & Esposito, 2019:2). The IECD programme means the conglomeration of a variety of 

interrelated interventions with the main aim of the improvement of ECD programme and the 

education of children between the ages 0 and 9 years of development. This is supported by Martin 

(2018:6), who contends that the integration of ECD services should be improved at all points of 

contact with pregnant women, infants, and young children. The G20 Development Working 

Group (2018:6) emphasises that implementing an IECD programme entails a comprehensive 

package of nurturing care interventions. These interventions are to be initiated early and delivered 

through various channels repeatedly, aiming to mitigate risk factors and bolster protective factors 

for ECD, thereby improving outcomes for children aged 0 to 3 years. 

On the other hand, the IECD programme uses a participatory approach to the delivery of 

appropriate ECD programmes by building capacity within the region, encouraging active 

community involvement, and facilitating the development and sustainability of partnerships and 

community networks of support for children, families, and ECD practitioners (Van Niekerk et al., 

2017:76). This cross-sectoral package is also determined by the measures of programme planning, 

organisation, administration, and implementation. For Smith et al. (2018:12), the IECD 

programme is aimed at promoting further improvements in the administration, co-ordination, 

quality control, and effectiveness of ECD programmes at all levels of government. Eremenko and 

Esposito (2019:14) understand that the management model is an opportunity to clearly define and 

co-ordinate leadership for an integrated approach to ECD. In this regard, the IECD programme is 

necessary for the global improvement of the management of ECD centres at the community level. 

This approach can also be viewed as a guiding strategy aimed at establishing and managing the 

foundation for implementing an integrated approach. It lays out the direction and goals of the 
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integrated approach to ECD, which is completed by considering outcomes and objectives 

identified through other elements. The IECD programme is preceded by the initial situational 

analysis process. According to Eremenko and Esposito (2019:10), in order to adequately support 

an integrated approach, an initial situational analysis needs to go beyond a conventional 

environmental scan to feed into the strategic planning for an integrated approach. This approach 

utilises various aspects, including monitoring, evaluation, and feedback, to improve the global 

implementation of the ECD programme. 

2.5.5 Research and innovation 

Sustained and successful implementation of the ECD programme could be adequately conducted 

when the programme is supported by research and innovation processes. Along this view, 

Eremenko and Esposito (2019:20) note that research and innovation is an effective strategy that is 

both complementary and aligned with other enabling elements of an integrated approach to the 

ECD programme. Research is an attempt to systematically and scientifically determine whether 

programmes are conducted in a successful and sustained nature. According to Eremenko and 

Esposito (2019:24), the concept of research is closely associated with innovation. Therefore, 

research and innovation adequately provide the ECD programme with the necessary attributes, 

including supporting the objectives, informing policy, programme and practice, and establishing 

best principles and best practices. 

On the other hand, Hauser, Tellis and Griffin (2006:687) maintain that innovation is regarded as 

the process of bringing new products and services to market. Innovation is responsible for raising 

the quality of the programme and improving the programme implementation process. Therefore, 

innovating is a process used to find new solutions to problems experienced by role players 

involved in the programme, including children, parents and families within the ECD centres 

(Hauser et al., 2006:687).  

Innovation can also be defined as the creation of a new device or process resulting from study or 

experimentation, the creation of something in mind, the act of starting something for the first time, 

or introducing something new (Kwon-Ndung, Kwon-Ndung & Migap, 2018:58). Smith et al. 

(2018:7) conducted research with an aim to improve co-ordination and consolidate the 

administration of the programme and to introduce quality measures and enhance data collection. 

In this regard, research and innovation are the most important processes during the planning stage 
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of the ECD programmes. The research and innovation strategy specifically provides a unified and 

evidence-informed framework that focuses the implementation of the ECD programme towards a 

sustainable and successful achievement (Eremenko & Esposito, 2019:5). ECD programme 

implementation that is not adequately informed by research and innovation usually fails to achieve 

the required goals and objectives. This is because such programmes are conducted in a haphazard 

manner, which lacks the necessary information, guidelines, and professional directions. Research 

and innovation interventions prevent programmes from failing in their respective implementation 

process.   

2.5.6 Evaluation and monitoring of the programme 

Social development programmes, including the ECD programme, should be evaluated and 

regularly monitored in order to determine whether they are conducted accordingly and achieve the 

intended goals and objectives. Therefore, the State must develop, strengthen, and provide 

resources for its ECD Evaluation and Monitoring systems (E & M) (Martin, 2018:6). E & M are 

important interventions needed to inform politicians and other recipients whether the programme 

is conducted in a manner intended to attain goals and objectives. Evaluation interventions on the 

ECD centres within the South African context provide the government, ECD centres, parents, 

communities, and other role players with adequate information necessary to improve the 

implementation of the ECD programme (Biersteker et al., 2016:335). Evaluation reports are 

consumed by stakeholders such as funding institutions, politicians, parents, NGOs, etc.  

 

According to Wickson and Carew (2014:2), feedback is not advice, praise, or evaluation but rather 

information about how one is making an effort to reach a goal. ECD practitioners, caregivers, 

parents, families, communities, and funding institutions and organisations must be provided with 

detailed feedback regarding how best the centres are achieving the goals and objectives required 

for the successful and sustainable implementation of the ECD programme. Thus, Eremenko and 

Esposito (2019:16) are of the view that the evaluation framework should follow the creation of a 

comprehensive strategy since an evaluation framework will include clearly stated objectives, 

which in turn reflect the goals of the strategy of the ECD programme, which is implemented in 

this instance. Evaluation allows stakeholders to change how, why, and whether the general public 

cares about ECD (Eremenko & Esposito, 2019:18). Monitoring is a different aspect of the E & M 

process. In this regard, the Harvard Global Health Institute (2018:7) maintains that monitoring is a 

process through which ECD programme practitioners timeously visit the programme in order to 
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determine whether it is conducted according to the planned actions. ECD projects that fail to 

achieve the intended goals and objectives are neglected because the price of recurrent neglect is 

too high, which might lead to the termination of projects and the programme in its entirety 

(Harvard Global Health Institute, 2018:7).  

 

2.5.7 Professional development of ECD practitioners 

Improvement of the implementation of the ECD programme is concentrated within the 

professional development of centre practitioners. Professional development of ECD practitioners 

is a significant aspect which should be adequately addressed.  

2.5.7.1 The state of ECD practitioners’ professional development in South Africa 

Firstly, there is a significant shortage of ECD practitioners within the South African context. 

According to Van der Vyver (2012:142), the reality at rural South African crèches and pre-schools 

is characterised by a shortage of virtually every essential resource. There is a high demand for 

qualified ECD practitioners to advance children towards successful school education. Secondly, 

most ECD practitioners are less educated, trained, and skilled in educating and training children at 

ECD centres. Chiparange and Saruchera (2016:131) note that ECD services are provided by 

teachers who do not have the necessary professional experience, training, and professional 

supervision assistance. Many centres tend to involve less qualified practitioners to teach and train 

children. According to Atmore (2013:157), only 35% of practitioners responsible for infant and 

toddler classes lack the required qualifications. Children are therefore taught by community 

members, which deprives children of quality education. These statistics are accordingly 

summarised along the racial groupings, which revealed that only 5% of African practitioners were 

qualified according to the DoE’s requirements, compared to 7% of Coloureds, 15% of Indians, 

and 35% of whites (Biersteker & Picken, 2013:30). ECD centres for African children are manned 

by very few qualified practitioners compared to their white counterparts. Thirdly, ECD 

practitioners are paid less than other practitioners within the South African context. Grade R 

programmes are conducted by practitioners at community-based sites who are not employed by 

the government and are paid considerably less (Atmore, 2013:155).  

Most centres employ individuals as practitioners on qualifications such as Matriculation (Grade 

12) or less. This is due to the lack of formal training opportunities for ECD practitioners, resulting 

in many educators failing to be educated, trained, and skilled in the ECD programme (Biersteker 
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& Picken, 2013:15). The condition has since been reversed because the ECD Sector Skills Plan 

(SSP) was introduced in order to develop the process of identifying and prioritising skills and 

training needs in the ECD sector (ETDP SETA, 2021:8). This intervention is ongoing. However, 

rural areas are still experiencing a high shortage of qualified ECD practitioners. Fourthly, the 

statistics revealed that rural children are given poor ECD services. This statistical representation 

of the state of ECD practitioners provides the study with a detailed analysis of how ECD centres 

are conducted within the South African context. According to Martin (2018:3), there is 

insufficient safe and affordable childcare or sufficient access to early childhood care, education 

and stimulation services within South Africa. Martin (2018) further adds that only 35% of 

children aged 0 to 4 years attended an ECD centre in 2011, and of these, only 29% attended a 

centre where ECD quality services are provided. Most ECD centres in South Africa are provided 

poor services due to the lack of qualified practitioners.  

2.5.7.2 Professional development of Early Childhood Development practitioners 

Children who had attended state pre-schools with better-trained staff and more educational 

resources performed better on developmental measures than children in either community pre-

schools or home programmes (Biersteker et al., 2016:335). ECD practitioners require some form 

of training to enable them to deal with the educational needs of children. Chiparange and 

Saruchera (2016:129) maintain that practitioner training focuses on understanding and 

implementing the ECD curriculum in ways that satisfy identified standards for the quality of 

educating infant children. Pre-school practitioners should be thoroughly trained in order to ensure 

an equal teaching platform during their interaction with children. Professional-trained ECD 

educators are more likely to provide children with quality education to prepare for their school 

readiness than those who were not trained. This limitation is observed by Bennett (2008:63), who 

argues that ECD centres composed of professional practitioners adequately provide children with 

quality educational backgrounds to improve their school readiness. Professional ECD practitioners 

are equipped with early childhood education and care because they are qualified in this area of 

pedagogy. For Mitter and Putcha (2018:9), rapid training of paraprofessional workers can 

effectively address workforce shortages and provide them with career advancement opportunities.  

Paraprofessionals are practitioners, caregivers, and staff with lower qualifications to take on a 

greater range of services outside their traditional role. ECD centre practitioner professional 

development is directed towards providing educators with education, skills, and attitudes to deal 
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more effectively with children’s needs. Similarly, Smith et al. (2018:12) imply that 

professionalised ECD practitioners are capable of systematically addressing children’s educational 

needs because they are competent in different avenues related to the improvement of children’s 

future educational achievement. Some avenues include early learning, dual language proficiency, 

family engagement, home visiting, including children with disabilities, and monitoring across 

early learning. Professional training of ECD practitioners would effectively deal with the quality 

of education provided to children at centres. The professional development of ECD centre 

practitioners is the best option for upgrading the qualifications of those already working in the 

sector (Biersteker & Picken, 2013:7).  

Individuals interacting with children at ECD centres require this form of education and training in 

order to provide children with quality education. In line with this view, ETDP SETA (2021:10) 

states that the professionalisation of ECD practitioners should be prioritised together with the 

development of the curriculum to improve the quality of provisioning. Biersteker et al. (2016:334) 

put forward a significant discourse about the importance of professional development and growth 

of ECD practitioners. The researchers state that since democratic government in South Africa was 

achieved in 1994, access to early childhood services of different kinds has been promoted as both 

a human resource capacity-building strategy and a means to achieve quality education for 

marginalised children. ETDP SETA (2021:35) indicates that qualifications for the ECD 

programme are established on the NQF by the South African Qualifications Authority (SAQA). In 

this regard, training in these ECD qualifications is offered mainly at Further Education and 

Training (FET) colleges and ECD NPOs.  

2.5.7.3 Required educational qualifications of ECD practitioners 

Educational qualifications for ECD practitioners are numerous, depending on the areas in which 

ECD centres are conducted. Therefore, various individuals and organisations have suggested their 

own minimal educational qualifications for ECD practitioners. Biersteker and Picken (2013:17) 

and the ETDP SETA (2021:35) propose that the minimum educational requirement for ECD 

practitioners should be at least the basic certificate, classified under NQF Level 1. This 

qualification level is offered by TVET colleges in the South African context. On the other hand, 

Atmore (2013:157) proposes that ECD educators should possess educational qualifications at a 

minimum of Level 4. Consequently, the entry-level requirement for ECD educators should align 
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with the FET Certificate classified under Level 4. These qualifications at Levels 1 and 4 are 

offered by various TVET colleges in South Africa. 

The current ECD programme requires highly educated, trained, and skilled individuals who might 

have obtained a degree or postgraduate degree within the ECD area. Therefore, Biersteker and 

Picken (2013:8) suggest that ECD practitioners should at least have obtained educational 

qualifications at the degree and postgraduate studies level. ECD practitioners with a degree or 

postgraduate degree have a better understanding, knowledge, and skills necessary to develop 

children’s holistic development. Biersteker and Picken (2013:20) recommend another 

qualification known as the community development qualification, which they assert is considered 

a priority in several government departments as determined by SAQA. Under this view, the ETDP 

SETA (2021:35) suggests that community development training and ECD qualifications should 

mainly be offered at TVET colleges and ECD NPOs within the South African context. 

Community development qualifications are significantly important because they are closest to the 

communities in which they exist. For Biersteker and Picken (2013:10), community development 

qualifications also provide ECD practitioners with the knowledge and skills necessary to 

investigate the consistency and appropriateness of current quality assurance practices at centres. 

This level of educational qualification and training provides ECD practitioners with the 

knowledge, skills, and attitudes necessary to deal with challenges faced by children involved 

within the centres. Biersteker and Picken (2013:7) believe that training providers is conducted to 

eliminate several constraints, including the need for training of ECD practitioners at higher levels 

of development, namely the recognition of prior learning (RPL).  

The RPL entails that community members could be regarded as fit to provide the ECD programme 

with adequate knowledge, skills, and attitudes once they have acquired the necessary RPL. This 

form of education and training is closely associated with the experience individuals gathered 

during their interaction with children in the pre-school environment. Attempting this aspect of the 

experience, Biersteker and Picken (2013:11) maintain that ECD practitioners with substantial 

experience in ECD ranging from 10 years to 25 years should be regarded as having acquired the 

requisite educational qualifications. Years of experience in dealing with children as part of the 

ECD programme should, therefore, be regarded as the minimal educational qualification of 

practitioners.  
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2.5.7.4 Importance of ECD practitioners’ professional development 

It has been reiterated throughout this study that the professional development of ECD educators is 

closely associated with the provision of quality education and services at centres. The ETDP 

SETA (2021:34) maintains that the demand for skills in this sector is required for the 

implementation of the promulgation of the Children’s Act, 2005 (Act No. 38 of 2005). The Act 

requires suitably qualified staff to deliver quality services as well as improve the educational 

needs of children before they are admitted to formal education in South Africa. Therefore, South 

Africa requires significant ECD educator training and enrichment programmes that focus on the 

acquisition of essential skills (Atmore, 2013:160). Professional development for ECD 

practitioners equips practitioners with the knowledge, skills, and attitudes necessary for the 

improvement of children’s education. On the other hand, Chiparange and Saruchera (2016:131) 

maintain that the integration of ECD into the formal primary school system calls for the need to 

ensure that practitioners are properly qualified to achieve the standards guiding instruction. 

Children who receive adequate and quality instruction tend to gain the learning provision at most 

ECD centres.   

2.5.7.5 Benefits from the professional development of ECD practitioners  

Qualified and professionally developed ECD practitioners provide children and their respective 

centres with numerous benefits, which are identified and discussed in this section of the chapter. 

The Professional growth of ECD practitioners enhances their approach to establishing, 

developing, and maintaining good relationships with parents and families. This is observed by 

Bridgemohan (2001:192), who states that qualified and professional ECD practitioners received 

parent-involvement training in the courses offered during their training. Parents are important role 

players within the ECD programme; without them, the centres cannot receive adequate support. 

On the other hand, the professional development of ECD practitioners provides them with the 

knowledge and skills necessary to challenge various children’s educational needs. Professional 

practitioners are best at providing children with knowledge (Manzunzu, 2019:17). Such educators 

know exactly what children’s educational needs are and how best they can address the needs. 

According to Atmore (2013:156), the ECD sector is expected to offer various related programme 

options to meet the needs of children and their caregivers.  

Qualified and professional practitioners are adept in connecting children and caregivers, and in the 

process, they improve the general implementation of the ECD programme. Caregivers who are 
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supervised by professional practitioners could enhance the care and support standards needed by 

young children. Professional ECD practitioners can design and implement a curriculum relevant 

to children before they enter formal education at primary school. A curriculum for early childhood 

can be defined as an organised framework that delineates the content children learn, the process 

through which children achieve the identified curricular goals, what educators do to help children 

reach these goals, and the context in which teaching and learning occur (Manzunzu, 2019:49). A 

curriculum is defined as what educators teach children within the context of the EDC centre on a 

daily basis. The curriculum entails what is learnt in the ECD centre and is determined by its 

relevance to the child`s everyday life. Mitter and Putcha (2018:7) maintain that training and 

professional development curricula should address the particular needs of the children admitted 

within the ECD centres. Developing local curricula and materials is an important benefit that 

professional practitioners provide the centres. Therefore, flexible, registered qualifications and 

standards in relation to the curriculum are used in order to allow a range of curricula for children 

to be promoted through training (Biersteker & Picken, 2013:7).  

ECD practitioners who are ECD professionals know how to design and implement curricula 

relevant to young children’s developmental stage. In line with this arrangement, ECD 

practitioners have the potential to make an invaluable contribution to the basic development of 

children and the improvement of education outcomes and skills acquisition (ETDP SETA, 

2021:34). Children’s quality education cannot be maintained unless practitioners are capable of 

establishing, developing, and implementing good curriculum. Therefore, the objective of the ECD 

curriculum is to ensure the child’s development, laying a foundation for successful living 

(Manzunzu, 2019:15).  

2.5.7.6 Forms of professional development of ECD practitioners 

The professional development of ECD practitioners is conducted through in-service and distance 

education. Firstly, in-service training opportunities are most effective when they are ongoing, 

tailored to individual needs, and incorporate peer learning (Mitter & Putcha, 2018:8). This is the 

form of professional development of ECD practitioners, offering them an opportunity for self-

reflection as they learn from each other. In-service support is usually funded by the community 

and or government institutions. Secondly, distance education is provided by higher education 

institutions such as universities and colleges. Biersteker and Picken (2013:7) maintain that 

distance education seems to be better suited to those with higher formal education levels and is 
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usually provided by training providers. According to Mitter and Putcha (2018:7), training and 

professional development opportunities for ECD practitioners may be enhanced when aligned 

with competencies and standards for roles and guidelines for training providers.  

2.5.7.7 Providers of the professional development of ECD educators 

Several governmental NGOs and higher educational institutions in South Africa provide 

professional development for ECD practitioners. Training providers are organisations and 

institutions properly equipped to offer ECD practitioners the knowledge, skills, and attitudes 

necessary for improving children's education whilst they still attend a pre-primary education. 

Professional development of ECD practitioners is conducted by various NGOs within the South 

African context. This is observed by Biersteker and Picken (2013:6), who contend that the number 

of training providers, including NGOs, is increasing. TVET colleges are the most relevant service 

providers, and they can effectively draw a number of young individuals immediately after they 

have passed their Matric educational level. 

On the other hand, Biersteker and Picken (2013:13) suggest that the EPWP programme should be 

involved in the professional development of ECD practitioners. This approach could be relevant 

and effective in eliminating the social problems related to poverty, unemployment, and skills 

shortage within South Africa. Providers of professional development of ECD practitioners could 

be drawn from various community sectors, including faith-based organisations, community 

members, families, etc., who could be connected with the higher education and training once they 

have obtained the minimal qualifications. Professional development providers of ECD 

practitioners should be regulated by the principle of requiring them to meet certain standards, 

most importantly accreditation. The ETDP SETA (2021:35) insists that the service providers and 

institutions should be accredited by the Education, Training and Development Practices Sector 

Education and Training Authority (ETDP SETA). The ETDP SETA is a regulatory body that 

ensures that the professional development providers of ECD practitioners adhere to the standards 

and expectations aimed at eliminating barriers to significant learning of children before they 

further their education in formal schooling. The Providers of professional development of ECD 

practitioners are, therefore, a competence-based approach applied during the identification, 

selection, and involvement of young individuals before they are skilled and trained for improving 

children’s education, behavioural patterns, and general development.  
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2.6 TVET COLLEGES IN SOUTH AFRICA 

The TVET concept is new in South Africa; thus, it should be adequately explained. TVET means 

technical and vocational education and training college.   

2.6.1 Detailed explications of the TVET colleges 

A TVET college was explained through several aspects, which were primarily identified and 

described in this study. The aspects included its aims, components, and the international and 

South African legislative frameworks supporting its establishment, development, and 

maintenance. 

2.6.1.1 Aims of the TVET 

According to Mokoena (2020:34), TVET generally aims to improve vocational training 

programmes around the world. This is because TVET colleges prepare students to become 

employable after obtaining the international standards sought by the labour market inside and 

outside South Africa. A TVET college aims to enable students to acquire knowledge, practical 

skills and applied vocational and occupational competence to enter employment, as well as 

vocational, occupational, trade, and higher education (Enhlanzeni TVET College, 2020). A TVET 

college generally aims to improve the student’s knowledge, skills, and vocational and 

occupational competence in order to showcase their readiness to join the labour market 

environment. A TVET college aims to prepare students to become functional workers in the 

skilled trade, entailing that usually students seeking this type of vocation and education seek to 

improve their respective trades. Another important aspect of the aim of TVET colleges is to 

address the high level of unemployment among South African youth. Finally, a TVET college 

aims to facilitate the youth’s transition into active employment and lifelong learning and to grow 

the skills pool from which employers can recruit (Enhlanzeni TVET College, 2020). 

2.6.2 International and South African legislative frameworks around TVET colleges 

TVET colleges are regulated by both the international and the South African legislative 

frameworks. According to Sako (2020:30), UNESCO-UNEVOC is an international body within 

the UN which established the International Centre for Technical and Vocational Education and 

Training in Germany. This centre assists member states in promoting and upgrading their 
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vocational post-school education system. The South African legislative framework is called the 

Technical and Vocational Education and Training Act, 2013 (Act No. 29 of 2013). This Act 

makes provision for the establishment of TVET colleges in South Africa. The Skills Development 

Act, 1998 (Act No. 97 of 1998) is promulgated for the development and maintenance of the skills 

of the South African workforce, the incremental levels of investment in education and training in 

the labour market, and the improvement of the return on that investment. The Act paves the way 

for the establishment and development of the NQF.   

According to Jansen and Christie (1999:182), NQF is an approach utilised to make education 

relevant to the workplace during people’s developmental years, namely lifelong learning. The 

concept of lifelong learning implies that people can access education and training any time they 

need to do so.  On the other hand, Mayer and Altman (2005:53) maintain that lifelong learning is 

provided to employees and individuals who have not yet been connected with the labour system. 

Therefore, TVET is defined in terms of programmes at levels 2-4 on the NQF requirement 

(Enhlanzeni TVET College, 2020). This is a form of certification provided to students who took 

part in the TVET programmes. The unemployed are observed in the TVET education and training 

by the National Skills Development Strategy and the National Development Plan and, therefore, 

for TVET colleges (Enhlanzeni TVET College, 2020). In this regard, TVET colleges are 

established, developed, and maintained through the enforcement and implementation of the 

legislative stipulations mentioned above. 

2.6.3 Early Childhood Development modules covered within the TVET college programme 

Several courses within the ECD programme are covered in the TVET environment. Some include 

hospitality, food services and tourism, haircare, ECD, management, and human resource 

management. The DSD (2006:79) contends that the minimum qualification of ECD practitioners 

is the Basic Certificate in ECD at NQF Level 1 of SAQA. According to this document, Level 1 

qualification entails basic knowledge and skills about child development from 0 to 9 years. The 

type of training enables ECD practitioners to demonstrate how to facilitate growth and skills 

development in ECD programmes. In this regard, early childhood practitioners are adequately 

supervised, especially during their first three years working with young children in an informal or 

formal ECD centre. Not all TVET colleges offer the same courses; thus, it is important for 

students to choose their areas of interest. TVET colleges in the Vhembe District of the Limpopo 
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Province include Capricorn, Lephalale, Lethaba, Mopani South East, Sekhukhune, Vhembe and 

Waterberg TVET College. Only the Polokwane Campus under the Capricorn TVET College 

provides ECD education and training. The Venda University of Technology in South Africa also 

provides the ECD programme. 

2.7 CHAPTER SUMMARY 

This chapter aimed to answer the study’s main research question: What is the effectiveness of 

TVET-trained ECD practitioners in addressing the challenges faced by public pre-schools in 

Limpopo Province? A literature review was used in an attempt to answer this research question. 

The literature review in this study covered various sub-headings, including the definition of ECD, 

its detailed explications, challenges in the implementation of the ECD programme, and the 

improvement of the implementation of the ECD programme. This chapter enhanced an 

understanding of how the professional development of the ECD practitioners at TVET colleges 

addresses challenges facing ECD programmes in rural areas. The succeeding chapter presents the 

research methodology and research design to address the empirical investigation of the study. 
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CHAPTER 3: RESEARCH METHODOLOGY AND DESIGN 

3.1 CHAPTER INTRODUCTION 

The previous chapter presented the literature review of the study. In a nutshell, this study 

investigated challenges facing the provision of ECD programmes through the professional 

development of ECD centre practitioners in Limpopo Province, South Africa. The current chapter 

presents the research methodology and design of the research study. The key concepts addressed 

in relation to the research question in this study include the research approach, which classifies 

research into two main classes, namely qualitative and quantitative research. Mixed methods 

research, which combines both qualitative and quantitative approaches, is also discussed. 

Qualitative research was treated as interpretivist research because it collects data in the form of 

meaning research participants attach to the investigated problem. The research design was viewed 

as a plan or a checklist composed of aspects such as the pilot study, population, sampling and 

sampling procedures, data collection, validity and reliability, data analysis, and ethical 

considerations. Thus, these concepts are discussed in this chapter. Data collection methods used in 

the study included in-depth interviews, participant observation, and document analysis. Data 

obtained through these methods were analysed using the thematic data analysis strategy.   

3.2 RESEARCH METHODOLOGY 

3.2.1 Research approach 

The research approach introduces the category under which the research is classified. The research 

approach describes the type of research conducted in the study from the three basic approaches, 

namely; quantitative research, qualitative research, and mixed methods research (Darby et al., 

2019:2). Quantitative research and qualitative research are the main approaches conducted in 

research whereas when they are combined, the research approach is referred to as a mixed 

methods research. Williams and Moser (2019:45) posit that the three common research 

approaches to conducting research are quantitative, qualitative, and mixed methods. In this 

instance, the research approach informs us of the type of data which are collected and analysed in 

a particular research study project (Petrou, Demerouti & Schaufeli, 2016:22). The qualitative 

research approach is used in this study as the researcher believes research it would inform the 

study with detailed exposition about the main research question, which reads as: What is the 
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effectiveness of TVET-trained ECD practitioners in addressing the challenges faced by public 

pre-schools in Limpopo Province? 

Qualitative research collects data in the form of statements, beliefs, and opinions expressed by 

research participants during interviews. Williams and Moser (2019:46) note that qualitative 

research avoids numbers, deals with interpreting social realities, and is considered soft research. 

Soft research is in the form of words that describe the experiences of people of the phenomenon 

under investigation by the researcher. Soft data are inaccurate in the explanation of social reality, 

as opposed to hard data, which are accurate and fall within the quantitative research. The 

qualitative research methodology is the collection of data in their subjective form. According to 

Darby et al. (2019:14), the qualitative research methodology collects soft data in words, sentences, 

impressions, and phrases. Soft  

On the other hand, soft data are the most reliable measurement of social reality because they 

provide researchers with detailed descriptions of the experiences of the research participants as 

they view the social problems under investigation. Qualitative research is a type of social research 

in which researchers rely on the views of research participants gathered in statements, viewpoints, 

beliefs, and opinions during the data collection process. Qualitative research gathers data in their 

descriptive nature. Similarly, Nassaji (2015:129) indicates that qualitative research is effective in 

analysing people’s behaviours, beliefs, feelings, or values because it is non-numerical in nature. 

Qualitative research is used in settings where research participants are required to describe the 

phenomena under investigation in their own language and style. Qualitative research was relevant 

in this study because it provided the researcher with data collection methods, such as in-depth 

interviews, participant observation, and document analysis. The qualitative approach is relevant to 

this study as the ECD managers and practitioners shared their experiences on improving teaching 

and learning in ECD centres in a natural setting. 

3.2.2 A research paradigm 

Research paradigms are intended to explore the extent to which behavioural patterns of the 

research participants being investigated in the study form part of the research (Darby et al., 

2019:2). Such behavioural patterns include their significant perspectives, feelings, and 

experiences about the research question which the research intends to answer. Haven and Van 

Grootel (2019:324) maintain that the research paradigm could be viewed as a lens utilised by 
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social science researchers to look closely at social phenomena. Therefore, research paradigms 

provide researchers with a mechanism to view social phenomena in a simplified manner. Research 

paradigms are complementary aspects of research and tend to supplement each other in clarifying 

research findings and theoretical perspectives. In a nutshell, research paradigms point to the 

clarifications which enable researchers to answer the main research questions in their studies. 

Rehman and Alharthi (2016:51) and Haradhan (2018:2) conclude by identifying that research 

paradigms within qualitative research are interpretivist and critical paradigms. The interpretivist 

paradigm was selected for use in this study.  

In the interpretivist paradigm, qualitative research is conducted in areas where researchers 

encourage research participants to interpret social worlds in their own words. This is accordingly 

referred to as interpretivist methodology, which falls under qualitative research. Interpretivism 

refers to the methods emphasising the meaningful nature of people’s character and participation in 

both social and cultural life. For Chowdhury (2014:433), interpretivism delineates methods of 

research which adopt the position of people’s knowledge of reality in the social construction. 

Interpretivist researchers discover reality through participants’ views, their own background, and 

experiences (Thanh & Thanh, 2015:24). In this regard, qualitative researchers use the 

interpretivist methodology to collect data in the form of meaningful content that seeks to describe 

the social reality in which research participants exist. The interpretive research paradigm was 

selected over the positivist research because it sought to gather rich research data in the form of 

statements, beliefs, opinions and feelings of research participants, as well as supplementary 

information obtained through interviews, participant observation and document analysis. 

Therefore, interpretivist research falls within qualitative research; thus, it is relevant to this study. 

3.2.3 Research design 

Research design is a plan or list of the most important research concepts identified as relevant to 

the research project. Darby et al. (2019:30) regard a research design as a process researchers use 

to select the most appropriate methods and techniques to investigate social problems. Research 

designs include the most appropriate methods and techniques that researchers regard as most 

effective and relevant during their research processes. According to Aspers and Corte (2019:152), 

a research design is a checklist that provides social science researchers with roadmaps that are 

required because it will include the problem, review of literature, population and sampling, 
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methods of data collection, data analysis, and the concluding information. For Rose et al. 

(2019:152), a research design is a comprehensive plan for data collection in an empirical research 

project. A research design is a research concept that is accordingly realised through the 

identification and application of elements, including the pilot study, population, sampling, data 

collection, the trustworthiness of the data, data analysis and interpretation, and ethical 

considerations. A case study research design was used in this study.  

A case study is aimed at exploring a single case, which is an important phenomenon that needs to 

be investigated by researchers. According to Karlsson (2016:3), a case study is defined as an in-

depth study of a single unit (a relatively bounded phenomenon) where the scholar aims to 

elucidate features of a larger class of similar phenomena. Such a single study is generally aimed 

towards the exploration of other cases with similar characteristics obtained from the populations 

their samples were drawn. Therefore, a case study may be understood as the intensive study of a 

single case where the purpose of that study is to shed light on a larger class of cases (a population) 

(Gerring, 2007:20). Similarly, Rose, Spinks and Canhoto (2019:1) maintain that a case study is a 

process of combining different methods to compile a holistic understanding of individuals, 

households, communities, and others. Researchers focus their studies on areas where they can 

conduct their research projects. When researchers focus on exploring the main phenomena from 

more than one person or institution, the multiple case study becomes eminent. According to 

Karlsson (2016:5), collective case studies, namely multiple case studies, become instrumental 

studies where multiple cases are studied simultaneously to refine an existing theory. However, 

each case is an individual inquiry.  Multiple case studies are directed towards exploring the 

phenomenon from research participants drawn from various research settings. 

Further, Gerring (2007:20) believes that case study research may incorporate several cases, that is, 

multiple case studies. This implies that a study shifts from the individual case to a sample of 

cases. Findings obtained from multiple cases tend to provide research with rich information 

required for the purpose of answering the main research question. Therefore, multiple case studies 

are stronger and more reliable than single case studies (Haradhan, 2018:13). Multiple case studies 

tend to investigate the research phenomena in-depth and allow a wider discovery of theoretical 

evolution and research questions. It has been indicated in the first chapter that a multiple case 

study in this research was accordingly applied for the purpose of including several research 

participants in the study, namely 10 ECD managers, 10 ECD practitioners, five TVET college 
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lecturers, and 10 ECD educators in training (Aspers & Corte, 2019:142). The research settings 

involved in the study included 10 ECD centres and a TVET college from the Limpopo Province, 

respectively. 

3.2.4 Pilot study 

A pilot study is a preliminary research conducted with a sample of research participants drawn 

from the study population. Pilot studies can be used for observational or correlational research 

conducted in order to determine if it would be worth the time and effort to conduct an experiment 

(Aspers & Corte, 2019:151). A pilot study is applied to refine research procedures and processes 

before the actual study is conducted. A pilot study entails conducting small-scale research before a 

large-scale one (Takahashi & Araujo, 2015:109). A few individuals are exposed to the research 

questions to determine whether they have adequate information about what the researcher seeks. 

These individuals do not participate in the actual research process. Aspers and Corte (2019:109) 

define a pilot investigation as a small-scale trial before the main investigation intended to assess 

the adequacy of the research design and research instruments that would ultimately satisfy their 

data collection process. It is piloting the data collection instruments before they are actually used 

in the data collection process.  

As such, piloting was necessary for the following reasons: (1) it provided the researcher with the 

opportunity to prepare and conduct mock interviews with a few research participants who were 

not included in the actual study programme; (2) it enabled the researcher to reformulate her 

research instruments so that they effectively gather relevant and desired outcomes of the research; 

(3) it adequately attuned the researcher with readiness to follow required research processes; (4) 

procedures and methods during interview sessions, participant observation, and content analysis; 

and (5) it informed the researcher about other emerging challenges that could impact their data 

collection process. 

3.3 POPULATION  

Research populations are usually composed of all the units of analysis of interest to researchers in 

their research studies. Therefore, a population means everybody who shares characteristics and 

features of interest to the researchers. According to Etikan, Musa and Alikassim (2016:1), 

population means the total collection of units of analysis from which researchers select their 
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preferred samples. Research populations are composed of individuals, things, events, institutions, 

events, etc. On the other hand, Savenye and Robinson (2015:1050) define a population as the 

totality of people, organisations, objects, or occurrences from which samples are drawn. 

Populations are entities from which researchers draw their research samples. According to Etikan 

et al. (2016:3), when researchers design research, they want their respective results to apply to 

some target groups, such as people, things, towns, and buildings, which are called populations. 

From these populations, researchers select their respective samples, i.e., the few involved in the 

research studies. Different populations were involved in this study, namely managers at ECD 

centres within the Limpopo Province, practitioners at ECD centres within the Limpopo Province, 

ECD lecturers at a TVET college, and educators in training at a TVET college in Limpopo 

Province.  

3.4 SAMPLING  

Samples are small units of analysis representative of the broader population. According to Darby 

et al. (2019:17), sampling means the process of selecting observations in order to ensure the 

observations are representative of the population from which they were drawn. Samples are a few 

units of analysis drawn from the populations in which research studies collect the data and 

information in order to support their research studies’ findings, analysis, and interpretations. 

Etikan et al. (2016:1) mention that a sample is a subset or a fraction of the general population. 

Samples are the small entities that researchers involve in their research studies. Samples are small 

units of analysis representative of the broader population (Guest et al., 2020:1). Samples are 

representative of the population because they carry the characteristic features of interest to the 

research study. 

Samples are selected from populations through the use of sampling procedures called probability 

sampling or non-probability sampling. A qualitative sampling procedure within qualitative 

research is called non-probability sampling. This procedure determines that research participants 

should be selected through non-randomised methods based on whether the individuals have 

information vital to the questions being asked (Thanh & Thanh, 2015:26). Non-probability 

sampling refers to the selection of a sample that is not based on known probabilities. In this 

understanding, non-probability sampling means that the elements in the population do not have an 

equal and known chance of being included in the study (Etikan et al., 2016:1). Qualitative 
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researchers select samples from populations that are not recorded elsewhere. On the other hand, 

Savenye and Robinson (2015:1049) contend that non-probability sampling refers to the selection 

of a sample that is not based on known probabilities. Samples are drawn from unknown 

populations, and as such, these samples are selected because they are preferred by researchers on 

certain properties; for example, their availability, accessibility, convenience, and the requirement 

of information they might share with research studies. 

Purposive sampling is defined as a type of sampling in which particular settings, persons, or 

events are deliberately selected for the important information they could provide that cannot be 

gotten from other choices (Etikan et al., 2016:2). Researchers select research participants for 

inclusion in their samples only on reliance that samples have knowledge and understanding of the 

research phenomena under investigation in their studies. In this regard, Savenye and Robinson 

(2015:1049) contend that in purposive sampling, it is the researcher who decides whom they want 

to select to compose the samples in their studies. This decision is determined by the requirement 

to collect data and information from people who experience the social problem being investigated 

in the research study. On the other hand, Campbell et al. (2020:653) contend that qualitative 

inquiry typically focuses on the in-depth and relatively small samples selected purposefully for 

sharing relevant information required by the research studies. Purposive samples are small in 

nature because they aim to involve a few individuals whom researchers believe could provide 

their research studies with the relevant and detailed information needed to support their research 

findings, analysis, and interpretations.  

The detailed descriptions of samples involved in the research study and their relevance for 

inclusion are as follows: 

 Ten managers at ECD centres in the Makhado Local Municipality in the Vhembe District 

Municipality, Limpopo Province. It is anticipated that managers at ECD centres could 

inform the study about challenges facing ECD programmes in rural areas in Limpopo 

Province.  As indicated above, a purposive sampling methodology was applied to select 

managers at ECD centres because they were individuals significantly involved in the 

management and operations of the centres.  

 Ten practitioners at ECD centres in the Makhado Local Municipality in the Vhembe 

District Municipality, Limpopo Province. Similar to the above, ECD practitioners were 
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selected using a purposive sampling method. ECD practitioners are the research 

participants who provided information regarding the challenges facing ECD programmes 

in rural areas in Limpopo Province.  

 Five ECD lecturers at a TVET college, namely Capricorn TVET College in Limpopo 

Province. Lecturers were also selected through a purposive sapling. ECD lecturers at 

TVET colleges could shed light on how the college conducted its technical and vocational 

education and training in response to addressing challenges facing ECD programmes in 

rural areas in Limpopo Province. 

 Ten educators in training at a TVET college. A purposive sampling was used to select 

educators in training in this study. Educators in training at a TVET college could inform 

the study about their preparedness towards addressing challenges facing ECD programmes 

at ECD centres in Limpopo Province. 

 

3.5 DATA COLLECTION INSTRUMENTS 

Data collection is the process through which social science researchers gather data from the 

research participants (McGrath et al., 2020:5). During the data collection process, research 

participants are encouraged to share their experiences regarding phenomena under investigation 

with the study through interviews, participant observation, and document analysis. In this regard, 

Guest et al. (202020:5) are of the view that when research participants answer research questions 

posed by the researchers, the process is called data collection. As indicated above, the data 

collection methods used in this qualitative research study were in-depth interviews, participant 

observation, and content analysis, briefly discussed below. 

3.5.1 Interviews 

Interviews are data collection methods conducted through a process of interaction between the 

researchers as interviewers and the researched as interviewers, wherein during the process, the 

latter provides researchers with information related to their areas of study. In this regard, Stenfors 

et al. (2020:597) maintain that interviews aim to expose the complexity and in-process nature of 

meanings and interpretations that cannot be examined using other positivist methodologies. In-

depth interviews fall within qualitative research, requiring them to collect a large amount of data 

from research participants' statements, beliefs, opinions, and attitudes. According to Thanh and 

Thanh (2015:26), interviews provide researchers and research participants an opportunity to take 
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interactive roles where they get to know each other in order to investigate social phenomena under 

investigation.  A reciprocal interaction is created from which both the researcher and the 

researched learn from each other about the social realities being investigated. In line with this 

understanding, McGrath et al. (2019:1003) are of the opinion that interviews have become the 

most effective qualitative data collection method, allowing researchers to discuss elements of the 

social phenomena under investigation in a healthy, open discussion environment. In-depth 

interviews are a form of discussion between the interviewers and the interviewees in which both 

share a common understanding of the phenomena under investigation.  

The researcher conducted interviews by following important processes, such as the interview 

environments being prepared in such a way that they were free of noise and interruption by 

intruders and that only the researcher (interviewer) and research participants (interviewees) 

interacted during the interview sessions, the research participants completed written informed 

consent forms before they were interviewed to provide the researcher with their voluntary 

participation in the study, the researcher created a warm and accepting relationship in order to 

encourage research participants to freely share information with research without difficulty, and 

the researcher probed research participants for clarification in their responses and audio-recording 

their responses during interview sessions. Qualitative interviews are conducted through the use of 

open-ended questions, allowing the research participants to respond in a particular way. Open-

ended questioning is conducted in a non-leading way and allows research participants to use their 

own language and style to respond to the questions. In this regard, open-ended questions allow 

research participants to freely share their experiences without being restricted by the interviewer's 

predetermined options or biases (Darby et al., 2019:15). Williams and Moser (2019:50) maintain 

that open-ended questioning is aimed at gathering data or information about the participants’ 

thinking. Open-ended questioning provides an adequate platform wherein the researchers and the 

research participants discuss matters related to the problems under review in a mutual nature. 

Open-ended questions are exposed in a manner that allows research participants to use their own 

critical views before they respond.   

The open-ended questions posed to research participants were carefully crafted to avoid leading 

them to respond in a specific manner. Instead, these questions prompted participants to address 

various aspects of the research investigation. They provided both the researcher and participants 

with the opportunity to express their thoughts comprehensively, ensuring the collection of ample 
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data and information to address the main research question highlighted throughout the study. 

Semi-structured interviews allow the researcher to probe questions for clarity seeking. In probing, 

researchers seek research participants to clarify their responses to the answers they provide during 

interviews. During the probing process, questions emerge from the immediate context and are 

asked in the natural course of interaction (Nassaji, 2015:132). The researchers ask the research 

participants to refine their responses in a manner that the consumers of research reports clearly 

understand. In this regard, probing requires interviewers to ask interviewees to clarify what they 

have said. This allows the interviewees to reformulate their responses, allowing researchers to 

know what they initially meant when responding to those questions. Therefore, probing seeks 

detailed responses that are well-understood by researchers and anybody reading through the 

transcription of the interview sessions. In addition, Creswell (2002:225-226) indicates that 

probing is a process usually attained through exploratory research. Probing is conducted in areas 

where researchers do not comprehend the research participants' words. Follow-up questions were 

posed to the research participants where the researchers felt the responses did not answer the 

questions and where the researcher required clarification on what the research participants had 

responded to. Probing was also applied in areas where the researcher was unsure of what the 

research participants meant in their responses.   

Voice recording was utilised during interviews to capture the conversations. Given that data 

collected through qualitative research methods tends to be extensive, recording these interactions 

is essential to ensure accurate documentation and prevent the loss of valuable information. Data 

could be recorded through field-note taking or voice recording (Nassaji, 2015:130). Audio-voice 

recording means that research participants’ responses are recorded by means of technologies 

currently available in information and communication technology (ICT). According to McGrath et 

al. (2019:1004), voice recording is an effective yet reliable means to record data without memory 

loss on the part of the interviewers. Voice recording provides researchers with an opportunity to 

focus on the interviews without having to record discussions using paper and pen methods. 

 

Similarly, Nassaji (2015:130) maintains that voice recording provides a level of detail and 

accuracy not obtainable from memory or by taking notes. Voice recordings allow for greater eye 

contact, which is impossible when the interviewer takes notes. In this study, the researcher 

followed systematic procedures in voice-recording the voices of the research participants during 

interview sessions. This was effectively conducted by the researcher providing research 
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participants with written consent forms to complete before they were interviewed, the researcher 

checking and rechecking to ensure that her recording devices were ready and accurate to audio-

record the voices of the research participants, and checking the contents in the voices recordings 

before research participants left the interview sessions.  

 

Interviews were intended to collect research data from various research participants, including 

managers at ECD centres within the Limpopo Province, practitioners at ECD centres within the 

Limpopo Province, ECD lecturers at TVET college, namely Capricorn TVET college in Limpopo 

Province, and educators in training at TVET college in Limpopo Province. Research schedules for 

all the abovementioned research participants are included in this study as Appendices A-D, 

respectively.  

3.5.2 Participant observation 

The researcher became part of the institutions, namely ECD centres and a TVET college, where 

she intended to conduct participant observation data collection methods. According to Aspers and 

Corte (2019:149), participant observation involves an interaction between the researcher and the 

participants’ natural setting. The information obtained from the settings also forms part of the data 

in this study. During participant observation, the researcher gathered information that was 

important in answering the research question by interacting with the participants’ natural 

environments. On the other hand, Darby et al. (2019:12) maintain that participant observation is a 

procedure for generating an understanding of the ways of life of others. Participant observation 

requires that the researcher engage in some relatively prolonged period of participation in a 

community, group, etc., and take part in the daily activities of the people she is studying. A key 

feature of participant observation is that the observer seeks to become a member of the observed 

group. In this way, she is able to obtain a large amount of information about the group’s nature of 

existence. Participant observation in this study allowed the researcher to interact with the research, 

as she became temporarily part of their natural settings, namely the ECD centres and TVET 

college. 

3.5.3 Document analysis 

Document analysis was another type of data collection method in this study. Thus, when the 

researcher conducted participant observation, she also gathered different documents and records, 
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which she used as information supportive to answering the research question. Document analysis 

is defined as a research technique for making replicable and valid inferences from data to their 

context (Nassaji, 2015:130). These data are in the form of records obtained from the documents 

available at ECD centres and a TVET college. For Kyngas et al. (2020:9), document analysis is a 

type of non-reactive research because the researcher is expected to observe or gather data without 

interfering in the ongoing flow of everyday events. Document analysis is a data collection method 

that is only used to collect information related to the research studies from things other than 

people, such as books, programmes, and policy frameworks and records. Nassaji (2015:130 agrees 

by mentioning that document analysis traditionally deals with written textual material obtained 

from texts that have already been produced for some other purpose. The records obtained from the 

mentioned institutions were accordingly studied and processed in a manner that supported the 

process of answering a research question. 

3.6 TRUSTWORTHINESS OF THE DATA 

Trustworthiness of the data is a research guideline and principle that is needed to focus researchers 

when constructing their research instruments. Research instruments are the questions exposed to 

the research participants during interview sessions (Campbell et al., 2020:653). According to 

Vazire (2018:5), as the name suggests, the trustworthiness of the data entails an assurance that the 

research instruments will adhere to the standards and reformulation requirements to collect data 

that is both valid and reliable. This shows that the trustworthiness of the data is focused on the 

application of both validity and reliability. Stahl and King (2020:26) agree that the main elements 

involved in the trustworthiness of the data include validity and reliability.   

3.6.1 Validity 

Validity is a concept which means that a research instrument yields the exact description of the 

social reality being investigated in the study. Takahashi and Araujo (2015:107) are of the opinion 

that validity entails that the data collected are a true and accurate description of the social reality 

that is being investigated by researchers. According to Darby et al. (2019:12), the issue of validity 

is closely associated with the manner in which research instruments provide researchers with 

information nearest to their quest for investigation phenomenon under their studies. Validity seeks 

to provide researchers with information that their respective research instruments intend to collect. 

This is in line with what Stahl and King (2020:26), who maintain that the issue of validity is a 
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question of the quality of craftsmanship of the researchers as they make defensive knowledge 

claims that their studies adhere to the standards and guidelines required in conducting research. 

Validity should, therefore, be viewed as the standards and guidelines attributable during the 

process of formulating the research instruments. The researcher addressed the issue of validity by 

formulating her research instruments so that they collected the data and information she required 

in order to answer her research question. Therefore, validity was maintained and addressed when 

the research participants responded to the questions as the researcher had anticipated. 

3.6.2 Reliability 

A reliable measurement is one that, if repeated, will give the same results as it did during the first 

time (Takahashi & Araujo, 2015:107). Reliability entails that when the research results are 

obtained in the current period, they will provide similar results in a later period in time. On the 

other hand, Kyngas et al. (2020:36) propose that the concept of reliability should at least provide 

researchers with three most important aspects: the degree to which a measurement given 

repeatedly remains the same, the stability of a measurement over time, and the similarity of 

measurements within a given time period. Reliability is an understanding that research 

instruments provide the researcher with data and information similar to those obtained by other 

researchers who conducted similar research projects in the past. In conclusion, Darby et al. 

(2019:12) indicate that by reliability, researchers mean the ability of an independent 

administration of the same research instrument that produces similar results if applied in different 

research settings with similar research participants. Reliability is determined by a high level of 

similarity of responses obtained from the research participants during the data collection process. 

Reliability was adequately addressed by ensuring that the research participants were asked similar 

questions during interview sessions in this study. The questions were asked sequentially, allowing 

the research participants to respond as required and or expected. 

 

3.6.3 Quality Criteria 

Researchers use quality criteria to judge the quality of qualitative research papers (Korstjens & 

Moser, 2018:120). This means that researchers use quality criteria to decide whether the research 

reports presented by other researchers follow the processes and procedures as outlined by their 

respective professional institutions. On the other hand, Korstjens and Moser (2018:121) further 

maintain that the concept of quality criteria poses the question, “Can the findings be trusted?” 
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Indeed, a well-articulated research project tends to show that its findings are trustworthy. Quality 

criteria provide an opening for critiques by scholars operating within different traditions and 

address the scientific foundations of qualitative research, involving strategies to improve it and 

develop evaluation standards in qualitative research (Aspers & Corte, 2019:143). Therefore, 

quality criteria are used for assessing and evaluating research projects in order to determine 

whether they conform to the requirements specified by the institutions within which the research 

is conducted. Quality criteria are used to improve research projects and studies. In this study, the 

research concept of quality criteria included aspects of credibility, transferability, dependability, 

and confirmability. This is observed by Stahl and King (2020), who maintain that quality criteria 

are a qualitative research requirement addressed through the inclusion, treatment, and adherence 

of different aspects, including credibility, transferability, dependability, and confirmability.  

3.6.1.1 Credibility 

Credibility is an element of quality criteria which entails the confidence that can be placed in the 

truth of the research findings. According to Korstjens and Moser (2018:121), credibility 

establishes whether the research findings represent plausible information drawn from the 

participants’ original data and correctly interprets the participants’ original views. Credibility is 

directed at showing that the research findings are a true reflection of what the research participants 

reported during the data collection process. Similarly, credibility can be seen as a situation where 

message believability is dependent on the credibility status of the sender in the minds and eyes of 

the receivers (Umeogu, 2012:112). Credibility entails that the research findings represent a true 

reflection of the experiences of research participants of the social phenomenon under 

investigation. Vazire (2018:2) contributes three characteristic features of credibility which the 

researcher aligned to the requirements of her respective research study as follows: (1) a greater 

emphasis on transparency and openness; (2) a more direct replication studies; and (3) higher 

standards for the quality of evidence needed to make strong scientific claims. In this study, the 

researcher ensured that she followed the research procedures and processes by adhering to the 

systematic guidelines and principles used by other researchers in the past.  In this regard, 

credibility is ascertained by obtaining quality evidence that is needed to support the scientific 

claims made on the research findings, conclusions, and recommendations. 
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3.6.1.2 Transferability 

According to Munthe-Kaas, Nokleby, Lewin and Glenton (2020:22), transferability is the extent to 

which the measured effectiveness of an applicable intervention could be achieved in another 

setting. Transferability is achievable when the research studies are applicable, generalisable, and 

relevant to any other natural research setting except the present one. On the other hand, Korstjens 

and Moser (2018:121) maintain that transferability entails the degree to which the results of 

qualitative research can be transferred to other contexts or settings with other research 

participants. When different researchers conduct their own research studies, and they use similar 

data collection methods, they will most probably arrive at similar findings, conclusions, and 

recommendations. Therefore, qualitative inquiry seeks to expand understanding by transferring 

findings from one context to another (Stahl & King, 2020:27). Transferability can, in this context, 

mean replicability. The researcher addressed the concept of transferability in a number of ways in 

this study: (1) it was used for structuring and constructing the research instruments; (2) 

transferability provided the researcher with a template necessary for designing and constructing 

the research instruments; and (3) a number of research articles, journals and dissertations/theses 

were consulted to guide the organisation and execution of this study. 

3.6.1.3 Dependability 

Dependability entails that the study can be dependable in being used by other researchers when 

conducting future research studies. According to Korstjens and Moser (2018:121), dependability 

is one of the quality criteria elements concerned with the stability of findings over time. 

Dependability determines the accurate measurement and analysis of the research participants’ 

responses (findings), interpretation, and recommendations of the study. 

On the other hand, Stahl and King (2020:27) maintain that dependability concerns the researchers’ 

anticipation of peer review. Peers in this regard include other researchers, the readership, and 

internal and external research promoters. Professional research projects are accordingly regulated 

by the requirement of adherence to processes and procedures contained in academic textbooks, 

articles, and journals. 

The researcher addressed the concept of dependability in the following ways in this study: (1) the 

concept was closely associated with the aspect of trustworthiness of the data. This entails that 

dependability was viewed as synonymous with trust. Other researchers and the readership tend to 
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consult and rely on the findings, conclusions, and recommendations they regard as truthful; (2) 

dependability was accordingly enhanced by the researcher’s ability to adequately adhere to the 

ethical considerations. In the context of this study, ethical considerations became the guiding 

principles regulating the study in a way of protecting research participants from being physically, 

psychologically, and emotionally harmed by the research during the data collection process; and 

(3) dependability was addressed in such a way that the study adequately answered the main 

research question and its respective sub-research questions. 

3.6.1.4 Confirmability 

Confirmability refers to the degree to which the findings of the research study could be confirmed 

by other researchers (Korstjens & Moser, 2018:121). This means that confirmability is arrived at 

when other researchers are able to satisfy themselves in the manner data were collected as well as 

how the researcher conducting the study came up with the interpretations of the findings. On the 

other hand, Johnson et al. (2020:139) viewed confirmability as the ability of the researcher to 

ensure and communicate to the reader that the results are based on and reflective of the 

information gathered from the research participants and not the interpretations or bias of the 

researcher. Confirmability means that researchers are regulated to report the content of research 

participants’ responses exactly without clouding the responses with their own predetermined 

belief systems and judgments, as this limitation can distort the nature of the research findings. 

Stahl and King (2020:28) are of the opinion that confirmability is another element of the quality 

criteria that has to do with the requirement of peer review. This, in short, entails that 

confirmability concerns the need for researchers’ studies to be assessed, analysed, and evaluated 

by peers. As indicated above, peers in this regard include other researchers, the readership, and 

internal and external research promoters. 

The researcher addressed confirmability in different ways in this study, including the following: 

(1) the concept of confirmability referred to the question of whether all the necessary and relevant 

aspects were adequately included and addressed as required by UNISA’s Ethics Committee. 

UNISA sets its own standardised regulations, procedures, and processes to be adhered to by 

students; (2) the researcher complied with the necessary and relevant ethical considerations 

intended to protect research participants from being physically, psychologically, and emotionally 

harmed by the research during the interview sessions and other related data collection processes; 

and (3) confirmability was also addressed by the researcher in ensuring that she included all the 
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necessary and relevant aspects of research without errors in her presentation of the research report. 

Otherwise, the research report was accompanied by a detailed list of references cited in each study 

chapter and the appendices. 

3.7 DATA PRESENTATION AND ANALYSIS 

Data analysis is a process through which researchers summarise the responses supplied to them by 

the research participants. Aspers and Corte (2019:148) are of the opinion that data analysis entails 

the process in which qualitative researchers look for patterns or themes in the texts or image 

analysis that support the research findings in relation to the phenomena under investigation. The 

concept of data analysis in social science research entails the manner in which large amounts of 

data are reduced into a manageable form (Guest et al., 2020:2). On the other hand, Williams and 

Moser (2019:2) maintain that data analysis is a procedure aimed at reducing a large amount of 

data into the most understandable and manageable context. Data analysis in this study was a 

thematic data analysis strategy. 

3.7.1 Thematic data analysis 

The thematic data analysis process may take the following steps (Mezmir, 2020): 

Step 1: Generation of a large consolidated picture from the detailed data obtained from the 

interview transcriptions. Transcriptions are written texts which contain information obtained from 

audio-voice recordings (Darby et al., 2019:11). This first step in qualitative data analysis requires 

researchers to transform their verbal discussion with research participants into a written format. 

Step 2: Researchers identify specific codes and themes from the transcriptions. Coding the 

qualitative data entails highlighting similar themes within the text in order to differentiate them 

from each other. According to Darby et al. (2019:12), coding could also mean an inductive 

process of organising data into categories and identifying patterns and relationships between the 

categories. Coding is the process of identifying themes contained in transcriptions, grouping them 

and, in the process, singling out those that were left out as unimportant themes that failed to 

answer the research questions. 
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Step 3: Qualitative researchers move back and forth between collecting data involving inductive 

reasoning during this qualitative data analysis process. Williams and Moser (2019:45) contend 

that social researchers usually divide qualitative research methods and analysis procedures into 

two broad categories: loose, inductively oriented and tight, more deductively oriented designs. It 

must be clarified that inductively oriented designs fall within the qualitative research, and as such, 

their analysis is conducted along with finding out whether the information provided in the 

transcriptions supports answering the research questions. On the other hand, Darby et al. (2019:5) 

posit that inductive reasoning is preferred over deductive reasoning because it mainly focuses on 

understanding, explaining, exploring, discovering, and clarifying phenomena as shared through 

research participants’ feelings, perceptions, attitudes, values, beliefs, and experiences.  

Step 4: Qualitative researchers analyse their data by means of reading the transcriptions several 

times and conducting an analysis and interpretation every time in the process. Analysis and 

interpretation of the research findings are personal in that researchers apply their own minds in 

deciding whether or not the information obtained during the data collection process is relevant to 

answering their research questions (Nassaji, 2015:130).  

 

Step 5: The remaining codes and themes contained in the transcriptions are dealt with until the 

whole is accordingly saturated. Saturation of the codes and themes in the transcriptions is the 

process through which researchers are able to address all important issues provided by the 

research participants during in-depth interviews until nothing relevant is left out (Darby et al., 

2019:15).   

 

Step 6: Researchers make their own personal assessment of data in a descriptive form in order to 

bring their own perspectives to the interpretations. The product obtained from the qualitative data 

analysis and interpretation of the study would be the research report in the form of the dissertation 

provided by the researcher under the auspice of UNISA: Communication Studies. 

 

Generally, research data are analysed through the two main methodologies: qualitative and 

quantitative. It was reiterated throughout this chapter that this study is classified under qualitative 

research, and as a requirement, its data were analysed according to the qualitative data analysis 

methodology. Qualitative data analysis is the most effective and relevant method for analysing 

data gathered through in-depth interviews. This method enables researchers to analyse data that 
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were expressed in non-numerical forms, such as statements, beliefs, opinions, and feelings 

provided by the research participants in the form of their responses during interviews. In this 

regard, qualitative data analysis is the only method available for analysing non-numerical data. 

3.8 ETHICAL CONSIDERATIONS 

Ethical considerations are guidelines and principles adhered to by researchers to protect research 

participants from physical, psychological, and emotional harm by the research, especially during 

interviews. According to Arifin (2018:31), ethical considerations are involved in studies that 

address the protection of research participants from being emotionally disturbed by the sensitive 

research topics discussed during the data collection process. Ethical considerations are a must in 

every research study, and adherence to their application must be developed and maintained by all 

researchers or organisations conducting social science research. Fleming and Zegwaard 

(2018:201) add that ethical considerations are tools within social science research that are aimed 

at protecting the research participants from being harmed, embarrassed, and placed in discomfort 

states during their involvement in the data collection process. Ethical considerations are guidelines 

and principles necessary to improve professional research studies. Thus, ethics can be thought of 

as the study of good conduct and of the grounds for making judgments about what is good 

conduct (Cacciattolo, 2015:55). This research study incorporates four primary ethical 

considerations, namely potential harm to subjects, obtaining informed consent, ensuring 

anonymity, and maintaining confidentiality.  

3.8.1 Harm to subjects 

Interviews, which are conducted more quickly in order to obtain information from the research 

participants, must not be conducted in a manner that deprives the participants of their physical, 

psychological, and emotional states of livelihoods (Fleming & Zegwaard, 2018:211). Harm to 

research participants means exposing them to a series of discomfort. Therefore, researchers are 

expected to ensure that research participants are protected from undue intrusion, distress, 

indignity, physical discomfort, personal embarrassment, psychological, or any harm not 

mentioned (Aspers & Corte, 2019:141). Researchers are responsible for creating research settings 

that expose research participants to embarrassment, like when they are required to discuss their 

personal lives during interviews. For Arifin (2018:32), harm to subjects includes hazardous 

medical experiments and any social research that might involve things such as discomfort, 
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anxiety, harassment, invasion of privacy, or demeaning or dehumanising procedures. Research 

participants may be subject to harm due to research procedures in various circumstances that were 

not specifically identified or addressed in this study. Interview sessions were conducted in settings 

free from intrusion by other persons not involved in the data collection process. In order to protect 

research participants from harm by the research, each of them was required to complete the 

written consent form before they were interviewed. 

3.8.2 Informed consent 

According to the ethical issue of informed consent, the people to be studied are informed of the 

goals and methods of the research and then asked for their consent and voluntary participation in 

the research project (Arifin, 2018:31). Informed consent determines that research participants 

volunteer their participation to the research study without being coerced in doing so. In this 

regard, Fleming and Zegwaard (2018:210) strongly warn that research participants must not be 

coerced into participating in the study, rather, they must be given the freedom to give their written 

consent to participate. Cacciattolo (2015:57) concludes by stating that in almost every discipline, 

it is considered unethical to collect information without the knowledge of the research participants 

and their expressed willingness and informed consent. However, the process of seeking informed 

consent is probably the most common method in medical and social research. Informed consent 

must be requested from the research participants before they are involved in the research, such as 

during the interview sessions. All research participants were asked to volunteer to participate in 

the study. They were provided with written consent forms and requested to complete and sign 

them, indicating their voluntary agreement to participate in the research. 

3.8.3 Anonymity 

Anonymity means the process of not disclosing the identity of the research participants after they 

have shared information with the study (Arifin, 2018:31). Usually, all the participants who take 

part in the research studies do not want their names and other biographic information to be 

revealed to others. The best and most effective method of achieving anonymity is using codes and 

pseudonyms to hide the research participants’ true identities. Fleming and Zegwaard (2018:211) 

maintain that researchers should endeavour to ensure that all data obtained from various 

stakeholders, such as the research participants, are treated with appropriate anonymity. When 

research participants’ names and other extraneous variables describing them are not removed from 
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the research reports, the participants might be ostracised and even intimidated by others. As 

indicated above, anonymity could be effectively addressed once research participants are 

accordingly identified by codes and pseudonyms. The researcher ensured that it was impossible 

for the researcher and other people to know the names and related biographical information of the 

research participants. On the other hand, anonymity was included in a written consent form 

completed and signed by each research participant before they were interviewed. 

Research participants were identified by codes such as CM 001 and CM 002 for ECD centre 

managers, ECDP 001 and ECDP 002 for ECD practitioners, ECDL 001 and ECDL 002 for ECD 

lecturers at a TVET college, and EUT 001 and EUT 002 for educators under training at a TVET 

college, respectively. In addition, ECD centres were identified by codes such as CNT 001, CNT 

004, and CNT 009, etc. 

3.8.4 Confidentiality 

Confidentiality entails the essentiality to protect the identity of the person from whom you gather 

information and their responses during the data collection process (Arifin, 2018:31). Research 

participants would like to share information with research studies; however, they would not like 

their information to be connected with their identities. Fleming and Zegwaard (2018:211) 

maintain that confidentiality is a type of ethical consideration which proclaims that researchers are 

not allowed to share information they gathered from research participants with other unauthorised 

persons and institutions without the consent of the participants. Confidentiality entails that before 

researchers start interviewing the research participants, they must first assure them that they are 

responsible for the information participants give them (Cacciattolo, 2015:63). Confidentiality 

means that researchers will not discuss the contents available to them with the public without the 

research participants’ consent. The researcher would not reveal the content of her discussion with 

the research participants to other persons, institutions, and organisations without written consent 

from the research participants. 

In summary, this study adhered to the guidelines and principles contained in the research science 

of ethical considerations. Appendices E-H are included in this study as written informed consent 

forms completed and signed by ECD centre managers, ECD practitioners, ECD lecturers at a 

TVET college, and ECD educators in training at a TVET college in Limpopo Province before 

they participated in interviews. The form required research participants to underline any aspect of 
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the ethical considerations which they felt were not addressed by the researcher. As a procedure, no 

person would be interviewed if they underlined certain aspects that were not adhered to by the 

researcher during the data collection process. On the other hand, requests for permission to 

conduct research at the ECD centres and a TVET college are included as Appendices I and J, 

respectively. 

3.8.5 Request for permission to conduct research 

Obtaining permission is another important element of ethical considerations. In this context, 

Kumar (2011:6) maintains that social science researchers must take care to ensure that the 

relevant persons, committees, and authorities have been consulted and informed and that the 

necessary permission and approval have been obtained from them before they conduct their data 

collection process. Obtaining permission to conduct an investigation must always be sought at an 

early stage of data collection. Permission to conduct research projects must first be obtained from 

the custodians of the programmes under investigation. Appendices C and D are included in this 

study as applications for permission to conduct research projects at ECD centres and a TVET 

college, respectively.  

3.9 LIMITATIONS AND DELIMITATIONS OF THE STUDY 

3.9.1 Limitations of the study 

According to Ong’ayo (2018:9), the limitations of the study imply the constraints on 

generalisability, applications to practice and utility of findings that are the result of how 

researchers initially chose to design the study and the method used to establish internal and 

external validity. Therefore, limitations are challenges that emerge during the research process, 

which researchers have no control over, preventing them from happening. In line with this 

understanding, Myende (2014:174) maintains that the limitations of the study could be 

exemplified by the condition that the proposed strategy is based on data generated but it has not 

been tested on the ground to establish its applicability within other contexts. Limitations of the 

study entail a series of challenges that are faced by research projects, which researchers cannot 

prevent from occurring.  For example, when a study is conducted in one small school, applying 

the findings in different contexts becomes difficult. Chikutuma’s (2013:16) study used a 

qualitative design and a small sample from Harare urban primary schools, making the 

generalisability of the findings to all Zimbabwean primary schools impossible. In a similar vein, 
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the involvement of only one TVET college made it difficult for the research to be generalised to 

the large populace of all other South African colleges. On the other hand, the researcher faced 

challenges implementing the study, which used more than one data collection methodology. She 

was a novice and, therefore, less adept in conducting this type of study.   

3.9.2 Delimitations of the study 

Erasmus et al. (2019:7) understand that delimitations tend to describe research characteristics that 

negatively impact the study, which researchers have control over. Therefore, the concept of 

delimitation seeks to indicate that researchers have control over some attributes that impede the 

validity of their studies. Researchers state delimitations by means of elaborating on those 

characteristics that limit the scope and define the boundaries of their studies. Delimitations show 

the researchers’ authority over limitations, and as such, delimitations entail the researchers’ 

control over the limitations which emerge during the research process (MPEDU91, 2019:18). In 

line with this study, the researcher involved three data collection methodologies in order to 

attempt generalising the research findings. On the other hand, the researcher measured research 

questions from different angles and views, namely the involvement of ECD centre managers and 

practitioners and TVET college lecturers and ECD educators in training, providing the study with 

rich and quality information in the exploration of the effectiveness of TVET-trained ECD 

practitioners in addressing challenges facing public pre-schools in Limpopo Province.  

3.10 CHAPTER SUMMARY 

Research methodology and design were discussed through the main research concepts within the 

qualitative research. Firstly, the research approach is a concept that classifies research into two 

classes: qualitative and quantitative research. In contrast, when both are combined in a single 

study, the mixed methods research applies. Qualitative research is treated as interpretivist research 

because it collects data in the form of meaning research participants attach to the social reality 

they belong to. Secondly, qualitative research is conducted through a number of research methods, 

such as narrative, ethnography, case study, and document analysis. The latter research method 

(case study) was applied in this study. Thirdly, research design was defined as a plan or a 

checklist composed of aspects such as population, sampling and sampling procedures, data 

collection, validity and reliability, data analysis, and ethical considerations. Therefore, the non-

probability sampling procedure was used to select research participants according to the purposive 
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sampling method. Data collection was conducted through in-depth interviews, participant 

observation, and document analysis. In this regard, in-depth interviews provided the study with 

primary data, whereas participant observation and document analysis were used to supplement 

interviews with secondary data. The data analysis process was conducted using the qualitative 

data analysis method. The succeeding chapter presents the data analysis and interpretation of the 

study. 
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CHAPTER 4: DATA PRESENTATION, ANALYSIS AND INTERPRETATION OF THE 

STUDY 

4.1 CHAPTER INTRODUCTION 

The previous chapter presented the research methodology and design for the study. It introduced 

the study populations as ECD centre managers, practitioners, ECD lecturers, and their students 

(educators in training) at a TVET college. In this regard, 10 managers, 10 practitioners, five 

lecturers, and 10 educators in training were selected through the purposive sampling procedure 

and were involved in in-depth interviews. On the other hand, data and information obtained 

through participant observation and document analysis were used to supplement those obtained 

through interviews. This chapter of the study interprets and analyses data collected through the 

above-mentioned data collection methods.  

 

The key concepts in this chapter are presented in several questions, such as the main research 

question, which reads as: What is the effectiveness of TVET-trained ECD practitioners in 

addressing the challenges faced by public pre-schools in Limpopo Province? 

 

Sub-research questions:  

 What does ECD entail? 

 What are the legislative frameworks for ECD programmes? 

 How are ECD practitioners’ training programmes at TVET colleges structured? 

 What are the challenges facing ECD centres in Limpopo Province? 

 How can practitioners address the challenges ECD centres face in rural areas in Limpopo 

Province? 
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4.2 THE RESEARCH PARTICIPANTS 

The research participants are summarised in the table below. 

Table 1: Profile of the research participants 

No. Description of research 

participants 

Number  Natural settings  

1 ECD centre managers 10 10 ECD centres 

2 ECD centre practitioners  10 10 ECD centres 

3 TVET college lecturers  5 1 TVET college 

4 ECD educators in training 10 1 TVET college 

 

4.3 DESCRIPTION OF THE DATA ANALYSIS STRATEGY 

The data analysis strategy employed in this study is known as thematic analysis. 

4.3.1 Thematic data analysis 

Thematic data analysis was used to analyse and present the data in this study. Thematic data 

analysis is the qualitative method of analysis that provides researchers with a flexible and useful 

research tool, potentially providing a rich and detailed yet complex account of data. According to 

Chabi et al. (2024:1), thematic data analysis is a method for identifying, analysing, and reporting 

patterns (themes) within data. In short, thematic analysis is a method for organising and 

describing data sets in detail. Thematic data analysis identifies, analyses, and reports patterns 

(themes) within data (Westenberg, 2016:13). Thematic analysis is conducted through six steps, 

which were identified and discussed below.  

 

4.3.1.1 Familiarisation of data 

The researcher immersed herself in the data to the extent that she was familiar with the depth and 

breadth of the content (Chabi et al., 2024:2). The content mentioned here was in the form of 
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transcription. Braun and Clarke (2023:2) maintain that if researchers are working with verbal data 

such as interviews, television programmes, or political speeches, the data must be transcribed into 

written form in order to conduct a thematic analysis. Transcription is, therefore, a process of 

transforming verbal content into written content. Chabi et al. (2024:2) add that a transcript is a 

textual document that will later be enriched by the identification and analysis of the concurrent 

relations. These relations are identifiable when researchers familiarise themselves with the data 

contained in transcripts. 

 

Further, Kumar (2011:248) describes the familiarisation of the data step by contending that 

researchers must go carefully through descriptive responses given by research participants to each 

question in order to understand the meaning they communicate. There are two types of data that 

researchers come across when familiarising themselves with the data: data corpus and data set. 

Data corpus refers to all data collected for a particular research project, while data set refers to all 

the data from the corpus that is being used for a particular analysis (Braun & Clarke, 2023:1). The 

researcher read through the transcription pages over and over until she familiarised herself with 

the content. Once this step was achieved, the researcher moved to the next step, namely the 

generation of codes. 

 

4.3.1.2 Generation of codes 

The second step in the thematic process is called the generation of codes. According to Kumar 

(2011:248), researchers need to assign codes to the main themes they come across in the 

transcriptions. Coding is the process of identifying different codes by means of underling the 

responses in colours and even numbers. Chabi et al. (2024:3) maintain that generation of codes 

could be applied by combining an automatic summariser (using the thematic segmentation 

algorithm TextTiling) and a semantic indexer LSI. The researcher was not proficient in using 

computerised tools; thus, she opted for a manual approach, using coloured analytic pens to 

annotate the document. In addition, Braun and Clarke (2023:1) explain that the second step begins 

when researchers have read and familiarised themselves with the data and have generated an 

initial list of ideas about what is in the data and what is interesting about them. In this context, 

codes are used to identify data features that can be assessed in a meaningful way regarding the 

phenomenon under investigation. The next step in the thematic analysis process is searching for 

themes. 
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4.3.1.3 Searching for themes 

In the third step, the researcher classified responses under the main themes. For theme detection, 

we match the concepts extracted from the document with domain ontology (Chabi et al., 2024:6). 

This entails that a theme is the domain ontology obtained from the transcript. Matching the 

concepts of the document with the domain ontology can lead to two possible cases: in the first 

place, all the concepts of the document belong to the same theme, and in the second place, all the 

concepts of the document belong to a different theme (Chabi et al., 2024:7). Having identified the 

themes, the next step is to go through the transcripts in order to classify the responses under 

different themes (Kumar, 2011:248). According to Braun and Clarke (2019:589), the third step in 

the thematic analysis process is when all data have been initially coded and collated, and the 

researchers have long lists of the different codes they have identified across the data set. During 

this step, researchers are involved in sorting the different codes into potential themes. Chabi et al. 

(2024:1) refer to this step as thematic identification to explain that it is part of the thematic 

analysis task, which allows the determination of the theme evoked in a textual unit. Discussion on 

themes is the concept discussed in the succeeding step. 

 

4.3.1.4 Discussion on themes 

The fourth step in the thematic analysis process begins when researchers have devised sets of 

candidate themes, which involves refining those themes. According to Braun and Clarke (2023:2), 

it will become evident that some candidate themes are not themes during this step. Themes 

irrelevant to the investigation are defined by these “not really themes.” Thus, the researcher 

divided statements into themes and analysed the phenomenon’s multiple dimensions, i.e. 

interpretations as they are encountered. A theme captures something important about the data in 

relation to the research question and represents some level of patterned response or meaning 

within the data set (Braun & Clarke, 2019:591). Therefore, there is no hard-and-fast answer to the 

question of what proportion of data set needs to display evidence of the theme for it to be 

considered a theme, a theme might be given considerable space in some data items, and little or 

none in others, or it might appear in relatively little of the data set and as such the keyness of a 

theme is not necessarily dependent on quantifiable measures rather in terms of whether it captures 

something important in relation to the overall research question (Braun & Clarke, 2019:598). The 

succeeding step aims to determine the importance of themes in relation with the study. 
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4.3.1.5 Determining the significance of themes 

Determining the significance of themes is all about defining and naming themes. At this stage, 

researchers define and further refine the themes that they will present for analysis (Braun & 

Clarke, 2023:2). The authors continue to explain that by “define and refine,” they mean 

identifying the essence of what each theme is about and determining what aspect of the data each 

theme captures. Kumar (2011) advises that defining and refining could be attained by means of 

referring to the lived experiences of the research participants using concise terminology. On the 

other hand, Chabi et al. (2024:6) differentiate between two types of themes: major theme and 

minor theme. According to them, each document is characterised by one single “major theme” 

and several other themes, i.e. minor themes, can be evoked in the document without being the 

principal goal of the document. Minor themes play a significant role in the thematic analysis 

because they reflect the domain of association of the major theme. Reporting the finding is a step 

which is identified and discussed below. 

 

4.3.1.6 Reporting the findings 

According to Braun and Clarke (2019:590), the sixth step in the thematic analysis process begins 

when researchers have a set of fully worked-out themes, involving the final analysis and write-up 

of the report. The report mentioned here is in the form of an academic dissertation and tells the 

complicated story of the data in a way that convinces the reader of the merit and validity of the 

researchers’ analyses. It is important that the analysis provides a concise, coherent, logical, non-

repetitive, and interesting account of the story the data tells within and across themes (Braun & 

Clarke, 2023:3). The words of the research participants formed part of the analysis, so that the 

readership clearly understood their views and opinions regarding the topic under investigation in 

the study. Similarly, Kumar (2011:248) contends that having identified responses that fall within 

different themes, the next step is to integrate them into the text of a report. Braun and Clarke 

(2019:590) note that qualitative research involves a series of questions, and there is a need to be 

clear about the relationship between these different questions. The research question or questions 

tend to drive the research project. Chabi et al. (2024:9) advise that the analysis of the thematic 

relations is made by calculating the matrix of the associations of themes where lines and columns 

represent the themes of the considered domain. This calls for the construction of a table which 

summarises the research question, themes, and their respective sub-themes. The researcher 

addressed this requirement by listing themes that emerged during data collection from research 

questions in the table below. 
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4.4 RESEARCH QUESTIONS, THEMES AND SUB-THEMES 

The table below summarises qualitative research questions and categorised them into themes and sub-themes. 

 

Table 2: Research questions, themes, and sub-themes 

Research questions Themes  Sub-themes 

1. What is the effectiveness of TVET-trained 

ECD practitioners in addressing the 

challenges faced by public pre-schools in 

Limpopo Province? 

 

Effectiveness of TVET-trained ECD 

practitioners in addressing challenges 

facing public pre-schools 

1.1. The role of TVET-trained ECD 

practitioners 

1.2. The relevancy of ECD practitioner’s 

knowledge and skills to public rural pre-

schools 

1.3. Leadership and management of ECD 

centres 

2. What does ECD entail? The scope of ECD 2.1. Resources for teaching and learning in 

ECD 

2.2. Transportation of children to and from 

the ECD centres 

3. What are the legislative frameworks for 

ECD programmes? 

Legislative framework for ECD 3.1. Child Protection Act and policies 

3.2. Legislation on curriculum for ECD 

children 
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4. How are ECD practitioners’ training 

programmes at TVET colleges structured? 

The structure of ECD practitioners’ 

training programme 

4.1. Demographic nature of TVET ECD 

training 

4.2. ECD training module design 

5. What are the challenges facing ECD centres 

in Limpopo Province? 

Challenges facing ECD centres in 

Limpopo Province 

5.1. Categories of children admitted at the 

ECD centres 

5.2. Parental involvement 

5.3. Professional qualifications of ECD 

practitioners 

5.4. Remunerations of ECD practitioners 

6. How can practitioners address the 

challenges ECD centres face in rural areas 

in Limpopo Province? 

 

Intervention strategies of TVET-

trained practitioners in addressing 

challenges in rural pre-schools  

6.1. Parental meetings 

6.2. Continuous Professional Development of 

ECD practitioners 

6.3. Norms and Standards funding for ECD 

centres 

Source: Researcher’s own conceptualisation 
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4.4.1 Findings obtained from interviews 

As indicated in Chapters 1 and 3, the interviews for the study involved 10 ECD centre managers, 

practitioners, five TVET college lecturers and 10 ECD educators in training, respectively. All the 

research participants were included in Table 2 above.  Therefore, Table 2 summarises the research 

questions, themes, and sub-themes that emerged from the interviews. 

4.4.1.1 Age limit of children admitted at ECD centres 

The theme was envisaged to obtain information from the ECD managers with regard to their 

experiences of the age limits of children admitted at ECD centres. The researcher posed the 

following question to the research participants: “What is the age limit of children you admitted at 

your ECD centre?” As indicated, the goal was to obtain the age limits of children admitted at 

ECD centres. The research participants responded as follows to the question:  

According to CM 002, “We admit 0 to 4.5.” CM 008 shared, “We admit children who are 0 to 5 

years.” Other ECD managers felt differently about this issue because CM 001 mentioned, “We 

admit 0 to 6 years.” It is correct that children aged 0 to 6 years are admitted at the centres until 

they reach school readiness in their sixth year of development.  

An Admission Policy at ECD centres indicates that centres admit children 0 to 5 years of age. 

Firstly, the UN (2005:1) indicates that a working definition of “early childhood” is all young 

children, at birth and throughout infancy, during the pre-school years, as well as during the 

transition to school. On the other hand, Woodhead et al. (2014:66) detail the requirements in an 

Admission Policy at ECD centres as including the supplementary feeding of children under 6 and 

growth monitoring, immunization records, health check-ups of children, referral services records, 

antenatal and postnatal care of mothers, nutrition and health education records, and non-formal 

pre-school education certificates of children aged 3 to 6 years. Secondly, the admission criteria 

from an Admission Policy mentioned above are supported by the International Labour 

Organization (2012:2) and Woodhead (2014:9), who state that ages 0 to 5 years is the standard 

age for all children entering the ECD programme in most countries around the globe.  

4.4.1.2 Resources used during the education and training of children at ECD centres 

The ECD centre managers and practitioners were required to inform the study about their 

experiences with the necessary resources used during the education and training of children at 
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centres in the theme. This interaction aimed to obtain a series of resources used during the 

education and training of children at ECD centres. The researcher posed the following question to 

the research participants: “Which resources do you use during the education and training of 

children at the ECD centres?” The ECD centre managers responded as follows to the question:  

CM 001: “We use posters, scissors, books, [and other things which] we make them to write 

[down such as] pencils.” On the other hand, CM 005 responded, “The resources that we use here 

at the centre are toys, posters, papers, colours, glue sticks, puzzles, building blocks, paints, and 

brushes.” Other resources mentioned include “The resources that we use here in the centre are 

laptops.” by CM 008. And “Also song rhyme that is related to educational class,” as shared by 

CM 006. 

ECD centre practitioners responded as follows: ECDP 002 mentioned, “Building blocks, charts, 

books, colouring books, and writing books.” ECDP 005 added, “Charts that are pasted inside the 

class.” ECDP 010 remarked, “The resource that I use when teaching is the chart.” Other 

resources used during the teaching and training at ECD centres were identified by ECDP 003, 

who mentioned, “Toys, puzzles, building blocks, and its plastic.” ECDP 004 remarked, 

“Pictures!” ECDP 001 noted, “Papers with pictures.” ECDP 006 stated, “Downloads music, 

reading stories.” On the other hand, ECDP 009 and ECDP 007 remarked, “Our resource is the 

mark, duster, books that when the child goes home.” And “Books,” respectively. Resources of 

this nature are provided to children to take home to enable them to do homework with the help of 

parents, siblings and other family members. Finally, ECDP 006 mentioned, “Google and 

downloads music, reading stories.” This highlights the need for ICT connectivity in ECD centres 

to enable practitioners to access up-to-date approaches and methods for enhancing the education 

and training of young children. 

Research findings indicated that resources required at ECD centres include stationery, books, 

newly developed strategies available on the Internet, and technological equipment such as laptops 

during the education and training of children. However, the literature views resources differently. 

According to Mbarathi et al. (2016:8), physical resource is infrastructure. On the other hand, 

UNICEF (2012:23) states that ECD centres should be provided with general resources, which are 

approaches meant for the entire population of children attending ECD programmes at ECD 

centres. In contrast, individualised resources are meant to improve the education and training of 

children with special education and training needs. 
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4.4.1.3 Transportation of children to and from the ECD centres 

This theme required the research participants to share the type of transport used for bringing 

children to and collecting them from the centres. The question aimed to understand the modes of 

transporting children and their safety. The researcher posed the following question to the research 

participants: “How are children transported to and from the ECD centre?” In response to the 

abovementioned question, ECD managers mentioned the following:  

Children were accompanied on foot by parents and other family members. CM 002 noted, 

“Children come here at the centre; they are brought by their parents while going to work, and 

others drop[ped] by their siblings.” Furthermore, CM 006 mentioned, “Others just walk because 

they stay [nearer to the centres].”  

Most ECD centres are privately owned, and the manager provides children with transport that 

parents have to pay for. This was reported by CM 001, who maintained, “Children use centre 

transport.” This type of transport is in the form of sedan cars and light drive vans, as mentioned 

by CM 002, “I transport them by private car.” CM 004 added, “The transport that we use is 

bakkies and private cars.” On the other hand, CM 005 mentioned that the van used for ferrying 

children, “It is not the centre's transport.” 

Children are mostly ferried to and from the centres on foot, with private cars and bakkies, and 

transportation is provided by other members of the community. ECD centre managers provided 

children with transportation, usually in the form of sedans and light drive vans (bakkies). 

According to Aldagher et al. (2018:8), the government must expand and improve ECD 

programmes for disadvantaged children by making basic education available, ensuring health and 

safety standards, and providing transportation for kindergarten students who live far from schools. 

Similarly, Ionescu et al. (2022:8) mention that funding ECD centres within the South African 

context should be accordingly separated to consider the importance of providing children with the 

most safe and healthy transportation service.  

4.4.1.4 Categories of children admitted at the ECD centre pressurises the ECD 

practitioners’ daily tasks and activities 

The researcher was interested in discovering whether ECD centre practitioners experienced 

specific categories of children who put additional pressure on their daily tasks and activities under 

this theme. The centre practitioners were requested to answer the following question: Which 
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categories of children admitted at the ECD centre put additional pressure on your daily tasks and 

activities? Through this question, she wanted to discover the barriers to children's education and 

training at ECD centres.  

Children who learn slower than their peers were identified by ECDP 009, who explained, 

“[Learning slower than others] is the one that gives problems because they don’t understand.” In 

addition, this participant noted that they observed a hyperactive disorder in these children because 

“They don’t listen and they don’t calm [down].”  

Another group of children who present challenges in teaching and training are those with 

attention-deficit hyperactivity disorder (ADHD). Descriptions of this ailment were obtained 

during the interviews. ECDP 001 said, “Others don’t concentrate or participate in class.” ECDP 

002 said, “You discipline [them] several times, and they become too much of a problem.” ECDP 

003 stated, “While teaching them, they play around and don’t listen and also beat each other.” 

ECDP 009 mentions, “Children [who] love to play and they don’t listen and they don’t calm 

[down].” 

Some children were admitted very late at ECD centres. ECDP 008 mentioned, “Find out the 

parent brought the child in 3 months before graduation, we need to go back to teach.” Children in 

this category are found to have missed many lessons, making it difficult to catch up. 

Bullies are also difficult to discipline. For example, ECDP 005 opined, “Children who bully 

others’ are problematic at the centre.” In addition, ECDP 004 mentioned, “Only two boys that 

give me pressure while others don’t give me pressure.” Indeed, boys are more prone to bullying 

other children than girls. 

In summary, children who put additional pressure on practitioners include those who learn more 

slowly than normal, those with ADHD, those who were admitted late, and bullies. The research 

findings identified children who put additional pressure on practitioners, including those who 

learn more slowly than normal, those with ADHD, those who were admitted late, and bullies. 

ECD practitioners require some form of education and training specially designed to deal with 

children’s barriers to learning (International Labour Organization, 2012:8). On the other hand, 

Chikutuma (2013:33) maintains that practitioners should receive in-service training on the 

knowledge and skills in dealing with children with attention-seeking behaviours, etc. 
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4.4.1.5 Challenges faced by the ECD centres in educating and training children 

This theme provided information about the challenges the ECD centres face in educating and 

training children. During the interviews, the researcher requested research participants to share the 

challenges facing ECD centres in educating and training children. They answered the following 

question: What challenges does the ECD centre face in educating and training children? The 

responses of the research participants were as follows: 

CM 001 mentioned, “I can take a child and give someone a child,” this exposes children to a 

series of criminal activities and sexual and physical abuse. CM 008 noted, “The issue of a person 

who came and stands on the gate and said has come [to] collect the child,” whereas the main gate 

is not manned by security personnel. 

The aspect of children with special educational and training needs emerged during interviews. 

CM 007 maintained, “There are other children who don’t understand or learn fast and other 

children learn fast.” This is an aspect requiring the elimination of barriers to learning and training 

among children at the ECD centre situation. 

CM 002 and CM 003 mentioned the dire lack of resources, “[a] Lack of material[s].” And “We 

don’t have anything.” Resources that most ECD centres lack could include learning materials, 

buildings, human capital, etc. 

Parents blame the centres for the ill-treatment of their children. CM 004 mentioned, “The parents 

or a parent call at the centre to complain that someone is bullying [their] child or someone is 

taking my child’s lunch.” Child-to-child misunderstanding and fights are the eminent challenges 

ECD centres cannot avoid. 

Only CM 006 reported, “We have everything, I mean all the resources here at the centre.” This 

statement is doubtful as most ECD centres, especially those in rural areas, generally lack adequate 

and necessary resources.    

Responses obtained from the ECD practitioners were classified under five divisions. In this 

regard, Class I was identified as children being difficult to teach and train within the class 

situation. This was identified by ECDP 001, who complained, “Some children don’t know how to 

listen.” ECDP 003 also mentioned, “Children who understand fast while others are slow.” 
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Class II contributed to children with an adaptation problem. ECDP 008 remarked, “Other 

children don’t adapt fast [with the activities in the centre].” 

Class III comprised children from poor family backgrounds who lacked the necessary resources. 

ECDP 001 mentioned, “I would tell the parent that the child has a shortage [of the learning] 

stuff.” ECDP 006 maintained, “All road signs, robot colours, colouring books to teach them how 

to write their names and surname inside.” ECDP 009 remarked, “There is a shortage of 

stationery.” 

Class IV had a lack of professional staff development at ECD centres. ECDP 001 stated, “We 

don’t have enough staff members.” 

Class V included the differences of children as determined by their socioeconomic backgrounds. 

ECDP 010 observed, “There are children who are not smart, and others are smart.” 

From the research findings mentioned above, it seems challenges experienced by ECD centres 

during the education and training of children could include children with disruptive disorders, 

children who are unable to adapt to the centres, children from poor family backgrounds, lack of 

professional practitioners, and children divided between the haves and the have-nots. According 

to Aldagher et al. (2018:37), local workers administering ECD programmes become frustrated 

with their workload and poor quality of materials. As such, specific service administration must 

be funded by unique government ministries. Other challenges include unequal employment 

opportunities. Ionescu et al. (2022:8) maintain that throughout the child’s early years, a variety of 

services are provided to children and their families, catering for various aspects of children’s 

development and well-being, but provided by both males and females. Challenges tend to 

undermine the effectiveness of ECD programme interventions. Therefore, for a child to develop 

and learn in a healthy and normal way, it is important to meet their basic needs of food, health, 

protection, interaction, stimulation, affection, and learning through exploration and discovery 

(Kamara et al., 2018:3).  
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4.4.1.6 Identification of the main factors responsible for undermining the ECD centre’s 

performance towards improving the education and training of children at the ECD 

centres 

ECD centre managers and practitioners were asked to indicate their experiences regarding the 

identification of the main factors responsible for undermining the ECD centre’s performance 

towards improving the educational and training process of children under this theme. Identifying 

these factors is the basis for improving the ECD programme at the centre level. The following 

question was posed towards the research participants: What are the main factors responsible for 

undermining the ECD centre’s performance towards improving the education and training of 

children at the ECD centre? In response to this research question, research participants have the 

following to mention:  

Responses from the ECD centre managers include the following: CM 001 and CM 007 

responded, “The parents are to come and collect their children, and they informed that they won’t 

make it in time.” And “Other children who are smart, others who are not smart, and others who 

have bad behaviour from home.” Both these responses indicated that parents are the main factor 

responsible for undermining the ECD centre’s performance towards improving the educational 

and training process of children. 

Centres lack the necessary resources required for the effective implementation of the ECD 

programme. According to CM 002, “Government get [not] involved and assist us or helping us.” 

CM 004 said, “The shortage of classrooms because we place children [of different ages] 

together.” Instead of separating them, CM 008 said, “It is the shortage of things; we don’t have 

enough staff that can [provide children with education and training].” CM 009 indicated, “All of 

the teachers should be trained and have knowledge about children at the centre [and at home 

environment].” 

Responses from the ECD centre practitioners include the following: ECDP 001 mentioned, “Are 

being caused by the shortage of resources in the centre.” ECDP 006 stated, “While using papers, 

they are insufficient and colouring pencils finished fast; that is our problem.”  

ECDP 002 indicated, “We call meetings at the beginning of the year with parents and tell them 

what they need here at the centre, but they do not respond.” ECDP 009 mentioned, “These 
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children’s parents are the ones who do not get involved in the child’s work at home.” ECDP 010 

remarked, “The cause is the fees that parents pay are [too] small and can’t pay our salaries.” 

ECDP 003 mentioned, “Children will harm each other.” Young children pick fights with each 

other, which becomes a major factor. 

There are children with sleeping disorders, which is they do not go to sleep when others do. 

ECDP 002 clarified, “Children don’t want to sleep, and they just don’t want to learn with 

others.” 

It was also gathered during interviews that some research participants experienced no factor 

related to the question. ECDP 004 stated, “I don’t have any challenges in the centre.” ECDP 008 

mentioned, “I don’t have pressure. I just enjoy it [working at the centre].” 

The main factors responsible for undermining the ECD centre’s performance towards improving 

the education and training of children at the ECD centres are usually the absence of parental 

involvement, a lack of expected socialisation process of children at home, government not readily 

available to support the implementation of ECD programme implementation, and a lack of the 

professional development of ECD centre practitioners. 

The voices of practitioners should be heard, and parents and ECD management should listen to 

the concerns of the practitioners because they are individuals who are responsible for the 

operations at centres (NAEYC, 2016:7). On the other hand, Van Niekerk et al. (2017:2) believe 

that challenges could be addressed through the improved socioeconomic circumstances and social 

cohesion all in turn countering the cycle of poverty. This maintains that the main cause of factors 

attributed to the challenges experienced by practitioners during the education and training of 

children at centres is poverty and the lower socioeconomic status of parents and families. On the 

other hand, Britto et al. (2014:246) maintain that the financing of national health strategies has led 

to using more systems-based approaches that tend to focus on health and nutrition services, parent 

and community support, and education and early childhood interventions for children with 

developmental delays and disabilities.  
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4.4.1.7 Individuals and or institutions effectively assisting ECD centres in addressing 

challenges facing the ECD centres in educating and training children 

The theme sought to obtain information about individuals and institutions effectively assisting 

ECD centres in addressing the challenges facing ECD centres in educating and training the 

children under this theme. The research participants involved in this instance were ECD managers 

and practitioners. Both responded to the following research question: Who could effectively assist 

in addressing the challenges the ECD centres face in the education and training of the children? 

The research participants were free to share with the study as many individuals and institutions 

they regarded as important in this regard.  

The responses from the ECD centre managers are as follows: Firstly, parents were the main 

resource for successfully implement the ECD programme. This was supported by CM 002, who 

opined, “Teaching children English [first additional language] and allow parents to check their 

children’s work and also assist them at home.” CM 005 added, “We look at what parents pay 

their [monthly] fees because that money is [directed towards] buying food [for children as well as 

paying] our salaries.” CM 008 maintained, “When need to address the community, they call 

meeting and talk [largely in those meetings].”   

Secondly, the community and the DoE were identified as the main institutions that effectively 

assist ECD centres in addressing the challenges facing the ECD centres in educating and training 

the children. Therefore, CM 004 suggested, “The community and Department of Education can 

make donations to build classrooms.”  

On the other hand, responses obtained from the ECD centre practitioners were as follows:  

ECDP 001 stated, “By getting donations.” ECDP 006 mentioned, “We also go to our Chief 

[traditional leader] or bring complaints.” ECDP 008 maintained, “Is that the money that we use 

here is the money? We don’t have other money that comes from other organisations.” These 

research participants were of the view that ECD centres should seek donations from different 

stakeholders in order to assist in addressing the challenges they experience during the education 

and training of children at ECD centres. 

Effective partnering with NGOs and the government was also identified during interviews. ECDP 

004 mentioned, “NGOs, the Department of Education, and the community can assist us.” 
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ECDP 002 proposed to enlarge the structural space of the centre's physical facilities. The 

participant noted, “The problem involves [the] seating arrangement; our space is too small to 

accommodate children.” 

Other participants felt that the professional development of ECD practitioners is an important 

human capacity resource. ECDP 003 developed, “A training to upgrade my knowledge and be 

able to control all my challenges [is necessary]. By getting trained, I would have learned more 

about children.” In addition, ECDP 007 maintained, “When parents have a good manner towards 

education and [listen to our views].” 

ICT programmes and adequate connectivity are also important toaddressing the challenges ECD 

practitioners face during the education and training of children at centres. ECDP 009 mentioned, 

“The computer programme could be [more] helpful.” 

On the other hand, ECDP 010 felt, “Social workers must need to know [that] there are centres 

which need [assistance] from government.” 

ECDP 002 maintained, “The payment is R250.00 [as tuition for] each child [per month], 

Educator’s [salary] payments, managers’ payment are problematic.” 

Therefore, the research participants indicated that the ECD centres could be effectively assisted in 

addressing challenges in the education and training of the children through seeking donations, 

partnering with NGOs and government, additional structural development in the physical facilities 

of centres, professional development of the centre staff, provision of centres with recent ICT 

programmes and connectivity, and an enhanced social work intervention. Therefore, Woodhead 

(2014:12) suggests that health, nutrition, water, sanitation and hygiene, child protection, quality 

education, and social protection form a large part of the resources provided by the government 

and other stakeholders.  

4.4.1.8 How ECD centres developed and improved the education and training of children 

This theme provided information about ECD centre managers’ and practitioners’ experiences of 

how ECD centres developed and improved the education and training of children. During 

interviews, the researcher obtained their knowledge about this aspect by asking: How is the ECD 
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centre developing and improving the education and training of children at the centre? The 

participants responded as follows: 

ECD centre managers indicated the following: CM 001 stated, “We have learners who are slow 

learners and others [who] are fast learners,” which we treat separately during the teaching and 

training process. On the other hand, CM 002 mentioned, “I can try by all means to be dedicated 

to my work and assist a child where the child is struggling to and guide a child.” The research 

participants believed that inclusive education is successfully achieved through reducing barriers to 

learning and training among children. The centres should separate children according to their ages 

during the development and improvement at the ECD centres. According to CM 003, “To take 

those children who are four years old and put them together and teach. I manage to divide them 

according to their ages.”  

Parental involvement was an important aspect required for developing and improving the 

education and training of children at ECD centres. This was supported by CM 002 who added, 

“We tell parents to assist us while a child is here; the parents at home must also have the courage 

to assist their children.” Children fare well in education and training when their parents closely 

assist them. 

Developingand improving education and training of children at ECD centres could be achieved by 

inviting donations from individuals, institutions, and organisations. This was indicated by CM 

004 and CM 005, who mentioned, “People [who] can donate resources that are better so that we 

can improve our daycare centre, we want better resources.” And, “We [should] find people who 

are dedicated to making donations [towards] our centre or give us subsidy each and every month. 

[In this regard], I think [we] can solve our issues and can be able to employ other educators,” 

during interviews. 

On the other hand, CM 007 believed that the development and improvement of education and 

training of children at ECD centres are easily attainable when the centres’ staff is adequately 

educated and trained. The research participant stated, “Our ECD centres should [involve] the 

Department of Education [into] teaching and training centres [on childcare].” 
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On the other hand, ECD centre practitioners indicated the following: ECDP 002 mentioned, “I 

don’t have qualifications, but I enjoy entertaining these children.” ECDP 005 added, “I only 

have Grade 12.” ECDP 006 reported, “I don’t have qualifications on childhood [development].”  

According to ECDP 009, “My nature qualification regarding this problem [childcare] is that I 

have experience.” The practitioner had a Grade 12 qualification, including years of experience in 

dealing with children aged 0 to 6 years. 

ECDP 008 mentioned, “I did write Grade 12, but I didn’t pass it.” A Grade 12 seemed to have 

the highest educational qualification for ECD centre practitioners to develop and improve the 

education and training of children. 

Only ECDP 001 and ECDP 004 reported having the required qualifications. The former said, “I 

have a national diploma in early childhood development.” The latter mentioned, “I started it after 

realising that I failed to return to complete my Grade 12 (Matric); I did ABET Level 4.” 

The research findings indicated that ECD centres could develop and improve the education and 

training of children through the effective implementation of inclusive education, parental 

involvement, invitation of donations, and the professional development of centre staff within the 

childcare area. Teaching methods and techniques should be applied to maximize children’s 

development and learning capacity and to engage a constructivist approach in teaching, which 

enhances deep learning and is closely associated with inquiry (Chikutuma, 2013:47). Therefore, 

the development and improvement of the education and training of children at ECD centres are 

embedded within the approach used during the teaching and learning process in the classroom 

situation. On the other hand, the United Kingdom Aid (UKAID) (2020:1) suggested an 

intersectoral and collaborative approach necessary for the provision of an instructional and 

administrative role of ECD managers. In addition, Chikutuma (2013:23) contends that ECD 

managers and practitioners should be given an opportunity for education and skills development 

in order to enhance their management and administrative strategies. 

4.4.1.9 How ECD centres were specifically involved in developing and improving the 

education and training of rural children 

This theme aimed to obtain information from both the ECD centre managers and practitioners in 

order to determine how the centres were involved in developing and improving the education and 
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training of a rural child. During interviews, both the ECD centre managers and practitioners were 

requested to share knowledge about developing and improving the education and training of a 

rural child. Participants were asked to answer the following question: How is the ECD centre 

involved in developing and improving the education and training of rural children?  

There were ECD centre managers who felt that interventions should focus on the socioeconomic 

requirements of parents and families of rural children. CM 001 stated, “[a consideration that] 

Other children come from our poorest in the rural area and even in parent other don’t pay in 

time.” On the other hand, CM 005 mentioned, “Parents agree that my child can go to the centre; 

they are able to provide for the needs of children.” CM 007 added, “We graduate them, they will 

leave, and their parents come to the centre and show us awards and congratulate us for a good 

job.” 

Other ECD centre managers regarded the provision of quality education and training as the most 

effective strategy to address challenges facing a rural child. CM 002 mentioned, “We manage by 

teaching them and then giving them knowledge because if we look at that they are rural children, 

they won’t learn anything.” CM 006 added, “We treat our children well and set boundaries and 

rules for them. A child should not do what we don’t want.” CM 003 remarked, “We can teach 

them different things in order to improve their development and knowledge.” 

For CM 003, “By doing activities like sports so that they can improve.” Rural children require 

ample time for play. 

On the other hand, CM 004 remarked, “We have tried to call parents to come and volunteer. 

Parents also help us with asking for donations.” 

Responses gathered from the ECD centre practitioners included the following: ECDP 001 

mentioned, “By getting the resources that all children will be covered to use.” ECDP 008 added 

by proclaiming, “You would [like to see] a child [being treated like those] in town’s centres.” A 

rural child should be provided with the resources others enjoy, such as those in developed 

communities.  

A rural child can be educated and trained once their respective ECD centre practitioners are 

adequately educated. ECDP 002 remarked, “By getting the resources that all children will be 
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covered to use.” On the other hand, ECDP 003 mentioned, “I have been trained to teach 

children; I have experience.” In addition, ECDP 009 stated, “We [need to be] trained.” 

A rural child prefers to be provided with a teaching and learning environment through their first 

language of communication. ECDP 004 mentioned, “Storytelling books and teaching through the 

English language [expose children to] struggle [a lot].” On the other hand, ECDP 006 added, 

“Will look at teaching other languages [in order to] develop a child.” 

Rural children were adequately provided with quality education. ECDP 005 stated, “It is to teach 

them things like following [instructions] and then bring them into learning.” 

The research findings suggested that ECD centre practitioners could effectively develop and 

improve the education and training of rural children through several interventions, including the 

provision of resources enjoyed by peers who are admitted at centres in urban areas, trained to deal 

with their special educational and training needs, the mother language is used as a mode of 

communication, and provided with quality education. Other interventions included that the ECD 

centres could develop and improve ways specifically involved to deal with the educational needs 

of a rural child by considering the socioeconomic conditions of parents and families, providing 

children with quality education and training, and asking parents to volunteer their services at the 

centres. 

ECD centres should adhere to the principles in the South African legislative frameworks that 

promote equal treatment, provision of quality education, maintenance of health, addressing abuse 

and family violence, provision of basic water, sanitation, etc. The UKAID (2020) adds other 

items, such as the provision of hygiene care, feeding care, stimulation, responsiveness, and safety. 

On the other hand, the International Labour Organization (2012:1) believes that the development 

and improvement of education and training of the rural child could be effectively achieved by 

helping prevent or remedy delays in learning capacity and disadvantages created by poverty and 

unfavourable socioeconomic conditions experiencing by rural children, their parents, and families. 

4.4.1.10 The extent of parental involvement in the management and operations of the ECD 

centres 

The theme was intended to gather the experiences of ECD centre managers and practitioners 

regarding the level of parental involvement in the management and operations of the ECD centres. 
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The knowledge of these research participants was obtained through the research question: What is 

the extent of parents’ involvement in the management and operations of the ECD centre? This 

question was directed towards the ECD centre managers. 

Some ECD centre managers reported that parental involvement in the management and operations 

of the centres was adequate. For example, CM 003 mentioned, “The parents don’t give us 

problems.” CM 004 remarked, “Parents give themselves time and show that they want to help by 

volunteering and even cleaning around.” CM 007 replied, “Parents have become centre board 

members.” CM 005 added, “By giving us mindful ideas if there is some wrong and then set our 

records in order.” CM 008 supported, “We invite parents to our meetings, and they attend.” 

Therefore, parental involvement was measured as favourable and acceptable. 

Some ECD centre managers felt otherwise. CM 006 remarked, “The parents that we are working 

with do not seem to understand us, and while needing help, they are not willing to assist.” CM 

009 reported, “For years, we wanted to build an office and storeroom, but parents said their 

budget does not allow it.” CM 001 mentioned, “When we are going out, let’s say on sports 

somewhere, they don’t want to contribute anything to the centre.” 

A similar content question was reformulated: “How is the nature of your relationship with 

children’s parents in the children’s education and training?” The responses of the ECD centre 

practitioners augmented those obtained from the ECD centre managers and were classified as 

satisfactory and unsatisfactory. 

Several research participants reported a satisfactory relationship between parents and ECD centre 

practitioners. ECDP 001 mentioned, “Our relationship with parents is very good.” ECDP 002 

pointed out, “I have good relationships with parents because they are able to bring up their 

complaints.” ECDP 003 reiterated, “We have a good relationship with parents.” ECDP 004 

mentioned, “I have a good relationship with the parents because they can come here at the 

centre; they don’t complain about how we treat their children.” For ECDP 005, “My relationship 

with parents is that I don’t have a problem, and they haven’t brought complaints; they just 

compliment my work and tell me that [I] am good at my job.” ECDP 006 said, “My relationship 

with parents is very good, [I] haven’t received any complaints from parents.” ECDP 007 

mentioned, “I have a good relationship with parent because I communicate with them to let them 

know what is going on with their children at the centre.” ECDP 008 remarked, “My relationship 
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with parents is very huge because these parents communicate with me while at home in the 

evening to ask whether their child is developing.” 

Opposed to this, some research participants felt that their relationship with their parents was not 

so good. ECDP 009 mentioned, “My relationship with the parent is that most of them 

[complained that I] have beaten [their children].” ECDP 010 remarked, “My relationship 

towards parents, there is no.” 

Therefore, the research findings maintained that parental involvement in the management and 

operations of the ECD centres was more favourable and less unfavourable. On the other hand, 

most ECD centre practitioners reported that they have a good relationship with parents compared 

to a few. Therefore, parental awareness should be greatly enhanced (UNICEF, 2012:33), and 

parental involvement in the ECD centre management and operations should be closely associated 

with improved academic success of children (Chikutuma, 2013:36). It should also be noted that 

parents are part and parcel towards the successful implementation of the ECD programme. 

4.4.1.11 The extent of the government’s level of involvement towards the education and 

training of children at the Early Childhood Development stage 

This theme in the study aimed to obtain information on the ECD centre managers’ experiences 

regarding the level of government involvement towards the education and training of children at 

the ECD stage. The knowledge of the research participants was gathered from their response to 

the research question formulated as follows: How is the government’s level of involvement in the 

education and training of children at the ECD centre? The research participants were free to 

articulate their views in their own language and style. ECD centre managers had the following to 

report to the study:  

CM 001 stated, “Let’s say we help ourselves, and there are no things from the government.” CM 

002 states, “The government doesn’t help us or assist.” CM 005 maintained, “There is no 

government that is helping us.” CM 006 said, “The governments don’t get involved.” CM 007 

remarked, “The government does not get involved at my ECD centre.” 

Only a few participants reported that the government’s involvement in children’s education and 

training ECD centres was visible. CM 004 mentioned, “I think social workers are the ones who 

can get involved.” CM 008 said, “We can say they are involved and the small funds they give us.” 
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This indicates that most research participants were against the government’s level of involvement 

in the education and training of children at the ECD stage. 

According to the UN (2006:4), the state should be obligated to maximize the survival and 

development of the rural child. On the other hand, Van Niekerk et al. (2017:37) are of the opinion 

that the improvement of ECD centres towards the effectiveness of educating and training a rural 

child is mainly embedded in the parent working in collaboration with centres. These strategic 

interventions form part of the general establishment, development, and maintenance of effective 

education and training for rural children at ECD centres. 

4.4.1.12 The extent of non-governmental organisations’ level of involvement towards the 

education and training of children at the Early Childhood Development stage  

This theme in the study aimed to obtain the knowledge of the research participants, which was 

gathered from their response to the research question: What are the NGOs’ level of involvement in 

the education and training of children at the ECD centre? The NGOs’ level of involvement in the 

education and training of children at the ECD stage was reported as unsatisfactory. This was 

mentioned by some of the ECD centre managers as follows: 

Similarly, like in the previous question, the responses from the ECD centre managers were 

divided into two groups, namely those for and those against. Therefore, CM 002 remarked, 

“NGOs don’t assist, and I don’t receive any funds from them.” CM 005 felt, “NGOs don’t assist 

us.” CM 006 mentioned, “I need to buy everything that is needed at the centre, even the books I 

buy myself, not the NGOs.”  

Those ECD centre managers who felt the need for NGOs’ involvement were noted in this question 

section. CM 001 remarked, “NDA (National Development Agency) are the ones who helped us on 

18 October.” CM 003 said, “Vodacom did come and renovate our centre, and other 

organisations do gardens.” In addition, CM 009 mentioned, “NGOs are involved because they 

give us workshops. There is a workshop for the teachers.” 

ECD centre practitioners remarked: 



123 
 

 

ECDP 003 said, “NGO did get involved because so far they managed to donate food in the 

centre, and now they are building a kitchen here at the centre.” ECDP 009 remarked, “The NGO 

do come and donate and leave something small.” 

ECDP 002 stated, “The NGO doesn’t help us’ there is a need for stationary.” ECDP 004 

mentioned, “There is no one [to help us].” ECDP 006 mentioned, “At this moment, we are not 

getting anything from them.” ECDP 007 remarked, “We don’t get anything from someone, NGO, 

Government they don’t [get] involved.” ECDP 010 mentioned, “We haven’t received any 

donation from anyone; we do things for ourselves.” 

The research findings obtained from the ECD centre practitioners indicated that NGOs were not 

involved. 

NGOs have a great variety in the provision and financing models for ECD programmes, which 

was supported by International Labour Organization (2012:15). NGOs, community-based 

organisations, religious groups, and others should be involved towards playing an important role 

in strengthening quality provision for ECD centres as suggested by ETDP SETA (2020:28). In 

this regard therefore, NGOs and other organisations within the communities should be encouraged 

to play a vital role towards providing ECD centres with the resources intended to develop and 

improve education and training of children at this level development.   

4.4.1.13 The improvement of ECD centres for effective education and training of rural 

children 

This theme sought to provide the study with information regarding the experiences of the ECD 

centre managers and practitioners about effective ways to improve ECD centres during the 

education and training of rural children. Therefore, the researcher required the research 

participants to answer the following research question: In your opinion, how should the ECD 

centre be improved for an effective education and training of rural children? In response to the 

above question, ECD centre managers shared the following remarks:  

Firstly, some ECD centre managers suggested the aspect of resourcefulness. Therefore, CM 006 

maintained, “I can extend classes for children, each and every classroom should have its own 

TV.” CM 007 supported this by remarking, “By having standard classrooms, improve our 

environment and have playgrounds and a suitable kitchen.” 
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For CM 003, “If the government can be able to help us we don’t have money to afford other 

resources.”  

CM 002 maintained, “If they drop the prices on children [tuition] so that every child can be able 

to afford.” CM 005 felt, “I want us to have additional qualifications to reach those children 

because if we teach through qualification.” CM 004 mentioned, “By getting donations so that we 

can improve [on our own].”  

In addition, ECD centre practitioners shared the following remarks in response to the above 

research question: 

By considering the socioeconomic status of the parents and families of the children. ECDP 001 

stated, “[Inviting] parents [at centres in order to observe] that they come from different 

backgrounds and others don’t afford to pay [for] our demands.” 

By seeking professional advice from other stakeholders. ECDP 010 mentioned, “By finding 

someone to come and help us.” 

By providing children with an adequate playing environment and sporting activities. ECDP 009 

remarked, “Is the playing grounds or areas we only [need] to develop and improve children’s 

education and training at the centre.” 

Inclusive education was suggested to accommodate children with different special educational and 

training needs. ECDP 004 said, “By giving ourselves time with children [in order to find] their 

limitations.” ECDP 007 stated, “By teaching children who are struggling with learning and 

[those who are] struggling.” 

ECDP 008 suggested, “The Department of Education should get involved, and they [should] 

emphasise the need to maximize our childcare approach.” 

Practitioners must be highly committed to the development and improvement of education and 

training of children at centres. ECDP 003 proclaimed, “It is to be dedicated to your work so that 

children would be able to develop [obtain] more knowledge.” On the other hand, ECDP 004 

stated, “By giving yourself time with children while teaching in [the] groups.” ECDP 006 
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mentioned that “[delivering] Tablets at the centre to [enable practitioners] download charts and 

everything that is related to the class.” 

Therefore, ECD centres could be improved for effective education and training of children 

through the application of numerous strategic interventions, including the consideration of the 

socioeconomic backgrounds of children and their parents and families, obtaining professional 

advice, building additional physical facilities, accommodating children according to their special 

educational and training needs, providing methods and approaches towards education and training 

of children, and ECD centre practitioners becoming highly committed to childcare and welfare. 

Effective implementation of the ECD programme is embedded in the requirement that ECD 

centres should be adequately equipped with skills necessary to modify practice to suit the unique 

educational needs of children, including centres being adequately allocated the financial resources 

needed for strengthening family-based or home-based ECD programmes as suggested by 

UNICEF (2012:40). In a similar vein, the successful implementation of the ECD programmes 

rests on the requirement that ECD centres needed some forms of effective improvement in 

management and operations (UKAID, 2020). 

4.4.1.14 Qualifications and Further Education and Training of ECD practitioners with 

regard to the development and improvement of education and training of children 

in the ECD programme 

 This theme aimed to gather participants' experiences and knowledge. Therefore, research 

participants were required to inform the study about the significance of their qualifications in 

education and training in the development and improvement of education and training of children 

in the ECD programme. In this instance, the researcher asked: What is the nature of your 

qualifications, further education and training, regarding the development and improvement of 

children in the ECD programme?  

In response to the abovementioned question, the ECD centre practitioners had the following 

remarks to mention:  

ECDP 002 shared, “I don’t have qualifications, but I enjoy entertaining these children.” ECDP 

005 added, “I only have Grade 12.” ECDP 006 reported, “I don’t have qualifications on 

childhood [development].”  
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According to ECDP 009, “My nature qualification regarding this problem [childcare], is that I 

have experience.” The practitioner had a Grade 12 qualification, including experience in dealing 

with children aged 0 to 6 years. 

ECDP 008 mentioned, “I did write Grade 12, but I didn’t pass it.” A Grade 12 seemed to have 

the highest educational qualification for ECD centre practitioners to develop and improve the 

education and training of children. 

Only ECDP 001 and ECDP 004 reported having the required qualifications. The former said, “I 

have a national diploma in early childhood development.” The latter mentioned, “I started it after 

realising that I failed to return to complete my Grade 12 (Matric); I did ABET Level 4.” 

The research findings obtained from the responses of ECD centre practitioners above indicated 

that some practitioners did not have the necessary qualifications, some only had a Grade 12 as 

their highest educational qualification, and a national diploma in ECD was considered. Therefore, 

ECD practitioners are encouraged to obtain professional qualifications in higher education along 

ECD, and they should also be educated and trained in line with the child rights in ECD to enable 

them to address challenges facing all children, respectively (Compare ETDP SETA, 2020:72; UN, 

2006:19.)  

4.4.1.15 The remuneration programme ECD centre practitioners got from their services at 

centres 

The researcher used this theme in order to gather information from the ECD centre practitioners 

who participated in interviews about the type of remuneration programme they get in their 

involvement with the centres. The research question posed towards the ECD centre practitioners 

was formulated as follows: What type of remuneration programme does the ECD centre offer? 

The following remarks were obtained from the research participants during interview sessions: 

Some research participants complained that their salaries were very low. ECDP 001 mentioned, 

“We earn after all children pay their school fees.” ECDP 002 said, “We earn by the number of 

children in the centre; it comes from the number of children we have here at the centre.” ECDP 

009 remarked, “Most children here use their grants to pay their fees, it means if social grants are 

[not enough], we don’t leave just because their parents did not pay.” ECDP 010 indicated, “Our 

salary is limited because it is a community centre.” 
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ECDP 008 complained, “Ever since I started working here, the manager has not given us a hard 

time on our payment.” This shows that some of the ECD centre practitioners' salaries are not 

regulated and are at times paid late. 

ECDP 004 reported, “I don’t work here; I just assist an absent teacher.” This indicates that some 

people could be engaged in the education and training of children temporarily. 

ECDP 003 reported, “I earn R1700.00 per month, including transport.” In addition, ECDP 005 

mentioned, “I earn R1000.00 for teaching children per month.” ECDP 006 remarked, “Each and 

every month, I earn R1350.00 per month.” Lastly, ECDP 007 said, “We get our salary by 

envelope with the money, which is R1500.00 per month.” 

From the information obtained from the research participants above, the research findings showed 

that ECD centre practitioners were paid between R1000.00 and R1700.00 per month.  

Adequate remuneration for ECD practitioners should be directed towards harmonising their 

provisions of ECD services (UKAID, 2020), and a concern recorded by the UN (2006:11), which 

indicates that ECD practitioners work closely with young children. As such, their services should 

be socially valued. These inputs are directed towards improving the salaries of the ECD centre 

practitioners, which were rated as very low. 

4.4.1.16 The demographic nature of the Early Childhood Development educators in training 

at the TVET college 

This theme was directed towards the TVET college lecturers. The lecturers were required to 

answer the following questions: What is the demographic nature of the Early Childhood 

Development educators in training at the college? This question focused on determining the 

lecturers’ understanding of the Admission Policy of educators in training at South African 

colleges. Views from the research participants, namely the TVET college lecturers, regarding 

their responses to the mentioned question were as follows: 

ECDL 001 mentioned, “Here at the college, we admit different types of [students] with different 

ages it can be 18-19 years going upwards and also different cultures.” On the other hand, ECDL 

002 said, “We accommodated students of different languages; they can either be Sepedi, Venda, 

Tsonga and different backgrounds.” For ECDL 003, “We have different educators, and they talk 
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different languages; some are Venda-speaking people, some are Tsonga, some are Sepedi people, 

and some are Setswana people and so on.” ECDL 004 mentioned, “We have different ECD 

students at our college from different cultures. During practical assessment tasks, we encourage 

our students to use English as a medium form of structure. Sometimes, we encourage them to use 

their mother tongue to express themselves, especially during interpenetrated stigmatic assessment 

tasks.” ECDL 005 remarked, “During registration, we admit female and male, but on 

comparison, female [students] were more than male [students]. Now, males are increasing in 

number, and they are interested in the early childhood development programmes.” 

The research findings revealed that the TVET colleges within the South African context admitted 

students from all levels, including gender, race, culture, and language. In line with this view, the 

UN (2006:3) and Biersteker et al. (2016:334) mentioned that appropriate local circumstances, 

changing practices, respect of the traditional values determined by the non-discriminatory 

regulations, and demographics should be guided by a requirement of equality and inclusivity, 

respectively. Therefore, TVET colleges providing ECD programmes to educators in training 

should consider the representative when selecting and admitting educators in training at their 

shores. 

4.4.1.17 Required qualifications of the Early Childhood Development educators in training 

at colleges 

This theme obtained information from both the TVET college lecturers and ECD educators in 

training regarding the required qualifications to admit the latter within the ECD programme. 

Therefore, the research participants were required to answer the following research question: 

What are the required qualifications of the Early Childhood Development educators in training 

for the ECD programme at the college? Responses from the TVET college lecturers to the above-

mentioned research question are as follows: 

TVET lecturers were asked to provide that study with certain educational qualifications required 

to admit ECD educators in training within the ECD programme. In response to this question, 

lecturers mentioned the following: 

Grade 12 is the minimum qualification for admission of ECD educators in training for ECD at a 

TVET college. ECDL 001 mentioned, “Our students must at least have a Matric.” ECDL 002 
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said, “Grade 12 is the standard qualification for admission into the programme.” ECDL 003 

mentioned, “All students must have a Grade 12.” ECDL 005 said, “They must pass Matric.” 

Responses from the TVET college ECD educators in training included the following:  

EUT 001 opined, “A Matric certificate is enough for admission into the ECD programme at the 

TVET college level.” EUT 002 agreed, “Matric certificate is what they [TVET college] required 

us to produce and nothing else.” EUT 003 mentioned, “Grade 12 is the most preferable 

admission qualification at ECD education and training at college.” EUT 004 maintained, “I only 

had a Matric certificate in order to get an admission.” EUT 005 opined, “My qualifications 

include the Grade 12 certificate and a Level 4 in National certificate in ECD for admission in the 

programme.” EUT 006 mentioned, “My admission to this programme is higher certificate, 

diploma and bachelor obtain in Matric.” EUT 007 pointed out, “My qualification can be Matric 

as certificate like diploma or bachelor as long as they tend to be required and accepted by a 

college as the necessary qualifications for admission.” EUT 008 remarked, “My qualification at 

the ECD on TVET college is a diploma in Matric.” EUT 009 maintained, “My qualifications for 

admission are Matric (Grade 12) and or equivalent qualifications required by the TVET colleges 

during my admission.” And finally, EUT 010 said, “My admission qualification at ECD Centres 

on TVET College is that I [obtained] Grade 12, which is a higher certificate.” 

A Matric or Grade 12 certificate is required for admission to ECD programme educators in 

training at TVET colleges in South Africa. 

According to the International Labour Organization (2012:20), A Matric, Grade 12, or senior high 

school certificate is the most relevant qualification necessary to connect ECD educators in 

training with their college ECD programmes at TVET colleges. On the other hand, the UN 

(2006:1) maintains that the qualifications of ECD educators in training should be supported by 

understanding the fundamental human rights of all young children and drawing the South African 

government’s attention to its obligation towards young children. Therefore, qualifications for the 

admission of educators in training should be measured by their attainment of a Grade 12 

certificate. 
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4.4.1.18 ECD modules designed for Early Childhood Development of educators in training 

at TVET colleges 

This theme sought to obtain information on the TVET college lecturers’ and ECD educators’ in 

training experiences of modules designed for the latter participants. In the context of this study, 

the researcher asked participants: Which ECD modules are designed for Early Childhood 

Development educators in training at the college? Participants shared their views on ECD 

modules designed for ECD educators in training at TVET colleges.  

Responses of the TVET college lecturers included the following: 

ECDL 001 listed “N4, N5, and N6.” ECDL 002 mentioned, “Some modules include educational 

psychology, daycare management and educare didactics.” ECDL 003 added, “The modules 

should be concentrated within the general child development.” In addition, ECDL 005 remarked, 

“Our students must have education and training within daycare personnel management and 

administration and entrepreneur and business management, planning, organisation, leading and 

control.” 

On the other hand, responses of the ECD educators in training at the TVET college included the 

following: 

EUT 009 mentioned, “Modules that were relevant towards the Early Childhood Development 

during my education and training included N4- educare Didactics, Daycare personnel, Child-

Health on education; N5- educare Didactics, Educational physiology, Entrepreneurship business 

and management and Communications and; N6- Educational Physicology, Daycare Management 

and educare Didactics.” On the other hand, EUT 005 maintained, “Modules that are involved in 

ECD are N4 in child health, care for children, educare didactics, daycare personnel management 

and administration, N5 in entrepreneur and business management, planning, organisation, 

leading and control, daycare communication and educational physiology, N6 educational 

physiology, educare didactics theory/practical, communication and daycare management which 

involves on how to manage budget records keeping in the Centre.” EUT 001 stated, “All the 

modules in the N-levels must be treated. There is no way the modules could be changed because 

the policymakers saw their relevance in the first [part when they designed the programme].” 

EUT 002 mentioned, “Almost all the modules covered during the technical and vocational 

education and training of Early Childhood Development educators in training at colleges.” EUT 
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006 indicated, “Modules that are relevant in ECD are N4 which covers child- health and daycare, 

personnel education, educational didactics theory and practical; N5 which covers educational 

physiology, EMB daycare communication, Educare didactics theory and practical and; N6 which 

covers educare didactics theory and practical, educational physiology, daycare management and 

daycare communication.” 

The research findings obtained from the TVET college lecturers and ECD educators in training 

showed that the following modules were relevant in ECD: N4, which covers child health and 

daycare, personnel education, educational didactics theory and practicals; N5, which covers 

educational physiology, EMB daycare communication, educare didactics theory and practicals 

and; N6, which covers educare didactics theory and practicals, educational physiology, daycare 

management and daycare communication. The TVET college requires ECD educators in training 

to master modules related to child development in general. According to Ba Futuru (2012:15) and 

Kamara et al. (2015:3), the modules for ECD educators in training at South African TVET 

colleges should include knowledge acquisition about ECD, physical development, social 

development, and emotional development. Moreover, they should include a detailed 

developmental potential of children that is innovative to fill gaps in the current modules. In the 

context of this study, ECD educators in training at South African TVET colleges should acquire 

knowledge and skills related to the development and improvement of general child care in the 

ECD programme. 

4.4.1.19 The manner in which ECD modules address the challenges facing rural children 

The researcher singularly used this theme in order to obtain information from the TVET college 

lecturers’ and ECD educators’ in training experience about how ECD modules at TVET colleges 

address the challenges facing rural children. The following research question was posed: How do 

the ECD modules address the challenges facing rural children? The research participants were 

asked to share their knowledge about how ECD modules at TVET colleges in South Africa should 

adequately address challenges facing rural children.  

In response to the above-mentioned research question, TVET college lecturers mentioned the 

following: 

According to the research participants, their ECD modules addressed challenges facing rural 

children because ECDL 004 maintained, “The modules on ECD are [directed at] developing our 
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children [without regard of their socioeconomic backgrounds]. Modules are [generally aimed at] 

stimulating Early Childhood Development programmes.” ECDL 001 added, “Face the 

challenges as educators in training [avoid] dropout [and] absenteeism among children as well as 

the [improvement] of infrastructural, equipment material and learning materials (books) 

shortages.” For ECDL 005, “College go out [in order to conduct observations on] practitioners 

at the ECD centre situation.” 

In addition, the manner in which the ECD modules address the challenges facing rural children at 

ECD centres were divided into six classes indicated below as follows: 

Class I is for the provision of children with quality education and training and a feeding scheme. 

EUT 001 mentioned, “They subsequently look at providing them with quality education and 

training as well as nutritious food.” EUT 002 said, “What they need is feeding them proper food, 

taking care of, bathing them, and clothing them clean and [warm] clothes.” 

Class II considered inclusive education and training process. EUT 003 maintained, “[the 

consideration] Of children who are slow learners and fast learners so that they can be 

accommodated.” EUT 006 mentioned, “The rural child needs to be handled and taken good care 

of irrespective of their poor conditions.” 

Class III focused on the health care of children. EUT 002 mentioned, “These children must be 

taken to a [public] clinic or school doctor, physiologist, therapist to check why the child is not 

growing [at the same pace with others] or not well.” EUT 003 remarked, “Child health [which] 

deals with how you can handle diseases [transmitted] to the children and how to take care.” 

Class IV considered the socioeconomic background of the families in which rural children 

existed. EUT 001 explained, “Interventions should also examine their family problems.” EUT 

004 mentioned, “Financially solve problems that might be experienced at the centres.” EUT 007 

mentioned, “The rural child need to be handled and taken good care of irrespective of their poor 

conditions.” 

Class V considered the emotional development of children. EUT 005 mentioned, “On emotion 

development, we help children to control their anger and also help them to try to come up with 

solutions [towards solving] conflicts.” EUT 008 said, “Loyalty and socialisation. Educare is 
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about the way a child is approached in order to see and get his/her development.” EUT 009 

remarked, “I show the nature of strengths and or weaknesses of parents as they become involved 

in the management of the ECD centres with the management.” 

Class VI focused on the psychological development of the child. EUT 003 remarked, 

“Psychology is where you learn on how to treat children equally and to develop their mental 

thinking to enable them to solve the problem [on] for their own.” EUT 008 maintained, “It is all 

about child development because it addresses different levels of the child’s education and 

training.” 

ECD models required to address the challenges facing rural children should at least include 

quality education and training and a feeding scheme, inclusive classroom, health care, the 

socioeconomic background of the family, and the emotional and psychological development of 

the child. 

The UKAID (2020) and the International Labour Organization (2012:8) maintain that ECD 

modules involved in this context of childcare should also be closely associated with improving the 

rural child who attends the ECD programme at centres. Similarly, UNICEF (2012:vi) maintains 

that ECD modules meant for educators in training should also expand and improve 

comprehensive ECD care and education for the most vulnerable and disadvantaged children. 

Therefore, this entails that a rural child within the South African context should be provided with 

enhanced access to the ECD programme even when their socioeconomic background tends to 

prevent their inclusion in the programme.  

4.4.1.20 Areas where TVET college lecturers obtained their technical and vocational 

education and training knowledge and skills to impart towards Early Childhood 

Development educators in training at colleges in South Africa 

This theme was intended to obtain TVET college lecturers’ experience in areas where they 

obtained their technical and vocational education and training knowledge and skills to impart 

towards ECD educators in training at colleges in South Africa. TVET college lecturers were 

required to answer the following question:  Where do you obtain the technical and vocational 

education and training knowledge and skills you impart to Early Childhood Development 

educators in training at college?  
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In response to the above question, TVET college lecturers mentioned the following:  

ECDL 001 mentioned, “A diploma is a minimum qualification, but I have an honours degree in 

education.” ECDL 002 remarked, “Most of us have Hons in education.” ECDL 003 mentioned, 

“Some have a Masters degree in educational management.” ECDL 005 maintained, “We are in 

the programme for advanced education in education, Masters degree.” 

TVET college lecturers need to acquire certain technical and vocational education and training 

qualifications above the bachelor's degree in order to be able to educate and train ECD educators 

in training as colleges in South Africa. According to Woodhead (2017:2), TVET college lecturers 

should at least obtain qualifications at the degree level which is supplemented by human 

development research, studies on the rights of the child, and ECD sustainable goals. On the other 

hand, Martinez et al. (2012:9) maintain that TVET college lecturers should have attended colleges 

or universities from where they major in multidimensional areas of studies, including psychology, 

social work, educational management, health, labour law, and others. 

4.4.1.21 The extent to which TVET college lecturers increase their professional development 

and growth in the technical and vocational education and training knowledge and 

skills they impart to ECD educators training at the college 

The theme intended to gather experiences of TVET college lecturers’ increased professional 

development and growth in technical and vocational education and training knowledge and skills 

to impart the same towards the ECD educators training at the college. The researcher asked them: 

How do you increase your professional development and growth in the technical and vocational 

education and training knowledge and skills you impart to ECD educators training at the 

college? The research participants did not answer this question well. In this regard, only two 

research participants correctly responded to the question. According to ECDL 003, “Further 

study would be important.” ECDL 005 mentioned, “I attend workshops and conduct some 

studying around the subject matter that I lecture.” 

TVET college lecturers were expected to maximize their professional development and growth in 

the technical and vocational education and training areas to impart same to the ECD educators in 

training. They can do so by continual study and attending workshops. According to Woodhead 

(2017:73), lecturers enhance their qualifications with the development of capacity to support 

managers’ training and the curriculum design for ECD practitioners. On the other hand, Mitter 



135 
 

 

and Putcha (2018:4) add that ECD lecturers should also increase their competencies and 

standards, training and professional development, monitoring and mentoring, and recognition of 

the profession. 

4.4.1.22 The length of period Early Childhood Development programme should run at 

TVET colleges in South Africa 

This theme was designed to gather TVET college lecturers’ and educators’ in training experiences 

of the period the ECD programme should run at colleges in South Africa. Therefore, the study 

required TVET college lecturers and educators in training to impart knowledge about the 

specified period of completion of the ECD programme at colleges in South Africa. The researcher 

participants the following question: How long does the ECD programme for technical and 

vocational education and training for educators in training run at the colleges? Responses by 

TVET college lecturers were as follows:  

ECDL 001 stated, “It takes three to four years.” ECDL 002 mentioned, “It took three years full-

time.” ECDL 003 stated, “The minimum period should be three years, whereas the maximum 

period is four years.” ECDL 004 remarked, “This is all the programme that must run for 3-4 

years.” 

On the other hand, TVET college ECD educators in training remarked the following: 

EUT 002 mentioned, “We usually spend at centres focused on the practical requirement, and the 

period could take at least about six months and over.” EUT 003 remarked, “It takes one year six 

months for theory and one year six months for practical, which is normally spent at the college 

and ECD centres, [respectively].” EUT 004 stated, “Usually the period in time is determined by 

the level of practical requirement so that a large amount of time could be spent when we [ECD 

educators in training] have address problems in the management and operations of the centres.” 

EUT 007 mentioned, “The time spent at the ECD centres is about a period of 18 months (one 

year six months). You spend one year six months teaching theory and practicals one year six 

months on practical after applying for your diploma.” EUT 008 pointed out, “For practicals, we 

go for 18 months, [that is] in crèche while attending the babies and infants [we spend six months] 

and for children older than one year and [those progressing towards] primary education.” 

Finally, EUT 009 mentioned, “For the whole programme [I spent about] 18 months [at ECD 

centres] as part of my practicals.” 
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EUT 005 responded differently by stating, “This is to show that from Mondays to Fridays, we 

attend 8:00 to 14:00, which is 11 hours a day.” 

In addition, some of the ECD educators in training suggested the following: 

The programme was said to be properly conducted in three years. EUT 001 remarked,  “I think it 

[involves] the home; this should take about three years to complete.” According to EUT 002, “It 

should run for three years because it is 18 months and another 18 months for practical and then 

add another one year of teaching on ECD centres.” EUT 003 mentioned, “It should be run for 

three years [including] the theoretical and practical aspects.” EUT 004 remarked, “The whole 

programme takes three years.” EUT 007 remarked, “The ECD programme should run to a 

minimum of three years to ensure that educators in training [are given time to] obtain additional 

knowledge and skills [in relation with] the legislative frameworks regulating the Early Childhood 

Development rules and principles.” EUT 008 mentioned, “The ECD programme should at least 

run for a period exceeding three years.” In addition, EUT 010 mentioned, “The ECD technical 

and vocational education and training must be provided for at least three years period. The 

period must be designed to include both theory and practical aspects.” 

Some of the research participants proposed four years. EUT 005 mentioned, “It should run for 

four years, we will be able to gather some information [with regards to our technical and 

vocational education and training].” EUT 006 said, “It shows [that] 4 years is the most preferred 

period in which ECD programme for the technical and vocational education and training  for 

educators in training can attend the college education.” In addition, EUT 009 remarked, 

“Certainly, this programme should run for a period of four years. Let’s say half should go to 

theory and another half towards practical.” 

Three to four years is the most preferable duration for the ECD programme for the technical and 

vocational education and training for educators in training at South African colleges. 

ECD educators in training should spend the minimum period of three years and the maximum 

period of years attaining ECD education and training at TVET colleges within the South African 

context. Teacher Development (2011:140) contends that the usual duration of training for ECD 

educators in training at a TVET college is one to four years. On the other hand, Martinez et al. 

(2012:3) maintain that approximately two years after the start of the developmental programme 
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with a 95% re-contact rate. This entails that educators in training must be continuously engaged 

with the ECD centres and/or colleges after they complete qualifications in the ECD programme at 

colleges. 

4.4.1.23 TVET college educators in training’s suggestions for the improvement of the 

management of the ECD centre after they have identified some limitations at the 

time they spent at centres 

This theme aimed to gather ECD educators’ experiences in improving the management of the 

ECD centres after they had conducted practicals at the centres. The educators in training were 

expected to show their knowledge following their response to the following research question: 

How would you improve the management of the ECD centre after you have identified some 

limitations at the time you spent at the centres? 

The improvement of the management of the ECD centre is, according to EUT 001, “Once the 

centres are taken away from families [owners of the centres]. In most cases, these people 

[managers of ECD centres] hide records, and some documents they feel will reveal their 

mismanagement practice.” EUT 007 mentioned, “They [ECD managers] must check and must 

listen to our needs [concerns] in order to address the situation.” 

On the other hand, EUT 002 added, “A detailed observation and checking of the records kept 

there [at ECD centres].” EUT 003 believed, “I am guided by the daycare management module 

when dealing with centre budgets and how money is collected and used.” 

The managerial problem should first be determined before it is addressed accordingly. EUT 002 

remarked, “Students [ECD educators in training] can then know which management areas need 

correction.” This was supported by EUT 004, who stated, “The ECD centres require us to work 

hand-in-hand with their respective managers. Managers are required to share information with 

us [ECD educators in training] so that in return, we provide them with effective management 

skills [we] obtained from our technical and vocational education and training skills from the 

college.” EUT 009 maintained, “I can improve the management of the ECD centre through the 

application of the Daycare Management. This is all about how you manage a child and also about 

[the] financial management of the ECD centres in which children are educated and trained.” 
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Therefore, improvement of the management of the ECD centres is conducted through various 

steps, including observing and gathering problematic areas of the centres and then intervening by 

assisting management in dealing with them. ECD educators in training have to fill major gaps in 

funding, which they could help management enhance their request for donations (International 

Labour Organization, 2012:20). Secondly, educators in training should seek to promote the 

ongoing growth of all early childhood professionals as well as incorporating new knowledge and 

skills in the management of ECD centres (NAEYC, 2016:8). 

4.4.1.24 The manner TVET college educators in training felt they could improve the 

operations of ECD practitioners after they identified some limitations at the time 

they spent at the centres 

The researcher designed this theme to gather the experiences of TVET college ECD educators in 

training to improve the operations of ECD practitioners after they identified limitations in the time 

they spent at the centres. The researcher asked the following question: How would you improve 

the operations of ECD practitioners after you have identified limitations in the time you spent at 

the centres? The responses to the questions were shared as follows:  

Ownership of the ECD centres by private individuals and or families should be eliminated. EUT 

001 mentioned, “Operations of the centres cannot be adequately improved when the ownership 

[of centres is] was found in the hands of the few.” On the other hand, EUT 005 shared, “My main 

suggestion is that the centre management should feel comfortable, not feel intimidated by our 

presence at their centres and that the free[lly] involve us in the operations.” 

Educators in training should share their academic knowledge with ECD centre practitioners. EUT 

003 remarked, “[in this regard] Practitioners learn much from our approaches and professional 

skills in the improvement of children’s languages skills physical skill and other developmental 

aspects.” EUT 004 mentioned, “We teach them how to handle a child, the [relevant] books in 

educating children, how to observe children’s tasks and activities, to look for things that a child 

loves [most] and their child needs.” In addition, EUT 005 noted, “Operations at ECD centres is 

improved through giving us [ECD educators in training] enough time to share our intellectual, 

educational and knowledge with those individuals within the centres.”  

Class observation is an important approach towards improving the operations of ECD centre 

practitioners. EUT 006 mentioned, “I think the best way is for me to be part of the process when 
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teachers [ECD practitioners] are educating and training children. This [observation] will enable 

me to suggest improvement in the development of children.” EUT 007 remarked, “I can improve 

teaching methods that can develop the child in every aspect of development and also improve on 

learning equipment to sustain good teaching and learning.”  

EUT 009 mentioned, “I can improve it by identifying the problem at the ECD centres; I [then] try 

to address the problem in order to improve the services [for] children. I make plans on the most 

important approaches to address the problems identified so far.” 

A discussion with the stakeholders was also added in this regard. EUT 006 mentioned, “The other 

way is by taking a meeting with [ECD manager] principal to explain to them about my findings 

[during observation].” EUT 008 remarked, “Improve management; the limitation I saw was a 

poor infrastructure and not well-equipped playground for children.” 

Educators in training could also assist management in inviting donations. EUT 002 remarked, “I 

[work with the centre manager to] Try connect them with organisations and or people who can 

donate toys for children. The involvement of parents is one of the main areas from where we get 

assistance.” EUT 008 mentioned, “I would like to involve the principal and the SGB committee 

by applying funding and resources such as good infrastructure and equipped playing ground for 

children.”  

Finally, the entrepreneurship of the ECD centre staff was also proposed. EUT 009 said, “The best 

way could be the development of ECD practitioners’ entrepreneurship. They have to seek other 

ways of making additional money.” 

According to the research findings, improving the operations of ECD centre practitioners could be 

successfully conducted once centres are no longer owned by private individuals or families, 

educators in training share their academic knowledge and skills with centre practitioners, class 

observation, discussion with stakeholders, and assisting ECD management in getting donations. 

The operations of ECD centres by educators in training after identifying limitations at the time 

they spent at centres could only be improved through interventions, such as performing basic 

protective, preventative, and curative activities which are typically performed by ECD centre 

practitioners (Mitter & Putcha, 2018:9) and the global improvement of knowledge and skills of 

practitioners (NAEYC, 2016:6). 
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4.4.1.25 Challenges facing the TVET colleges during the Early Childhood Development 

programme of ECD educators in training at colleges 

This theme was directed towards obtaining information on the TVET college lecturers’ 

experiences of challenges facing the college during the education and training of the ECD 

educators in training at a TVET college.  The theme involved both TVET college lecturers and 

ECD educators in training. The following research question was posed: What are the challenges 

facing the TVET college during the education and training of the Early Childhood Development 

educators in training at the college? 

Responses from the TVET college lecturers were gathered as follows: 

ECDL 001 mentioned “The shortage of materials.” ECDL 002 remarked, “Attendance at various 

modules tends to outnumber other childhood programmes.” ECDL 003 stated, “Lack of materials 

such as stationery, travelling money and funding by bursars are the main challenges.” ECDL 

004 maintained, “Our students do not have the required resources, including the learning 

materials, transport and even food.” ECDL 005 stated, “Some students do not even have 

laptops.” 

In addition, responses from the ECD educators in training at a TVET college were gathered as 

follows: 

Complaints about bursaries were noted during the study. EUT 001 noted, “[ECD] Educators in 

training] face at the colleges include budget [constraints] in that the funding was getting from the 

NSFAS.” EUT 002 remarked, “Limited resources like educare didactics include materials 

project, lack of stationery and lack of funding.” On the other hand, EUT 005 stated, “There is a 

challenge on the [issue] of stationery shortage provided us by the college.” EUT 006 stated, “The 

money the college funds us is not enough. The challenge is that they don’t give us enough 

stationery to do [our individual] projects.” EUT 009 mentioned, “[a] Lack of funding, lack of 

materials such as fees for projects, lack of stationery [are] examples of the challenges we 

experienced. [for example] In didactics, we have projects like door-to-door which lack the 

materials we will use in those projects.” 
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Educators in training were also worried that they did not have enough money to travel and buy 

other essentials. EUT 002 mentioned, “Most of us do not have enough money for travelling and 

buying food. The bursary is not enough to cover all our basic needs.” 

Limited hostel accommodation was also identified as one of the challenges facing educators in 

training at TVET colleges. EUT 001 mentioned, “Some students who stay at hostels have a 

problem of sharing space with someone, thus resulting in a lot of fighting [among them] and 

[that] hostel materials are usually in dire shortage.” 

The harsh treatment of some students at colleges was also mentioned in the study. EUT 005 

maintained, “I felt like I was not welcomed [by other students] and people around at the college.” 

EUT 007 noted, “The first challenge [as] home-sickness and also [adapting to] the live [at] 

college. It was difficult to adapt at college, especially as a new student.” 

Some of the educators in training felt that their lecturers lacked the necessary knowledge and 

skills. EUT 003 remarked, “[ECD] Teachers do not have much experience when it comes to 

teaching methods to children, and [that practitioners’] teaching and learning materials are not 

satisfactory enough for children’s [development, education and training].” On the other hand, 

EUT 004 mentioned, “I have faced student protesting [for, and demanding] the difficulty in 

attending classes, examinations that were being delayed, a pressure to finish all modules in a 

[small space of] time and inability to get enough information such as questions papers to treat for 

preparing final examination.” 

The research findings revealed that most challenges educators face in college training include 

inadequate bursary funding, lack of travelling money, fewer hostel accommodations, harsh 

treatment at colleges, and inexperienced lecturers. Therefore, the International Labour 

Organization (2012:40) suggests that continuous training and professional development of these 

cadres should be aligned to their curriculum and pedagogical preparedness. On the other hand, 

NAEYC (2016:11) maintains that adequate financing of ECD educators in training is one of the 

most effective approaches towards their respective professional development. This, in part, 

suggests that ECD educators in training should be accessed with funding provisions that are 

effective and efficient. 
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4.4.1.26 Addressing challenges facing a TVET college during educating and training 

educators in training at colleges in South Africa 

The researcher designed this theme to obtain ECD educators’ training experiences towards 

addressing challenges facing them during their education and training at the college. The 

following research question was posed: How can the challenges you face during your ECD 

technical and vocational education and training be addressed? It was intended to obtain the 

research participants’ knowledge of strategies to address challenges facing them during their 

education and training at the college.   

ECD educators in training provided the following answers to the abovementioned question during 

interviews: 

ECDL 001 mentioned, “We encourage parents to buy tablets for their children.” ECDL 002 

said, “Parents must also be helpful; they just can’t send children to college and not send them 

money.” ECDL 003 remarked, “All students must be provided with enough funding 

opportunities.” For ECDL 004, “We attend similar workshops and have the department subject 

meetings [in order to improve our lectures].” 

Addressing challenges facing the TVET colleges during the education and training of ECD 

educators in training could be effectively meted by the involvement of parents in their children’s 

education, provision of students with bursaries and in-service training of the general lecturing 

staff. 

In this study's context, addressing challenges faced by ECD educators in training during their 

technical and vocational education and training programmes at colleges could be effectively 

achieved through several interventions. These include designing training programmes that extend 

beyond basic accredited courses, as supported by Mitter and Putcha (2018:5), and training ECD 

educators to educate practitioners on the importance of fully developing children in areas such as 

personality, talents, and mental and physical abilities to their fullest potential, as suggested by the 

UN (2006:13).  
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4.4.1.27 Effectiveness of funding of the Early Childhood Development programme towards 

educators in training at TVET colleges in South Africa 

The researcher aimed to gather insights from TVET college lecturers and educators in training in 

the ECD programme regarding the most effective funding methods for the technical and 

vocational education and training development of educators at colleges. The question posed to 

these participants was: How should the ECD programme for technical and vocational education 

and training of educators at the college be effectively funded? TVET college lecturers shared their 

expertise on this matter by emphasising the following points: 

ECDL 001 suggested, “It can be funded by NSFAS; the government funding should also come on 

board.” ECDL 002 mentioned, “Bursaries should be provided by [other stakeholders] in 

business.” ECDL 003 suggested, “The government must increase the opportunity of learnerships 

in order to fund students.” ECDL 004 maintained, “Funza Lushaka is the most effective bursary 

because it provides students with good money.” 

On the other hand, the ideal funding programme for TVET college ECD educators in training, as 

suggested by them, was obtained in the following remarks shared during interviews: 

Some of the research participants felt that the government should get involved in funding students. 

EUT 002 maintained, “NSFAS [National Student Financial Aid Scheme], DSD [Department of 

Social Development], and others must come to the [financial] assistance of students at the 

college.” EUT 003 mentioned, “The government should be effectively involved in the Early 

Childhood Development programme in order to see that children are educated and trained from a 

young age.” EUT 008 remarked, "The Department of Social Development is the main ideal 

funding organisation, which I propose added with the NSFAS funding.” 

Some of the research participants were of the view that the National Student Financial Aid 

Scheme (NSFAS) is a proper funding model for educating ECD educators in training at a TVET 

college. EUT 004 opined, “A TVET college should involve scholarship, learnerships and NSFAS 

and other funding models [which could be in the form of] government grant.” EUT 005 

remarked, “The most effective funding programme which most of us [ECD educators in training] 

feel is ideal is the NSFAS bursary provision.” EUT 009 stated, “The NSFAS [although] we face 

some challenges now and then.” 
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Some research participants remarked that TVET colleges should discuss the funding problem with 

bursars. EUT 002 maintained, “The TVET college should talk with the government in order to 

find a way of increasing the money needed to pay for our needs.” EUT 006 remarked, “The 

college must seek bursary opportunities for its students so that [we] don’t do that on our own.” 

EUT 010 pointed out, “We can ask of [for] scholarship funding so that they can help them.” 

Lastly, EUT 007 proposed another funding model, “My opinion is to propose for Funza Lushaka 

to fund all the TVET college [students]. The Funza Lushaka funding of the ECD programme is not 

yet recognised as the funding institution at the TVET college.” 

NSFAS, government funding, learnerships, and Funza Lushaka were highlighted as the most 

effective funding approaches towards the technical and vocational education and training of ECD 

educators in training for college education. In line with this view, UNICEF (2012:40) contends 

that effective funding of the programme should consider increasing the amount of funding to 

cover various requirements by the ECD educators in training. In addition, Teacher Development 

(2011:145) maintains that there is a need for NGOs and TVET colleges to partner with the 

Department of Higher Education to strengthen training at and beyond level, especially within the 

practical component.  

4.4.1.28 Suggestions of TVET college educators in training to address challenges they face 

during their ECD technical and vocational education and training at colleges 

This theme was designed to obtain the experiences of ECD educators in training regarding 

effective strategic interventions to address the challenges they face during their technical and 

vocational education and training at a TVET college. In this regard, the researcher required ECD 

educators in training to answer the following question: How can the challenges you face during 

your ECD technical and vocational education and training at college be addressed? The research 

participants shared their views below:  

Participants felt that negotiations were crucial in resolving the challenges they faced at the TVET 

college. EUT 002 maintained, “We can, therefore, try to discuss with management and our 

lecturers in order to find out if a solution cannot be found.” On the other hand, EUT 003 

mentioned, “In terms of NSFAS, we could address the problem by setting up meetings with 

management, students who stay at a hostel and the matron in which we discuss our problems.” 

For EUT 006, “By talking to management or youth president to address the issues [most 
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students] continue to experience with a programme.” In addition, EUT 010 mentioned, “I make 

use of Education [obtained from education and training], which is all about theories. Theories 

inform me on the ways I should address each problem.” 

A strike was an option for some of the research participants. EUT 001 remarked, “Students must 

stand up in order to fight for their rights. [ECD educators in training] They must demand quality 

treatment and provision of bursary opportunities available at the TVET college.” EUT 002 

mentioned, “I see no way except forcing the management of the college to listen to our concerns. 

I was thinking of the strike, but the college is totally against the striking students.” EUT 005 said, 

“Otherwise, I believe that the strike is imminent.” EUT 007 remarked, “The college must 

implement the needs of all the students and help them where necessary and allocate them on 

resources.”  

Some of the research participants felt that striking could be detrimental to education. EUT 001 

opined, “We can strike ma’am! I do not support striking at all.” EUT 005 mentioned, 

“Otherwise, I am of the view that the strike is eminent but am also of the fear that it could affect 

our learning process at the college.” EUT 006 stated, “[another option is to] Strike [which 

according to me] is a very big challenge to us because we could be left behind on our learning 

and we that we might fail examination.”  

Some of the research participants felt that talking to their respective lecturers could be a good 

thing. EUT 003 mentioned, “We can also talk to our lecturers in order to demand the adequate 

provision of learning materials.” On the other hand, EUT 008 stated, “Effective studying, I 

struggled [with] time management. Sometimes, I lose the time to manage my studies. [On the 

other hand], a lack of confidence, especially when it comes to presentation. I struggled because I 

wasn’t confident enough, too. I also think I fear and always told myself [things about], what if I 

mess up a lot?” 

The research findings showed that ECD educators in training could address the challenges they 

face during their ECD technical and vocational education and training at TVET colleges by 

negotiating with management, going on strike, and discussing their issues with their respective 

lecturers. Teacher Development (2011:140) contends that full-time pre-service training is 

primarily suggested (that ECD educators in training should be exposed to life situations at the 

ECD centres where they could gather knowledge and skills required to manage and operate 



146 
 

 

centres). On the other hand, Biersteker et al. (2016:336) suggest that ECD educators’ professional 

development should be designed to adequately meet the requirements of the specialised 

interventions. Therefore, the challenges facing a TVET college during the training of ECD 

educators in training could be effectively addressed by exposing them to a higher level of 

knowledge acquisition and training. 

4.4.2 Findings obtained from participant observation 

 Participant observation is the first data collection method supplementary to data collected through 

interviews in this study. In the context of this study, research data obtained through this 

qualitative method was conducted at 10 ECD centres and a TVET college. 

4.4.2.1 Important aspects of participant observation covered in the study 

Participant observation is conducted from non-verbal expressions of people and structures 

(Kawulich, 2016:3). Non-verbal expressions remain unchanged when and after they are observed. 

In this regard, the researcher observed a series of aspects forming part of this study's findings. 

These aspects were identified and discussed in relation to answering the main research question: 

What is the effectiveness of TVET-trained ECD practitioners in addressing the challenges faced 

by public pre-schools in Limpopo Province? Therefore, the researchers looked for the most 

important aspects observable in the natural settings at 10 ECD centres and a TVET college in 

Limpopo Province. In short, the researcher selected five important aspects for inclusion in the 

study: (1) the modes of transport; (2) the physical facilities supportive of the education and 

training process; (3) the education and training process; (4) the culture practised at both the ECD 

centres and the TVET college; and (5) safety, security, and the prevention of health hazards at 

both the ECD centres and the TVET college. 

 

 The modes of transport 

The observed modes of transport used to ferry children and ECD educators in training to and from 

the ECD centres and a TVET college, respectively.  

At the ECD centres, most parents and other family members took children to the ECD centres on 

foot. Some ECD centre managers who owned the centres transported children in their private 

sedan cars for a fee. Other children were transported in the light drive vans (bakkies). No public 
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taxi transportation carried children to and from the centres during this observation period. In this 

instance, CNT 004, CNT 006, and CNT 008 used the above-mentioned modes of transporting 

children. 

At a TVET college, ECD educators in training walked and/or used public transport to access their 

education and training. 

In summary, the study's findings indicated that only children were exposed to health and safety 

hazards by using unlicensed vehicles to ferry them to and from the ECD centres. Children were 

observed crammed in large numbers in a single cockpit of a sedan car or packed at the back of a 

bakkie. The term bakkie within the South African context means a light drive van intended to 

transport goods but not people. In the previous section of the chapter, Ionescu et al. (2022:8) 

mention that funding ECD centres within the South African context should be separated to 

consider the importance of providing children with the most safe and healthy transportation 

service. In addition, Aldagher et al. (2018:8) suggest that the government must expand and 

improve ECD programmes for disadvantaged children by making basic education available for 

all, ensuring health and safety standards, and providing transportation for kindergarten learners 

who live far from schools.  

 Physical facilities supportive of the education and training process 

The researcher observed numerous building structures, playgrounds, classes or lecture halls in 

order to provide the study with an understanding of how education and training is at both the ECD 

centres and a TVET college. 

ECD centres divided their respective area into different rooms especially meant to address 

children's educational and training needs according to their ages of development. ECD centres 

provided babies (infants) and children with different rooms, resting rooms, classrooms, etc. The 

physical outlook of facilities determines their socioeconomic background as well as the level of 

subsidies they get from the government and NGOs. Observations conducted at various centres 

revealed the following: CNT 001 has a grass-thatched hut that housed the centre; CNT 006 is 

housed in a modernised structure, and CNT 008 is housed in a large modernised structure with 

face-bricks. Generally, most ECD centres observed during the study conducted education and 

training of children under poorly structured physical facilities. Most ECD centres observed during 
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this study under review crammed children in one room intended to keep them when they slept or 

rested. On the other hand, babies (infants) were usually provided with separate rooms wherein 

they were cared for, treated, and supported by ECD centre caregivers.  

ECD centres’ physical facilities did not allow managers, practitioners, and other staff members to 

occupy different office spaces. ECD centres’ physical facility reserved a room for the centre’s 

managers, also called principals. According to the observation conducted at CNT 006 and CNT 

008, the centre managers’ office is equipped with desks, chairs, steel cabinets/racks, and 

computers. ECD centres do not have an area where administration, management, and operations 

are conducted. 

Almost all ECD centres observed in the study provided children with sponged mats for sleeping 

and resting during the education and training process. This sleeping or resting arrangement was 

observed in numerous centres, including CNT 001, CNT 003, CNT 006, CNT 007, CNT 008 

and CNT 009. In summary, ECD centres provide children with adequate sleeping materials 

during the education and training process. 

Children were trained to eat as a group. The researcher observed this at the following centres: 

CNT 006, CNT 008, CNT 009, and CNT 010, which fed children in groups of three or four 

individuals each. 

Almost all the ECD centres involved in the study had their own bulk water supply from the 

boreholes they drilled in their yards. In this regard, CNT 001, CNT 005, CNT 006 and CNT 007 

have erected water stands that carry water tanks between 5000 and 10000 litres. ECD centres need 

a large water supply for drinking, bathing, cooking, washing, watering gardens, etc. 

It was observed that most ECD centres avoided using electric stoves as a mode for cooking. 

Instead, CNT 002, CNT 004, CNT 005, and CNT 006 use wood to make ground fires for 

cooking. On the other hand, CNT 003 was observed as using a multiple plate gas-strove for 

cooking. In this regard, ECD centres use wood and gas as sources of cooking energy. Due to 

electrical outages experienced by most South Africans, several ECD centres are becoming 

attracted to connecting their facilities with a solar energy supply. This was observed at CNT 002, 

which connected this energy source to its premise. 
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The research findings indicated that the physical facilities supportive of the education and training 

process of children at ECD centres were not adequate to address the educational and training 

needs of children. On the other hand, ECD centres in rural areas lacked basic educational and 

training facilities such as buildings, classrooms, playgrounds, etc. 

On the other hand, physical facilities available at a TVET college include a large building that 

possibly accommodates all its respective requirements towards lecturing and development of ECD 

educators in training. Therefore, the college had adequate office space for the principal and other 

staff. Upon entering the TVET college principal’s office, the researcher observed that the office 

has a paramount furnisher, ITC equipment, and a series of trophies that mark the college’s 

achievements during the previous years of existence.  

The TVET college had several rooms necessary for accommodating its management and 

operations, namely a boardroom, a human resources room, and the college control room. The 

administration, management, and operations of the entire college were housed in a separate 

structure, which was referred to as an Administration Block. Upon entering the block, the 

researcher observed that the area was mainly manned by individuals responsible for employing, 

paying, and dismissing TVET college employees.  

Lecturers were provided with a large office in which they kept their possessions and planned their 

lessons. This area supplies the necessary furnisher, ventilation equipment, computer systems, and 

their respective connections, etc.  

The general student population, including ECD educators in training, had adequate space, 

especially singled out for their sports activities. Therefore, the researcher observed that a TVET 

college provided a mini-sport stadium with spectators’ seats and a light system. Male soccer is the 

main sport played by the college staff, lecturers, and students.  

The researcher observed that the college was provided with a library centre where students, 

including ECD educators in training, could obtain reading materials and other information 

processes. The library area is divided into compartmentalised single cubicles, allowing students 

and other users to conduct their reading and projects without interruption and disturbance by 

others. The library is divided into large racks which contain books and other learning materials. 

This physical facility is also supplied with an information centre (where library users obtain the 
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necessary information about how to make use of the library facility), an audio-visual room (a 

computerised centre in which library users can listen and view their respective data for the 

transcription sake), a computer centre (a room full of computers which are accordingly connected 

to the Wifi-connectivity) and a study area (a hall in which all library users study their 

individualised projects). The main physical facilities of concern in the study are infrastructure 

development, which entails the improvement of buildings, education, and training areas such as 

classrooms, lecture halls, recreation centres, etc. (Mbarathi et al., 2016:8). Other facilities should 

include the learning materials, books, lesson plans, etc. (UNICEF, 2012:23). 

 Education and training process 

The researcher was selected to observe the education and training process at both the ECD centres 

and a TVET college. 

Educating and training children at ECD centres was generally divided into two age sets: infants 

and children. Both were accommodated in separate rooms at the centres. Babies (infants) were 

placed in their own rooms away from the older children. The general population of children were 

housed in what was referred to as centre classrooms. In these classrooms, children learn different 

educational and training tasks and activities.  The seating arrangement of children during the 

teaching and learning process at ECD centres was designed so that children could share a single 

table. This was observed from CNT 006 and CNT 009, which encouraged children to interact 

with each other as opposed to when they were kept apart. 

Babies (infants) were provided with different play games as they interacted with caregivers and 

the respective toys towards their learning and training. Babies were found to be provided with 

their necessities at the ECD Centres. These include baby cribs (beds), as observed from CNT 007 

and CNT 009. On the other hand, certain ECD centres had baby prams, as indicated in an 

observation at CNT 005.  

Different ECD centres provided children with several play games during the teaching and training 

process. Almost all play games focused on connecting children with the schooling world of 

learning. ECD centres trained children with skills to look after their personal processions. In this 

regard, CNT 006 and CNT 009 provided children with racks in which they kept or hung their 

school bags containing their possessions. 
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ECD centre practitioners and caregivers were provided with the necessary and relevant teaching 

aids obtained by the centres' management and other donor organisations and people. The 

researcher observed that almost all ECD centres were provided with the necessary and relevant 

teaching aids to meet children's educational and training needs. Most ECD centres made use of 

teaching aids that encouraged children to develop their analysis and solve problems on their own 

without assistance from others. Numerous teaching aids were observed to be used by different 

centres, such as the following: construction (CNT 001), usage of tools (CNT 006), jigsaw puzzles 

(CNT 008), animation pictures (CNT 009), and building castles (CNT 010). Teaching aids are 

necessary tools for adequate education and training of children at the ECD centres. 

On the other hand, some ECD centres are starting to use television as a teaching aid mode in the 

education and training of children within the classroom. This was observed at CNT 007, which 

used a large television screen to develop children’s interaction and emotional reactions. Some 

ECD centres in the area of the study preferred teaching aids which are electronic and considered 

exciting.  

Children usually spend almost the entire business day during their interaction with ECD centres' 

educational and training process. Some children reached the centres as early as 05:30 and returned 

to families after 17:30 in the evening. In short, children spend approximately 12 hours a day at 

ECD centres. The research findings indicated that the education and training process of children at 

ECD centres was conducted in a haphazard manner without lesson planning, teaching methods, 

and assessment. 

At the TVET college, the period during the lecturing of ECD lessons was limited to 45 minutes or 

more, depending on the discussions addressed during the lecturing process. This time allowed 

both lectures and educators in training adequate time to clarify lesson contents and answer 

burning questions.  

The lecturing process of the ECD educators in training was conducted through multiple 

approaches. Both lectures and ECD educators in training addressed the contents in the course 

materials pertaining to ECD education and training. Textbooks and other periodicals were the 

lecturing materials used during the lecturing process. 
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At the end of the lecturing process, ECD lectures provided educators with training on the 

necessary assignments and/or projects to conduct in order to show their significant understanding 

of the content discussed during the lecturing process. Individualised assignments and projects 

formed part of the assessment of the ECD educators during training. ECD educators in training 

were subjected to a series of tests attributed to their year marks. In short, the lecturing process of 

ECD educators in training was found to be systematically conducted. Another aspect concerning 

the education and training of ECD educators in training is the provision of adequate and quality 

lecture hall arrangements. Therefore, the lecture halls for ECD educators in training usually 

accommodated approximately 500 students each. Lecture hall ventilation was acceptable as ECD 

lectures and educators in training were provided with recent equipment and facilities. ECD 

lectures and educators in training were found to be distant from each other during the lecturing 

process. This is because the lecture halls could accommodate more than 45 small tables and 

chairs, indicating that they were, at times, overcrowded. 

The research findings indicated that a TVET college provided lecturers, staff, and students with 

meals if they chose to be included in this food provision scheme. A main kitchen hall is available 

for all to dine.  In addition, lecture halls were attached with a flush toilet facility that was divided 

into male and female, for lecturers (staff) and students, and also for abled and disabled users. 

Hygiene is strictly adhered to at the toilets supplied with toilet paper and disinfecting liquids. 

Quality education and training are applied in environments that seek to achieve the main goal and 

objective (UNICEF, 2012:5). Education and training of this nature tend to enhance participation 

in both children and ECD educators in training at both the ECD centres and TVET colleges, 

respectively. Teacher Development (2011:126) contends that ECD centre practitioners and TVET 

college should seek to expand and improve comprehensive early childhood care and education for 

the most vulnerable and disadvantaged children at centres and educators in training, respectively. 

 The cultures practised at the ECD centres and TVET colleges in South Africa 

As indicated above, most of the participant observation process is directed towards understanding 

the culture lived in the natural settings; this is referred to as ethnography. According to Kawulich 

(2016:2), ethnography is involved when researchers want to understand behaviours and things 

groups of people emit in their day-to-day existence. In the context of this study, the researcher 

observed the cultural mainframes of people in the ECD centres and TVET colleges.  
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Most ECD centres did not demand formal dress codes from children admitted to their premises. In 

this regard, children admitted to ECD centres were not required to wear uniforms. ECD centres 

conduct different cultural activities in order to connect children with the socioeconomic and 

cultural world in which they exist. From the observation process conducted by the researcher in 

this regard, the following were recorded: CNT 010 starts its daily education and training 

programme with a prayer, namely “The Lord’s Prayer (Thabelo ya Murena)”; CNT 009 supplied 

its children with T-shirts to show everybody who they met who they belonged to it; CNT 005 

encouraged children to impersonate animals they learnt about in the classroom; and CNT 008 

inspiring children to graduate and obtain certificates once they performed well at the centre. 

Therefore, different ECD centres conducted a variety of cultural activities in order to show 

children who they were and what they could become as responsible citizens. 

Children were exposed to different extramural activities such as sports, cultural dance, 

drama/acting, etc. ECD centres that were observed conducted a variety of extramural activities 

intended to prepare or develop children to their attachment to the sociocultural communities in 

which they existed. Most ECD centres observed provided children with adequate playing grounds, 

which were supplied with numerous pieces of equipment for climbing up or down, cycling, tyre 

jumping, old cars, tree climbing, etc. These were observed at CNT 003, CNT 004, CNT 006, 

CNT 008, and CNT 010.   

As indicated by the findings above, cultural activities at most ECD centres showed promising 

development. In a nutshell, the research findings obtained through participant observation 

indicated that children's ethnicity and cultural backgrounds were addressed. 

Observation at a TVET college provided the researcher with certain cultural rituals directed 

towards obtaining high discipline and disciplinary measures. The researcher observed that the 

TVET college had an open disciplinary policy made available for both ECD educators in training 

and lectures. The disciplinary policy is pasted on the walls of halls and rooms that lectures and 

educators in training can immediately reach after they enter the TVET college premises.  

Order was strongly encouraged among ECD lecturers and educators in training. These rituals of 

order were accordingly observed as a means meant to promote the TVET college's image and 

show that its lecturing activities would not be undermined by disorderliness.  
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A TVET college was observed as an institution readily prepared to discipline both its lecturers and 

ECD educators in training through strict measures, namely suspension and dismissal. Therefore, a 

TVET college was observed as an institution prepared to promote its ethos and rituals and to 

maintain discipline and order among ECD lectures and their respective educators in training.  

Furthermore, the research findings indicated that the cultural mainframes followed by both the 

TVET college lecturers and ECD educators in training are adequately prescribed to maximize a 

zero-tolerance of non-compliance to the TVET college’s culture. Culture is the most effective 

attribute in determining the behavioural patterns, Norms and Standards without which institutions 

such as ECD centres and TVET colleges can sustainably exist (Odom & Wolery, 2003:164). 

According to Murundu et al. (2014:503), cultures also enhance the process through which 

children at ECD centres and educators in training at TVET colleges are provided with the 

necessary learning materials in order to improve their education and training. Culture indicates 

how people live in their social contexts, known as their natural settings. 

 Safety, security, and the prevention of health hazards at ECD centres and TVET 

colleges in South Africa 

The effectiveness of the education and training process at both the ECD centres and a TVET 

college is determined by the high level of safety, security and the prevention of health hazards. 

The researcher observed this aspect of the participant observation in order to share with the study 

levels at which ECD centres and a TVET college addressed the safety, security and prevention of 

health hazards at their premises. 

Parent-centre relationships were observed as poor because parents and other family members 

usually complained that ECD centres were not doing enough to care, treat, and support their 

children’s educational and training process. For safety, various ECD centres had fire extinguishers 

to fight fire outbreaks at their premises. CNT 002, CNT 004, and CNT 009 complied with this 

safety measure to fight fire at their premises. 

Children were protected from falling into toilet ditches, as is the main issue in most South African 

primary school systems. The pit-latrine type of toilet for children and the general ECD centre staff 

was considered problematic. However, most centres were able to prevent children from falling 

into the pits, including CNT 003, CNT 004, CNT 005, CNT 007, CNT 009, and CNT 010. 
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Toddlers are trained in personal toiletry development. In addition, the study found that certain 

ECD centres were starting to provide their respective centres with flush toilets. This was observed 

at CNT 001, CNT 002, and CNT 005.  This is the safest and healthiest mode of toilet in this era. 

The researcher observed that most parents or family members dropped off children at ECD 

centres and did not care about children's interaction with the centres. Management is responsible 

if children get sick after being dropped at ECD centres. Children who got ill whilst attending 

education and training at the ECD centres would be taken to the sick bay for observation by 

caregivers. Observations conducted at CNT 005 and CNT 009 showed that sick children could be 

taken to the emergency room and provided with first aid treatment. ECD centres have sick days in 

which medical interventions are conducted. 

The prevention of safety and security hazards was not observed at ECD centres. Firstly, there 

were no security guards at the centres’ main gates. On the other hand, centres did not keep records 

of persons coming in and leaving their facilities. Additionally, the centres’ main gates had poor 

safety and security hazard prevention standards. All the limitations mentioned above were 

accordingly observable during visitation at ECD centres. ECD centres observed in the study did 

not have security personnel at their main gates. In this regard, CNT 007 and CNT 009 had main 

gates made of mesh wire, whereas the main gates at CNT 003, CNT 005, and CNT 008 were 

constructed of steel rods. With or without a gate, ECD centres lack security personnel to regulate 

the entry and exit of individuals, thereby exposing children to safety risks. 

In addition, the researcher observed that proper safe security and health measures were 

implemented at the TVET college under review. The OHS was the main legislative promulgation 

administered and promoted at the TVET college. The TVET college outsourced the security 

service to a private company which guards its premises on a 24\7 period. The security company 

conducted personal searches and seizures of all the unwanted objects and weaponry in the 

personal possession of the college staff, lecturers, and the general student population. TVET 

lecturers’ and students’ professional conduct is regulated by a document called the South Africa 

Council for Educators (SACE). The council is mandated to remove any of its members from the 

profession once they have been found to have behaved unprofessionally.    
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The researcher observed that various health-promoting measures were implemented at a TVET 

college. Health measures were accordingly adhered to at the college to prevent college staff, 

students, and lecturers from being contaminated with various communicable diseases. 

The research findings in this study indicated that the ECD centres, especially those in rural areas, 

are inadequate for promoting children’s education and training. On the other hand, the research 

findings indicated that a TVET college under review of the study was without problems regarding 

the aspects of safety, security, and the prevention of health hazards.  

OHS Act, 1993 (Act No. 85 of 1993) is the principal legislative framework established, 

developed, and maintained to enforce the protection of people interacting within public buildings 

and areas, including ECD centres and TVET colleges. According to Tomlinson et al. (2017:131), 

ECD centres and TVET colleges within the South African context should have effective security 

services in order to prevent the possibility of all forms of violence and abuse from occurring in 

their communities. On the other hand, the Republic of South Africa (2015:20) indicates that safety 

and security are used to reduce a greater risk of insecure attachments, behaviour problems, 

reduced levels of pro-social behaviour, increased aggressive behaviour, infrastructural vandalism, 

and theft. Workman and Ullrich (2017:3) believe that all States should be required to promulgate 

and enforce regulations intended to provide baseline standards that protect individuals from harm 

and injuries. 

The proceeding section of the chapter presents the study's research findings, analysis, and 

interpretations. In the succeeding section of the chapter, the study addresses the study 

presentations, analyses and interpretations obtained through a qualitative data collection method 

of document analysis. 

4.4.3 Findings obtained through document analysis 

Document analysis was the third qualitative data collection method involved in this study. This 

method was detailed in this section of the chapter. Document analysis was conducted at 10 ECD 

centres and a TVET college in Limpopo Province. 
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4.4.3.1 Important aspects of document analysis covered in the study 

Kawulich (2016:3) indicated that qualitative data collection methods other than interviews, 

namely participant observation and document analysis, are collected through non-verbal 

expressions of people. Document analysis is conducted on non-living things or objects. Some of 

the most important aspects were policies, registers, financial records, etc. Therefore, important 

aspects were identified and discussed in relation to answering the above-mentioned research 

question. The researcher collected a number of these documents and records from 10 ECD centres 

and a TVET college in Limpopo Province. Document analysis was discussed under various sub-

headings, including registration of ECD centres, admission policies, biographical information, 

attendance at ECD centres and TVET college, the socioeconomic statuses of children, revenues 

and expenditures, complaints and grievances, health policies, and safety policies. 

 Registration of the ECD centres 

The researcher only collected documents in relation to the registration of the ECD centres. In this 

regard, ECD centres must obtain registration certificates as NPOs. The DSD issued the DSD 

certificates. In this regard, ECD centres CNT 003, CNT 005, CNT 007, and CNT 009 provided 

the study with their respective certificates to prove that they were accordingly registered as NPOs. 

On the other hand, the Certificate of Conditional Registration, referred to as EMIS, was also 

issued by the DoE to all schools or centres educating learners. EMIS certificates were submitted 

to the study by CNT 009 and CNT 006. ECD centres cannot operate without the above-

mentioned DSD and EMIS registration certificates. ECD centres, namely public schools, are 

required by legislative frameworks to register their business and services before they start 

providing children with education and training. The literature review supported by the ETDP 

SETA (2019:11) maintains that all ECD centres should first obtain a Certificate of Conditional 

Registration (EMIS) from the DoE before they start operating. The ECD centre’s status in terms 

of registration is also a key issue, as conditionally registered or unregistered centres often struggle 

financially. Therefore, centres must comply with Norms and Standards for registration purposes 

(ETDP SETA, 2019:25). The Children’s Act, 2005 (Act No. 38 of 2005) also needs to be 

accordingly considered for inclusion because it details Norms and Standards for ECD facilities 

and programmes and compliance with the DSD registration and funding requirements (ETDP 

SETA, 2020:23). 

 Admission policies at the ECD centres and TVET colleges in South Africa  
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Firstly, the researcher obtained an Admission Policy from numerous ECD centres. An Admission 

Policy at ECD centres indicates that centres admit children 0 to 5 years of age. Admission Policy 

was obtained from certain centres, including CNT 005, CNT 006, CNT 007, and CNT 009. The 

policy also highlighted that children pay registration fees and monthly payments. Secondly, the 

Admission Policy of students, including ECD educators in training at a TVET college, was 

determined by the highest educational qualifications. Thus, upon completion of their TVET 

within the ECD programme, ECD educators in training must at least have obtained the following: 

(1) a national certificate (vocational); (2) reviewed integrated summative assessment task (ISAT); 

and  (3) reviewed ICASS practical assessments, etc. Therefore, ECD educators in training are 

expected to attain education and training achievement in a series of ECD areas of practice and 

field before they are accordingly certificated. As indicated above, students requiring admission 

into the ECD TVET programme were required to meet criteria including a Grade 12 certificate 

with Hons level and above by the TVET college admission.  

ECD educators in training in ECD education and training at a TVET college had to master 

modules related to childcare, such as ECD, human and social development, learning psychology, 

educational psychology, the art and science of teaching, child health, entrepreneurship and 

business management, daycare communication, daycare didactics, daycare management, daycare 

personnel management, and general education. These are all provided as separate modules during 

the TVET of ECD educators in training at a TVET college. The admission policies obtained from 

both the ECD centres and TVET college indicated that children and ECD educators in training 

should at least satisfy the above-mentioned requirements before they are included in education 

and training in these settings. According to the International Labour Organization (2012:2), the 

admission criteria for children at ECD centres and ECD educators in training at TVET colleges 

should be 0 to 5 years and Grade 12, respectively. On the other hand, Woodhead (2014:9) 

contends that an Admission Policy is a form of a variable used in determining the school 

readiness and the attainment of the highest educational qualifications to connect educators in 

training with the technical and vocational education and training at TVET colleges, respectively.  

 Biographical information of the children attending the ECD programme at ECD 

centres and educators in training at TVET colleges in South Africa 

Biographical information is the aspect directed towards obtaining a variety of attributes needed to 

define people involved in settings such as ECD centres and a TVET college. As indicated in the 
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sub-heading above, the researcher wanted to provide the study with information related to the 

description of attendees at ECD centres and TVET colleges.   

The total number of children admitted at 10 ECD centres was over 1,000 during the period under 

review. This means the number indicates that each ECD centre admitted more than 10 children 

during the 2023 academic year. The ages of children admitted at ECD centres ranged between 0 

and 5 years of age. An age of zero means that a child admitted at the centre is less than 1 year old 

in their developmental stage. These children are classified as babies or infants. ECD centres 

within the South African context usually admit children aged 0 to 5 years old, ECD centre 

managers, practitioners, and several staff. Additionally, the researcher obtained records of the 

qualifications of managers and practitioners, which she included under this aspect. 

In this regard, the staff members at ECD centres provided the study with documents showing their 

educational qualifications. Their qualifications were summarised as follows: ABET level 4, a 

general education certificate and a diploma certificate were obtained from CNT 001; certificates 

of competence were obtained from CNT 006, CNT 008, and CNT 009; a national diploma in 

educare was obtained from CNT 007 and CNT 009; and CNT 002 had obtained a Bachelor's 

degree in Education in Early Childhood Development: Foundation Phase. In summary, ECD 

centre administration, management, and operations were operated by individuals with the required 

educational qualifications. 

In addition, TVET college records revealed that ECD educators in training were admitted to the 

college, including males and females. Most of the students were accordingly educated and trained 

within the field of childcare, and development was of mixed sexes in character. A Control 

Register document lists all the students and their respective biographical information.  

The ages of ECD educators in training admitted at a TVET college were 18 years and above. The 

study found that most of the ECD educators in training were highly represented by students who 

previously obtained their Matric certificate in the past area of study in the high school education 

system. Therefore, the TVET college records and documents indicated that ECD educators in 

training students were solely admitted upon obtaining a Grade 12 certificate with Hons level and 

above. ECD education and training, therefore, requires students to at least obtain a Grade 12 level 

of education. ECD educators in training were the major subjects of the study, as indicated by the 

research title of the study. The UKAID (2020) suggests that ECD centre practitioners should at 
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least satisfy the educational qualification of Grade 12 and above before being expected to educate 

and train children aged 0 to 5. On the other hand, Martinez et al. (2012:5) state that qualifications 

in this regard should also include modules that cover the traditional models of human capital 

acquisition that look at the importance of gaining knowledge of the child’s development. In 

addition, Teacher Development (2011:126) contends that ECD educators in training at the South 

African TVET colleges should be registered with the SACE. This proper requirement does not 

discriminate against individuals along the extraneous variables, including their gender and sex. In 

line with this view, the UN (2005:13) is of the opinion that Article 29.1 of General Comment No. 

1 promotes the equal treatment of individuals and their provision with fairness.  

 Attendance during the ECD programme at ECD centres and TVET colleges in South 

Africa 

The researcher obtained records showing the nature of attendance of the ECD programme at both 

the ECD centres and a TVET college.  

At ECD centres, attendance was viewed from the attendance registers kept at the institutions. In 

this regard, the number of children admitted at ECD centres is usually kept in the attendance 

registers. These registers were collected from various centres, including CNT 001, CNT 006, and 

CNT 008, which listed the names of all children, their sex, and age. ECD centres usually keep 

records of all the children they admitted. Attendance registers should include every variable of the 

child admitted at the ECD centre. Attendance was also shown by children’s periods when they 

interacted with the ECD centres on a daily basis. 

Most records obtained from numerous ECD centres indicated that children spend an average of 10 

hours at the centres during each business day. This was accordingly supported by documents 

obtained from CNT 003, CNT 006, CNT 008, and CNT 009, which indicate that children arrive 

at the centres around 06:30 in the morning and reach their homes around 16:00 on each business 

day. Therefore, children spend about nine hours and thirty minutes interacting with ECD centres 

per day. ECD centre management and practitioners obtained the necessary qualifications and 

certificates allowing them to interact with the childcare field and practice.  
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The records of the child’s progression from ECD centres to formal Grade 1 at public schooling 

were obtained from centres. Children of 5 years and above graduate to attend schooling at a 

primary school educational system.  

In addition, the researcher obtained a number of documents showing how the ECD technical and 

vocational education and training programme was conducted at a TVET college involved in the 

study. Therefore, documents revealed the types of lecturing and learning of ECD educators 

training at the college as including the technical and vocational education and training programme 

specifically focused on a series of modules including ECD, human and social development, 

learning psychology, educational psychology, the art and science of teaching, child health, 

entrepreneurship and business management, daycare communication, daycare didactics, daycare 

management, daycare personnel management, and general education. These are modules 

separately provided to ECD educators in training at different stages of their academic and 

professional growth and development at the TVET college. The modules were appropriate in 

enhancing ECD educators’ in training appreciation of the improvement of the child within the 

ECD centre environment. A TVET college under review in this study encouraged ECD educators 

in training to make use of online facilities available to them. In short, ECD educators in training at 

a TVET college were not required to pay for any connectivity to access the online connectivity 

facility. TVET ECD educators in training can only attend lectures once they have satisfied the 

above-mentioned requirements. 

On the other hand, a lowered socioeconomic status of ECD educators in training at a TVET 

college was identified, and records show that these individuals required some assistance in order 

to pursue their studies. In this regard, the researcher obtained information about the nature in 

which educators in training within the ECD programme gained support towards their further 

professional development. Certain documents and records indicated that educators in training 

within the ECD programme were encouraged to use the provision available in the form of 

bursaries and funding in order to grow and develop their technical and vocational education and 

training profession. Therefore, general ECD educators in training paid tuition fees for the 

programme through bursaries. Children are expected to attend the ECD programme at their 

respective ECD centres until they reach a developmental stage of their school readiness (Compare 

Odom & Wolery, 2003:167; Aldagher et al., 2018:7; Martinez et al., 2012:8.) Thus, educational 

and training process of children at ECD centres should be aimed at the separation of children 

according to their ages of development. Thus, babies, infants and children should be educated and 
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trained in separate areas within the ECD centres. On the other hand, Britto et al. (2014) are of the 

opinion that attendance at TVET colleges and other educational institutions should be guided by 

the regulatory frameworks. 

 Socioeconomic statuses of children attending the Early Childhood Development 

programme at ECD centres and educators in training at TVET colleges in South 

Africa 

Document analysis was directed towards obtaining information related to describing the nature of 

the socioeconomic statuses of children and ECD educators in training.  

Children were drawn from single, complete, and extended types of families. The family 

composition and their respective economic position were contained in the public clinic or hospital 

records when children were recorded in the Home Affairs registration. 

Parents of the children admitted at ECD centres were either fully employed, self-employed, or 

unemployed. Single parents obtained childcare social grants from the South African Social 

Security Agency (SASSA), and some received a Temporary Unemployment Relief payment from 

the DSD. In summary, a qualified recipient of the childcare grant can get a total of R560.00 per 

month. On the other hand, recipients of the relief fund can only get R350.00 a month. This 

amount is inadequate, and most parents cannot afford to pay for their children’s educational trips. 

Most children at ECD centres could not undertake educational trips and other out-of-classroom 

education and training provisions. 

The aspect of equal employment opportunity at ECD centres was not indicated in any of the 

documents and records obtained from the centres. The majority of individuals employed at ECD 

centres were females. Males only occupied positions as general staff members, such as cleaners, 

cooks, groundsmen, etc. In general, few centres employed and or engaged male staff members in 

their areas.  

The child-to-child transmission of diseases is the programme most ECD centres address 

accordingly. This programme is adequately promoted by the local public clinic personnel who 

regularly visit the centres to prevent child-to-child disease transmission. 
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As a strict public health measure, every ECD centre must comply with keeping the immunization 

record of each child they admit to their premises. Therefore, centres provided the study with 

immunization records of children admitted and/or entering their respective promises for 

preventing the child-to-child transmission of diseases. In this regard, CNT 005, CNT 006, and 

CNT 008 provided the study with copies of the children’s immunization records. ECD centres in 

rural areas experienced a lack of resources due to the poverty status of children and their 

respective families. There were no records supporting this analysis in the study. 

On the other hand, records indicating the low socioeconomic status of the ECD educators in 

training could not be obtained from a TVET college under review. According to Ionescu et al. 

(2022:14), centres should focus on the integration of social services for vulnerable groups, 

including children, the implementation of ECD services to be child-centred in nature, 

acknowledgement of children’s views during their active interaction with the ECD centre settings. 

In addition, Mbarathi et al. (2016:9) are of the opinion that children living in poverty should be 

protected from all forms of deprivation that rob them of their basic needs, such as food, housing, 

clothing, health care, as well as nurturing children within an appropriate environment. 

On the other hand, UKAID (2020:1) proposes that cadres, namely ECD lecturers and their 

respective educators in training, must be funded by the government and adequately trained to 

work in different contexts within the field and practice within the ECD programme. Secondly, 

Teacher Development (2011:137) posits that the University of Venda is the only accredited 

provider of technical and vocational education and training in South Africa. Therefore, other 

universities and colleges in South Africa should follow suit and provide assistance to ECD 

lectures and educators in training at TVET colleges. 

 Revenues and expenditures recorded at ECD centres 

The revenues and expenditures were only supported by records obtained from several ECD 

centres. In this regard, revenues collected by the ECD centres were obtained from parents as the 

monthly tuition fees for their children were paid at the centres. A child’s monthly tuition was 

estimated at between R200.00 and R3000.00 per month. 

Several ECD centres obtained a subsidy from the provincial DSD. This form of subsidy is 

accordingly determined by the total number of children admitted at the ECD centre, the centres’ 
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physical and educational requirements, and the number of centre staff involved in the education 

and training of children and others. No NGOs showed interest in funding the ECD education and 

training of children. In this regard, children’s monthly tuition fees differ from one ECD centre to 

the next and are usually determined by the children's ages of development. Records obtained from 

CNT 002 indicate that monthly tuition fees were between R200.00 and R300.00 per month per 

child. Parents must add the amount required to transport their children to and from the ECD 

centres. 

On the other hand, expenditures incurred by ECD centres were indicated in records kept at the 

centres. In this instance, the records obtained from ECD centres revealed that centres were paying 

for the following services: (1) electricity bills per EDC centres ranged from R300.00 to R800.00 

per month. Electricity bills are determined by the size of the centres and the number of children 

admitted at centres; and (2) most ECD centres did not depend on the monthly water supply 

provided by the local municipality services. Centres drilled their own water boreholes to supply 

their facilities with bulk water. 

Babies or infants consumed specialised nutritional feeds, which demand large expenditures. Their 

respective parents and families provided formula, meals, and other items. On the other hand, the 

general population of children attending the educational and training process was fed food ranging 

in types from formula and porridge, which is detailed below. The centres paid between R1000.00 

and R2000.00 for foods consumed by children in their areas monthly. 

ECD centres must purchase the children’s learning materials in the form of play games, toys, etc. 

Documents provided to the study obtained information showing that ECD centres paid between 

R1500.00 and R3000.00 to obtain the necessary learning materials needed to improve the 

educational and training process of children. Most learning materials were obtained from 

stationery outlets at an amount that was not regulated by ECD centres, government, and NGOs.  

The above-mentioned information showed that most ECD centres obtained revenues from 

government subsidies and monthly tuition paid by parents whose children attended the ECD. On 

the other hand, expenditures were incurred by running the management and operations of the 

ECD centres through salary payments of their respective staff, electricity bills, water, etc. 

Therefore, the government’s involvement in educating and training children at ECD centres is an 

obligation required by the Constitution of the Republic of South Africa, 1996 (Act No. 108 of 
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1996). In this instance, the government and various NGOs are expected to provide services with a 

role in the implementation of ECD programmes (UN, 2011:14). In addition, Van Niekerk et al., 

(2017:16) maintain that NGOs are responsible for providing guidance towards training of 

caregivers, parents, and other community members in line with the management and operations of 

ECD centres. NGOs play a vital role in improving ECD centres, without which centres cannot 

achieve their principal goal of providing children with the necessary quality education, health, 

care, play, and development. Expenditures at the ECD centres include nutrition, health, and equal 

education to all children without regard for children’s socioeconomic backgrounds (UNICEF, 

2012:23). According to Kamara et al. (2018:2), most ECD centres should be supported to serve as 

a safe area for children to play, provide adequate space and ventilation, safe drinking water, 

hygienic and toilet facilities, a hygienic area for the preparation of food for the children, and 

appropriate first aid supplies. A significant amount of financial resources is needed to provide 

ECD centres with the resources mentioned above. 

 Complaints and grievances recorded at ECD centres and TVET colleges in South 

Africa 

This study obtained complaints and grievance records from the ECD centres and the TVET 

college. 

Parents’ complaints and grievances about the manner in which their children were treated by the 

centre staff, practitioners, and caregivers were not recorded and provided by ECD centre 

management. Therefore, children’s complaints and grievances about how they were treated at 

ECD centres are an ongoing and daily process. Centres did not view it as an important issue 

requiring recording. In this regard, several ECD centres developed their Communication Policy in 

order to improve the centre-parent relationship. CNT 004 provided the study with copies of its 

Communication Policy. ECD centres and parents are required to establish, develop, and maintain 

good relationships for the improvement of education and training of children. It was not evident 

from the records that a collaborative relationship existed between the centre and parents at certain 

ECD centres involved in this study. On the other hand, complaints and grievances were obtained 

from records showing the dissatisfaction of the ECD centre staff with their monthly salary. 

Therefore, records obtained from CNT 007, CNT 002, CNT 006, and CNT 009 show that ECD 

centres indicate that staff received salaries ranging from R1000.00 to R2500.00 per month per 
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individual. The monthly salaries of ECD centre staff are funded by the revenues generated by the 

centres. 

Furthermore, the researcher did not collect any documents or records from the TVET college 

indicating that lecturers received complaints or grievances from ECD educators in training. In the 

absence of discomfort in documents/records obtained from a TVET college, this revealed that 

ECD educators in training were satisfied with how the college treated them. Workers at the TVET 

college reported no industrial strikes during this period under review. According to the documents 

obtained from the TVET college management, no ECD educators in training were disqualified 

from the college due to indiscipline and or misconduct. Additionally, the TVET colleges records 

did not show any ECD lecturer being disqualified for indiscipline behaviour and or malpractice 

during this period under review of the study. 

ECD centre practitioners possibly had several complaints and grievances against how the centre 

management centres treated them. One dissatisfaction in this study was that the ECD centre staff 

complained that they were underpaid. On the other hand, the TVET college had no records 

indicating complaints and grievances by the ECD educators in training. According to Britto et al. 

(2014:246), governance functions at the national ECD systems should mainly focus on the 

effective planning, implementation, co-ordination, and financing of ECD services. Thus, the ECD 

implementation capability should be regulated by the government’s requirements to manage the 

system in a modest nature. 

On the other hand, Odom and Wolery (2003:166) believe that the professionals’ role in the 

improvement of ECD should look at working collaboratively with families, strengthen families by 

helping them secure the needed support and resources, provide individualised and flexible help, 

and capitalise on families’ existing competencies and strengths. These all require professional 

development from ECD practitioners at the ECD and TVET colleges and ECD educators in 

training levels within the South African context. The Republic of South Africa (2015:77) 

maintains that ECD centre practitioners and ECD educators in training should be adequately 

trained in order to effectively deal with complaints and grievances that might emerge during the 

education and training of the ECD centre practitioners and ECD educators in training. In this 

regard, therefore, TVET colleges addressed grievances and complaints by way of a professional 

development system, quality assurance, diversity, and equitable access and compensation parity 

(NAEYC, 2016:9). On the other hand, the UN (2005:4) is of the suggestion that complaints and 
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grievances at the TVET college situation could be effectively reduced through reducing the major 

obstacles realising rights in early childhood and providing ECD educators in training with 

adequate resources to address their personal, academic as well as their socioeconomic need. 

 Safety and health policies at ECD centres and TVET colleges in South Africa 

Records were obtained from ECD centres and a TVET college concerning the safety and health 

policies designed, developed, and maintained in their natural settings. 

All ECD centres involved in the study were required to comply with the South African national 

health policy in order to protect children and centre staff from contaminating communicable 

diseases. All centres adhere to this policy requirement for fear of being struck out for non-

compliance. Therefore, various ECD centres provided the study with records indicating that they 

complied with the health policy. These included CNT 002, CNT 005, CNT 006, and CNT 008. 

ECD centres protect their stakeholders, such as children, parents, caregivers, staff, and others 

from health hazards. Health policy at ECD centres was regulated by the food children consume 

when they spend time at centres. Therefore, children eat different types of food, which are rotated 

by day at ECD centres. According to records obtained from CNT 001, CNT 003, CNT 008, and 

CNT 007, children were fed maize meal, soft porridge, brown bread, milk, samp, vegetables, 

tea/coffee, and fruits. 

Furthermore, health policies at ECD centres were determined by requiring all children to be 

regularly immunized at the local public clinics and hospitals. In this aspect, parents of babies 

admitted at ECD centres are required to provide centres with antenatal, birth, and newborn history 

records obtained from the public hospitals and clinics where they were delivered. The researcher 

obtained these records from CNT 003, CNT 004, CNT 005, and CNT 007. In this regard, the 

records detail everything the centre needs to know about babies admitted. Caregivers know when 

babies need to be immunized to prevent the children-to-child transmission of diseases. 

Secondly, a Safety Policy at ECD centres is aimed at maintaining safety for both children and the 

ECD centre staff. Most of the centres provided the study with what was referred to as Safety 

Policy documents. Therefore, the Safety Policy is regulated to maintain that everybody within the 

centre is safe and protected from security and health hazards, as indicated by documents obtained 

from CNT 004, CNT 005, and CNT 006. Thus, regarding the health hazard preventative 
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measures requirement, most ECD centres maximized their preparedness to prevent or eliminate 

health hazards emerging in their areas. Moreover, children's exposure to security hazards at ECD 

centres was adversely avoided. This is because most centres saw no importance in keeping proper 

records related to the advent of and prevention of the security hazards of children at their 

premises. On the other hand, ECD centre management did not provide a study on the 

records/documents revealing that children have or would be exposed to possible injuries by their 

respective infrastructure facility.  

The TVET college anticipated the possibility of its staff, lecturers, and students being exposed to a 

series of health and injuries while interacting with a college on its premises. A college introduced 

the OHS Act, 1993 (Act No. 85 of 1993), which mainly prevented the stakeholders from being 

contaminated by various communicable diseases and injured. Additionally, according to Section 

17 of the Act, the TVET college managed to appoint a health and safety representative 

specifically responsible for enforcing the stipulations contained in the Act. The records obtained 

from the college showed that a private company was involved in enforcing the stipulations of the 

Act. This company ensured that all the functionalities of a TVET college were in place, such as 

fire extinguishing equipment, first aid service, operations of the campus clinic, cleaning and 

disinfection, waste management, sanitation, water and electricity supply, ventilation, and the keep 

of the general college surrounding.    

No health hazards and or accidents were recorded at the TVET college during the study period. 

This was found in the TVET college’s records, which were kept by its management. On the other 

hand, records obtained from the college do not mention any structural problem with the TVET 

physical facilities. This, therefore, means that the main stakeholders, namely management, 

lecturers, ECD educators in training, and the general staff, were accordingly protected from any 

anticipated health and injuries which could occur due to wall collapse, fire outbreaks, harsh 

weather, and transmission of person-to-person communicable diseases. According to Kamara et 

al. (2018:2) and Martinez et al. (2012:11), ECD centres and TVET colleges should establish, 

develop, and maintain quality and effective safety and health policies in order to protect all 

stakeholders from being harmed and or exposed to communicable diseases.  
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 Regulatory policy at ECD centres 

ECD centres developed and maintained their own management regulatory policy in order to 

improve relationships between parents and the general ECD centre staff. Therefore, ECD centres 

are managed through a policy referred to as the ECD Centre Policy. According to the documents 

collected from CNT 005, CNT 007, and CNT 008, the ECD Centre Policy contains guiding 

principles in achieving the primary goal, namely establishing, developing, and maintaining 

everything possible for the global interest of the child, including quality education and training. In 

line with this understanding, the ECD Centre Policy is a document primarily aimed at guiding 

conduct and regulating principles needed for adequate and professional implementation of the 

ECD programme at centres. Documents detailing the disciplinary action taken against the ECD 

centre managers, practitioners, and the general staff who violated the education and training of 

children at ECD centres were not available for analysis by the researcher. 

The research adequately provided information on how the management of ECD centres could be 

effectively improved. In summary, the ECD Centre Policy was one of the most important aspects 

of the document analysis, indicating the nature in which the effectiveness of TVET-trained ECD 

practitioners can address challenges facing public pre-schools in Limpopo Province. The 

International Labour Organization (2012:6) indicates that both ECD centres and TVET colleges 

should establish, develop, and maintain their own respective regulatory policies in order to 

promote order within their environments. On the other hand, Woodhead (2014:35) contends that 

regulatory policies at ECD centres and TVET colleges should also be directed towards the 

improvement of the academic performance of children, ECD centre practitioners, and TVET 

college ECD educators in training. 

4.5 CHAPTER SUMMARY 

This chapter presented the research findings in accordance with the interviews, participant 

observation, and document analysis. Research participants involved in interviews included 10 

ECD centre manager and 10 practitioners, five TVET college lecturers, and their respective 10 

ECD educators in training. Participant observation and document analysis were conducted at 10 

ECD centres and one TVET college. The data analysis strategy for the study was conducted 

through the thematic analysis contributed by Bruan and Clarke (2006). From the thematic 

analysis, the research questions used during interviews were categorised into a series of themes 
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and sub-themes. The main research findings obtained from interviews indicated that the 

successful implementation of the ECD programme at public pre-schools rests on the adequate 

provision of research obtainable from government and NGOs increased level of involvement. The 

main research findings obtained through participant observation revealed that children were 

transported to and from ECD centres by unlicensed and open bakkies and overcrowded sedan 

cars, which exposed them to safety and health hazards. A lack of financial resources was observed 

in the poor physical facilities at most ECD centres involved in the study. Safety and health hazard 

prevention measures were both lacking and present at ECD centres and the TVET college. 

Document analysis was utilised to extract essential information concerning the registration of 

ECD centres, admission policies, biographical data of children and ECD educators in training at a 

TVET college, attendance records, socioeconomic statuses, revenues and expenditures at ECD 

centres, as well as records of complaints, grievances, safety and health regulations, and other 

regulatory policies. Kawulich (2016) and McGrath and Rudman (2020) indicate that data 

collected through observations and document analysis complement research findings obtained 

through interviews. Consequently, the research findings from the primary three data collection 

methods were analysed in tandem to ensure their mutual support. The subsequent and concluding 

chapter will present the study's conclusions and recommendations. 
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CHAPTER 5: SUMMARY, CONCLUSIONS AND RECOMMENDATIONS OF THE 

STUDY 

5.1 CHAPTER INTRODUCTION 

The previous chapter addressed data presentation, analysis and interpretation of the study. The 

current chapter presents summary, conclusions and recommendations of the study.    

 

5.2 INTRODUCTION OF THE MAIN QUESTION AND SUB-QUESTIONS OF THE 

STUDY 

Some sub-headings aimed at answering the main research question, and others answered the sub-

questions identified below. 

 

5.2.1 Main research question of the study 

What is the effectiveness of TVET-trained ECD practitioners in addressing the challenges faced 

by public pre-schools in Limpopo Province? 

5.2.2 Sub-research questions of the study 

The following sub-questions originated from the main research question: 

 

 What does ECD entail? 

 What are the legislative frameworks for ECD programmes? 

 How are ECD practitioners’ training programmes at TVET colleges structured? 

 What are the challenges facing ECD centres in Limpopo Province? 

How can practitioners address the challenges ECD centres face in rural areas in Limpopo 

Province? 

5.3 OVERVIEW OF THE CHAPTERS 

5.3.1 Chapter 1: Introduction and background 

Chapter 1 offered a comprehensive introduction and background to the study. It encompassed 

various elements such as the problem statement, research questions, aims and objectives, research 
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methodology and design, and the theoretical framework. The preliminary literature review was 

also detailed, focusing particularly on defining ECD, its significance within the South African 

context, challenges in ECD programme provision, and strategic interventions to address 

implementation challenges. Furthermore, this section delved into the professional development of 

ECD practitioners with detailed explications. 

   

5.3.2 Chapter 2: Literature review 

Chapter 2 offered the literature review for the study, which included defining ECD and discussing 

important aspects such as challenges in ECD programme implementation, strategies for enhancing 

implementation, and the professional development of ECD practitioners. 

 

5.3.3 Chapter 3: Research methodology and design 

Chapter 3 outlined the guiding principles pertaining to the research methodology and design of the 

study. This chapter delved into crucial research concepts, including the qualitative research 

approach adopted, the interpretivistic paradigm, and the research design. It provided a 

comprehensive overview of various aspects such as population, and sampling methods (including 

purposive sampling), ethical considerations, data collection procedures, and ensuring the 

trustworthiness of the study through quality criteria. 

 

5.3.4 Chapter 4: Summary, analysis and interpretation of the study 

The presented the research findings which were obtained through the three primary qualitative 

data collection methods, namely; interviews, participant observation, and document analysis. The 

findings derived from interviews were complemented by secondary data obtained through 

participant observation and document analysis. 

5.3.5 Chapter 5: Summary, conclusions and recommendations of the Study 

This chapter provided a comprehensive summary and discussion of the study's primary findings, 

conclusions, and recommendations derived from both collected data and reviewed literature. The 

summary was formulated based on the identified findings. Additionally, the chapter concluded by 

presenting recommendations and suggestions for future research, discussing limitations, and 

summarising the key conclusions. 
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5.4 SUMMARY OF THE RESEARCH FINDINGS 

This section of the chapter presents the research findings derived from both the reviewed literature 

and data collected through interviews, participant observation, and document analysis. The 

research findings obtained through interviews were categorised into research questions, themes, 

and sub-themes, allowing for a detailed discussion based on the information gleaned from 

interviews. Numerous themes were explored and included in this study. Chabi et al., (2024:6) 

noted that the number of themes translates to the number of research questions posed. 

 

THEME ONE:  Effectiveness of TVET-trained ECD practitioners in addressing  

   challenges facing public pre-schools 

1.1 The role of TVET-trained ECD practitioners 

This theme aimed to gather the experiences of ECD centre managers regarding the Admission 

Policy concerning the ages of children admitted to the centres. The research findings revealed that 

ECD centres typically have an Admission Policy stipulating the admission of children aged 0 to 5 

years. Consequently, children as young as a few months old up to those nearing the end of their 

fifth-year developmental stages were admitted to ECD centres. 

 

The theme collected ECD centre managers’ and practitioners’ experiences of how ECD centres 

are involved in developing and improving the education and training of rural children. The 

research findings indicated that ECD centre practitioners could effectively develop and improve 

the education and training of rural children through several interventions, including their 

provision with resources enjoyed by peers who are admitted at centres in urban areas where the 

practitioners are accordingly professionalised to deal with their special educational and training 

needs, that the mother language is used as a mode of communication and that they are provided 

with quality education. Other strategic interventions suggested by the research findings included 

that the ECD centres could develop and improve ways specifically involved to deal with the 

educational needs of a rural child by considering the socioeconomic conditions of parents and 

families, providing children with quality education and training, and asking parents to volunteer 

their services towards the centres. Additional suggestions maintained in the research findings 

indicated that ECD centres should adhere to the principles contained in the South African 
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legislative frameworks that promote equal treatment, provision of quality education, maintenance 

of health, addressing abuse and family violence, provision of basic water, sanitation, etc. 

This theme was directed towards finding the TVET lecturers’ and ECD educators’ in training 

experiences of the ECD modules addressing the challenges of the rural child. The research 

findings maintained that ECD modules required for the purpose of addressing the challenges 

facing rural children should at least include quality education and training and a feeding scheme, 

inclusive classroom, health care, the socioeconomic background of the family, emotional 

development of the child, and the psychological development of the child. A rural child in the 

ECD centre environment requires significant support that is also enjoyed by children in other 

affluent settings. 

The theme gathered ECD centre managers’ and practitioners’ experiences of the challenges ECD 

centres face in educating and training children. The research findings indicated that challenges 

faced by the ECD centres during the education and training of the children included children with 

disruptive disorders, children who are unable to adapt to the centres, children from poor family 

backgrounds, difficult parents, lack of professional practitioners, and children with and without 

amenities. 

The theme focused on getting ECD centre managers’ and practitioners’ experiences of the main 

factors responsible for undermining the ECD centre’s performance towards improving the 

education and training of children at the ECD centre. The research findings were divided into five 

classes, namely: (1) children being difficult to teach and train within the class; (2) children with 

an adaptation problem; (3) children from poor family backgrounds who lack the necessary 

resources; (4) a lack of professional development of staff at ECD centres; and (5) children’s 

differences as determined by their socioeconomic backgrounds. 

The theme gathered information related to the TVET lecturers’ and ECD educators’ training 

experiences regarding the effective funding of the ECD programme for technical and vocational 

education and training for educators in training at the college. The TVET college ECD educators 

in training suggested that improving the management of the ECD centres is maintained through a 

process made up of two steps: the observation and gathering of challenging areas of the centres 

and intervention by assisting management in dealing with them. In this regard, educators in 



175 
 

 

training should gather information related to poor management and assist ECD management in 

dealing with the problematic areas. 

1.2 The relevance of ECD practitioners' knowledge and skills to public rural pre-schools 

This theme intended to establish ECD centre managers’ and practitioners’ experiences of the 

effective measures needed to improve the effective education and training of rural children. The 

research findings in the study indicated that the ECD centres could be improved for an effective 

education and training of children through the application of numerous strategic interventions, 

including the consideration of the socioeconomic backgrounds of children, their parents, and 

families, obtaining professional advice, building additional physical facilities, accommodating 

children according to their special educational and training needs, the provision of methods and 

approaches towards education and training of children, and that ECD centre practitioners become 

highly committed to childcare and welfare.  

1.3 Leadership and management of ECD centres 

This theme aimed to obtain ECD centre managers’ and practitioners’ experiences of the 

involvement of parents in the management and operations of the ECD centres. The research 

findings maintained that parental involvement in the management and operations of the ECD 

centres was more favourable and less unfavourable. Thus, most research participants reported 

having a good relationship with their parents compared to a few. 

THEME TWO: The scope of ECD 

2.1 Resources for teaching and learning in ECD 

This theme obtained the ECD centre managers’ and practitioners’ knowledge about resources 

used during the education and training of children at ECD centres. The research findings indicated 

that the resources required at ECD centres included stationery, books, newly developed strategies 

available on the Internet, and technological equipment such as laptops during the education and 

training of children. Resources included anything used during the education and training of 

children at centres.  
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2.2 Transportation of children to and from the ECD centre 

This theme was directed towards gathering ECD centre managers’ experiences of modes of 

transport ferrying children to and from the centres. ECD centre managers were required to inform 

the study about the nature of the transportation of children to and from the centres. According to 

the research findings in the study, children are mostly ferried to and from the centres on foot, 

centre private cars (and bakkies) and transportation provided by other members of the community. 

ECD centre managers provided children with transportation, usually in the form of sedans and 

light drive vans (bakkies). 

THEME THREE:  Legislative framework for ECD 

3.1 Child Protection Act and policies 

The theme was obtained from ECD centre managers’ and practitioners’ experiences of effective 

ways to develop and improve the education and training of children. In this regard, the research 

findings indicated that ECD centres could develop and improve the education and training of 

children through the effective implementation of inclusive education, parental involvement, 

invitation of donations, and the professional development of centre staff within the childcare area. 

3.2 Legislation on curriculum for ECD 

The theme gained insight into the experiences of TVET lecturers and ECD educators in training.  

The research findings of the study indicated that three to four years is the most preferred duration 

for the ECD programme for technical and vocational education and training for educators in 

training within South African colleges. In addition, the research findings indicated that this type 

of training should include theoretical development in the classroom and practicals at the live ECD 

centres. 
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THEME FOUR:  The structure of ECD practitioners’ training programme 

4.1 Demographic nature of TVET ECD training 

The theme gathered the TVET lecturers’ experience of the demographic nature of the ECD 

educators training at the college. The research findings indicated that the TVET colleges within 

the South African context admitted students from all levels of social, economic, cultural, and 

political backgrounds, including all genders, races, cultures, and languages. Demographics 

obtained from the research findings indicated that equity and fairness were promoted when 

selecting and admitting ECD educators to train at TVET colleges in South Africa. TVET college 

lectures were individuals who shared the information, eliciting the researcher to arrive at the 

above-mentioned research findings. 

4.2 ECD training module design 

The theme intended to gather the experiences of TVET lecturers and ECD educators in training 

regarding the modules designed for ECD educators in training at the college. The research 

findings obtained from the TVET college lecturers and ECD educators in training revealed that 

the modules relevant to ECD are N4, which covers child health and daycare, personnel education, 

educational didactics theory, and practicals; N5, which covers educational physiology, EMB 

daycare communication, educare didactics theory, and practicals; and N6, which covers educare 

didactics theory and practicals, educational physiology, daycare management, and daycare 

communication. 

THEME FIVE:  Challenges facing ECD centres in Limpopo Province 

5.1 Categories of children admitted to the ECD centres 

This theme sought to obtain ECD centre managers’ experiences of the Admission Policy 

regarding the ages of children admitted at the ECD centres. In this regard, the research findings in 

the study showed that ECD centres had an Admission Policy which required them to admit 

children aged 0 to 5 years of age. Children as young as a few months towards their end of five 

years developmental stages were admitted at ECD centres. 
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The theme focused on exploring the experiences of ECD centre practitioners in dealing with 

challenging children. The research findings revealed that children who pose additional challenges 

to ECD practitioners' daily tasks and activities include those with slower-than-normal learning 

abilities, ADHD, late admissions, and those exhibiting bullying behaviour. Educating and training 

these children within the ECD centre environment presents significant difficulties. 

The theme focused on eliciting the experiences of ECD educators in training regarding the 

challenges encountered during their technical and vocational education and training at the college. 

The research findings highlighted several challenges ECD educators face in training at TVET 

colleges in South Africa, including inadequate bursary funding, limited travel funds, insufficient 

hostel accommodation, harsh treatment at colleges, and inexperienced lecturers. 

5.2 Parental involvement 

The purpose of this theme was to gather the experiences of ECD centre managers and 

practitioners regarding parental involvement in the management and operations of the centres. 

The research findings indicated that parental involvement in these aspects was generally viewed 

as positive, with fewer unfavourable experiences reported. Most research participants reported 

having a good relationship with parents, although a few noted otherwise. 

5.3 Professional qualifications of ECD practitioners 

The theme aimed to explore the qualifications and FET of ECD centre practitioners in relation to 

the development and enhancement of education and training for children in the ECD programme. 

The research findings revealed that the highest educational qualification held by ECD centre 

practitioners involved in developing and enhancing education and training for children in the ECD 

programme is a Grade 12 certificate or higher. 

Furthermore, the theme sought to gather the experiences of TVET lecturers and ECD educators in 

training regarding the required qualifications for ECD educators in training for the programme at 

the college. The research findings suggested that a Matric certificate or Grade 12 equivalent was 

the highest educational qualification required for admission to the ECD programme at TVET 

colleges in South Africa. 
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5.4 Remunerations of ECD practitioners 

The theme investigated the remuneration levels of ECD centre practitioners at the centres. The 

research findings revealed that ECD centre practitioners received monthly salaries ranging from 

R1000.00 to R1700.00. According to the prevailing perspective in South Africa, this remuneration 

scheme was deemed inadequate. 

THEME SIX:  Intervention strategies of TVET-trained practitioners in addressing  

   challenges in rural pre-schools 

6.1 Parental meetings 

The theme aimed to gather information regarding the experiences of ECD educators in training to 

improve the management of ECD centres after identifying limitations during their time at the 

centres. According to the research findings, several measures could enhance ECD centre 

practitioners through several measures. These include transitioning centres from private 

ownership to other forms of governance, sharing academic knowledge and skills between 

educators in training and centre practitioners, conducting class observations, engaging in 

discussions with stakeholders, and assisting ECD management in soliciting donations. 

Another objective of the researcher was to explore the experiences of ECD educators in training 

and address challenges encountered during their technical and vocational education and training at 

the college. The research findings suggested that the challenges TVET colleges face in educating 

and training ECD educators in training could be effectively addressed by involving parents in 

their children's education, providing students with bursaries, and offering in-service training to the 

general lecturing staff. 

6.2 Continuous Professional Development of ECD practitioners 

The theme is intended to gather the experience of TVET lecturers and ECD educators regarding 

the required qualifications of ECD educators in training for the ECD programme at the college. 

The research findings in the study suggested that a Matric and or a Grade 12 certificate was the 

highest educational qualification for admission to ECD programme educators in training at TVET 

colleges in South Africa. 
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The theme focused on gaining insight into the TVET lecturers’ experiences of increasing their 

professional development and growth in the technical and vocational education and training 

knowledge and skills they impart to ECD educators training at the college. According to the 

research findings in this study, TVET college lecturers were expected to maximize their 

professional development and growth in the technical and vocational education and training areas 

in order to impart the same to their respective ECD educators in training. Therefore, TVET 

college lecturers are expected to acquire a higher level of technical and vocational education and 

training than their counterparts, namely the ECD educators in training. 

The theme sought to understand the experiences of ECD educators in training regarding 

suggestions for addressing challenges encountered during their technical and vocational education 

and training at TVET colleges. The research findings indicated that ECD educators in training 

could tackle these challenges by engaging in negotiations with management, initiating strikes, and 

discussing their issues with their respective lecturers. 

This theme aimed to gather information about the experiences of TVET lecturers regarding the 

institutions where they acquired the knowledge and skills for technical and vocational education 

and training, which they impart to ECD educators in training at the college. The research findings 

highlighted the necessity for TVET college lecturers to obtain specific technical and vocational 

education and training qualifications beyond a bachelor's degree to effectively educate and train 

ECD educators in training at TVET colleges in South Africa. 

6.3 Norms and Standards funding for ECD centres 

The theme aimed to collect experiences from ECD centre managers and practitioners regarding 

the extent of government involvement in the education and training of children at the ECD centre. 

Participants provided detailed data and information to facilitate the study's findings. In this 

context, the research revealed that the majority of participants perceived government involvement 

in the education and training of children at the ECD stage as lacking. Most participants viewed 

government assistance in the education and training of children at ECD centres as minimal. 

The theme aimed to gather experiences from ECD centre managers and practitioners regarding the 

extent of NGOs’ involvement in the education and training of children at the ECD centre. The 

research findings indicated that the majority of participants reported a lack of NGO involvement 
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in the education and training of children at the ECD stage. NGOs were perceived as providing 

minimal assistance to ECD centres in the education and training of children. 

The theme aimed to gather experiences from ECD centre managers and practitioners regarding the 

effectiveness of individuals and institutions in assisting ECD centres in addressing challenges 

related to the education and training of children. The research findings suggested that ECD 

centres can effectively address their challenges in educating and training children through various 

means. These include seeking donations, partnering with NGOs and government agencies, 

implementing additional structural developments in the physical facilities of centres, providing 

professional development opportunities for centre staff, equipping centres with up-to-date ICT 

programmes and connectivity, and enhancing social work interventions. 

5.5 CONCLUSIONS OF THE STUDY 

Conclusions of the study were drawn and included in this section of the chapter. In this regard 

therefore, conclusions of the study were drawn from the research findings and and the themes 

identified and explained above. They were reported in this chapter as follows: (1) Firstly, the 

study concluded that there was a lack of TVET-trained ECD practitioners towards addressing 

challenges facing public pre-schools in rural areas in the Limpopo Province. Educating and 

training children at the ECD centres and or Early Childhood Development stage demands 

adequate technical, vocational and education and training of individuals who should be involved 

with children at this level of development.  (2) Secondly, the study concluded that most public 

pre-schools under review experienced a large amount of a lack of resources. Resources lacked by 

these ECD centres included learning materials, infrastructure and qualified individuals. This 

conclusion summarily indicated that public pre-schools at the rural areas within the Limpopo 

Province could be less likely to provide children with adequate and quality education and training. 

(3) Thirdly, the conclusion was drawn to indicate that the legislative framework made it difficult 

for other public pre-schools to be formally regiastered with the Department of Social 

Development (DSD). This limitation results in many ECD centres being managed and 

administered by numerous unlicensed families and individuals. (4) Fourthly, lower socioeconomic 

status experienced by parents and families from where children attending the Early Childhood 

Development programme adversely affect parental involvement. Parental involvement was 

identified and mentioned as the most important and effective resource required in the 
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improvement of the ECD programme. Parents and guardians are expected to form part of the 

management and administration of the pre-schools, and in this regard the absence of this 

involvement could undermine the effective improvement of the ECD programme at rural areas 

within the Limpopo Province. (5) Fifthly, the research findings and themes mentioned above lead 

the study to draw a conclusion that public pre-schools seriously lack of the professional qualified 

ECD practitioners. The research findings indicated in this study that most individuals interacting 

with children at the ECD centres obtained a Grade 12 as their highest educational qualification. In 

this regard therefore, ECD practitioners should at least obtain high education certificates usually 

provided by colleges and universities within the South African context.        

5.5 RECOMMENDATIONS OF THE STUDY 

The study aimed to explore the effectiveness of TVET-trained ECD practitioners in addressing the 

challenges faced by public pre-schools in Limpopo Province. After a detailed analysis of the data 

through the thematic analysis process, experiences obtained from the ECD centre managers, 

practitioners, and TVET college lectures, and their respective ECD educators in training effective 

strategic interventions to address challenges facing public pre-schools emerged. In this regard, the 

researcher used the research concllusions gathered from these research participants to formulate 

specific recommendations for the study. The recommendations provided the study with a 

significant framework, which was used to summarise the general recommendations of the study. 

In addition, the research considered the importance of involving research questions, objectives, 

research findings, summaries, conclusions, and literature when presenting the recommendations in 

question. Recommendations developed from the research conclusions detailed above were 

categorised according to the targeted research participants and institutions responsible for 

implementing the ECD programme at ECD centres and a TVET college. 

5.5.1 Recommendations to the government and its departments 

 The DoE should strengthen its initiatives aimed at identifying children with learning barriers 

to assist parents and family members in enrolling their children in ECD programmes.  

 The national DoE and its provincial department should allocate essential resources, ensure 

adequate physical facilities, and provide timely salary payments for individuals educating and 

training children at ECD centres.  
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 The DSD should address extraneous factors that hinder ECD centres from obtaining 

registration as NPOs in South Africa.  

 The DSD should consider the importance of the ECD programme as a holistic development 

of all children, including those from poor families and communities, i.e. the marginalised 

sector of society. 

 The DSD should seek responsive strategies to reduce poverty and provide parents with 

adequate parenting programmes. 

 The DSD should provide social security to all children and their respective families so that 

they can afford ECD education in rural areas. 

 The DSD should enhance its programmes aimed at identifying children with learning barriers 

in order to assist parents and family members to in enrolling their children in the ECD 

programme. 

 The DoE and the DSD should explore effective strategies for funding ECD centres. 

Additionally, they should collaborate to establish mechanisms for evaluating and monitoring 

the ECD programme at the ECD centre level. 

5.5.2 At the local government level or municipalities 

 It is recommended that the local government within the South African context provide quality 

and adequate services to ECD centres situated within their environment. Basic services 

should include water, electricity, and sanitation. 

5.5.3 Recommendations to non-governmental organizations 

 NGOs within the South African context should seek ways to provide ECD centres with 

various amenities, including infrastructural development and provision of ECD practitioners 

with knowledge and skills. 

 NGOs should assist ECD centres with the most recent and effective strategies to improve the 

education and training of children at the ECD stage of development. 

5.5.4 Recommendations to the ECD centre managers 

 ECD centre managers should individualise their approaches towards seeking funding from 

different donors to successfully implement the ECD programme at their sites. 
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 ECD centre managers should obtain some form of education and training whilst they are 

managing the centres. In-service programmes, further education, training, and workshops are 

the most preferable areas where they could be effectively empowered. 

 ECD centre managers should explore the possibility of extending private ownership towards 

their respective community ownership.  

 ECD centre managers should become open and accepting of professional assistance from 

educated and trained individuals to improve their management and operations of the ECD 

centres. 

 ECD centre managers should use effective human resources recruitment measures when 

employing ECD centre practitioners.  

 ECD managers, together with the practitioners, parents, and communities, should establish, 

develop, and maintain effective measures to prevent all levels of safety, security, and hazards 

from happening at the ECD centre. 

5.5.5 Recommendations to ECD centre practitioners 

 The ECD centre practitioners should become conversant with the legislative frameworks and 

policies around childcare, education, and training.  

 The ECD centre practitioners should undergo continuous professional development to 

enhance their capacity to educate and train children for their optimal development. 

5.5.6 Recommendations to parents 

 It is recommended that parents should be capacitated and trained with the consideration that 

the ECD programme is meant to connect their children with school education upon reaching 

the school readiness stage.  

 Parents should collaborate with ECD centres at which their children are admitted.  

 Parents should co-operate with the ECD centre workforce. 

 Parents should be involved in managing and operating the ECD centres at which their 

children are admitted. 
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5.5.7 Recommendations to TVET college lecturers involved with the Early Childhood 

Development and the ECD educators in training 

 TVET college lecturers should encourage ECD educators in training to explore opportunities 

for FET beyond their current study programmes. This recommendation is particularly 

relevant due to the multidisciplinary nature of the ECD programme. 

 The TVET college lecturers in the ECD programme should develop educational and training 

modules tailored to meet the specific needs of rural children within the ECD centre 

environment. 

 The TVET college lecturers in the ECD programme should pursue postgraduate studies to 

enhance their professional development and growth in technical and vocational education and 

training. 

 TVET college lecturers and management should establish a clearly defined timeframe for 

ECD educators in training to complete their studies.  

 TVET college lecturers should strengthen their engagement with ECD educators in training to 

ensure the dissemination of information regarding available funding opportunities in the 

country. 

5.6 RECOMMENDATIONS FOR FURTHER STUDIES 

The recommendations obtained from the study’s research questions, objectives, research findings, 

summaries, conclusions, and literature arrived at above were narrow in that they could not cover 

every aspect of the study. Therefore, further research is required to explore the effectiveness of 

TVET-trained ECD practitioners in addressing challenges facing public pre-schools in Limpopo 

Province. The ECD programme is still an area of study at its earliest stage in South Africa. In 

addition, the ECD programme has become an issue that cannot be covered by a single study such 

as the current one. Therefore, these phenomena require a maximized effort from other future 

researchers to investigate them in a more detailed manner and use the research findings and 

recommendations of this study as a foundation. In the context of this study, the researcher 

recommends that several topics be explored in future research projects, including:    

 Effective strategic approaches for mobilising resources to ensure the successful 

implementation of the ECD programme. 
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 The necessity of fostering collaborative relationships between national institutions and 

entities to support the successful implementation of the ECD programme. 

 Incorporating research and innovation is important to enhance the implementation of the 

ECD programme. 

5.7 CHAPTER SUMMARY 

The researcher believed that the study successfully achieved its primary aim and several 

objectives necessary for fulfilment. This belief stemmed from the alignment of the main question 

and its related sub-questions with the research findings. Moreover, the translation of sub-

questions into themes facilitated their attainment during interviews. Additionally, secondary data 

obtained through participant observation and document analysis supported the primary data 

gathered from interviews. The research findings unveiled various factors hindering the 

effectiveness of TVET-trained ECD practitioners in addressing challenges encountered by public 

pre-schools in Limpopo Province. It should be noted that conclusions for this study emanated 

from the research findings which were detailed throughout the study. In this regard therefore, the 

conclusions of the study tend to inform relevant and effective recommendations which both 

formed part of this study, especially in relation with Chapter 5. Consequently, the study proposed 

several strategic interventions for effectively mitigating these adverse factors in the form of 

recommendations for the study levelled towards a variety of role players including government 

and its departments, local government level or municipalities, non-governmental organisations, 

ECD centre managers, ECD centre practitioners, parents, TVET college lecturers and educators in 

training involved in the Early Childhood Development and recommendations for further studies.  
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APPENDIX A: INTERVIEW SCHEDULE FOR ECD CENTRE MANAGERS 

1 What is the age limit of children you admit at your ECD centre? 

2 Which resources do you use during the education and training of children at the ECD 

centre? 

3 How are children transported to and from the ECD centre? 

4 What challenges does the ECD centre face in educating and training the children? 

5 What are the main factors responsible for undermining the ECD centre’s performance 

towards improving the education and training of children at the ECD centre? 

6 Who could effectively assist in addressing the challenges the ECD centre faces in 

educating and training the children? 

7 How is the ECD centre developing and improving the education and training of children at 

the ECD centre? 

8 How is the ECD centre explicitly involved in developing and improving the education and 

training of rural children? 

9 What is the extent of parents’ involvement in the management and operations of the ECD 

centre? 

10 What is the government’s level of involvement in the education and training of children at 

the ECD centre?  

11 What are the NGOs’ level of involvement in the education and training of children at the 

ECD centre? 

12 In your opinion, how should the ECD centre be improved for the effective education and 

training of rural children? 
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APPENDIX B: INTERVIEW SCHEDULE FOR ECD CENTRE PRACTITIONERS 

1 Which categories of children admitted at the ECD centre put additional pressure on your 

daily tasks and activities? 

2 Which resources do you use during the education and training of children at the ECD 

centre? 

3 What are the challenges you experience during the education and training of the children 

at the ECD centre? 

4 Which are the main factors attributed to the challenges you experience during the 

education and training of the children at the ECD centre? 

5 How could you be effectively assisted in addressing the challenges you experience during 

the education and training of the children at the ECD centre? 

6 How do you develop and improve the education and training of children at the ECD 

centre? 

7 How do you specifically develop and improve the education and training of the rural 

children at the ECD centre? 

8 What is the nature of your qualifications, further education and training, regarding the 

development and improvement of education and training of children in the ECD 

programme? 

9 Please explain the nature of the relationship between yourself and the children’s parents 

regarding the children’s education and training at the ECD centre. 

10 What type of remuneration programme does the ECD centre offer? 

11 What are the NGO’s level of involvement in the education and training of children at the 

ECD centre? 

12 In your opinion, how should the ECD centre be improved for effective education and 

training of rural children? 
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APPENDIX C: INTERVIEW SCHEDULE FOR ECD LECTURERS AT A TVET 

COLLEGE 

1 What is the demographic nature of the ECD educators training at the college? 

2 What are the required qualifications of educators in training for the ECD programme at the 

college? 

3 Which ECD modules are designed for educators in training at the college?  

4 How do the ECD modules address the challenges facing the rural child? 

5 What are the challenges facing the TVET college during the training of ECD in training at 

the college? 

6 How can the challenges facing the TVET college during the training of Early Childhood 

Development educators in training at the college be addressed? 

7 Where do you obtain the technical and vocational education and training knowledge and 

skills you impart to ECD educators training at the college? 

8 How do you increase your professional development and growth in the technical and 

vocational education and training knowledge and skills you impart to ECD educators 

training at the college?  

9 How long does the ECD programme for technical and vocational education and training 

for educators in training run at the colleges? 

10 How should the ECD programme for technical and vocational education and training for 

educators in training at the college be effectively funded? 
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APPENDIX D: INTERVIEW SCHEDULE FOR ECD EDUCATORS IN TRAINING AT A 

TVET COLLEGE 

1 What are your qualifications for admission to the ECD programme at the college? 

2 Which ECD modules are relevant for your technical and vocational education and training 

at the college?  

3 How are ECD modules relevant for your technical and vocational education and training 

regarding addressing the challenges facing the rural child at college? 

4 How much time do you spend at the ECD centres as part of your technical and vocational 

education and training at college? 

5 How would you improve the management of the ECD centre after you have identified 

some limitations at the time you spent there? 

6 How would you improve the operations of ECD practitioners after you have identified 

some limitations at the time you spent at the centres? 

7 What are the challenges you face during your ECD technical and vocational education and 

training at college? 

8 How can the challenges you face during your ECD technical and vocational education and 

training at college be addressed? 

9 In your opinion, what is the ideal funding programme you propose for ECD educators 

training at the college? 

10 In your opinion, how long should the ECD programme for the technical and vocational 

education and training of educators in training at the college be run? 
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APPENDIX E: PARTICIPANT OBSERVATION WORKSHEET FOR ECD CENTRES 

The following are observed at ECD centres 

1 Accessing the centres 

[    ] The ways children are brought and collected from the centres 

[    ] The types of transport used for ferrying children 

2 Educational process at centres 

[    ] Division of children's learning rooms according to their age differences 

[    ] Play games used for teaching children 

[    ] The teaching aids 

[    ] The length of children’s interaction with the centres 

3 Rituals at the centres 

[    ] Formal or informal dressing codes for children 

[    ] Prayers at centres 

[    ] Extramural activities 

[    ] Graduation ceremony rituals at centres 

4 Facilities of the centres 

[    ] Types of classrooms for children 
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[    ] Resting area for children 

[    ] Type of bathrooms 

[    ] Playgrounds for children 

[    ] Centre manager’s office 

[    ] Practitioners’ common office 

5 Safety and health hazards at the centres 

[    ] Parent-centre relationship 

[    ] Parental development 

[    ] Security systems in place 
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APPENDIX F: PARTICIPANT OBSERVATION WORKSHEET FOR TVET COLLEGE 

The following are observed at the TVET college 

1 Lecture hall situation 

[    ] The size of the class 

[    ] Ventilation of the hall 

[    ] Distance between lecture and educators in training 

2 Lecturing process 

[    ] Length of periods 

[    ] Assignments/projects for educators in training 

[    ] Tests 

3 Rituals at a TVET college 

[    ] Discipline   

[    ] Order 

[    ] Suspension 

[    ] Dismissal 

4 Facilities at a TVET college 

[    ] Principal’s office 
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[    ] Lecturers’ staff room 

[    ] Playgrounds 

[    ] Library 

[    ] Computer centre 

5 Safety and health hazards at a TVET college 

[    ] Security systems in place  

[    ] Health desk 

[    ] Personal searches  
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APPENDIX G: PARTICIPANT OBSERVATION INFORMATION SHEET 

 

Date: 18 May 2023 

 

Title: The Effectiveness of TVET-Trained ECD Practitioners in Addressing 

Challenges Facing Public pre-schools in Limpopo Province 

 

 

DEAR PROSPECTIVE PARTICIPANT 

My name is Tshiwela Julia Tshipota, and I am doing research under the supervision of Dr N. 

Ndou, a senior lecturer in the Department of Early Childhood Education at the University of 

South Africa. I am pursuing a Masters degree titled “The Effectiveness of TVET-Trained ECD 

Practitioners in Addressing Challenges Facing Public Pre-Schools in Limpopo Province.” 

 

WHAT IS THE PURPOSE OF THE STUDY? 

I believe that public pre-schools in Limpopo Province are provided with poor quality education 

due to their socioeconomic background and rurality. The most important challenging issues 

facing the rural ECD centres were identified by Mbarathi et al., (2016) as lack of learning 

materials, by Hall et al., (2017) as poverty and inequality and by Martin (2018) as inadequate 

funding. It is against this backdrop that I decided to conduct research in order to contribute 

effective strategic interventions meant to improve the effectiveness of TVET-trained ECD 

practitioners in addressing challenges facing public pre-schools in the province. 

 

WHY AM I INVITED TO PARTICIPATE? 

You are invited to participate in research because I believe you have the required information due 

to your interaction with Early Childhood Development programmes at the ECD centre level and 

the TVET level. In this regard, you are experiencing challenges facing public pre-school 

education in the area of employment or study. I obtained your contact details from the ECD 

centre’s manager/ TVET principal. The total number of participants involved in this research is 

35: 10 ECD centre managers, 10 ECD practitioners, five TVET college lecturers, and 10 ECD 

educators in training. 
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WHAT IS THE NATURE OF MY PARTICIPATION? 

You will participate in research in three different ways; firstly, you will be interviewed, and in 

the process, I will only gather information about your experience in the ECD area. The 

information which you will be required to share with the study will not be personal. Secondly, I 

will observe your interaction when activities unfold at the ECD centre or TVET college. It will 

be my task to collect certain information without disrupting your daily activities. Thirdly, some 

of you, namely the ECD centre managers and TVET college principal and lecturers, will be 

requested to provide me with certain records for the purpose of document analysis. 

 

CAN I WITHDRAW FROM THIS STUDY EVEN AFTER HAVING AGREED TO 

PARTICIPATE? 

Yes, you can withdraw your participation without being required to provide me with reasons for 

your decision. I take it that your voluntary participation will be included in the written consent 

form, which you read and agree to by signing before you start being involved in the research. 

 

WHAT ARE THE POTENTIAL BENEFITS OF TAKING PART IN THIS STUDY? 

Your participation is mainly aimed towards improving the effectiveness of TVET-trained ECD 

practitioners in addressing the challenges faced by public pre-schools in the province. As a loyal 

citizen, I believe that you are one of the people who would like to see these challenges mitigated 

accordingly. 

 

ARE THERE ANY NEGATIVE CONSEQUENCES FOR ME IF I PARTICIPATE IN 

THE RESEARCH PROJECT? 

There are no risks at all, so rest assured that you will not experience any negative consequences 

by participating in the research project. 

 

WILL THE INFORMATION THAT I CONVEY TO THE RESEARCHER AND MY 

IDENTITY BE KEPT CONFIDENTIAL? 

I will not record your name or biographical information that could lead to your positive 

identification by other persons. Additionally, the information you will provide me during the data 

collection process will remain with me, and I will treat it confidentially. According to the 

Research Ethics Review Committee, I am not allowed to treat the information in a way that it 

becomes non-confidential. On the other hand, I will not be able to prevent your information from 
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being used for other research processes, such as when it is referred to research reports, journal 

articles, and or conference proceedings. At this level, your information might have reached a high 

level of academic usage by other scholars and or researchers. 

 

HOW WILL THE RESEARCHER(S) PROTECT THE SECURITY OF DATA? 

Hard copies (i.e. transcriptions of interviews) and audio-voice recordings will be safe- kept in my 

vault for a period of five years. Future use of the stored data will be subject to further Research 

Ethics Review and approval if necessary. After this process is finalised, then all the records will 

be destroyed. 

 

WILL I RECEIVE PAYMENT OR ANY INCENTIVES FOR PARTICIPATING IN THIS 

STUDY? 

You will receive no payment or any incentives for participating in this study. 

 

HAS THE STUDY RECEIVED ETHICS APPROVAL? 

This study has received written approval from the Research Ethics Review Committee of the 

University of South Africa. Should you wish to be provided with this approval, you are free to 

ask me for it. 

 

HOW WILL I BE INFORMED OF THE FINDINGS/RESULTS OF THE RESEARCH? 

If you would like to be informed of the research findings, please contact Mrs Tshiwela Julia 

Tshipota on 072 880 7143 or email  tshipotajulia@gmail.com. 

 

Should you have concerns about the way in which the research has been conducted, you may 

contact Dr N. Ndou on 012 429 4468 or email ndoun@unisa.ac.za. 

 

Thank you for taking the time to read this information and for participating in this study. 

 

Yours truly 

 

Signature:  

Researcher Name: Tshiwela Julia Tshipota 

mailto:tshipotajulia@gmail.com
mailto:ndoun@unisa.ac.za
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APPENDIX H: DOCUMENT ANALYSIS WORKSHEET FOR ECD CENTRES 

No. Item Description  

1 Socioeconomic status of the family of the child 

 Family types Complete  Single  Child-headed  

Employment of parent   Employed  Self-

employed 

Unemployed  

Children included in the educational trips Yes  No  

2 Biographical information of the children   

 Number of children admitted  

Ages of children admitted at the centre 0 1-3 4-6 

3 Revenues collected by the ECD centre 

 Monthly payment of tuition for children  

Subsidy from the Department of Social 

Development 

Yes  No  (Specify) 

Other forms of donors (Specify) 

4 Expenditures incurred by the centre 

 Electricity bills  

Water   

Food   

Learning materials  

Teaching aids   



212 
 

 

 

 

  

Salaries of centre staff  

5 Socioeconomic and health issues 

 Equal employment opportunities  

Transmission of child-to-child diseases  

Immunization of children  

Educational qualifications of ECD practitioners  

Areas of specialisation of ECD practitioners  

Records of children progression to Grade 1  

6 Complaints and grievances   

 Complaints by parents  

Complaints by children  

Grievances by ECD practitioners  

Disciplinary actions  

7 Hazards and injuries  

 Exposure to security hazards  

Exposure to health hazards  

Exposure to possible injuries by the facility 

structure  
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APPENDIX I: DOCUMENT ANALYSIS WORKSHEET FOR A TVET COLLEGE 

 

No. Item Description  

1 Biographical information of students 

 Number admitted       

Sexes of students admitted  Male  Female   

Ages of students      

Educational qualifications of students admitted      

2 Details of the course study 

 Formal name of the course of study      

Admission criteria for the course of study      

Specification of modules involved in the course of 

study 

     

Completion period of the course of study      

3 Assistance for TVET college ECD lecturers and educators in training 

 Tuition fees required  in the course of study      

How ECD educators in training pay for  the course of 

study 

     

If bursaries are available to assist ECD educators in 

training  

     

Opportunities for professional development of ECD 

lecturers  

     

Institutions open for professional development of 

ECD lecturers  

     

4 Documents involved in Early Childhood Development at a college 

 Types of teaching and learning in the lecture room       

Learning materials       

Teaching/lecturing methods applied in the lecture 

room 

     

Study modules that interrupt ECD educators’ in 

training academic performance  

     

The availability of online usage in the course of study      
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5 Complaints and grievance records  

 Grievances by ECD educators training at the college      

Grievances by ECD lecturers at the college      

Records of industrial strikes at the college       

ECD educators in training disqualified at the college      

ECD lecturers disqualified at the college      

6 

 

Hazards and injuries 

 Exposure to security hazards      

Exposure to health hazards       

Exposure to possible injuries by the facility structure      
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APPENDIX J: WRITTEN INFORMED CONSENT FORM FOR ECD CENTRE 

MANAGERS 

The statement is designed to ascertain if you understand the purpose of the study, your awareness 

of your rights as a participant, and to confirm your willingness to participate. Please carefully read 

the statement and underline any parts you believe were not adequately addressed. It is important 

to note that if you choose to underline any part of the statement, you may be excluded from 

participating in the research. 

I, …………………………………………………. (Code) declare under oath that: 

1 I have been informed of the purpose of the study as:  The aim of the study is to explore the 

effectiveness of TVET-trained ECD practitioners in addressing challenges facing public 

pre-schools in Limpopo Province;  

2 I have received sufficient information about the study for me to accept or decline 

participation; 

3 I understand that I am free to refuse to take part if I wish; 

4 I understand that I may withdraw from the study without having to provide a reason; 

5 I know that I can ask for further information about the research from the researcher; 

6 I understand that all information arising from the study will be treated as confidential; 

7 I know that it will not be possible to identify any individual participant in the study report, 

including myself; 

8 I was adequately debriefed about the investigation in the study and that the researcher may 

provide me with a copy of the research report after the study was completed; and that  

9 I agree to voluntarily take part in the study. 

 

This written consent form done at…………………... (Place) on the ………... of …………... 2022  

Signature: ………………………………  (Research participant) Date……………….……. 

Signature: ………………………………  (Interviewer) Date: ………….…...…………….  
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APPENDIX K: WRITTEN CONSENT FORM FOR ECD CENTRE PRACTITIONERS 

The statement is designed to ascertain if you understand the purpose of the study, your awareness 

of your rights as a participant, and to confirm your willingness to participate. Please carefully read 

the statement and underline any parts you believe were not adequately addressed. It is important 

to note that if you choose to underline any part of the statement, you may be excluded from 

participating in the research.  

1 I, ………………………………………………. (Code) declare under oath that: 

2 I have been informed of the purpose of the study as:  The aim of the study is to explore the 

effectiveness of TVET-trained ECD practitioners in addressing challenges facing public 

pre-schools in Limpopo Province;  

3 I have received sufficient information about the study for me to accept or decline 

participation; 

4 I understand that I am free to refuse to take part if I wish; 

5 I understand that I may withdraw from the study without having to provide a reason; 

6 I know that I can ask for further information about the research from the researcher; 

7 I understand that all information arising from the study will be treated as confidential; 

8 I know that it will not be possible to identify any individual participant in the study report, 

including myself; 

9 I was adequately debriefed about the investigation in the study and that the researcher may 

provide me with a copy of the research report after the study was completed; and that  

10 I agree to voluntarily take part in the study. 

 

This written consent form done at…………………... (Place) on the ………... of …………... 2022  

Signature: ………………………………  (Research participant) Date…………………. 

Signature: ………………………………  (Interviewer) Date: ……………...…………….  
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APPENDIX L: WRITTEN INFORMED CONSENT FORM FOR ECD LECTURERS AT A 

TVET COLLEGE 

The statement is designed to ascertain if you understand the purpose of the study, your awareness 

of your rights as a participant, and to confirm your willingness to participate. Please carefully read 

the statement and underline any parts you believe were not adequately addressed. It is important 

to note that if you choose to underline any part of the statement, you may be excluded from 

participating in the research.  

1 I, ………………………………………………. (Code) declare under oath that: 

2 I have been informed of the purpose of the study as:  The aim of the study is to explore the 

effectiveness of TVET-trained ECD practitioners in addressing challenges facing public 

pre-schools in Limpopo Province;  

3 I have received sufficient information about the study for me to accept or decline 

participation; 

4 I understand that I am free to refuse to take part if I wish; 

5 I understand that I may withdraw from the study without having to provide a reason; 

6 I know that I can ask for further information about the research from the researcher; 

7 I understand that all information arising from the study will be treated as confidential; 

8 I know that it will not be possible to identify any individual participant in the study report, 

including myself; 

9 I was adequately debriefed about the investigation in the study and that the researcher may 

provide me with a copy of the research report after the study was completed; and that  

10 I agree to voluntarily take part in the study. 

 

This written consent form done at……………….…... (Place) on the ………... of …………... 

2022  

Signature: ………………………………  (Research participant) Date……………….……. 

Signature: ………………………………  (Interviewer) Date: ………….…...…………….  
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APPENDIX M: WRITTEN INFORMED CONSENT FORM FOR ECD EDUCATORS IN 

TRAINING AT A TVET COLLEGE 

The statement is designed to ascertain if you understand the purpose of the study, your awareness 

of your rights as a participant, and to confirm your willingness to participate. Please carefully read 

the statement and underline any parts you believe were not adequately addressed. It is important 

to note that if you choose to underline any part of the statement, you may be excluded from 

participating in the research.  

1 I, ………... (Code) declare under oath that: 

2 I have been informed of the purpose of the study as:  The aim of the study is to explore the 

effectiveness of TVET-trained ECD practitioners in addressing challenges facing public 

pre-schools in Limpopo Province;  

3 I have received sufficient information about the study for me to accept or decline 

participation; 

4 I understand that I am free to refuse to take part if I wish; 

5 I understand that I may withdraw from the study without having to provide a reason; 

6 I know that I can ask for further information about the research from the researcher; 

7 I understand that all information arising from the study will be treated as confidential; 

8 I know that it will not be possible to identify any individual participant in the study report, 

including myself; 

9 I was adequately debriefed about the investigation in the study and that the researcher may 

provide me with a copy of the research report after the study was completed; and that  

10 I agree to voluntarily take part in the study. 

 

This written consent form done at……………….…... (Place) on the ………... of …………... 

2022  

Signature: ………………………………  (Research participant) Date……………….……. 

Signature: ………………………………  (Interviewer) Date: ………….…...…………….  
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APPENDIX N: REQUEST FOR PERMISSION TO CONDUCT RESEARCH AT ECD 

CENTRES 

          343 Zone 4 

          SESHEGO 

          0742 

          10 May 2023 

The Manager 

ECD Centre 

 

REQUEST FOR PERMISSION TO CONDUCT RESEARCH AT YOUR ECD CENTRE 

1 A request for permission to conduct a research project is requested from your ECD centre. 

2 This research project forms part of the student’s requirement at the University of South 

Africa (UNISA). 

3 The research study title reads: The Effectiveness of TVET-Trained ECD Practitioners in 

Addressing Challenges Facing Public Pre-Schools in Limpopo Province. 

4 Research participants at your ECD centre will comprise the ECD manager and the ECD 

practitioners. Both participants will be required to participate in the in-depth interview 

sessions. In addition, the student will conduct other research data collection, such as 

participant observation and content analysis. 

4.1 In in-depth interviews, both ECD managers and ECD practitioners will be interviewed. 

Interview sessions will run for about 45 minutes per research participant. 

4.2 In participant observation, the students will spend approximately five days interacting with 

you, the staff, and the children. In short, participant observation would also include an 

informal discussion between the student and members of your ECD centre. She will also 

observe and take notes about your physical facilities, food preparation, how children are 

fed, their playgrounds, etc.  

4.3 In content analysis, the student will request you to provide her with all the relevant 

documents kept at the centre, including attendance registers for children, financial 

statements, revenue and expenditure records, etc.  

5 Please be advised that this research project is confidential; therefore, any information 

obtained shall not be revealed to any individual, institution, or organisation so that it does 

not lead to your centre being deprived of the necessary support it previously gained. 
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6 Should you experience any issues regarding this request, please feel free to contact the 

student using the contact details indicated below. 

 

I would appreciate being granted permission to conduct this research project at your ECD centre. 

 

Yours truly, 

 

The Researcher: Mrs Tshiwela Julia Tshipota 072 880 7143 tshipotajulia@gmail.com 
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APPENDIX O:  REQUEST FOR PERMISSION TO CONDUCT RESEARCH AT A 

TVET COLLEGE 

          343 Zone 4 

          SESHEGO 

          0742 

          10 May 2023 

The Dean of Faculty 

TVET 

Faculty of Early Childhood Development 

REQUEST FOR PERMISSION TO CONDUCT RESEARCH AT YOUR TVET 

COLLEGE, FACULTY OF EARLY CHILDHOOD DEVELOPMENT 

1 A request for permission to conduct a research project is requested from your TVET college’s 

Faculty of Early Childhood Development. 

2 This research project forms part of the student’s requirement at the University of South Africa 

(UNISA). 

3 The title of the research study reads: The Effectiveness of TVET-Trained ECD Practitioners 

in Addressing Challenges Facing Public Pre-Schools in Limpopo Province. 

4 Research participants at your TVET (Faculty of Early Childhood Development) will comprise 

the TVET college lecturers and the ECD educators training at the college. Both participants 

will be required to participate in the in-depth interview sessions. In addition, the student will 

conduct other research data collection, such as participant observation and content analysis. 

4.1. In in-depth interviews, both TVET college lecturers and the ECD educators training at the 

college will be interviewed. Interview sessions will run for approximately 45 minutes per 

research participant. 

4.2. In participant observation, the student will spend approximately five days interacting with the 

TVET college lecturers and the ECD educators in training. In short, participant observation 

will also include informal discussions between the student, yourselves, and the ECD 

educators in training. She will also observe and take notes about the nature of the TVET 
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college’s effective imparting of technical and vocational education and training to ECD 

educators.  

4.3. In content analysis, the student will request your Early Childhood Development Faculty to 

provide her with all the relevant documents, including modules, students’ general academic 

performance, students’ behavioural patterns, their subsequent attendance registers, the ECD 

educators in training’s lower socioeconomic statuses, the way they are accordingly addressed 

by the college, revenue and expenditure records, etc.  

5 Please be advised that this research project is confidential; therefore, any information 

obtained shall not be revealed to any individual, institution, or organisation so that it does not 

lead to your centre being deprived of the necessary support it previously gained. 

6 Should you experience any issues regarding this request, please feel free to contact 

the student using the contact details indicated below? 

 

I would appreciate being granted permission to conduct this research project at your TVET 

College. 

 

Yours truly, 

Researcher: Mrs Tshiwela Julia Tshipota 072 880 7143 tshipotajulia@gmail.com. 
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